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Abstract 
 
Maltese Secondary Education Certificate (SEC) examinations form the basis of this 
research study because of ongoing concerns about aŀƭǘŀΩǎ ƘƛƎƘ ǊŀǘŜǎ ƻŦ ŜŀǊƭȅ ǎŎƘƻƻƭ 
leavers (ESL). There is significant debate within the Maltese learning community 
regarding how the SEC subjects should be taught, developed, managed, examined 
and reformed. To this effect, this research  seeks to explore why Malta is still amongst 
highest in Europe with ESL in light of current education policy developments  taking 
place to bring about change in the Maltese Secondary Education.  
 
In 2015, the Matriculation and Secondary Education Certificate (MATSEC) 
Examinations Board called for further studies to explore the nature of poor 
ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǘƘŜ {9/ ŜȄŀƳƛƴŀǘƛƻƴǎΦ a!¢{9/Ωǎ Ŏŀƭƭ ŦƻǊ ŀŎǘƛƻƴ ǘǊƛƎƎŜǊǎ ǎǇŜŎƛŦƛŎ 
research methods aimed at exploring subjective experiences and developing an 
ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ŦŀŎǘƻǊǎ ƛƴŦƭǳŜƴŎƛƴƎ ǇǳǇƛƭǎΩ ǇƻƻǊ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǘƘŜ {9/ 
examinations. Since experiences are complex and subjective in nature, there is 
opportunity to view the problem from multiple perspectives using various sources in 
order to  provide the basis of new and reflective understanding of this problem. 
 
The objective of tƘƛǎ ǊŜǎŜŀǊŎƘ ƛǎ ǘƻ Ǝƻ ōŜȅƻƴŘ ǘƘŜ ǎŎƻǇŜ ƻŦ ǘƘŜ ŜȄŀƳƛƴŜǊǎΩ ǎǘŀǘƛǎǘƛŎŀƭ 
reports and National and International surveys to learn about the nature of this 
problem from policy analysis as well as the views of the pupils and other learning 
stakeholders (parents/teachers/examiners/policy makers). This study applies a 
specific methodological framework that examines the problem from various 
perspectives through qualitative, systematic research. This consisted of three stages: 
a context and literature review of initiatives and perspectives that shape current 
policies and practices in the Maltese secondary education; critical discourse analysis 
of three key policies; and interviews with education stakeholders.  
 
The context and literature review revealed how reform in the Maltese secondary 
education has dealt with on-going clashes of different ideas about principles of value 
and practice of equality in Maltese education. The policy analysis and interviews 
revealed how such tensions are still present in the Maltese education system today. 
The key tension is revealed to be a binary divide between traditional concepts of 
value in education and the wish for a more open and inclusive education for all. The 
dƛŦŦŜǊŜƴŎŜǎ ƻŦ ƻǇƛƴƛƻƴ ŀǊŜ ŎƘŀǊŀŎǘŜǊƛǎŜŘ ōȅ ǇŜƻǇƭŜΩǎ ǎǘǊƻƴƎ ǘƛŜǎ ǿƛǘƘ ǘƘŜ ŎƻǳƴǘǊȅΩǎ 
past and how the system is torn between comprehensive and selective models of 
education. This is the first time that qualitative research has explored underpinning 
tensions of educational reform in Malta by exploring why education reforms in Malta 
seems to be agreed upon in principle but not in practice. 
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Chapter 1 Introduction 
 
1.1 Professional Background 
 
My professional background in education commenced in 2008. I was an assistant 
lecturer in a Higher Education institution and entrusted with the challenge to 
contribute to the development of a series of the first vocational media production 
courses in Malta. The main purpose of this was twofold; to introduce media 
production courses to contribute to a positive change in Maltese media professional 
productions and to introduce media courses to help individuals gain more critical 
media literacy skills. However, from a personal point of view, I also learnt about the 
benefits of educational research regarding how teaching and learning can improve 
studentsΩ ƭƛǾŜǎΦ 
 
My passion for research in education started at that point. I am passionate about 
education; the importance of education is something that has always been 
paramount in my life as I was brought up in an environment where education was 
promoted. Therefore, my upbringing drove me to question, later in my professional 
life, how my contributions to educational research could effectively help facilitate 
improved educational experiences for students.  
 
Through various educational and professional experiences, I have been lucky to have 
been provided with numerous opportunities to test and experiment different 
educational methods for various outcomes. One professional experience that left an 
indelible mark on me was an educational literacy project that I developed and 
ƳŀƴŀƎŜŘ ŎŀƭƭŜŘ ΨwŜŀŘƛƴƎ ǘƘŜ LƳŀƎŜϥΦ In this project, I used media as a constructive 
learning tool to induce knowledge dialogue between peers in non-formal learning 
settingsΦ L ǘƻƻƪ ŦǊƻƳ {ŀǊŀƘ tƛƴƪΩǎ ŀǊƎǳƳŜƴǘΣ ǘƘŀǘ media tools and techniques can be 
used not only as means of communication but ŀƭǎƻ ǘƻ ƘŜƭǇ ǎǘǳŘŜƴǘǎΩ ŜŘǳŎŀǘƛƻƴŀƭ 
performances. Therefore, I saw potential in using media tools and techniques to 
facilitate experimental learning experiences for students to encourage reading, 
writing, interpreting texts in non-formal education settings.  
 
Through ΨwŜŀŘƛƴƎ ǘƘŜ LƳŀƎŜΩ I set out to explore how learners could make use of 
their senses and experiences in learning how to appreciate poetry and culture in the 
Maltese language. This project helped me shape my professional views on education 
because I realised how good educational experiences could be facilitated through 
non-traditional inductive learning processes. Through ΨReading the ImageΩ I also 
realised how students can improve their literacy skills whilst teaching focused on 
creating opportunities in class for dialogue with content rather than encouraging 
students to learn it by heart.  
 
After successfully completing my first attempt of this project in a non-formal learning 
setting, I came to a point where I realised how inductive teaching processes such as 
ΨwŜŀŘƛƴƎ ǘƘŜ LƳŀƎŜΩ ŎƻǳƭŘ ŀƭǎƻ ōŜ ŜŦŦŜŎǘƛǾŜ ƛƴ ŦƻǊƳŀƭ ŜŘǳŎŀǘƛƻƴŀƭ ǎŜǘǘƛƴƎǎΦ 
Particularly, in Maltese language education where examination reports (MATSEC, 
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2018, 2019) show how Maltese students tend to fail their exams, whilst also outlining 
ŀƴ ŀōǎŜƴŎŜ ƻŦ ŀ ΨƳŜǘŀ ŘƛǎŎƻǳǊǎŜΩ ŀōƻǳǘ ǿƘȅ ǘƘƛǎ ƛǎ ƘŀǇǇŜƴƛƴƎ.  However, it also 
became clear to me that teaching and learning in formal secondary education 
settings in Malta is dominantly driven by the idea that Ψgood educationΩ translates 
into traditional and non-experimental types of teaching practice.  
 
I realised this tension towards using inductive learning methods when I was working 
on my pilot research project during the first years of my Doctoral research degree. 
This set out to implement an experimental teaching intervention, similar to Reading 
the Image, but this time in a formal learning setting. The pilot project consisted of a 
comparative study between two types of lessons, one traditional and one 
experimental (inductive). For the experimental intervention, I chose to work with a 
teacher preparing students (age 15-16) for their end-of secondary school 
examinations. The experimental method involved an initial showing of a short film to 
students (n=15) in class. Subsequently, students were asked to share their views 
inductively about the short film in class and to discuss the meaning of a poem as part 
of their curriculum in-light of what they learnt from the film. Students were then 
asked to use their own mobile phones to choose a theme and take photos and use 
visuals as a language to describe their own understanding of the poem. The teacher 
and the students who participated in the pilot project were asked to give their 
feedback and to share their experiences about the project.  
 
General feedback provided by the teacher and the students, agreed that the 
experimental learning intervention was more interesting than the traditional class. 
Furthermore, the potential to feel engaged in a critical discussion about culture and 
the poem was enhanced in the experimental group compared to the traditional 
lesson. However, ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ also identified  there was not much room for such 
an intervention to be implemented in day-to-day curriculum. This was clear from the 
feedback because the participants claimed that with the amount of content, the 
available resources ƛƴ ǎŎƘƻƻƭǎ ŀƴŘ ǘƘŜ ǘƛƳŜ ŀƭƭƻŎŀǘŜŘ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ǇǊŜǇŀǊŀǘƛƻƴ ŦƻǊ 
the examinations meant it would be impossible to deliver such an intervention on a 
regular basis.  
 
Before the start of my pilot project, I envisaged my intervention could potentially be 
an alternative learning solution to addressing ǎǘǳŘŜƴǘǎΩ ƭŀŎƪ ƻŦ ŀōƛƭƛǘȅ ǘƻ ǘƘƛƴƪ 
critically about Maltese poetry. However, from this project I also learnt how 
important it is to understand more about the underlying factors that drive challenges 
in education before developing interventions that could offer possible solutions. 
 
At this point I realised that more research is needed to learn about the drivers that 
contribute towards particular problems in Maltese secondary education. Particularly 
in high stakes learning settings where education is characterised by strict exam-
driven teaching processes. As revealed in the feedback given by participants for my 
pilot study, drivers could be both practical and curricular.  However, the experience 
of working on the pilot project helped me to understand the importance of in-depth 
research about what could be contributing to problems in Maltese secondary 
education in order for clear solutions to be identified.  
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1.2 Context 
 
Within Malta primary and secondary schooling are compulsory and there are three 
main types; state schools, church schools and private schools. Fifty percent of 
students who attend primary and secondary education are enrolled in a state-owned 
institution (Eurodyce, 2016). All state schools are funded by the Government whilst 
church schools are mainly subsidized by public funding and private schools follow a 
fee-paying model. All types of secondary schools prepare students for the SEC 
examination process at the end of compulsory education. The number of SEC exam 
ǇŀǎǎŜǎ ŘŜǘŜǊƳƛƴŜǎ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǇǊƻƎǊŜǎǎƛƻƴ ǘƻ Ǉƻǎǘ-secondary education. Even 
though different types of schools in Malta differ in operation processes, student 
admissions and funding; all students are prepared for the same SEC examinations. 
This situation is significant because it reveals how the SEC is central to the Maltese 
secondary education, just as GCSE and A level examinations are central to the UK 
examination system. 
 

1.2.1 aŀƭǘŀ ¢ŜŀŎƘŜǊǎΩ ¦ƴƛƻƴ 

¢ƘŜ aŀƭǘŀ ¢ŜŀŎƘŜǊǎΩ ¦ƴƛƻƴ (MUT) is very important for this study because it has an 
influential role in Maltese education policy making and curricular operations in 
schools. The MUT was established in 1919 and it waǎ aŀƭǘŀΩǎ Ŧirst trade union 
ƻǊƎŀƴƛȊŀǘƛƻƴΦ hƴŜ ƻŦ ǘƘŜ a¦¢Ωǎ Ƴŀƛƴ ǊƻƭŜ ƛǎ ǘƻ ǊŜǇǊŜǎŜƴǘ ǘƘŜ ǾƻƛŎŜ and to safeguard 
the interests of professional educators through negotiating conditions of work when 
authorities propose new curricular initiatives, particularly in mainstream education. 
The role of MUT has been instrumental in bringing change in past education reforms, 
particularly the 1988 Education Act whose priciples are still ŎŜƴǘǊŀƭ ǘƻ aŀƭǘŀΩǎ ŎǳǊǊŜƴǘ 
education system. MUT has proposed significant solutions in the past for various 
sectors such as its role and input in giving teachers official professional recognition 
through the enactment of the Education Act in 1988. To date, MUT still considers this 
contribution as its greatest achievement. Since 2017, MUT has also been facing its 
own ideological conflicts as it opted to extend its membership intake to all 
management grades in the Maltese education sector. This decision has been 
interpreted as a conflict of interest by several members of the union as they argued 
that education management in Maltese education has close ties with the Ministry. 
This reveals a devisive ideological tension amongst the MUT members which resulted 
to the setting up of a new union, the Union of Professional Educators (UPE) in 2018.  
 

1.2.2 SEC 

As part of the National educational reform in 1985, just over thirty years ago, Maltese 
policy-makers introduced an affordable local examination system aimed at the 
general public. This reform introduced a newly local Maltese examination body, the 
SEC. At the end of compulsory studies at age sixteen, students sit for a series of one-
time SEC examinations. Students may only proceed to post-secondary educational 
institutions, opting for either a vocational or an academic streaming; depending on 
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the number and the grades of these one-time examination passes. More details 
about progression routes from compulsory education to post-secondary education 
will be discussed in chapter 2. 

1.2.3 National Curriculum Framework (NCF) 

The NCF document was first published in 1999 and was revised in 2010. This 
document is used as a reference in all Maltese learning settings, state, church and 
private. This document is to be used as a set of guidelines amongst schools and 
stakeholders and provide a άǎǘǊŀǘŜƎƛŎ direction by rationalizing the necessary 
changes and their implications for area/subject content, pedagogies and 
ŀǎǎŜǎǎƳŜƴǘέ (2012; p.11). The NCF document suggest ways to schools and 
stakeholders of: providing an equal education for all; promoting exploration in 
education rather than conformity; empowering students to take risks and to respond 
constructively to social, cultural and economic changes in Malta (MEDE, 2012). 
However, the implementation of these ideals is identified in this research as central 
to the on-going debate about what and how should Maltese education operate to 
work within such principles.  

1.2.4 Learning Outcome Framework (LOF): 

The LOF (2012) was developed from the NCF (1999) document and is aligned to the 
four objectives of the education policy for the Education Strategy for Malta 2014-
2024. It is also the main driver of the My Journey policy (2016) which sets out to 
ƛƳǇƭŜƳŜƴǘ ŀƴ ŜŘǳŎŀǘƛƻƴ ǊŜŦƻǊƳ ōŀǎŜŘ ƻƴ ǇǊƛƴŎƛǇƭŜǎ ǎŜǘ ōȅ ǘƘŜ [hCΦ ¢ƘŜ [hCΩǎ 
mandate was to change the Maltese education system from exam-specific structures 
to a system based on principles of formative learning and assessment. Attard Tonna 
(2016), Head of the LOF project explained that: ά¢ƘŜ [hC Ƙŀǎ ŀ ǎǘǊƻƴƎ ŦƻŎǳǎ ƻƴ 
pedagogy and assessment; it promotes learner-centred learning and favours models 
ƻŦ ŀǎǎŜǎǎƳŜƴǘ ǿƘƛŎƘ ƎƛǾŜ ŎƭŜŀǊ ŀƴŘ Ŏƻƴǘƛƴǳƻǳǎ ŦŜŜŘōŀŎƪ ƻŦ ƻƴŜΩǎ ǇǊƻƎǊŜǎǎέ όнлмсΤ 
p.171). 
 
aŀƭǘŀΩǎ LOF was launched to reform the Maltese education system with particular 
focus on the current SEC examination system. Teachers were invited to be involved 
in the design of the new LOF which impacts mainly on the curricula that prepare 
students for the SEC examinations. The main intended objective was to develop a 
LOF curriculum that shifted away from exam-centric syllabi by introducing formative 
learning and assessment structures. The project was aimed to be implemented in 
secondary school compulsory education in October 2017. However, the project has 
not yet been implemented due to lack of agreement amongst education stakeholders 
on how the LOF objectives are to be implemented in real-life scenarios.  

The Framework for the Education Strategy for Malta 2014-2024 and My Journey 
policies are central to the policy analysis chapter (chapter 4) of this research and will 
be used to further understand the issues that are ƘƻƭŘƛƴƎ ōŀŎƪ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ 
reform. 
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1.3 Situating the research problem 
 
Education policy, pedagogic culture and the historic context of Maltese education are 
amongst the main subject areas of enquiry in this thesis. Dominant learning 
frameworks in aŀƭǘŀΩǎ educational system seem to conflict with the learning 
objectives set by aŀƭǘŀΩǎ educational legislation, particularly the principles of 
achieving valuable and inclusive education (Act XXIV of 1988). These principles are 
central to the Maltese education legislation but the implementation of these 
principles has historically been problematic particularly in secondary school 
education. This situation reveals how different curriculuum priorities create tensions 
amongst education stakeholders who might agree with the principles but are 
resistant to change their professional practice. 
 
Sultana (1992), argues that characteristically  in Malta the aim of providing a valuable 
education has been characterised by the conflict between three different goals;  
economic, educational and ideological. The economic goal is driven by a mentality 
that education should reflect economic developments of the Nation, particularly 
providing skilled workers for the needs of the industry. The educational goal focuses 
on providing a valuable education that serves the needs and aspirations of the 
students. Thirdly, the ideological goal focuses on facilitation of quality and equality 
in education irrespective of the social class background, gender, learning ablities and 
disabilities of the student. 
 
Conflicting views about how these three goals should be implemented in curricular 
developments in secondary education in Malta are historically evident, particularly 
the tensions between comprehensive and selective models of education. As Zammit 
Magion (1992) explains, when Malta introduced vocational education in mainstream 
secondary education during the мфтлΩǎ, this conflict was at its height by the end of 
the decade. The aim was to eliminate selective models of learning and assessment 
by introducing a comprehensive approach to encourage more student achievements 
in secondary education (Zammit Magion, 1992). The introduction of Vocational 
education in mainstream secondary education also brought curricular conflicts 
between a comprehensive and selective models of education which resulted in the 
closure of vocational education in the early 199лΩǎ.  
 
The underpinning curricular conflicts that brought vocational education to an end in 
Malta is taken as a historic starting point in this research because studies show that 
such curricular conflicts are still present today (Zammit Mangion, 1992; Sultana, 
1998). The National Curriculum Framework for All (NCF) which  determines modes of 
educational practice in Malta emphasizes the importance of vocational education in 
secondary schools (MEDE, 2012). In principle, the NCF set out to modernize Maltese 
education more than twenty years ago. The NCF marks the beginning of introducing 
alternative learning and assessment processes in the Maltese secondary education 
system in contrast to the current dominant exam-led structures, however much of 
the curricular developments stated by the NCF have still not been implemented. 
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This curricular conflict is characterized by issues of disagreements amongst 
stakeholders. Particularly conflicts that focus on how quality, standards, principles 
and practices should translate into real-life Maltese education. Such conflicts become 
visible when changes are introduced, or proposed, to the traditional exam-led 
educational structures in Maltese secondary education. Consequently, various 
learning initiatives and policies (discussed and analysed in this thesis) have been 
mushrooming in Malta during recent years to cope with the struggles and challenges 
created by the current mainstream secondary education system.  
 
Mainstream education at every level in Malta is highly influenced by and dependent 
upon public policy. However, the phases at the end of compulsory secondary 
education generate particular attention because this stage dictates ǎǘǳŘŜƴǘǎΩ future 
whether they are to progress to post-secondary education or not. This learning phase 
is in the spotlight and highly criticised by the Maltese education community because 
it is underpinned by a selective ideology (Apap et al. 2003). This criticism appears to 
crystallise a binary tension between comprehensive and selective models of 
education. An investigation I conducted into the root causes of poor student 
performances at this stage of a ǎǘǳŘŜƴǘΩǎ secondary education (Attard, 2018) 
revealed how the impediments to modernisation in formal learning settings are 
complex and multifaceted. 
 
In Malta, the desire to introduce change to the education system has been a feature 
of the ŎƻǳƴǘǊȅΩǎ educational discourse during its history but became critical once 
again in 2016 through a policy entitled My Journey (MEDE, 2016). The aim of this 
policy was to implement a new educational system based on the principles of 
Learning Outcomes Framework (LOF). The LOF builds on the principles of its 
preceding framework NCF and once again the introduction of change proposed in the 
My Journey policy brought resistance and controversy amongst the education 
community. Particularly because the changes being proposed by Maltese education 
authorities aim to re-introduce the curricuar principles of comprehensive education. 
The key proposals focused on introducing a new formal examination system that 
moves away from the current one-size fits all system and which άŀƳōƛǘƛƻǳǎƭȅ moves 
forward in democratizing academic, vocational and applied learning for all students 
within a framework of parity of ŜǎǘŜŜƳέ (MEDE, 2016, p.11). Whilst in principle this 
change was endorsed by many, the main point of resistance seems to revolve around 
issues of implementing this proposal in educational practices. This situation reveals 
tensions, mainly between who is proposing to introduce change in Maltese 
secondary education and who is experiencing it. 
 
The My Journey policy should have been implemented in schools during the 2017/18 
scholastic year, however, the implementation of this new reform has been halted 
several times due to various disagreements between the compulsory education 
teaching community and policy makers in Malta. According to the Malta Union of 
Teachers (MUT), who represent the ǘŜŀŎƘŜǊǎΩ voice of the Maltese education sector, 
the LOF should be seen as a huge cultural change and not only a reform: άΧ it is a 
change in mentality and culture... [for] the LOF to be successful it needs a careful 
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implementation strategy and an agreement on conditions of ǿƻǊƪέ (Times of Malta, 
2016). 
 
This reception of the policy highlights that whilst the need for change seems to be 
accepted in principle by teaching professionals and policy makers, the 
implementation of change is still a site of controversy and disagreement. This 
research aims to investigate the drivers that motivate this controversy, particularly 
the underlying curricular conflicts that characterize this problematic situation in the 
Maltese secondary education. This research seeks to answer three research 
questions (RQ). 
 
RQ 1. What are the main characteristics that shape the Maltese education system? 
 
This research question will be at the core of chapter two which focused on a review 
of historic landmarks and literature that characterise the Maltese education system 
today. The objective is to review past education policies, and their contribution 
towards the development of Malta's current education system and to establish:  
 

¶ The role of education in Maltese society; 

¶ The main critical perspectives regarding education in Malta; 

¶ The socio/economic developments in Malta and their impact on the 
education system; 

¶ Ways of measuring performance in education; 

¶ The structure of Malta's mainstream education system; 

¶ The key-learning stakeholders in Malta. 
 

 
RQ 2. How are notions of contemporary education standards, value and 
experiences constructed by the Maltese education system? 
 
This research question is at the core of the empirical stages of this study which will 
be analytically reviewed (chapters five and six). The objective of this research 
question is to analyse relevant policy documents and collate first-hand perspectives 
regarding experiences of Maltese education and how this impact attempts to 
introduce change in the Maltese education system. In order to answer this research, 
question the following shall be explored: 
 

¶ Perceptions of students, parents, teachers, head teacher, SEC examiner and 
Ministry of Education regarding the preparation phases for mainstream 
formal examinations; 

¶ Personal views about the dominant forms of measuring education 
performances in the Maltese formal learning settings by students and 
learning stakeholders; 

¶ The current relationships between education performance results and the 
Maltese education policymaking. 

 
 



 
 

21 

RQ 3. What is the future of secondary education in Malta?  
 
This research question builds on the results of the first two research questions. The 
focus wilƭ ōŜ ƻƴ ǘƘŜ ƪŜȅ ŘǊƛǾŜǊǎ ǘƘŀǘ ŀǊŜ ƳƻǘƛǾŀǘƛƴƎ ǘƘŜ ƛŘŜŀ ƻŦ ΨƳƻŘŜǊƴƛǎƛƴƎΩ aŀƭǘŀϥǎ 
secondary ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŀƴŘ ǘƘŜ ƛƳǇŀŎǘǎ ƻŦ ǘƘƛǎ ŎƘŀƴƎŜ ƻƴ ǇǳǇƛƭǎΩ ŜŘǳŎŀǘƛƻƴΦ ¢ƘŜ 
objective of this research question is to develop a professional recommendations 
that can potentially address issues of policy implementation. The details of the 
proposed recommendations will be postulated in a dedicated recommendations 
section in chapter 7. 
 
 
1.4 Contribution to knowledge 
 
This research investigates curricular challenges in the Maltese secondary education. 
As shown in the Eurostat statistics (figure 1-1 and figure 1-2 below), since 2008 and 
up until 2019, Malta qualifies as the highest country in Europe for early school leavers 
and has been so for quite some time (Eurostat 2008). This ranking evidently shows 
that despite curricular changes in the secodary education system it is clearly not 
having a positive impact on reducing the numbers of early school leavers in Malta.  
 
 

 
 

Figure 1-1 Eurostat country ratings of early school leavers (2008) 
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Figure 1-2  Eurostat country ratings of early school leavers (2019) 

 
 
Although the Eurostat statistics provide numerical data on how Malta ranks in terms 
of its school leavers compared with other countries in the European Union (EU), it 
fails to provide an understanding of the factors that lead Maltese secondary school 
students to leave their education prematurely without achieving a basic level of 
qualifications. This research explores these factors in-depth and from various 
standpoints, to understand systematically issues that influence student retention, 
quality and standards of qualifications, and principles of learning and teaching 
practices. To achieve such an understanding I aim to answer 3 research questions 
(please refer to previous section 1.3 for research questions).  
 
The first research question reflects on the context and literature about bringing 
change in Maltese secondary education, particularly the tension between 
comprehensive and selective models of education. It reveals the main principles and 
characteristics that shape the idea of change in the Maltese secondary education 
system and the critical challenges that keep resurfacing when authorities try to 
introduce curricular changes in aŀƭǘŀΩǎ secondary education to improve ǎǘǳŘŜƴǘǎΩ 
achievements in the SEC. 
 
The second research question focuses on current issues of education policy and 
practices that set out to effect change in Maltese secondary education. This research 
question captures essences from policies and experiences by those who attempt to 
introduce change in aŀƭǘŀΩǎ secondary education and by those who experience it 
every day. 
 
The third research question draws on the idea of change from policy and personal 
experiences. It sets out to understand how perspectives on change, from top-down 
(policy making) to down-up (education stakeholders) indicate possible futures for 
aŀƭǘŀΩǎ secondary education. 
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This study explores what current available statistics and reports cannot tell us about 
problems of curricular reforms and early school leavers in Maltese secondary 
education. Moreover, the results of this study contribute to an in-depth 
understanding, from various perspectives, of what can hold back the introduction of 
curricular reforms. The study systematically analyses different perpectives (policy, 
parents, teachers, policy makers and pupils) and describes the critical conditions and 
competing voices that create challenges in curricular reform.  
 
¢Ƙƛǎ ǊŜǎŜŀǊŎƘ ǎǘǳŘȅ ŦƻŎǳǎŜǎ ƻƴ ǘƘŜ {ŜŎƻƴŘŀǊȅ 9ŘǳŎŀǘƛƻƴ /ŜǊǘƛŦƛŎŀǘŜ ό{9/ύΣ aŀƭǘŀΩǎ 
National formal examination system that operates as a gateway for pupils to progress 
from secondary to post-secondary education. In 2015, The Matriculation and 
Secondary Education Certificate (MATSEC) Examinations Board called out for further 
studies that aim to research further into the nature of poor performance in the SEC 
examinations; 

ά²Ƙȅ ƛǎ ǘƘƛǎ ƘŀǇǇŜƴƛƴƎΚ Χ Low expectations? Other reasons? Only systematic 
qualitative research, which is beyond the scope of this report, can answer 
ǘƘŜǎŜ ǉǳŜǎǘƛƻƴǎΦέ όa!¢{9/Σ нлмрύΦ 

a!¢{9/Ωǎ call for action necessitates research which explores subjective experiences 
and develops an understanding of the contextual factors impacting on ǇǳǇƛƭǎΩ high 
dropout rates from aŀƭǘŀΩǎ secondary education. This thesis addresses this 
knowledge gap. Since experiences are complex and subjective in nature, this study 
seizes the opportunity to view the problem from multiple perspectives (Dixon-Woods 
et al. 2006) and from varied sources to provide the basis of new and reflective 
understanding of this problem.  
 
Insights generated from this study about the situation of curricular reforms and 
student retention in Maltese secondary education provides a starting point for 
examining other national education systems. Although the findings are not 
generalizable, they are transferable to other contexts; the conceptual and 
methodological approaches could be used for other research studies that set out to 
explore national and international educational settings in which implementation of 
curricular reform is problematic. 
 

This research helps us understand how curricular reform in education is not simply 
something that can be imposed by higher authorities and, therefore, it asserts that 
engaging and consulting stakeholders is critical in improving challenging situations of 
implementing curricular reforms in education. As such the recommendations are 
highlighted in chapter 7. Ultimately this study argues the need for a shift in mentality 
by education stakeholders about matters of communication in education. If, as I 
argue, curricular reform is not simply the result of the imposition of policy, then it is 
necessary to investigate the ways in which it is promoted, resisted, negotiated and 
accommodated in different ways by those with a stake in it. 
 
The next section provides a short description of the sequence of chapters in this 
thesis and how each chapter contributes towards addressing these fields of enquiry. 
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1.5 Outline of thesis 
 

1.5.1 Chapter two: Context and Literature 

The chapter presents how the 1988 Education Act has brought educational 
developments in Malta that have shaped the current curricular reforms in Maltese 
secondary education. Education landmarks motivated by this Act shall be critically 
explored using key critical literature and theories. The outcome of this chapter is to 
establish insights of the tensions around current educational policies and learning 
practices in Maltese secondary education. I will illustrate the realization of a 
particular philosophy of education that characterizes Maltese secondary education 
today. This context serves as a background for the forthcoming chapters of this study. 
In this chapter I shall also provide a detailed description of the SEC, how it operates, 
who participates in it, the current examination process and why it is so central to the 
Maltese secondary education system. Furthermore, it will also explain why the SEC 
is considered as the gold standard system for assessing student performances in 
Malta and what is at stake if students do not achieve the required number of SEC 
examination passes and drop out from the educational system. This section also 
provides context about the latest developments that are taking place in the SEC 
examination system. Particularly the introduction of new Vocational Educational 
Training (VET) assessment models that were introduced as an alternative to the 
traditional academic type SEC subjects and their implications. Moreover, this chapter 
also sheds light on why and how curricular reform in the SEC examinations have 
become so central in the debate about the future of the Maltese secondary 
education.  

1.5.2 Chapter three: Methodology 

The methodology chapter focuses on a specific research approach that aims to help 
me understand how and why any attempts to modernize the SEC examination system 
are still subject to disagreement and wide controversies. This chapter will initially 
explain how the research questions were formulated and how they contribute 
towards the understanding of the drivers relating to the main problem/s targeted in 
this study. It will explain how a specific qualitative study research methodology was 
developed from the underpinning conceptual and theoretical frameworks. The 
chapter develops by explaining the methods employed in the research and the 
analytical processes of each stage of the research. Lastly, the ethical issues taken into 
consideration in the research are explored to ensure no harm came to any of the 
research participants. 

1.5.3 Chapter four: Policy Analysis 

This chapter constitutes the first part of the empirical research phase. This chapter, 
presents a detailed structure of the analysis, the documents that were analyzed and 
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the purpose of the analysis. Each section of this chapter consists of a background 
outlining the over-arching drivers that motivated the desired objectives identified in 
each policy document reviewed. The three policies were:  
 

1. Framework for the Education Strategy in Malta (2014); 
2. My Journey: Achieving through different paths (2016); 
3. A Policy on Inclusive Education in Schools ς Route to Quality Inclusion (2019). 

 
Each section presents the key analytic themes that were identified in the analysis and 
includes an in-depth analysis of discourse formulations identified in every policy 
document, showing how policy makers employ language to achieve change for 
various political, social and economic ends. Finally, every section of the policy 
analysis will be concluded with a short summary of findings, consisting of a general 
discussion about the findings from the analysis and a summary of topics that require 
further study. 

1.5.4 Chapter five: Interviews 

This chapter constitutes the second part of the empirical research phase. This chapter 
presents participants that contributed in the research, their role in the Maltese 
education system, why they were chosen to participate and why their contributions 
are important in this research. This chapter presents an overview of perceptions, 
anxieties, mentalities, feelings, professional and personal challenges, pressures, 
influences and recommendations to conceptualize how notions of practice and 
theory are constructed by the Maltese education system today. This chapter is also 
structured in sections and each section outlines the main themes and sub themes 
that were generated from the interview analysis.  

1.5.5 Chapter six: Discussion of Findings 

This chapter brings together the main analytic themes from chapter five and chapter 
six. Here it discusses the connections between findings from the two chapters and 
how these connections relate to Maltese history of education and literature 
reviewed in chapter two. This chapter generates new insights into the main research 
questions by synthesizing the outcomes from both parts of the empirical work.  

1.5.6 Chapter seven: Conclusions and Recommendations 

This is the final concluding chapter of this research. This chapter provides a synopsis 
of topics discussed in the exploration of the findings. This section also provides a 
summary regarding what has been answered by the main research questions as well 
as identifying new lines of enquiry. This chapter concludes with a list of 
recommendations that could help towards achieving solutions towards the main 
problems identified in this research. Moreover, suggestions for further studies also 
feature in this chapter. 
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1.6 In Summary 
 
This introduction provides an overview of the research problem that is the focus of 
this doctoral study. It sets out the context and parameters in which the research 
problem takes place and the contribution to knowledge. It also outlines the structure 
of the thesis and how every chapter contributes toward the research study as a 
whole. Particularly, how each chapter builds towards the identification of research 
questions and towards the design of a specific methodology that can address the 
specificities of the research problems. A brief description is also given about how 
results are presented. Moreover, limitations of the study are also presented, 
however more details on specific limitations that impact the research design and 
data acquisition of this study will be presented in the methodology (Chapter 3) and 
analysis chapters (Chapters 4 and 5). 
 
Following this introduction, the thesis will proceed chapter by chapter with a detailed 
description of the research context. In the following chapter, I shall begin my 
research journey with a thorough exploratory examination of historic events and 
literature that shape the Maltese secondary education system today.  
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Chapter 2 Context and Literature review 
 
 
2.1 Introduction 
 
This chapter provides a critical ǊŜǾƛŜǿ ƻŦ ǘƘŜ ƻǊƛƎƛƴǎ ŀƴŘ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ aŀƭǘŀΩǎ 
formal secondary education system. The following discussion is built around key 
moments or landmarks in recent Maltese education history, each of which exemplify 
some of the policy implementation issues characteristic of small-state education. 
 
Bacchus (2014) explains, that education provision in small state countries such as 
Malta, are continuously characterized by: frequent economic fluctuations; rapid 
changes in industry requirements; lack of human resources and the bŀǘƛƻƴΩǎ 
aspiration to conform to other international education standards. These 
characteristics have historic roots in a linear progression of educational reforms and 
measures in Malta. It is important to critically discuss these landmarks because they 
symbolise significant characteristics in the dominant history of Maltese education 
(Sultana, 1999). This chapter sets the context for the study by presenting how these 
landmarks contribute towards the educational origins and the main principles that 
have driven, and are still driving, developments in secondary Maltese education 
system today.  
 
!ǘ ǘƘŜ ŎƻǊŜ ƻŦ aŀƭǘŀΩǎ ŎǳǊǊŜƴǘ secondary education system are the promises set by 
the 1988 Education Act,  based on principle of providing a valuable education for all 
students. These principles still stand today. Calleja (1994) argues that the promises 
set by the Act, particularly the promise that the State should provide valuable 
ŜŘǳŎŀǘƛƻƴ ŦƻǊ ŀƭƭΣ ŀǊŜ ƪŜȅ ǘƻǿŀǊŘǎ ǘƘŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ aŀƭǘŀΩǎ ŎǳǊǊŜƴǘ secondary 
education system and the challenges to sustain and promote the objectives of this 
legislation. Calleja also states that the Maltese education system is characterized by 
ŀ ǳƴƛǉǳŜ άΧƘƛǎǘƻǊȅ ƻŦ ŎǳƭǘǳǊŀƭ ǇǊŜƧǳŘƛŎŜǎΣ ƛǎƻƭŀǘƛƻƴ ŀƴŘ subservience to foreign 
infƭǳŜƴŎŜǎέ (1994; 186). Conversely, as Calleja argues, the implementation of the 
promises set by the 1988 Education Act into practice have been problematic because 
of divergent interpretations of this Act. 
 
The promise of providing valuable education for all in Malta has also been at the 
centre of tensions (Zammit Mangion, 1992; Sultana, 1999) between utilitarian and 
idealistic interpretations of this promise. The utilitarian perspective on valuable 
education for all centres on how Maltese education should contribute towards 
industry, the economy as well as the social interests of the Nation. Conversely, the 
idealistic interpretation of this promise focuses on giving every opportunity to 
individuals to succeed in education. Through a historic and literature review of these 
issues I will be in a better position to examine how these tensions continue to surface 
ƛƴ aŀƭǘŀΩǎ ƳŀƛƴǎǘǊŜŀƳ ŜŘǳŎŀǘƛƻƴ ǘƻŘŀȅΦ 
 
In this chapter, key historic controversies will be discussed with a view to understand 
and diagnose how different mentalities and historic events in Maltese education 
have shaped the realization of a particular philosophy of education. The SEC, as a 
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nationally prescribed instrument of assessment, is a tangible curricular realisation of 
such a particular philosophy of education in Malta and, as such, has been regularly 
scrutinised and criticised. At the heart of the debate is how education provision in 
Malta has been previously characterized by different interpretations and attempts to 
ŀŎƘƛŜǾŜ ΨǾŀƭǳŜΩ ŀƴŘ ΨƛƴŎƭǳǎƛǾƛǘȅΩ in Maltese education. This is of particular interest for 
this study because these interpretations are currently influencing proposed reforms 
in Maltese education that set out to change how the SEC examinations operate 
within 21st Century Malta.  
 
Lƴ ǘƘŜ Ƴƻǎǘ ǊŜŎŜƴǘ ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅ ƻƴ 9{[Σ Ψ9ŀǊƭȅ [ŜŀǾƛƴƎ ŦǊƻƳ 9ŘǳŎŀǘƛƻƴ ŀƴŘ 
Training, the Way Forward 2020 ς 2030, (MEDE, 2021) it is outlined how the main 
policy objective is still ǘƻΥ ά9ƴǎǳǊŜ ƛƴŎƭǳǎƛǾŜ ŀƴŘ ǉǳŀƭƛǘȅ ŜŘǳŎŀǘƛƻƴ ŦƻǊ ŀƭƭέ όнлнмΤ ǇΦ13). 
This reveals how the principles that underpin these objectives are still a priority and 
at the heart to the debate of how education provision in Malta should be. The 
diagram below shows six critical factors considered as risk indicators in this policy. 
 

 
Figure 2-1 Early Leaving from Education and Training, the Way Forward 2020 ς 2030, (MEDE, 2021) 
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2.2 Key concepts: value, inclusivity, and engagement 
 
In this section I will draw upon educational literature to explore definitions of three 
key concepts; value, inclusivity and engagement in education. The following diagram 
(Figure 2-2) shows these three concepts alongside different educational theories that 
are widely featured in literature on ideology in education. This section explores these 
concepts and definitions to develop a conceptual framework that subsequently 
drives the empirical stages of this research. 
 
 

 
Figure 2-2 Key Ideological Concepts and Definitions in Education 

 

2.2.1 Value 

Value in education has traditionally been measured by results (Jacob, 2005) ς in other 
ǿƻǊŘǎΣ ōȅ ƳŜŀǎǳǊƛƴƎ ŜŘǳŎŀǘƛƻƴŀƭ ǾŀƭǳŜ ǘƘǊƻǳƎƘ ǎǘǳŘŜƴǘǎΩ ŜȄŀƳ ǊŜǎǳƭǘǎΣ ƻǊ measuring 
ŜŘǳŎŀǘƛƻƴŀƭ ǾŀƭǳŜ ŘŜǇŜƴŘƛƴƎ ƻƴ ǘŜŀŎƘŜǊǎΩ ǎŀƭŀǊƛŜǎΣ ǿƻǊƪƛƴƎ ŎƻƴŘƛǘƛƻƴǎΣ ƻǊ ƻǘƘŜǊ 
ƛǎǎǳŜǎ ǊŜƭŀǘƛƴƎ ǘƻ ǘŜŀŎƘƛƴƎκƭŜŀǊƴƛƴƎ ǊŜǎƻǳǊŎŜǎΦ WŀŎƻōΩǎ ǎǘǳŘȅ όнллрύ ǊŜǾŜŀƭǎ Ƙƻǿ 
parents from advantaged or disadvantaged social backgrounds interact with the 
concept of educational value in diverse ways, viewing policy makers and education 
authorities as accountable in the achievement of valuable education for their 
children. 
 
Value, however, is now a contested ideological concept in educational discourses, 
often revolving around the notion of education as a good in itself, and education as 
a utility. Biesta explicitly argues against policy-ƳŀƪŜǊǎΩ ǘŜƴŘŜƴŎƛŜǎ ǘƻ ŜƭƛŘŜ ǾŀƭǳŜ ǿƛǘƘ 
evidence-ōŀǎŜŘ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ŀǊƎǳŜǎ ŦƻǊ ǘƘŜ ǾŀƭƻǊƛǎŀǘƛƻƴ ƻŦ ΨǾŀƭǳŜΩ ƛƴ ƛǘǎŜƭŦ (Biesta, 
2010). Similarly, Aronowitz & Giroux (1986) argue in their book Education Under 
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Siege (the name of book clearly suggesting the need of radical change to traditional 
ideological concepts of value in education), that curriculum development in 
education should steer away from systems that favour traditional knowledge-recall 
models of education. Miller (2008) argues that education should be defined by the 
principles of action and practice that are accessible within the world that a student 
is familiar with. Miller ŀǎƪǎ άΧis thinking valued and made visible? Is there student 
ƛƴǇǳǘΚ Iƻǿ ǿƛƭƭ L ƪƴƻǿ ǘƘŜȅ ǳƴŘŜǊǎǘŀƴŘΚέ όaƛƭƭŜǊΣ нллуΣ ǇΦсфύ. aƛƭƭŜǊΩǎ questions 
reveal how the idea of a valuable educational experience is a personal one for the 
students and the system that administers education should make the purposes of 
the learning visible for them. This means that the studentǎΩ ƭƛŦŜ ŜȄǇŜǊƛŜƴŎŜs should 
be central to the educational process of learning. Biesta (2010) argues that in 
evidence-based education practices, questions can be raised about the value of 
ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ƛƴ ǘŜǊƳǎ ƻŦ ƪƴƻǿƭŜŘƎŜΣ ŜŦŦƛŎŀŎȅ ŀƴŘ ŀǇǇƭƛŎŀǘƛƻƴ ƻŦ ǎǘǳŘŜƴǘǎΩ ǿƻǊƪΦ 
As alternative to traditional evidence-based education, Biesta (2010) recommends 
that a value-based approach that puts the student at the centre of curricular 
development could provide a more humanised educational experience that address 
these deficits.  
 
Educational value can be perceived in terms of humanistic aspects. This concept of 
value is fundamentally subjective as it sees the role of education in providing learning 
ŦƻǊ ǎǘǳŘŜƴǘǎΩ ƻǿƴ ǇŜǊǎƻƴŀƭ ŜƴǊƛŎƘƳŜƴǘ ŀƴŘ ŦƻǊ ǘƘŜ ƎƻƻŘ ƻŦ ǎƻŎƛŜǘȅ όwŜƛŘΣ мффуύΦ ¢ƘŜ 
humanistic view of education emphasises the studentΩs ability to critically think 
about value and achievement in education (Beatty 2013; Rivera 2015; Porter 2015). 
The key debate here is between a metrics-defined utilitarian concept of value and 
subjective perceptions of humanist education. In other words, how value in 
education should translate into personal enrichment as opposed to exam-driven 
performances in formal education systems. This is a key tension explored in this study 
and the concepts discussed in this section will, subsequently, inform the analysis of 
policy and interview data.  
 
The conflict between utilitarian  and humanistic ideologies is particularly present in 
educational landscapes where the idea of value in education is driven by learnersΩ 
performances in selective exam-led systems (such as the secondary school system in 
Malta). Whilst initiatives in seeking value in education through humanistic learning 
and assessment approaches can be agreed upon in non-formal education settings 
these can be contested in mainstream education because of traditional selective and 
conservative value-laden principles of education.  
 
A humanistic approach in principle shows how students could be given opportunity 
not only to learn how to complete tasks prescribed from above for the demands of 
the curriculum, but instead it could help a learner gain general skills in reaching their 
full potential. For Howard Gardener, the humanistic aspect in education should be 
set at the forefront of educational value. As outlined in his theory of multiple 
intelligences, it is important to approach the idea of value in educational processes 
from eight areas: musical-rhythmic, visual-spatial, verbal-linguistic, logical-
mathematical, bodily-kinesthetic, interpersonal, intrapersonal and naturalistic. In 
other words, giving learners the opportunity to relate to topics of knowledge from 
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various points of entry, unlike exam-led structures which tend to lean towards one 
point of interest, namely the recall of knowledge. Gardener argues that there should 
ōŜ ƻǘƘŜǊ ŀƭǘŜǊƴŀǘƛǾŜǎ ǘƻ ǘŜŀŎƘ ŀƴŘ ŜǾŀƭǳŀǘŜ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ŎŀǇŀōƛƭƛǘƛŜǎ: άΧǘƘŜ 
examiner scores the responses and comes uǇ ǿƛǘƘ ŀ ǎƛƴƎƭŜ ƴǳƳōŜǊΧ[which] is likely 
to exert appreciable effect upon [the studentΩǎ] future, influencing the way in which 
her teacher thinks ƻŦ ƘŜǊ ŀƴŘ ŘŜǘŜǊƳƛƴƛƴƎ ƘŜǊ ŀōƛƭƛǘȅ ŦƻǊ ŎŜǊǘŀƛƴ ǇǊƛǾƛƭŜƎŜǎέ 
(Gardener, 2011, p.3)Φ DŀǊŘŜƴŜǊΩǎ ǘƘŜƻǊȅ ƻŦ ƳǳƭǘƛǇƭe-intelligences is often referenced 
ƛƴ ŜŘǳŎŀǘƛƻƴŀƭ ǇƻƭƛŎƛŜǎΣ ƛǘ ŀƭǎƻ ŦŜŀǘǳǊŜǎΣ ƛƴŎƛŘŜƴǘŀƭƭȅΣ ƛƴ aŀƭǘŀΩǎ мл-year strategy of 
education (MEDE, 2014).  
 
Humanistic concepts of educational value are persuasive ς Piaget, for example, 
argues that education shoulŘ ƘŀǾŜ ŀ ǿƛŘŜǊ ǾŀƭǳŜ ƛƴ ƭƛŦŜΦ tƛŀƎŜǘΩǎ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ǾŀƭǳŀōƭŜ 
learning outlines a stark difference from the objectives and priorities of metric-driven 
idea of achievement with exam-led structures. Exam-led structures are 
characteristically knowledge-recall oriented, focusing on the cognitive aspect of 
teaching and learning but not allowing much space for the affective life aspect. 
Education, for Piaget, should provide good values for people and is essential in 
producing good citizens. Educational value, therefore, is in its contribution to 
personal wellbeing and to society. Piaget explains that education consists of two 
inseparable components, the effective life and the cognitive life (Piaget, 1957), 
arguing that these two components should not be seen as separate entities to a 
ƭŜŀǊƴŜǊΩǎ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ƪƴƻǿƭŜŘƎŜ: 
 

ά¢ƘŜȅ ŀǊŜ ƛƴǎŜǇŀǊŀōƭŜ ōŜŎŀǳǎŜ ŀƭƭ ƛƴǘŜǊŀŎǘƛƻƴ ǿƛǘƘ ǘƘŜ ŜƴǾƛǊƻƴƳŜƴǘ ƛƴǾƻƭǾŜǎ 
ōƻǘƘ ŀ ǎǘǊǳŎǘǳǊƛƴƎ ŀƴŘ ŀ ǾŀƭǳŀǘƛƻƴΧ ¢Ƙǳǎ ŜǾŜƴ ƛƴ ǇǳǊŜ ƳŀǘƘŜƳŀǘƛŎǎΣ ǿƛǘƘƻǳǘ 
experiencing certain feelings, and conversely no effect can exist without a 
minimum understanding or discrimination.έ όtƛŀƎŜǘΣ мфр7, p.5) 
 

Therefore, for Piaget, in order for a learner to achieve a holistic and a valuable 
learning experience, they should express their learning ǘƘǊƻǳƎƘ ŀƴ άƛƴǘŜǊƴŀƭ 
ǊŜƎǳƭŀǘƛƻƴ ƻŦ ŜƴŜǊƎȅέ όtƛŀƎŜǘΣ мфр7), such as the personal affinity that a learner has 
ǿƛǘƘ ǘƘŜ ǘƻǇƛŎ ƛƴ ŘƛǎŎǳǎǎƛƻƴ ǘƻƎŜǘƘŜǊ ǿƛǘƘ ŀƴ άŜȄǘŜǊƴŀƭ ǊŜƎǳƭŀǘƛƻƴέ ƛΦŜΦ ǘƘŜ ǾŀƭǳŜ 
factor of the topic in discussion in real life terms (Piaget, 1957). CǳǊǘƘŜǊƳƻǊŜΣ tƛŀƎŜǘΩǎ 
definition helps us reflect on whether the traditional idea of value in education 
should be rethought in light of the affective aspect to give students a holistic 
rendition of their learning achievements, focusing on educational vŀƭǳŜ ŦƻǊ ǇŜƻǇƭŜΩǎ 
own wellbeing, good citizenship and towards the good of society. This struggle over 
the meaning of value is one which characterises all education systems, and 
ǇŀǊǘƛŎǳƭŀǊƭȅ aŀƭǘŀΩǎΦ 

 

2.2.2 Inclusivity 

Contemporary approaches in identifying ideological concepts of inclusive education 
helps move away from the traditional idea that inclusive education should merely 
focus on students with different forms of disability. Inclusivity in education is a 
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complex ideological concept which is often used in education policies and practices. 
DeLuca (2013) argues that there needs to be a shift from traditional conceptions of 
inclusive education by providing a system that facilitates education for all forms of 
difference. Figure 2-о ǎƘƻǿǎ 5Ŝ[ǳŎŀΩǎ theoretical foundation based on four 
conceptual stages of progression from traditional and idealistic forms of inclusivity 
towards an interdisciplinary approach for all differences. This theoretical foundation 
is based on four main conceptions.  
 

 

 
Figure 2-3 Adopted from framework of Inclusivity, by DeLuca (2013; p.326) 

 
The normative conception of inclusivity represents the traditional ways of seeing 
inclusivity as means of encouraging minority individuals to be part of a mainstream 
ΨƴƻǊƳŀƭƛǎŜŘΩ group. A normative concept, as shown in figure 2-3, uses a unicentric 
model of inclusivity in which minority differences (represented as white circles in the 
diagram), are pushed towards a normalised mainstream group (represented in 
black). On the other hand, the integrative and dialogical conceptions of inclusivity are 
ideologically intertwined. These concepts represent a shift from a unicentric to a 
multicentric model for an equal environment for all diverse students. As shown in 
figure 2-3, a multicentric model signifies a drive for a system to facilitate same 
opportunities notwithstanding the different abilities and disabilities of the individual. 
Finally, the transgressive conception of inclusivity. This concept follows a concentric 
model of inclusion. A concentric model signifies how an ideal system should not only 
alter or introduce practices to facilitate for individual differences (multicentric 
model) ōǳǘ ǘƻ ŎƘŀƴƴŜƭ ǎǘǳŘŜƴǘǎΩ ŘƛǾŜǊǎƛǘȅ ŀǎ ƳŜŀƴǎ ŦƻǊ ƴŜǿ ƪƴƻǿƭŜŘƎŜ ŀƴŘ learning 
experiences (DeLuca, 2013).  
 
This section examines these four concepts as an interdisciplinary conceptual 
framework for inclusivity in education. L ǎƘŀƭƭ ŘǊŀǿ ǳǇƻƴ 5Ŝ[ǳŎŀΩǎ όнлмоύ ŦƻǳǊ 
conceptions and relate to the study of how cultural and social aspects (Coleman 
1966; Bourdieu 1998; Fonteboa 2012; Abbott 2012; Topor et al 2012) can illuminate 
inclusivity in education.  
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2.2.2.1 Normative conception 
 
5Ŝ[ǳŎŀΩǎ Ψnormative conceptΩ conceives inclusivity as an assimilative process that 
aims towards ΨƴƻǊƳŀƭƛǎingΩ all differences towards a dominant cultural standard 
(DeLuca, 2013). I argue that this concept is prevalent today, particularly where 
inclusive education translates to a system of processes and practices that lead 
individuals to a one size fits all examination standard. The need for education 
practices to cater for different forms of knowledge transmission (Hannah 2013; Borg 
2014), such as families, learning styles, social class, parenting styles, classroom 
spaces/resources ŀƴŘ ǘŜŀŎƘŜǊǎΩ ǇǊŀŎǘƛŎŜǎ is evident in literature. This literature 
includes definitions that relate to a normalised concept of inclusive education. This 
includes providing education for a range of learning needs that impact upon students 
on daily basis such as; physical and/or mental disability, family circumstances, 
poverty, housing etc. As such, it is important to have a holistic view by including the 
process of socialisation (Bernstein, 1990). This refers ǘƻ ŀ ƭŜŀǊƴŜǊΩǎ ƛƴǘǊƛƴǎƛŎ ŀƴŘ 
extrinsic values that stimulate the idea of inclusivity in education policy and teaching 
practice and includes culture, competence and schooling. However, the problem of 
normalising inclusivity, according to DeLuca (2013), is that the definition of an 
inclusive educational experience in this case is based principally on driving all 
ǎǘǳŘŜƴǘǎ ǘƻǿŀǊŘǎ ŀ ΨǎŀƳŜΩ ǎǘŀƴŘŀǊŘƛǎŜŘ Ǝƻŀƭ. Conversely, mainstream education 
systems ǎƘƻǳƭŘ ŜƴŎƻǳǊŀƎŜ ŜŘǳŎŀǘƛƻƴŀƭ ǇǊŀŎǘƛŎŜǎ ǘƻ ǎŜŜ ōŜȅƻƴŘ ƛƴŘƛǾƛŘǳŀƭǎΩ 
performances in school or exams by considering wider societal and structural barriers 
that impact upon ƭŜŀǊƴŜǊǎΦ ! ŎƻƴǘŜƳǇƻǊŀǊȅ ŎŀǎŜ ƛƴ Ǉƻƛƴǘ ƛǎ Ƙƻǿ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴ 
suffered during Covid because of lack of digital access (digital exclusion) or not having 
the right home environment conductive to learning and/or anxiety and mental health 
issues during national and regional lockdowns. This, in itself, raises questions about 
the effectiveness of a normalised approach towards an inclusive education. 
 

2.2.2.2 Integrative and dialogical conceptions 
 
5Ŝ[ǳŎŀΩǎ (2013) integrative and dialogical concepts of inclusive education refer to 
systems and initiatives that aim to provide an equal educational setting with various 
tangible outputs for student with different needs. These models of inclusivity are 
described by DeLucŀ ŀǎ ΨōŜƎƛƴƴƛƴƎΩ ŀƴŘ ΨŀŘǾŀƴŎŜŘΩ ŀǎ ǘƘŜȅ ŘŜǎŎǊƛōŜ ŀ ƳƻǾŜƳŜƴǘ 
towards genuine multicentricity. ¢Ƙƛǎ ƛǎ ŀƴŀƭƻƎƻǳǎ ǿƛǘƘ ǘƘŜ DŀǊŘŜƴŜǊΩǎ ŀŘǾƻŎŀŎȅ ƻŦ 
multiple intelligences discussed in section 2.2.1Σ DŀǊŘƴŜǊΩǎ ǘƘŜƻǊȅ ǎƘƛŦǘǎ ŀǿŀȅ ŦǊƻƳ ŀ 
one-size fits all model in learning, although Sternberg (1999) argues that if every form 
of intelligence is treated as equal, where does this leave people with disabilities such 
as hearing loss or cognitive disabilities. This returns us back to a traditional normative 
notion of inclusive education exclusively as means to reach students with physical or 
cognitive disabilities. Sternberg (1999ύ ǊŜŦŜǊǎ ǘƻ DŀǊŘƴŜǊΩǎ ƳǳƭǘƛǇƭŜ ƛƴǘŜƭƭƛƎŜƴŎŜǎ 
more as cognitive styles rather than independent structures of intelligence. This also 
seems to be aligned with the policy rhetoric in education. When policy attempts are 
made to encourage student equality and introducing change from selective models 
of education to comprehensive, for various reasons this drive for change seems to be 
highly contested and controversial in mainstream and formal secondary education 
teaching practice but encouraged in non-formal settings. This field of study includes 
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ǘƘŜ ƛƳǇŀŎǘǎ ƻŦ ŎǳƭǘǳǊŜ ƻƴ ŀ ƭŜŀǊƴŜǊΩǎ ŜŘǳŎŀǘƛƻƴ ό.ƻȅƪƛƴ Ŝǘ ŀƭΦ нллрΤ ²ŀǊƛƪƻƻ ϧ /ŀǊǘŜǊ 
2009), such as; social competence and social responsibility, social adjustment and 
diverse academic behavior competences, self-perceived academic competences 
(Faith. 2019), and lifestyle habits, health and physical activity (Abadie & Brown 2010; 
Tonje et al. 2014). The integrative and dialogical concept of inclusive education can 
be seen to underpin the above mentioned literature and discussion revolving around 
the tensions between how inclusive education should translate into real-life learning 
practices ς a  tension that is also central to the debate about comprehensive and 
selective education systems. Thus, any research study which explores ideas of 
inclusivity in education should take the integrative and dialogical process of 
socialisation into account.  
 

2.2.2.3 Transgressive conception 
 
For DeLuca, the transgressive model moves beyond the identification of specific 
groups and providing labels for disadvantage towards an environment in which 
άǎǘǳŘŜƴǘǎΧƛƴǘŜǊǇǊŜǘ ŀƴŘ ǎƘŀǊŜ ǘƘŜƛǊ ǳƴƛǉǳŜƴŜǎǎ ŀǎ ƛƴŘƛǾƛŘǳŀƭǎ ώǿƘƛŎƘϐ ƭŜŀŘǎ ǘƻ ŀ 
more authentic representation of student diversity and a more genuine context for 
ƛƴŎƭǳǎƛƻƴέ όнлмоΣ ǇΦоорύΦ The transgressive concept of inclusivity means that the goal 
in education should not only be to provide an equal education for every student alike 
with no barriers but to use diversity as means to obtain new knowledge and to 
provide new learning experiences. Themes revolve around the conceǇǘ ƻŦ ΨŜǉǳŀƭƛǘȅ 
ƻŦ ŜŘǳŎŀǘƛƻƴŀƭ ƻǇǇƻǊǘǳƴƛǘȅΩ ό9ƎŀƭƛǘŜΣ нлмсύ and are commonly found in education 
policies, school mission statements and reform proposals characterised in particular 
ǇƘǊŀǎŜǎ ǎǳŎƘ ŀǎ ΨƭŜŀǾƛƴƎ ƴƻ ŎƘƛƭŘ ōŜƘƛƴŘΩ. However, I argue in this study that the 
challenges that under this promise are very controversial in educational settings 
where attempts are made to provide an equal education for all whilst preparing 
students for a one-time examination system for all. These challenges seem to be 
based oƴ /ƻƭŜƳŀƴΩǎ ǊŜǇƻǊǘ όмфссύΣ in which inclusivity links with principles of social 
justice, featuring concepts of engagement gap, quality of learning, quality of 
teaching, and the role of the family and segregation of schools. However, I argue that 
these principles still fall short of the ideals of transgressive inclusive education. 
Focussing on how external factors can impact learners on a daily basis, reveals the 
social aspect of inclusive education, that aims to support those who are 
disadvantaged. In contrast, 5Ŝ[ǳŎŀΩǎ ǘǊŀƴǎƎǊŜǎǎƛǾŜ ƳƻŘŜƭ outlines that learning 
differences should not be categorised. He argues that a transgressive concept of 
inclusivity embraces all individual differences alike and to use inclusive education 
strategies as means to provide new knowledge and to ameliorate educational 
experiences. However, in practice transgressive models of inclusive education 
necessitates new resources and feasible structures to facilitate education for all 
needs. This concept calls for shift in mentality that is clearly quite problematic to 
implement. It is particularly troublesome in educational settings where systems, 
processes and practices lead students towards achieving single-type examinations 
that cater for students across the board. 
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2.2.3 Engagement 

άEngagement is difficult to define operationally, but we know it when we see it, and 
we know it when it is missingέ (Newmann, 1986, p. 242). This highlights the problem 
not just of apprehending engagement, but understanding it.  
 
In this section ½ȅƴƎƛŜǊΩǎ (2008) study of engagement in Australian schools provides a 
ǘƘŜƻǊŜǘƛŎŀƭ ŦǊŀƳŜǿƻǊƪ ŦƻǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǘƘŜ ŎƻƴŎŜǇǘΦ IŜ ƴƻǘŜǎ ǘƘŀǘ άƎƻǾŜǊƴƳŜƴǘǎ 
ŀƴŘ ǎŎƘƻƻƭǎ ƘŀǾŜ ŘŜǾŜƭƻǇŜŘ Ƴŀƴȅ ǇǊƻƎǊŀƳƳŜǎ ǘƘŀǘ ŀƛƳ ǘƻ ƛƳǇǊƻǾŜ ǎǘǳŘŜƴǘǎΩ 
engagement with learning and improve educatƛƻƴŀƭ ƻǳǘŎƻƳŜǎ ŦƻǊ ŀƭƭ ǎǘǳŘŜƴǘǎέ ŀƴŘ 
ŎƻƳƳŜƴǘǎ ǘƘŀǘ ǘƘŜ ǘȅǇƛŎŀƭ ǊŜǎǇƻƴǎŜ ƛǎ ǘƻ ŀǎǎǳƳŜ άǘƘŀǘ ǘƘŜ ǇǊƻōƭŜƳ ƛǎ ǿƛǘƘ ǘƘŜ 
ǎǘǳŘŜƴǘǎέ όǇΦмтссύΦ IŜ ǇǊŜǎŜƴǘǎ ǘƘǊŜŜ ŎƻƴǘǊŀǎǘƛƴƎ ǇŜǊǎǇŜŎǘƛǾŜǎ ƻƴ ŜƴƎŀƎŜƳŜƴǘΥ мύ 
Instrumentalist or rational technical; 2) Social constructivist or individualist 
engagement; 3) Critical-transformative engagement. 
 
ZyngierΩǎ ŦƛǊǎǘ ŎƻƴǎǘǊǳŎǘƛƻƴ ƘŜƭǇǎ ŘŜŦƛƴŜ ǿƘŀǘ ǘƘŜ ŎǊƛǘƛŎŀƭ ŎƻƴǘǊƛōǳǘƻǊǎ to student 
engagement are. ±ŀǊƛƻǳǎ ƛǎǎǳŜǎ ƻŦ ƭŜŀǊƴŜǊǎΩ ǇŜǊǎƻƴŀƭ ŎƻƴŘƛǘƛƻƴǎ ŎƻƴǘǊƛōǳǘŜ ǘƻǿŀǊŘǎ 
ǘƘŜ ƭŜŀǊƴŜǊǎΩ engagement and overall idea of a valuable education. These can include 
ǇŜǊǎƻƴŀƭ ƛǎǎǳŜǎ ǎǳŎƘ ŀǎ ǘƘŜ ŎǳƭǘǳǊŀƭ ƳƛƭƛŜǳ ƻŦ ǘƘŜ ƭŜŀǊƴŜǊ ŀƴŘ ǘƘŜ ƭŜŀǊƴŜǊΩǎ 
interpretation of experiences. The cultural milieu of a learner bring us back to 
.ƻǳǊŘƛŜǳΩǎ ǎǘŀǘŜƳŜƴǘ regarding ǿƘŀǘ ǎƘƻǳƭŘ ŎƻƴǎǘƛǘǳǘŜ ŀ ƭŜŀǊƴŜǊΩǎ ability to take 
ownership of learning and being immersed in an empirical reality of the social world 
(Bourdieu, 1993). The instrumentalist view of engagement perhaps equates with the 
normative view of inclusion ς it is based on statistical data and involves well-meaning 
teachers attempting to effect compliance from reluctant students. This inevitably 
produces a deficit. 
 
¢ƘŜ ǎƻŎƛŀƭ ŎƻƴǎǘǊǳŎǘƛǾƛǎǘ ƳƻŘŜƭ ƻŦ ŜƴƎŀƎŜƳŜƴǘΣ ŎƻƴǾŜǊǎŜƭȅΣ ƛƴǾƻƭǾŜǎ άŀŎǘƛǾŜ 
ƭŜŀǊƴƛƴƎΧǎŜƭŦ-ƳƻǘƛǾŀǘƛƻƴΣ ǊŜŦƭŜŎǘƛǾŜ ǎƘŀǊŜŘ Ǝƻŀƭ ǎŜǘǘƛƴƎ ŀƴŘ ǎǘǳŘŜƴǘ ŎƘƻƛŎŜέ ό½ȅƴƎƛŜǊ 
2008, p.1772). According to Ryan and Deci the involvement of a student in their own 
learning can manifest through self-efficacy. In .ŜŀƴŜΩǎ όмфунύ ŘŜŦƛƴƛǘƛƻƴ below, 
student engagement emerges from a positive self-concept and self-esteem, with 
positive psychological results. Similarly, Ryan and Deci suggest άthey need to 
experience themselves as competent and self-determining in these interactions. [The 
learnersΩ]  sense of being competent and self-determinant provides intrinsic 
gratification and is a ǇǊŜǊŜǉǳƛǎƛǘŜ ŦƻǊ ǇǎȅŎƘƻƭƻƎƛŎŀƭ ƘŜŀƭǘƘέ όwȅŀƴ ŀƴŘ 5ŜŎƛΣ мфусΣ 
p.42).  
 
Applying constructivist learning principles to a formally assessed educational system 
is fundamental in the development of diverse and dynamic learning platforms for 
students, however this also has its ideological challenges. Zyngier argues that 
constructivist educational approaches are key for students to take ownership of the 
content that features in subject curricula. However, constructivist educational 
principles have traditionally been challenging to implement in formal education 
systems. Particularly where exam-led structures are dominant. In exam-led 
ŜŘǳŎŀǘƛƻƴŀƭ ƭŀƴŘǎŎŀǇŜǎΣ ǘƘŜ ΨōŀƴƪƛƴƎ ǎȅǎǘŜƳΩΣ ŀ ǘŜǊƳ ǳsed by Paulo Freire (1970) to 
criticise the limitations of traditional knowledge-recall model of education, clashes 
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ideologically, over concepts of education, with constructivist systems which 
inevitably creates an impasse unless it is resolved in some way.  
 
Constructivism (Dewey 1938; Vygotsky 1986), also known as progressivism (Moss, 
2010) has contributed widely in the field of child-centred education. According to 
5ŜǿŜȅΣ ŎƻƴǎǘǊǳŎǘƛǾƛǎƳ ƛƴ ŜŘǳŎŀǘƛƻƴ ŀŘŘǊŜǎǎŜǎ ǘƘŜ ǊŜŀƭƛǘƛŜǎ ƻŦ ǘƻŘŀȅΩǎ ǎƻŎƛŀƭ 
environments giving way to various scholars to take constructivism forward to 
promote connectivism (Siemens 2005; Downes 2010) as a learning approach that is 
strongly related to contemporary digital age realities. Connectivism has been 
critically reviewed as a current emerging learning theory in which educators seek to 
develop learning methods that exploit contemporary technology by engaging 
students to learn through collaborative learning styles (Crosslin 2016).  
 
Conversely, the result of a curriculum based on selective models of education might 
ǳƴŘŜǊƳƛƴŜ ŀ ǎǘǳŘŜƴǘΩǎ ŀōƛƭƛǘȅ to engage with his/her own educational experience. 
.ŜŀƴŜ ǎǘŀǘŜǎ ǘƘŀǘΤ άΧƘƛŘŘŜƴ ŎǳǊǊƛŎǳƭǳƳ ŦŜŀǘǳǊŜǎ ƛƴ ǘƘŜ ǎǇŜŎƛŦƛŎ ǎƛǘǳŀǘƛƻƴΣ ǎǳŎƘ ŀǎ 
teacher expectations, class climate and the like, may help or hinder. If negative, the 
removal of such barriers may influence achievement by helping learners feel they 
ƘŀǾŜ ŀ ǇƭŀŎŜ ŀƴŘ ŀǊŜ ŀŎŎŜǇǘŜŘέ ό.ŜŀƴŜΣ мфунΣ ǇΦрлпύΦ Lƴ ŎƻƴƴŜŎǘƛƻƴ ǿƛǘƘ .ŜŀƴŜΩǎ 
perspectives, Renzulli (2014) agrees that student engagement with learning can be 
achieved through creative goal-oriented pedagogies. Renzulli focuses on three types 
of student enrichment; enjoyment, engagement and enthusiasm, άŦƻŎǳǎƛƴƎ ƻƴ ŀ 
ǇŜŘŀƎƻƎȅ ƻǊ άōǊŀƴŘέ ƻŦ ƭŜŀǊƴƛƴƎ ǘƘŀǘ ƛǎ ōŀǎŜŘ ƻƴ ƛƴŘǳŎǘƛǾŜ ŀƴŘ ƛƴǾŜǎǘƛƎŀǘƛǾŜ ǘheories 
ƳŀƪŜǎ ƛǘ ǇƻǎǎƛōƭŜ ǘƻ ŀŎŎƻƳǇƭƛǎƘ ǘƘŜǎŜ Ǝƻŀƭǎέ όwŜƴȊǳƭƭƛΣ нлмпΣ ǇΦрпмύΦ wŜƴȊǳƭƭƛ ŦƻŎǳǎŜǎ 
on student educational engagement should be based on creative thinking, problem 
solving, critical thinking and affective processes. These concepts feature 
prominently in definitions of student engagement with learning and the objectives 
of the 21st century learning skills which are central to the development of educational 
policy and practice. 
 
±ȅƎƻǘǎƪȅΩǎ ŎƻƴǎǘǊǳŎǘƛǾƛǎǘ ŀǇǇǊƻŀŎƘ ƭƛƴƪǎ ǘƻ ½ȅƴƎƛŜǊΩǎ Ŧƛƴŀƭ ŎƻƴǎǘǊǳŎǘƛonΣ ΨŎǊƛǘƛŎŀƭ-
ǘǊŀƴǎŦƻǊƳŀǘƛǾŜ ŜƴƎŀƎŜƳŜƴǘΩ in which he argues that learning engagement can only 
be ŀŎƘƛŜǾŜŘ ƛŦ ǘƘŜ ƭŜŀǊƴƛƴƎ ƛǘǎŜƭŦ ŜƳǇƻǿŜǊǎ ǎǘǳŘŜƴǘǎ άΧ ǿƛǘƘ ŀ ōŜƭƛŜŦ that what they 
do will make a difference to their lives and the opportunity to voice and discover their 
ƻǿƴ ŀǳǘƘŜƴǘƛŎ ŀƴŘ ŀǳǘƘƻǊƛǘŀǘƛǾŜ ƭƛŦŜέ ό½ȅƎƴƛŜǊΣ нллуΣ ǇΦмттоύΦ Lƴ ƻǘƘŜǊ ǿƻǊŘǎ, when 
learning development is based on the principle of active learning in which it 
motivates studentsΩ involvement in constructing their own learning from the given 
knowledge. ¢Ƙƛǎ ƎƻŜǎ ōŜȅƻƴŘ ǘƘŜ ǎƛƳǇƭŜǊ ΨŎƻƴǎǘǊǳŎǘƛǾƛǎǘΩ ŀǇǇǊƻŀŎƘΣ ōŜŎŀǳǎŜΣ ǊŀǘƘŜǊ 
than teachers prescribing ŎǳǊǊƛŎǳƭǳƳ ŎƘƻƛŎŜǎ ǿƘƛŎƘ ŀƭƛƎƴ ǿƛǘƘ ΨƻŦŦƛŎƛŀƭ ƪƴƻǿƭŜŘƎŜΩΣ 
students have greater control over the learning agenda which is, therefore, more 
authentic. VygotskyΩǎ ŎƻƴǎǘǊǳŎǘƛǾƛǎƳ is also rooted in tƛŀƎŜǘΩǎ cognitive contribution 
(discussed in section 2.2.1), and connects with the contemporary idea of student 
engagement in education, particularly how constructivist tools are encouraged to be 
used to provide an engaging learning experience for all students. Constructivism 
leans towards the idea that learning should be linked to concepts of social 
development (discussed in section 2.2.2).  
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ά[ŜŀǊƴƛƴƎ ƛǎ ƳƻǊŜ ǘƘŀƴ ǘƘŜ ŀŎǉǳƛǎƛǘƛƻƴ ƻŦ Ƴŀƴȅ ǎǇŜŎƛŀƭƛȊŜŘ ŀōƛƭƛǘƛŜǎ ŦƻǊ 
thinking about a variety of things. Learning does not alter our overall 
ability to focus attention but rather develops various abilities to focus 
ŀǘǘŜƴǘƛƻƴ ƻƴ ŀ ǾŀǊƛŜǘȅ ƻŦ ǘƘƛƴƎǎέ ό±ȅƎƻǘǎƪȅΣ мффтΣ ǇΦомύΦ 
  

The concepts of engagement, outlined here, are at the heart of this research, which 
seeks to illuminate how well-intentioned principles of engaging Maltese students in 
order to minimise early school-leaving often come up against an unwillingness to 
accommodate more radical pedagogy. Ownership of knowledge, standards, and 
pedagogy are all at stake in this debate. 
 

2.2.4 Conclusion 

The literature identified in this section reveals concepts of value, inclusivity and 
engagement in education are far from simple or universal and suggests, therefore, 
that the implementation of such ideas is likely to be subject to debate and 
disagreement. The literature explored in this section establishes a theoretical basis 
for some of the key concepts that underpin broad aspects of value, inclusivity and 
engagement in education and can, therefore, help to explain the ways in which these 
concepts are moulded by different approaches to policy making, teaching and 
learning. 
 
On reflection, I find myself in crossroads when attempting to define what learning is 
and/or should be and to define its place in the world explored in this research. 
Particularly as in this research I am attempting to bridge the gap between theories of 
learning and the environments of education in which learning is nurtured. I now 
understand that education and learning are concepts that should be tackled from 
two main focus points. Firstly, from an epistemological stand point (as I am doing in 
this chapter), this focus constitutes knowledge that surrounds ideological concepts 
of education in general and in Malta and how it can manifest. Secondly, from an 
ontological perspective, this focus point revolves around the realities in the world of 
this research and the understanding of such a reality manifested in real-life practice. 
This challenge towards defining education ideology is a pivotal start for this research 
in the nature of discovering what education is in the context of this study and will be 
central in the following empirical stages of this research. 

 
The concepts discussed in this section will be re-addressed in chapter 7, the 
discussion of findings chapter, and will link results that emerge from the empirical 
research analysis with the broader aspects of education ideologies discussed in this 
section. 
 
 
 
 
2.3 Education Ideology in Malta 
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This research focuses on the process of curricular reform ƛƴ aŀƭǘŀΩǎ ǎŜŎƻƴŘŀǊȅ 
education, which is far from smooth and effective. It is essential, therefore, to elicit 
the ideological foundations of Maltese education which, I suggest, is characterised 
by a tension between humanistic and utilitarian beliefs about value.  
 
Sultana (1997) argues that in Malta, parental ideals have an important stake in policy 
making and teaching practice and, ideologically, parents in Malta associate education 
(or lack of it) with social status and, therefore, educational achievement is a high 
priority for parents. When young people fall short of expected academic 
achievements then there is an associated blame on parents and young people, citing 
ignorance, lack of intelligence or low social status (cultural capital). As such, parents 
both reflect and drive educational ideology in Malta ŀǎ ΨƛƴŦƭǳŜƴŎŜǊǎΩ on the notion of 
valuable educationΦ ½ŀƳƳƛǘ aŀƴƎƛƻƴ ŜȄǇƭŀƛƴǎ ǘƘŀǘΤ άtŀǊŜƴǘǎ ƘŀǾŜ ŀ ǎǘǊƻƴƎ ōŜƭƛŜŦ ƛƴ 
examinations and schools respond to their demands as a form of accountability for 
ǘƘŜƛǊ ŜŦŦƛŎƛŜƴŎȅ ŀƴŘ ŜȄŎŜƭƭŜƴŎŜέ όмффнΤ ǇΦо95). Maltese parents still strive to fund 
additional private tuition, over and above  daily compulsory schooling, in order to 
enable their children to compete with their peers at secondary school and achieve 
ΨƘƛƎƘ ǎǘŀƴŘŀǊŘǎΩ, thus reinforcing a ŎǳƭǘǳǊŜ ƻŦ ΨƎǊŀŘŜǎ ŀǎ ŎŀǇƛǘŀƭΩ. Although parents 
often evince humanistic principles when asked about the purpose of education, their 
actions are often driven by a contradictory belief in education as a utility for their 
children to achieve specific social goals. There is, therefore, an ideological conflict at 
the heart of Maltese education ǿƘƛŎƘ ƛǎ ǇŜǊƘŀǇǎ ƴƻǘ ǳƴǳǎǳŀƭΣ ōǳǘ ƎƛǾŜƴ aŀƭǘŀΩǎ 
history and size it has led to some intractable problems. 
 
In 1955 the first national examination system was introduced in Malta which 
provided opportunity for pupils to achieve certification that was internationally 
valued and recognised. Subsequently, parents refused to accept any other form of 
education in schools which were not directly linked with the examinations. This 
refusal from the parents reveals a utilitarian belief in the measurement of 
educational quality being determined by national examinations. This amplified the 
pressure on schools to ensure that every child is given all the possibilities to perform 
well in the national examinations. .ǳƘŀƎƛŀǊ όмффуύΣ ŀǊƎǳŜǎ ǘƘŀǘ ǇŀǊŜƴǘǎΩ negative or 
dismissive views of extra-curricular school activities (or ΨŀƭǘŜǊƴŀǘƛǾŜΩ activities), 
illustrate the tension; on one hand there is a belief in the humanistic enrichment 
potential of extra-curricular activities, but this is outweighed by the utilitarian 
emphasis on formal measures of achievement. 
 
In fact, the Grima report (2003), identified that parents still feel very strongly that 
pupils should be continuously tested by their teachers in preparation for their school 
examinations. Zammit Mangion links this ideology to a formalist teaching ideology in 
MaltesŜ ǎƻŎƛŜǘȅ ǘƘŀǘ Ƙŀǎ ōŜŜƴ ƛƴŦƭǳŜƴŎŜŘ ōȅ άŜȄŀƳ-ƻǊƛŜƴǘŜŘ ŀǘǘƛǘǳŘŜǎέ όмффнΤ ǇΦофпύ 
in schools and in homes.  
 
The examination system resulted in a competitive ideology and selective education 
approaches that are still dominant in contemporary Maltese secondary education 
today. TƘŜ ŎƻƳǇǊŜƘŜƴǎƛǾŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛƴǘǊƻŘǳŎŜŘ ƛƴ aŀƭǘŀ ƛƴ мфтлΩǎΣ ǿŀǎ 
intended to reduce exam-oriented attitudes amongst learning stakeholders however 
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this was ideologically in contrast with the ethos of the national examination system. 
There was a lack of consultation and knowledge about comprehensive education 
systems which sparked controversies between education authorities, education 
professionals and parents. This led to ideological tensions about the objectives of 
comprehensive education and the re-instatement of selective models of education. 
These tensions brought examinations to be reinstated in mainstream secondary 
education in 1977 (just six years later). This measure led in practice to the 
development of ŀ ΨǎǳǇŜǊƛƻǊΩ Ŏƭŀǎǎ ƎǊƻǳǇƛng, ŎƻƴǎƛǎǘƛƴƎ ƻŦ ǇǳǇƛƭǎ ŎƻƴǎƛŘŜǊŜŘ ΨƘƛƎƘ 
ŀŎƘƛŜǾŜǊǎΩ ƻƴ ǘƘŜ ōŀǎƛǎ ƻŦ ǘƘŜƛǊ school yearly examinations results, showing promise 
in achieving success in the national ŜȄŀƳƛƴŀǘƛƻƴǎΦ ²Ƙƛƭǎǘ ǘƘŜ ΨǎŜŎƻƴŘ ŎƭŀǎǎΩ ƎǊƻǳǇƛƴƎ 
consisted of pupils who were perceived to be unmotivated and probably unable to 
achieve successful results in the national examinations. This change of direction went 
against the principles of comprehensive education.  
 
Since then, and in light of ongoing ideological tensions between humanistic and 
utilitarian mentalities regarding ǘƘŜ ǘǊŀƴǎƭŀǘƛƻƴ ƻŦ ΨǾŀƭǳŜΩ ŀƴŘ ΨŜǉǳŀƭƛǘȅΩ ƛƴǘƻ ǇǊŀŎǘƛŎŜ, 
I argue that educational ideology in Malta has resulted in a culture of negative 
attitudes, scepticism from learning stakeholders, and a lack of faith in the Maltese 
education system. These attitudes remain evident today, resulting in on-going 
pressures on the Maltese government and education authorities to provide valuable 
and equal education for all pupils and, crucially, to find agreement about what this 
might mean and look like in practice. In 1988, the Maltese government prioritised 
public concerns about achieving equality and value in education and introduced the 
Education Act of 1988. This Act aimed to rebuild public credibility of the Maltese 
educational system through the involvement of the government and the public to 
legally structure and articulate the meaning and the rights of equal and valuable 
education. The key aim was to introduce humanistic educational principles into law. 
Yet in reality this has caused controversies regarding how to implement such 
principles in real-life practice. The following section discusses the two dimensions 
that are central to the 1988 Education Act (Social and Academic) and pivotal in 
ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǳƴŘŜǊƭȅƛƴƎ ǇǊƛƴŎƛǇƭŜǎ ŀƴŘ ǇƘƛƭƻǎƻǇƘȅ ŘǊƛǾƛƴƎ ŎǳǊǊŜƴǘ ǊŜŦƻǊƳ ƛƴ aŀƭǘŀΩǎ 
secondary education system. 
 
 
2.4 1988 Education Act 
 
The 1988 Education Act is a milestone in the history of Maltese education. This Act 
promised to provide equal and valuable education for all, whilst also preparing pupils 
for life and education relevant towards the needs of the Maltese society (Act XXIV of 
1988). Sultana (2010) claims that the journey towards establishing the Education Act 
promises had to start from re-ŜǎǘŀōƭƛǎƘƛƴƎΥ άΧŎǊŜŘƛōƛƭƛǘȅ ŀƳƻƴƎ ǇŀǊŜƴǘǎΣ ǘŜŀŎƘŜǊǎΣ 
ǎǘǳŘŜƴǘǎ ŀƴŘ ŜƳǇƭƻȅŜǊǎΧέ όнлмлΤ мррύΦ ¢ƘŜ ǇǊƛƴŎƛǇƭŜǎ ŜǎǘŀōƭƛǎƘŜŘ ƛƴ ǘƘŜ мфуу 
Education Act were celebrated by many (Zammit Mangion, 1992; Sultana, 1997; 
Sultana et al. 1997) because, for the first time, they gave Malta independence from 
foreign influence. 
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However, the ways in which the principles of equal and valuable education were 
implemented into particular policies and practices have always been sources of 
controversy because of the broader social complexities in Malta that influence the 
decision-making process in education (Wain, 1994). In practice, to gain credibility, 
the Ministry of Education set out to re-establish a sense of ownership of the Maltese 
education system amongst learning stakeholders.  In the 1988 Education Act legal 
roles and responsibilities are given, not only to the State but also to the parents, 
teachers and other learning stakeholders to ensure that every pupil receives a 
valuable education. However, as will become apparent in this section, this term 
continues to be contested and interpreted differently. 
 
In this section, the Education Act of 1988 will be reviewed from two central 
dimensions the social and the academic. These two dimensions will be reviewed in 
reference to salient discussion points from a personal interview with Sir Hugo Mifsud 
Bonnici (2019), the Maltese Minister of Education who spearheaded the 1988 
Education Act.  
 

2.4.1 The Social Dimension 

The 1988 Education Act presented a clear message about what is meant by providing 
valuable education for all without any prejudice. In practice this meant that 
compulsory education should be: 
 

άΧ accessible to all Maltese citizens catering for the full development of the 
ǿƘƻƭŜ ǇŜǊǎƻƴŀƭƛǘȅ ƛƴŎƭǳŘƛƴƎ ǘƘŜ ŀōƛƭƛǘȅ ƻŦ ŜǾŜǊȅ ǇŜǊǎƻƴ ǘƻ ǿƻǊƪΧέ (Education 
Act of 1988, p.277) 

 
This objective has historically been challenging due to social factors, such as the 
economy and competing attitudes amongst learning stakeholders. The right of 
ŜŘǳŎŀǘƛƻƴ ŦƻǊ ŀƭƭ ƛǎ ŀƭǎƻ ŜƳǇƘŀǎƛȊŜŘ ƛƴ /ƻƭŜƳŀƴΩǎ ǊŜǇƻǊǘ όмфссύ: featuring issues of 
achievement gap; quality of learning; quality of teaching; and the role of the family 
and the segregation of schools. However, Coleman (1966) also indicates that the 
answer to ensuring the right of valuable education for all is determined by equal 
share of ownership between policy makers and learning stakeholders. Consequently, 
the 1988 Education Act did not only prescribe the duties of the state to provide 
valuable education for all, but it set out to ensure ownership amongst learning 
stakeholders. This was established by legally setting the rights, duties and obligations 
of the parents and the policy-makers to ensure the sustainability of ǘƘŜ !ŎǘǎΩ 
promises. Therefore, the introduction of this Act also meant the introduction of a 
tripartite responsibility between the state, educators and parents which was new for 
Maltese society. For example, although the Act puts emphasis on the obligations of 
the State to provide education and instruction for all Maltese citizens alike, the duties 
and the rights of parents are also legally stated as in the following: 
 

άΧ ǘƻ ŎŀǳǎŜ ƘƛƳ ώκƘŜǊϐ ǘƻ ŎƻƴǘƛƴǳŜ ǘƻ ŀǘǘŜƴŘ ǎŎƘƻƻƭ ǳǇ ǘƻ ǘƘŜ ŜƴŘ ƻŦ 
the scholastic year during which the minor ceases to be compulsory... 
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It is the right of every parent of a minor to give his [/her] decision with 
regard to any matter concerning the education which the minor is to 
ǊŜŎŜƛǾŜΦέ (Education Act of 1988, p.278) 

 
5ǳǊƛƴƎ ŀ ǇŜǊǎƻƴŀƭ ƛƴǘŜǊǾƛŜǿ ǿƛǘƘ 5Ǌ aƛŦǎǳŘ .ƻƴƴƛŎƛ όнлмфύΣ aŀƭǘŀΩǎ aƛƴƛǎǘŜǊ ƻŦ 
education at the time, he explained how in his view value equates to equality in 
education. He also explains why the right for valuable education for all was a core 
principle of the 1988 Education Act, and essentially a moral and political obligation 
within a democratic society: 
 

άΧ Ǿŀƭǳŀōƭe education is also the basis of democracy because in order 
to give each and every person the same right for a political vote, it is 
because the soul of every person should have no estimate value.έ 
(Mifsud Bonnici, 2019) 
 

In practice this meant that through this Act, initiatives were introduced for the first 
ǘƛƳŜ ƛƴ aŀƭǘŀΩǎ ŎƻƳǇǳƭǎƻǊȅ ŜŘǳŎŀǘƛƻƴ ōȅ ǘƘŜ aŀƭǘŜǎŜ DƻǾŜǊƴƳŜƴǘ ǘƻ ƳŀƪŜ 
compulsory education financially available for everyone, including fully funding of 
state and church schools in Malta so that all pupils regardless their social background 
would be entitled to a free education. Moreover, initiatives were introduced to move 
away from the fear of ƛƴǘŜƎǊŀǘƛƴƎ ƭŜŀǊƴƛƴƎ ǎǘŀƪŜƘƻƭŘŜǊǎ ƛƴ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ 
policymaking. Such initiatives were also introduced to overcome the historical 
aversion to integrating the views of parents and students in educational 
policymaking. 
 
As discussed in the historic context section, prior to the 1988 Education Act, there 
clearly was an aversion to integrating stakeholders in policymaking which resulted in 
strong divisions and problems in Maltese education history. Particularly in cases 
when the the teaching professionals and the general public were not consulted about 
government-led decisions in education. Giddens (1999) refers ǘƻ ΨŘƛŀƭƻƎƛŎ 
ŘŜƳƻŎǊŀŎȅΩ ŀǎ ƪŜȅ ƛƴ ŘŜǾŜƭƻǇƛƴƎ ŀƴ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ǘƘŀǘ Ŏŀƴ ŀŘŘǊŜǎǎ ǘƘŜ ǿƛŘŜǊ 
ŎƻƴŎŜǊƴǎ ƻŦ ŀ ŎƻǳƴǘǊȅΩǎ ǇƻƭƛǘƛŎŀƭ ŎƘŀƭƭŜƴƎŜǎ ŀƴŘ ǘƘŜ ŜǾŜǊ-changing demands and 
social needs. He also ŜȄǇƭŀƛƴǎ ǘƘŀǘ ƛǘ ƛǎ ƛƴ ŀ ŎƻǳƴǘǊȅΩǎ ƛƴǘŜǊŜǎǘ ǘƻ ŎǊŜŀǘŜ ƻǇǇƻǊǘǳƴƛties 
of dialogue by engaging different learning stakeholders in the processes of education 
policymaking. However, I argue that opening opportunities for dialogue with all 
learning stakeholders also brought significant challenges in academic and 
administrative dimensions in Maltese education. In the following section I shall be 
reviewing initiatives that were introduced in the Maltese education system to 
encourage the principles of dialogic democracy.  
 

2.4.2 The Academic Dimension 

The Education Act of 1988 also had at its core the aim to re-establish the credibility 
of the Maltese education system amongst learning stakeholders, lost after the 
aƛƴƛǎǘǊȅΩǎ ŦŀƛƭŜŘ ŀǘǘŜƳǇǘǎ ƛƴ ǎǳǎǘŀƛƴƛƴƎ ǘƘŜ ŎƻƳǇǊŜƘŜƴǎƛǾŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛƴ ǘƘŜ 
ƭŀǘŜ мфтлΩǎ. The National Curriculum Framework (NCF) was established to achieve 
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this goal (Zammit Mangion, 1992). Maltese education policy makers at the time, 
aimed to address the wider social concerns in education by introducing a policy 
framework that provided a platform of dialogue (NCF) among Maltese social 
constituents in order to regain credibility in the education policy making. The 
initiation of the NCF was one of the first education landmarks that were motivated 
by the 1988 Education Act and the NCF was set out ǘƻ ǇǊƻǾƛŘŜ ŀ ΨǾŀƭǳŀōƭŜΩ ŎǳǊǊƛŎǳƭǳƳ 
by giving equal opportunity for every pupil to succeed (MEDE, 1999). This was 
important for education policy makers because, as Mifsud Bonnici once again shows 
that in his view, providing a valuable education is synonymous with equality. He 
explains that:  
 

άǘƘŜ ǊƛƎƘǘ ǘƻ ƎƛǾŜ ŜǾŜǊȅƻƴŜ ŀƴ ŜŘǳŎŀǘƛƻƴ ƛǎ ŀƭƭ ŀōƻǳǘ ƎƛǾƛƴƎ ŜǾŜǊȅƻƴŜ 
all the resources needed to learn and this should be the basis of our 
education. This is valuable education, because the value of every 
person has no estimate and one needs to invest everything to give 
ǇŜƻǇƭŜ ǘƘŜ ŎƘŀƴŎŜ ǘƻ ƭŜŀǊƴΦέ όaƛŦǎǳŘ .ƻƴƴƛŎƛΣ нлмфύ 

 
The NCF was established to operate at both primary and secondary level education 
to provide equal curricular opportunities for all students. This framework was initially 
launched as National Minimum Curriculum (NCM) in 1989, revised and re-titled as 
National Curriculum Framework in 1995 and revised again in 2012 to facilitate for 
changes happening in schools. Secondary schools were particularly impacted by 
ǘƘŜǎŜ ŎƘŀƴƎŜǎ ƛƴ ǘƘŜ ōŜƎƛƴƴƛƴƎ ƻŦ ǘƘŜ мффлΩǎΦ /ƘŀƴƎŜǎ ōǊƻǳƎƘǘ ŦƻǊǿŀǊŘ ōȅ ǘƘŜ 
Nationalist government at the time traslated into reforms in the secondary education 
system, such as the Junior Lyceum, which eventually led to re-introduction of 
selective models of teaching and learning. 
 
 
The NCF was originally established to reduce selective education mentalities amongst 
stakeholders through dialogue. The NCF involves teachers, pupils and parents 
directly in the consultation, planning and implementation processes of its vision 
(Figure 2-2). This was achieved through the establishment of a working committee, 
ŀƭǎƻ ƪƴƻǿƴ ŀǎ ǘƘŜ άǎǘǊŀǘŜƎȅ ōǳƛƭŘƛƴƎ ǘŜŀƳέ όa959Σ мфффύ ƳŀŘŜ ǳǇ ƻŦ ŦƻǳǊǘŜŜƴ ǘŜŀƳ 
members including key learning stakeholders, parents and teachers from different 
schools and other education officials. 
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Figure 2-4  (strategy building team 2018) as stated in article 21 on 1988 Education Act 

 
The NCF working committee spearheaded the development of a policy document 
that was initially launched in 1995 and updated in 2005 and 2012. This framework 
still provides a minimum qualification structure for pupils every level of compulsory 
education, including all primary and secondary school learning in the state, church 
and private schools (more details about the current Maltese education structure will 
be given in the following chapter). From strategy building team discussions, the NCF 
provides a document consisting of a number of concepts and objectives for schools, 
teachers, parents and examination paper setters to use as guidelines for the different 
educational subjects. Each objective is divided in three sections, knowledge, skills and 
attitudes and each section provides a list of outcomes that need to be addressed in 
different subjects and in different levels of education. The development of the NCF 
was innovative. The NCF is significant because it involved a forum of learning 
stakeholders, teachers, policy makers and parents to take ownership and 
responsibility and to influence education policy. 
 
Other initiatives ƛƳǇƭŜƳŜƴǘŜŘ ƛƴ aŀƭǘŀΩǎ ŎƻƳǇǳƭǎƻǊȅ ŜŘǳŎŀǘƛƻƴ ōŜŎŀǳǎŜ ƻŦ 
recommendations set by the NCF include the introduction of vocational education 
and training (VET) subjects in compulsory secondary education in an attempt to 
modernise Maltese education. Particularly by developing an educational platform for 
various learning abilities that are present in a secondary school educational setting. 
I shall give more details about the introduction of VET, as an alternative examination 
process in the SEC further in the following section 2.5. 
 
Studies by Zammit Mangion (1992) and Sultana (1997) argue that although the 1988 
Education Act brought initiatives such as the NCF to motivate collaborative dialogue 
amongst education stakeholders and to reduce selective models of education, 
aŀƭǘŀΩǎ ƎƻǾŜǊƴƳŜƴǘ-led administration division is still characterised by a centralised 
and bureaucratic system that translates into a top-down education structure. 
Furthermore, Cutajar et al. (2013) argue that through such a system the full potential 
ƻŦ ǘƘŜ !ŎǘΩǎ ǇǊƛƴŎƛǇƭŜǎ Ŏŀƴƴƻǘ ōŜ ŀŎƘƛŜǾŜŘ. Although there were opportunities to 
άŘŜǾŜƭƻǇ ŀ ƎƻǾŜǊƴŀƴŎŜ ƴŜǘǿƻǊƪέ ό2013; 118), a centralised education system in this 
context means that the Maltese government authorities are still at the centre of the 
development of every policy, reform, decision and measure in education. Despite the 
democratising aims of the NCF, the system is still characterised by a top-down 
education structure. 
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2.5 The Secondary Education Certificate (SEC) 
 
Chapter 2 examined how the Maltese education system, since 1946 has undergone 
reforms and initiatives designed to reconcile quality and inclusivity in order to 
provide education for all. However, providing this in the Maltese education 
landscape has not always been successful because of conflicting ideologies and 
underpinning social and economic priorities. This observation is also echoed in the 
National Curriculum Framework (NCF, 2012) report where it is stated that in recent 
years the Maltese education system has not always been able to provide a 
άΧculturally appropriate and responsive quality education for allέ όнлмнΤ ǇΦоуύΦ ¢Ƙƛǎ 
statement shows that even though several educational reforms and measures have 
taken place to address inequalities in education, it is still unclear what and how new 
policies are currently affecting education in Malta. 
  
This chapter will explain how the traditional SEC was established, its purpose and 
how it operates in Maltese education today. The chapter will also review the key 
determinants of the 2014 Early School Leaving Plan (ESL) Policy and the implications 
of this policy on the SEC examination system. From this, I will clearly establish the 
particular issues that currently lie at the heart of the Maltese education system, and 
the gap in the knowledge base to understand why the education system is unable to 
reform.  
 

2.5.1 SEC overview 

¢Ƙƛǎ ŎƘŀǇǘŜǊ ŦƻŎǳǎŜǎ ƻƴ ǘƘŜ {9/Σ aŀƭǘŀΩǎ bŀǘƛƻƴŀƭ ŦƻǊƳŀƭ ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳ ŦƻǊ 
students to progress from secondary to post-secondary education. The SEC is a suite 
of examinations leading to a Secondary Education Certificate, which replaced the 
British GCE Ordinary level exams. The first SEC examination offered by the 
Matriculation and Secondary Education Certificate (MATSEC) examinations board, 
was launched in 1994. This exam was ŘŜǎƛƎƴŜŘ ǘƻ ǇǊƻǾƛŘŜ ŀ aŀƭǘŜǎŜ ŎŜǊǘƛŦƛŎŀǘƛƻƴ άΧ 
that would be more consonant with Maltese educational objectives and the needs 
ŀƴŘ ŀǎǇƛǊŀǘƛƻƴǎ ƻŦ ǎǘǳŘŜƴǘǎ ŀƴŘ ǇŀǊŜƴǘǎέ όa959Σ нллрύΦ {ǳƭǘŀƴŀ όмфффύ ŜȄǇƭŀƛƴǎ ǘƘŀǘ 
the SEC is also an example of a tailor-made education innovation that operates in the 
best interests of Maltese society. However, the SEC, just like the other significant 
educational initiatives in the past, is also underpinned by ideological conflicts and 
contrasting social and economic priorities. Disagreements amongst education 
stakeholders about the objectives and the processes of the SEC resulted in rapid 
changes in the SEC structure which will be discussed in this section.  

The Maltese educational system encourages secondary school pupils to sit for a 
number of SEC examinations at the end of compulsory education in year 11. Figure 
2-3 shows a visual description of the different stages of the Maltese education 
system. 
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Figure 2-5 Matese education school structure 

The number of passes and level of grades ƛƴ ǘƘŜ {9/ ŜȄŀƳƛƴŀǘƛƻƴǎ ŘŜǘŜǊƳƛƴŜǎ ǇǳǇƛƭǎΩ 
eligibility to proceed to post-secondary educational institutions (vocational or 
academic). The SEC is governed by the MATSEC academic examinations board, which 
was established by the Senate and Council of the University of Malta in 1991 (MEDE, 
2005). However, Sultana (1999) asserts that although the SEC is an independent 
National Maltese ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳΣ ǘƘŜ άǎǇƛǊƛǘ ƻŦ ǘƘŜ D/{9έ όмфффΤ ǇΦмлύ 
ƛƴŦƭǳŜƴŎŜŘ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘƘŜ ΨǘǊŀŘƛǘƛƻƴŀƭΩ {9/ ƳƻŘŜƭΦ In the following section I 
will ŜȄǇƭƻǊŜ ƛƴ ƳƻǊŜ ŘŜǘŀƛƭ Ƙƻǿ ǘƘƛǎ ΨǎǇƛǊƛǘΩ ƘŀŘ ŀƴ ƛƳǇŀŎǘŜŘ ƻƴ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ 
system and will explain the key characteristics of traditional SEC, its purpose and how 
it operates in Maltese education today. 

 

2.5.2 Current examination system 

 
!ǎ ǇǊŜǾƛƻǳǎƭȅ ƘƛƎƘƭƛƎƘǘŜŘΣ ǘƘŜ {9/ ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳ ƛǎ ƪŜȅ ŦƻǊ ǇǳǇƛƭǎΩ ǇǊƻƎǊŜǎǎƛƻƴ 
into main post-secondary academic institutions. There are two main routes of 
progression: academic and vocational. The academic route is geared to preparing 
students to achieve the necessary post-secondary A level examinations, as in the UK, 
enabling them to qualify for entrance to the University of Malta. In contrast, the 
vocational route provides students with hands-on education in specialized areas of 
professional work places. 
 
Every post-secondary institution has its own entry requirements and the number of 
passes in core and non-ŎƻǊŜ {9/ ŜȄŀƳƛƴŀǘƛƻƴǎ ŘŜǘŜǊƳƛƴŜǎ ǇǳǇƛƭǎΩ ǇǊƻƎǊŜǎǎƛƻƴ ƛƴǘƻ 
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one route following their compulsory education. Every examination or qualification 
in Malta is aligned with a specific level in the Malta Qualification Framework (MQF) 
that is the equivalent to the European system of qualifications (MQF, 2016).  Below, 
table 2-1 ǎƘƻǿǎ Ƙƻǿ ǘƘŜ ǎȅǎǘŜƳ ƻŦ avC ƭŜǾŜƭǎ ǿƻǊƪ ƛƴ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŀƴŘ 
how SEC examinations are aligned in terms of value. 
 
 

Table 2-1  (MQF levels of qualification) image captured from NCFHE website (2019) 

 

 
Similar to the GCSE, SEC applicants aim to sucessfully pass in a number of core and 
non-core subjects to be able to progress to post-secondary education. Core academic 
subjects in the SEC include Mathematics, Maltese language, English language and a 
Science subject (Physics, Chemistry or Biology). All other subjects offered in the SEC 
traditional model are considered as non-core but also academic. All SEC academic 
subject passes are equivalent to MQF level three. 
 
Figure 2-4 shows the main routes for pupils to progress from secondary to post-
ǎŜŎƻƴŘŀǊȅ ŜŘǳŎŀǘƛƻƴΦ ¢ƘŜ WǳƴƛƻǊ /ƻƭƭŜƎŜ ƛǎ aŀƭǘŀΩǎ Ǉƻǎǘ-secondary institution that 
has the most demanding route of entry. This institution was set up specifically to 
prepare pupils to enter the University of Malta. To qualify for the Junior College, 
pupils need to be succesful in at least six SEC subjects, four of which need to be core 
subjects plus another two from the non-core list of subjects. To qualify for the other 
MQF level 4 post-secondary academic and vocational institutions, four SEC 
examination passes are required. However, the subject requirements (core or non-
core) are determined by the different courses. Figure 2-4 also shows how the SEC 
traditional model influences the main progression routes from level two MQF 
onwards. 
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Figure 2-6  (progression from secondary to post-secondary school pre-ESL policy 2014) 

* 4 SEC Exam passes (CORE) plus any other 2 SEC Exam passes (NON-CORE) ** Any SEC Exam passes 
(CORE/NON-CORE) subject to the entry requirements of post-secondary vocational courses  

 

 

2.5.3 The SEC examination 

 
The academic SEC examinations are typically time-constrained examinations held 
twice a year with some exceptions of non-exam assessment introduced mainly in 
science subjects. The May session is the main examination date with the September 
session held for pupils who opt to re-sit any SEC academic examinations in an attempt 
to achieve better grades. Every SEC academic syllabus and examination paper is 
developed and assessed by specific subject syllabus panels appointed and monitored 
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by the MATSEC, similar to the role of Ofqual in the UK. Every MATSEC subject syllabus 
ǇŀƴŜƭ ǇǊŜǎŜƴǘǎ ŀ ȅŜŀǊƭȅ ǊŜǇƻǊǘ ŀōƻǳǘ ǘƘŜ ǇǳǇƛƭǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ ǘƘŜ {9/. Every 
report is published on local Maltese media and the MATSEC website. 
 

 
Figure 2-7  (a typical academic SEC paper setting) 

 
Figure 2-5 shows that all SEC examination papers work in a differentiated 
examination system. The differentiated examination paper system obliges every 
applicant to primarily sit for a standard paper examination (paper one), however 
candidates can choose to sit for a second paper that is either at a higher level (paper 
two A) or a less-demanding level (paper two B). The SEC differentiated paper system 
has similarities with the GCSE higher and foundation examination tiers grading 
system. Figure 2-5 shows how the SEC differentiated paper system classification 
ǿƻǊƪǎ ƛƴ ŎƻƳǇŀǊƛǎƻƴ ǘƻ ǘƘŜ D/{9Ωǎ ƘƛƎƘŜǊ ŀƴŘ ŦƻǳƴŘŀǘƛƻƴ ǘƛŜǊ ŎƭŀǎǎƛŦƛŎŀǘƛƻƴΦ !ǎ ǎƘƻǿƴ 
in figure 2-6, pupils who choose to complete the less-demanding second paper, can 
only achieve mid-range grades or less, similar to UK students who opt for the GCSE 
foundation tier examination. 
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Figure 2-8 Differentiation grading system 

 
Grades from one to five are considered as passes (grade five being the minimum pass 
grade) by the mainstream Vocational and Academic post-secondary institutions, and 
grades six and seven can give students options to use the certificate in the labour 
market. Any grades below seven are considered as unclassified (U) and are not 
recognised by any post-secondary institutions or the work place. 
 
 

2.5.4 SEC assessment 

 
¢ƘŜ ǘȅǇŜ ƻŦ ŀǎǎŜǎǎƳŜƴǘ ǳǎŜŘ ǘƻ ƳŜŀǎǳǊŜ ǇǳǇƛƭǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ represents another 
parallel between the GCSE and the traditional SEC examinations. On the Assessment 
and Qualifications Alliance (AQA) examination board website (2019) only ten GCSE 
subjects out of thirty-nine link assessment measures to non exam-based 
assessments. SEC subjects in the traditional SEC exam system are also dominantly 
exam oriented. Table 2-2 shows exam/non-exam assessment weighting per SEC 
subject. 
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Table 2-2  (Exam/Non-Exam weighting, updated as per scholastic year 2019) 

 
 

 

Ventura (2006; 207), ex-chairperson of the MATSEC board, refers to the traditional 
{9/ ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳ ŀǎ ŀ ŎŜǊǘƛŦƛŎŀǘƛƻƴ ǘƘŀǘ ƛǎ ŎƘŀǊŀŎǘŜǊƛȊŜŘ ōȅΤ άΧŀ ƴǳƳōŜǊ ƻŦ 
features that unintentionally led to selectivity.έ /ǊƛǘƛǉǳŜǎ ƻŦ ǘƘŜ ǘǊŀŘƛǘƛƻƴŀƭ {9/ 
system (Sultana, 1992; Sultana, 1999; Cutajar, 2013), agree that traditional models 
of assessment such as examinations in the traditional SEC exam system are a main 
factor bringing a culture of selectivity in Maltese education, including schools, homes 
and also tƘŜ ƭŀōƻǳǊ ƳŀǊƪŜǘΣ ǘƘŀǘ Ǉǳǘǎ ŜƳǇƘŀǎƛǎ ƻƴ ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘȅ ǘƻ ǊŜŎŀƭƭ 
information. As revealed in GrimaΩǎ report (2003) the traditional SEC examination 
system also brought a culture of examinations and testing amongst education 
stakeholders ǿƘƛŎƘ ǊŜŦƭŜŎǘǎ {ǳƭǘŀƴŀΩǎ όмффсύ Ƴŀƛƴ ǇǊŜƻŎŎǳǇŀǘƛƻƴ ƻŦ ΨƳŜŀǎǳǊƛƴƎΩ 
ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘƛŜǎ ƛƴ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ. Inevitably, this preoccupation 
results in teachers and school administrators feeling pressured by the system to 
retain or improve the number of student SEC exam passes year after year. GrimaΩǎ 
report also revealed the huge pressure that students and parents experience whilst 
going through the preparation processes for the traditional SEC examinations in 
order not to feel left behind. 
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GrimŀΩǎ ǊŜǇƻǊǘ ǿŀǎ ǇŀǊǘ ƻŦ ŀƴ ŀŎǘƛƻƴ Ǉƭŀƴ ŎƻƳƳƛǎǎƛƻƴŜŘ ōȅ ǘƘŜ aƛƴƛǎǘǊȅ ƻŦ 9ŘǳŎŀǘƛƻƴΦ 
The report outlines the results of a survey on assessment practices in schools in Malta 
and Gozo between April 2002 and March 2003. The aim of DǊƛƳŀΩǎ report was to 
examine from different perceptions of teachers and head teachers about different 
types of assessment found in formal secondary school settings. The report outlined 
how summative assessments were the dominant form of assessment used in 
secondary schools especially during the preparation phases for the SEC 
examinations. The report also concluded that assessment in schools, such as annual 
ǘŜǎǘǎ ŀƴŘ ŜȄŀƳǎ ǿŜǊŜ ǘƘŜ Ƴƻǎǘ ǇƻǇǳƭŀǊ ŀǎǎŜǎǎƳŜƴǘ ǘƻƻƭǎ ǳǎŜŘ ǘƻ ŜǾŀƭǳŀǘŜ ŀ ǇǳǇƛƭΩǎ 
performance used in 64% of participating schools (n=119). Moreover, half yearly 
tests and exams (59% of participating schools), class/homework (57% of participating 
schools) and classroom tests (50% of participating schools) were also amongst the 
predominant forms of assessments. Only 1% of participating schools used other 
ŦƻǊƳǎ ƻŦ ǎŎƘƻƻƭǿƻǊƪ ŀƴŘ ŀǎǎŜǎǎƳŜƴǘΣ ǿƘƛŎƘ ŘƛŘ ƴƻǘ ŘƛǊŜŎǘƭȅ ǊŜƭŀǘŜ ǘƻ ǇǳǇƛƭǎΩ ŀōƛƭƛǘȅ 
to recall information (MEDE, 2003).  
 
Despite the reforms, which were intended to introduce changes in assessment in 
formal education, the unforeseen consequences of an exam-led system became 
obvious that it was leaving a negative impact on ǎǘǳŘŜƴǘǎΩ early school leaving. Ten 
years after, the DǊƛƳŀΩǎ report (2003), shows that the Ministry of Education was 
concerned about how a culture of selectivity in examinations brought a lack of 
ƻǇǇƻǊǘǳƴƛǘƛŜǎ ŦƻǊ ǇǳǇƛƭǎ ǘƻ ŎƘƻƻǎŜ ŀƭǘŜǊƴŀǘƛǾŜ ǊƻǳǘŜǎ ǘƻ ǘƘŜ ǘǊŀŘƛǘƛƻƴŀƭƛǎǘ ΨŜȄŀƳ-ƻƴƭȅΩ 
approach. MATSEC statistics indicate that since 2003, only 49% of students obtained 
the passes required to pursue their education (MATSEC, 2014). From a policy making 
Ǉƻƛƴǘ ƻŦ ǾƛŜǿΣ ǘƘŜ ǊŜǎǳƭǘǎ ƻŦ ǇǳǇƛƭǎΩ Ǉŀǎǎ ǊŀǘŜǎ ǎƘƻǿƴ ƛƴ a!¢{9/ ǎǘŀǘƛǎǘƛŎŀƭ ǊŜǇƻǊǘǎ 
was a key determinant contributing to the high rates of early school leavers (ESL) in 
Malta, and the introduction of an alternative to the traditional SEC examination 
became essential.  
 
This chapter, explored how the culture of selectivity in the Maltese education system 
has been characteristically rooted in the Maltese social fabric for a long time. This 
culture of selectivity is still evident today in an examination-led education system 
(Sultana, 1992; Cutajar, 2013). As Zammit Mangion (1992) notes, historically in Malta, 
examinations in the past served as means for social conformity, mainly from lower 
and middle class families, schools and also employers.  In which he meant that the 
Ƴŀƛƴ ǇǊƛƻǊƛǘȅ ƻŦ ǘƘŜ ŜȄŀƳƛƴŀǘƛƻƴǎ ǿŀǎ ǘƻ ǎŜŜ ǇǳǇƛƭǎΩ ŀōƛƭƛǘƛŜǎ, regardless of their social 
background or type of career they aspire to, ǘƻ ǇŜǊŦƻǊƳ ƛƴ ŜȄŀƳƛƴŀǘƛƻƴǎ ƛƴ ǘƘŜ ΨǎŀƳŜΩ 
competitive standards as set by higher strands of society (Zammit Mangion, 1992). 
Therefore, the issue with the current traditional SEC exam system, is that although it 
was originally thought to provide a democratic, meritocratic system in order to meet 
the 1988 goal of inclusivity, it still serves to maintain old segregation. 
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2.6 ESL and the SEC 
 
In Malta there is a huge problem of high early school leaving (ESL) (Farrugia, 2013) ς 
the highest in Europe (Eurostat, 2017) see figure 2-7. Farrugia (2013) argues that the 
nature of the causal relationship between the SEC examinations and the ESL problem 
is potentially due to a misalignment between the SEC traditional curricula and the 
educational interests of the students.  
 
In 2014, a new policy was introduced in order to reduce high Early School Leaving 
(ESL) rates that involved the introduction of Vocational Education and Training (VET) 
SEC subjects in the SEC mainstrŜŀƳ ŜȄŀƳƛƴŀǘƛƻƴǎΦ ¢ƘŜ ƳŀƴŘŀǘŜ ōŜƛƴƎ άΧ to redress 
the imbalance and seek to incorporate Vocational Education and Training (VET) 
education within mainstream education and in a way that it enjoys equal status with 
ƻǘƘŜǊ ŀŎŀŘŜƳƛŎ ǎǳōƧŜŎǘǎέ όa959Σ нлмпΣ ǇΦнсύΦ The improvement was not dramatic 
and as shown in figure 2-7 here below, and one can argue about the corelation 
ōŜǘǿŜŜƴ ǎǘǳŘŜƴǘǎΩ {9/ Ǉŀǎǎ ǊŀǘŜǎ ŀƴŘ 9{[Φ Particularly because, students are still 
failing to achieve the minimum requirements and therefore leaving education early.  
 
In CŀǊǊǳƎƛŀΩǎ όнлмоύ ǎǘǳŘȅΣ ŀ ȅŜŀǊ ōŜŦƻǊŜ ǘƘŜ ƛƴǘǊƻŘǳŎǘƛƻƴ ƻŦ нлмп 9{[ ǇƻƭƛŎȅΣ Ƨǳǎǘ ƻǾŜǊ 
one hundred year nine and ten pupils from state secondary schools in Malta were 
interviewed highlighting that students find SEC syllabi unengaging and the traditional 
SEC examinations too difficult (2013; p.91). Main factors that create ǇǳǇƛƭǎΩ 
ŘƛǎŜƴƎŀƎŜƳŜƴǘ ŦǊƻƳ ǘƘŜ ǘǊŀŘƛǘƛƻƴŀƭ {9/ ŜȄŀƳƛƴŀǘƛƻƴǎ ǿŜǊŜ άΧself-worth, difficulty 
of the examinations, dislike of school and school work, and the need or wish to start 
ǿƻǊƪƛƴƎΧέ ό!ƭƛ ϧ CŀǊǊǳƎƛŀΣ нлмоΣ ǇΦмммύΦ  

 

 

Figure 2-9  (ESL EU Ranking) as stated in Eurostat (2019) 

 
Lƴ ǊŜǎǇƻƴǎŜΣ aŀƭǘŀΩs Ministry of Education launched a policy called the Early School 
[ŜŀǾƛƴƎ tƭŀƴ όнлмпύ ŀƛƳƛƴƎ ǘƻ ŎǳǊǘŀƛƭ ƘƛƎƘ 9{[ ǊŀǘŜǎ ŀƴŘ ǘƻ ǊŜŀŎƘ 9¦Ωǎ нлнл ǘŜƴ 
percent ESL objective. The ESL policy consists of a strategic plan to address the ESL 
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challenge (MEDE, 2014) aƴŘ ǎǘŀǘŜǎ ǘƘŀǘ ōȅ ŘŜŦƛƴƛǘƛƻƴΣ 9{[ ǇǳǇƛƭǎ ŀǊŜ ǘƘƻǎŜ ǿƘƻ άΧŘƻ 
not have at least the equivalent of Secondary Education Certificate (SEC) passes 
όƎǊŀŘŜǎ м ǘƻ тύ ƛƴ ŦƛǾŜ ŘƛŦŦŜǊŜƴǘ ǎǳōƧŜŎǘǎΧέ όa959Σ нлмп, p.7). EU statistics show 
evidence of an improvement by 2.3% (Eurostat, 2017) of ESL since the launch of this 
policy in 2014.  
 
Conversely, general concerns highlighted in the 2014 ESL pointed towards the need 
for a change in the assessment process to facilitate progression from secondary to 
post-secondary school. The concern of student retention outlined by the Eurostat 
statistics prompted more awareness about the need for a more inclusivity in the 
Maltese education system (MEDE, 2014). However, this objective became 
problematic as attempts were being made by the Ministry of Education to introduce 
new curricula in the mainstream education system to cater for more students. 
Therefore, the need to change educational processes and ǘƻ ǊŜŘǳŎŜ ǇǳǇƛƭǎΩ dropout 
ǊŀǘŜǎ ǿŀǎ ŀƴ ΨŜȄǘŜǊƴŀƭƭȅ ƛƳǇƻǎŜŘΩ ŘŜǘŜǊƳƛƴŀƴǘ ǘƘŀǘ ƭŜŘ ǘƻ ǘƘŜ ƛƴǘǊƻŘǳŎǘƛƻƴ ƻŦ ±9¢ 
SEC subjects in the SEC mainstream examinations. This demonstrated a stark contrast 
to British educational policy at this time in which Michael Gove (then Education 
Secretary) to limit coursework, specifically in the GCSE examination framework (OGL, 
2010). The introduction of the SEC VET subjects also revealed controversies amongst 
education stakeholders. Although in principle it was agreed that the introduction of 
these new subjects was an important step towards a more inclusive education the 
validity of such subjects was questioned. In fact, this ideological tension has recently 
been made explicit during a radio interview (PBS, 2018) between the Director 
General of Curriculum and a Maltese Language academic. In this interview it was 
discussed the introduction of new types of assessment for the same SEC subject, in 
particular the SEC Maltese Language examination. On one hand the Director General 
was in favour of such an initiative in order to facilitate formal assessment processes 
for more learning preferences. On the other hand, the Maltese Language academic 
was against different types of assessment for the same subject because it would in 
essence dilute the quality of the teaching. This tension had at its core issues around 
ǿƘŀǘ .ŀƴƪǎ όмфррύ ǊŜŦŜǊǎ ǘƻ ŀǎ άΧ ǘƘŜ ŀǊƛǎǘƻŎǊŀǘƛŎ ŎƻƴŎŜǇǘƛƻƴ ƻŦ ǘƘŜ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭ 
ŀǎ ŀ ǘǊŀƛƴƛƴƎ ƎǊƻǳƴŘ ŦƻǊ ǘƘŜ ƛƴǘŜƭƭŜŎǘǳŀƭ ŝƭƛǘŜέ όмфррΤ ǇΦсύ. Undoubtedly, there has 
been progress in the introduction of alternative forms of assessment in mainstream 
education. In particular in other international educational landscapes such as Ireland, 
where vocational, academic and comprehensive types of education co-exist within 
the same education systems. However, from the radio interview between the 
Director General of Curriculum and a Maltese Language academic, one can argue 
how to date the introduction of alternative assessment processes is still 
controversial. 
 
In 2017, Maltese education policy-makers launched a new Vocational Education and 
Training (VET) education policy aiming to implement the mandate set by the 2014 
ESL Policy. To reduce high rates of early school leavers by introducing VET subjects 
into the SEC formal examination system. In 2016 statistics show that pass rate for 
SEC VET subjects varied between 80% and 100%. In contrast with traditional SEC 
subjects in which the mean pass rate was 68.5% (MATSEC 2016).  The sharp increase 
in pass-rates of SEC VET subjects against pass-rates statistics from traditional SEC 
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examinations was generally perceived positively by policy makers and learning 
stakeholders. However, this perception changed when the My Journey (2014) policy 
was publicly launched in Malta and its implementation was set to start  in the 2020 
scholastic year. The policy stated that during the scholastic year starting 2020, pupils 
would be given the opportunity to choose from two options in the SEC. As stipulated 
in the policy, pupils could choose between the traditional SEC Academic or an 
alternative route that follows in principle the SEC VET in all SEC subjects (core and 
non-core). Both routes would also have the same MQF level three certification award 
and would be equally recognised by all post-secondary institutions (academic and 
vocational). This reform brought with it an ideological tension suggesting that there 
are issues of parity and prestige (Banks, 1955) amongst key education stakeholders. 
One can also argue here how this tension keeps resurfacing. How to date the 
introduction of alternative assessment processes in formal education is still 
controversial particularly with how core subjects should be assessed, and this needs 
to be addressed. 
 
In the following section I shall be outlining the characteristics of the teaching and 
assessment processes in the SEC VET. I shall be unpacking unique differences 
between the SEC VET and the traditional SEC examinations to explain further why 
there are issues of parity and prestige. 
 
 

2.6.1 SEC VET subjects 

 
The origins of VET subjects in the Maltese education date back to 2002 when the 
Malta College of Arts, Science and Technology (MCAST) offered MQF level three VET 
courses awarded by the Business and Technology Education Council (BTEC) UK. These 
courses were technical in nature and introduced by MCAST as a non-compulsory 
alternative education route to the mainstream traditional SEC examination system. 
The introduction of the SEC VET as a formal qualification with same ΨǾŀƭƛŘƛǘȅΩ as the 
SEC academic exams was initiated in response to the MATSEC (2005) report which 
suggested that a series of vocational subjects should be iƴǘǊƻŘǳŎŜŘ ƛƴǘƻ aŀƭǘŀΩǎ 
mainstream examination system (2005). The report also stated that the introduction 
ƻŦ ǘƘŜ ±9¢ ǎǳōƧŜŎǘǎ άŘƻǾŜǘŀƛƭǎ ǿƛǘƘ ǘƘŜ 9¦ ǘŀǊƎŜǘ ƻŦ ǊŜŘǳŎƛƴƎ ŜŀǊƭȅ ǎŎƘƻƻƭ ƭŜŀǾŜǊǎ ǘƻ 
мл҈ ƻŦ ǎǘǳŘŜƴǘǎέ όнллрΤ ǇΦсύΦ CǳǊǘƘŜǊƳƻǊŜΣ ǎƛƴŎŜ ǘƘŜ ƛƴǘǊƻŘǳŎǘƛƻn of the SEC VET 
subjects, the EU Education and Training Monitor report (2018), asserted that the ESL 
in Malta was reducing faster than other EU countries (2018). Since the MATSEC VET 
report in 2016 show evidence of a sharp increase in pass rates in SEC VET subjects, it 
can be argued how the introduction of SEC VET subjects in mainstream education 
contributes positively towards reducing ESL rates. However, the European Centre for 
the Development of Vocational Training (CEDEFOP) Malta VET report (2017) also 
noted that challenges in introducing VET in compulsory education settings were 
cultural in nature and the current examination system was still predominantly 
ǘǊŀŘƛǘƛƻƴŀƭΦ ¢ƘǳǎΣ ǘƘŜ ƛƴǘǊƻŘǳŎǘƛƻƴ ƻŦ ǘƘŜ {9/ ±9¢ ǎǳōƧŜŎǘǎ ƛƴ aŀƭǘŀΩǎ ƳŀƛƴǎǘǊŜŀƳ 
education led Maltese education policy makers to think of ways how to introduce 
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similar type of assessment process to replace the current Maltese examination 
system. 
 
Lƴ нлмнΣ ƳŜŀǎǳǊŜǎ ǿŜǊŜ ǘŀƪŜƴ ǘƻ ǎǘŀǊǘ ŘŜǾŜƭƻǇƛƴƎ aŀƭǘŀΩǎ ±9¢ ǎǳōƧŜŎǘǎ ŀƴŘ ŦŜŀǘǳǊŜ 
them as an option in MalǘŀΩǎ ƳŀƛƴǎǘǊŜŀƳ {9/ ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳΦ ¢Ƙƛǎ ƳŜŀǎǳǊŜ ǿŀǎ 
launched in the 2012 National Curriculum Framework (NCF) policy which stated that: 
 

ά¢ƘŜȅ ŀǊŜ ƛƴǘŜƴŘŜŘ ǘƻ ŜƴǊƛŎƘ ǘƘŜ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ǎǘǳŘŜƴǘǎ ƻŦ 
varying learning needs and interests, particularly those who benefit 
Ƴƻǎǘ ŦǊƻƳ ŀ ǎǘǊƻƴƎ ǇǊŀŎǘƛŎŀƭ ƻǊƛŜƴǘŀǘƛƻƴ ƛƴ ǘƘŜƛǊ ƭŜŀǊƴƛƴƎΦέ όb/CΣ нлмнΣ 
p. 62) 

 
Despite this enthusiasm for alternatives, just four SEC vocational subjects (equivalent 
to MQF level three as shown in figure 2-8) were introduced to secondary school 
pupils in year nine by 2014. 
 

 
 

Figure 2-10  (MQF levels of qualification) image captured from NCFHE website (2019) 

 
Since the introduction of VET SEC in the National examination system there have 
been the development of more VET subjects currently totaling six as non-core SEC 
exams. Figure 2-9 shows how current progression routes have changed since the 
introduction of SEC VET subjects in 2014. The main change involves the choice of any 
of the six SEC VET subjects instead of any other non-core SEC examination whilst 
qualifying to any post-secondary institution (vocational and academic) subject to the 
institutionΩs entry requirements. 
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Figure 2-11  (current progression from secondary to post-secondary) 

* 4 SEC Exam passes (CORE) plus any other 2 SEC/SEC VET Exam passes (NON-CORE) ** Any SEC/SEC VET Exam 
passes subject to the entry requirements of post-secondary vocational courses 

 

2.6.2 SEC VET structure 

 
The SEC Vocational Subjects Policy Document (2017) highlights the main changes 
effected by the SEC VET subjects affecting the structure and mode of assessment. 
The main differences include the timeline of delivery, the structure and the weighting 
of the grades. Figure 2-10 shows how each SEC VET subject, differs from the 
traditional SEC one-time examination. Both SEC and SEC VET subjects take three 
scholastic years to complete. However, each SEC VET subject consists of three units 
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in which one unit needs to be completed every scholastic year. This is unlike the 
traditional one-time SEC examination system which happen at the end of year three.  
In every unit three to five learning outcomes need to be covered and learning 
outcomes are linked to a total of eighteen criteria per unit.   
 

 
 

Figure 2-12 (SEC VET subject structure)  

*Number of learning outcomes can vary between three and six 

 
Every SEC VET subject comprises two assessment modes: course work, which the VET 
policy (MATSEC, 2017) refers to as Ψschool-based assignmentsΩΤ and the controlled 
assessment (end of year examinations). This change in methodology from traditional 
SEC to SEC VET, brought about significant changes in teaching method and 
assessment processes, namely the introduction of coursework as part of a formative 
assessment process and one yearly examination spread out in three years instead of 
the current one terminal examination at the end of year three and the shift in control 
over assessment from exam board to school teachers. However, such a change 
cannot be seen in a vacuum. The idea of value in the SEC VET subjects was also 
subject to change from the traditional SEC exams and I argue that not all education 
stakeholders were prepared for such a change. The following section will review how 
every school-based assignment and controlled assessment is identified and how each 
contribute towards the final global mark. 
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2.6.3 SEC VET assessment 

 
In the SEC VET policy (2017), the Ψƻƴ-ƎƻƛƴƎ ŎƻǳǊǎŜǿƻǊƪΩ consisted of two school-
based assignments that need to be completed in each scholastic year. MATSEC are 
responsible for the development of the subject syllabi and controlled assessment 
papers for every SEC VET subject, however, school-based assignments are developed 
and assessed by the teachers. The shift in control over assessment from exam board 
to teachers created a significant amount of controversy, particularly from teachers, 
students and parents, and will be discussed in further detail later in this section. 
Feedback is given to pupils individually after every school-based assignment is 
completed. A final grade is then be officially published by MATSEC. Figure 2-11 shows 
the weighting of total marks dedicated to one (out of two per unit) school-based 
assignment. 
 
 

 
Figure 2-13  (VET Media Literacy syllabus) MATSEC, 2017 

 
In school-based assignments (a total of six per subject spread over three scholastic 
years), teachers need to develop an assignment brief front sheet (figure 2-12). Every 
assignment brief needs to include details of the course work to be completed at 
school or at home, the criteria that the assignment addresses, the points achieved by 
the pupils and the deadlines to complete the work. Pupils are asked to work 
individually or in groups to complete school-based assignments assigned by the 
teacher depending on the nature of the work.  
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Figure 2-14  (extracted from VET SEC policy document) MATSEC, 2017 

 
The mode of assessment used in school-based assignments is formative rather than 
summative, however the SEC VET policy (2017) does not provide guidelines regarding 
how formative type of assessment should translate into practice. The approach of 
continuous assessment is mainly left to the discretion of the teachers, depending on 
different class realities, available school resources and school policy. But data 
regarding how formative assessment translates into practice cannot be found in 
available literature, and it is still not known how formative assessment processes are 
affecting day-to-day teaching and learning experience. This is significant because 
there are gaps between the policymakersΩ and school front-ƭƛƴŜǊǎΩ ǾƛŜǿǎ ƻƴ Ƙƻǿ 
should formative assessment processes be implemented and this can be another 
cause of disagreements and misunderstandings about the purpose of the new 
system. 
 
One controlled assessment needs to be completed by the pupils in the form of an 
examination that takes place once at the end of every scholastic year (MATSEC, 
2017). The controlled assessment is very similar to the one-time traditional SEC 
examination where students sit for an examination in their own school. The 
examination features a series of questions to be tackled in a time limit of 90 minutes. 
Nine criteria out of eighteen (as shaded in grey, figure 2-13) are dedicated to the 
controlled assessment; all other criteria listed in the rubric table need to be 
addressed in the other two school-based assignments. The level of depth and 
complexity of each question is linked to the weighting of marks allocated per criteria 
in the syllabus. 
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The distribution of marks in the SEC VET is different from the summative type of 
assessment characterized by the one-time traditional SEC examination. Each SEC VET 
school-based assignment and controlled assessment needs to cover a number of 
knowledge-based, comprehension-based and application-based criteria and for 
every criterion there are a number of marks allocated (K: 4, C: 6, A: 10 marks) that 
add up to a final global mark. Marks for every criterion can be given in full, 
ǇǊƻǇƻǊǘƛƻƴŀǘŜ ƻǊ ƴƻƴŜ ŀǘ ŀƭƭΣ ŘŜǇŜƴŘƛƴƎ ƻƴ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ŜǾŀƭǳŀǘƛƻƴ ƻŦ ǇǳǇƛƭǎΩ ǿƻǊƪ 
and performance addressing the criteria. Figure 2-13 presents the learning outcomes 
and criteria that pupils need to cover in order to complete one unit (out of three) in 
every SEC VET subject. Figure 2-13 also shows a total number of four learning 
outcomes and criteria and are presented in the subject syllabus in the form of rubric 
for teachers to follow.  
 

 
 

Figure 2-15  (Unit 1/3 SEC VET Media Literacy syllabus) MATSEC, 2017 
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The highlighted criteria in figure 2-13 mainly consist of knowledge-based assessment 
criteria (four marks awarded per criteria) and one criterion that is comprehension-
based (six marks awarded). Hence, the pupil in this particular controlled assessment 
can generate up to thirty-eight marks that add up to the global mark of one unit. The 
weighting of the total marks addressed in the controlled assessment is shown in 
figure 2-14. This shows how the process of assessment changes with more 
responsibility on the school teachers in terms of shared responsibilities in the 
assessment process. Particularly in grading and giving feedback to the students, and 
putting more accountability on ǘƘŜ ǎŎƘƻƻƭǎΩ ŀŘƳƛƴƛǎǘǊŀǘƛƻƴ ǘƻ ŜƴǎǳǊŜ ǘƘŀǘ ǘƘƛǎ 
process is done diligently and in-line with MATSEC standards and regulations. 
Therefore, it can be argued that another source of disagreement between policy 
makers and school front-liners to implement this new system can be linked to issues 
of shared responsibilities. Particularly, in establishing the roles of the teachers, the 
school and MATSEC in this system, issues of validation of grades and feedback 
amongst other administrative formalities whilst knowing that in the current system 
this responsibility ǿŀǎ ƻƴƭȅ ǿƛǘƘƛƴ a!¢{9/Ωǎ ǊŜƳƛǘΦ  
 
 

 
 

Figure 2-16  (VET Media Literacy syllabus) MATSEC, 2017 

 

2.6.4 SEC VET quality assurance 

 
All SEC VET subjects are internally and externally verified. Internal verification (IV) 
requires the role of a school employee who should also be conversant in the 
particular field of the subject. The IV acts as a second assessor and feedback/grade 
verifier for the work done by the teacher. In addition, as stated in the MATSEC VET 
SEC Policy (2017), MATSEC is responsible for external quality assurance providing 
external verification. The external verifier (EV) is considered as an expert in the field 
and is employed by MATSEC on the basis of level of expertise and teaching 
ŜȄǇŜǊƛŜƴŎŜΦ {ƛƳƛƭŀǊ ǘƻ ǘƘŜ .¢9/Ωǎ ¦Y ƳƻŘŜƭ ƻŦ ǾŜǊƛŦƛŎŀǘƛƻƴΣ ǘƘŜ ŜȄǘŜǊƴŀƭ ǾŜǊƛŦƛŜǊ Ǿƛǎƛǘǎ 
schools twice a year to ensure the smooth running of the VET subjects by getting 
ŦŜŜŘōŀŎƪ ŦǊƻƳ ǘƘŜ ǇǳǇƛƭǎΣ ǘŜŀŎƘŜǊǎ ŀƴŘ ŀŘƳƛƴƛǎǘǊŀǘƛƻƴ ŀōƻǳǘ ǘƘŜ ǇǳǇƛƭǎΩ ǇǊƻƎǊŜǎǎΣ 
challenges, assignment briefs, verification, content and resources. Every EV reports 
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twice to MATSEC about the progress of ever VET SEC subject and act as a liaison 
between the school and MATSEC.  
 
 
 
2.7 Perspectives on new curricular reforms in the SEC 
 
The introduction of the SEC VET and its processes in compulsory secondary education 
brought a change in the Maltese education system. The SEC VET has left an impact 
on the way these subjects are structured, the type of assessment and verification 
used to examine the works submitted by the pupils. The MATSEC VET report (2016) 
reviewed how pupils, school management, teachers and verifiers perceive the future 
of the SEC VET subjects. MATSEC has published a study report (2016) focusing on 
schools that introduced SEC VET since 2014. A positive highlight from this report 
noted that respondents felt that the continuous form of assessment (school-based 
assignments) had a positive impact in the learning experience, in fact 89% of the 
study respondents agreed that continuƻǳǎ ŀǎǎŜǎǎƳŜƴǘ ƛǎ άŀ ƳƻǊŜ ǾŀƭƛŘ ŦƻǊƳ ƻŦ 
ŀǎǎŜǎǎƳŜƴǘέ όнлмсΤ ǇΦмоύΦ  
 
The 2016 MATSEC VET Report (MATSEC, 2016) statistical data demonstrates that 
since the introduction of the SEC VET subjects there has been a sharp increase in 
ǇǳǇƛƭǎΩ Ǉŀǎǎ ǊŀǘŜǎΦ Figure 2-15 shows how the mean number of passes for all units is 
above 92% in five out of six SEC VET subjects currently being offered.  
 

 
 

Figure 2-17 Pass rates for SEC Vocational Subjects (extracted from VET SEC report) MATSEC, 2017  

 
Negative factors emerging from the MATSEC VET report highlighted concerns related 
to the increased workload on both teachers and students to meet the requirements. 
This resulted in higher stress-levels reported resulting from more than one high-
stakes assessment process taking place in every scholastic year. These concerns 
ǎǳƎƎŜǎǘ ǘƘŀǘ ŦǳǊǘƘŜǊ ǎǘǳŘȅ ƛǎ ƴŜŜŘŜŘ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǿƘŀǘ ǘƘŜ ǊŜǇƻǊǘ ǊŜŦŜǊǎ ǘƻ ŀǎ ŀ άΧ 
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new, parallel system to be incorporated in schools and, especially, in the Maltese 
ǇǎȅŎƘŜέ όнлмсΣ ǇΦпфύΦ 
 
This chapter reviewed the strong relationship between the aims of a policy to reduce 
high ESL rates in Malta and to improve ǘƘŜ ǇǳǇƛƭǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǘƘŜ {9/ 
examinations. 
 
This chapter was important because it began by recognising how policymakers say 
there is a need for reform (because of ESL focused on the establishment of the SEC) 
on ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅ ŀƴŘ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ aŀƭǘŀΩǎ ŎǳǊǊŜƴǘ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ. However, 
it became also clear that there are underlying issues which are prohibiting the 
Maltese education to reform. Key issues discussed in this chapter are: the people 
who use the system; the politics and cultural challenges that underpin it; the 
limitations in which a system operates; other factors that characterise its origins 
and the specific policies that drive it.  
 
In an OECD report, Viennet and Pont (2017) provide several definitions and 
objectives of policy in education. These definitions lead to identification of 
policymaking and implementation in education as a process that seeks to find a 
consensus amongst contrasting perspectives ς particularly, to find ways how policy 
can converge contrasting curricular ideologies in education. In this chapter it has 
been established that currently in Malta there are two main perspectives that make 
consensus for change difficult in the Maltese education system. These two 
perspectives are; 
 

1. an education culture driven by traditional education philosophies; 
2. progressive reforms being hindered by anxieties about quality. 
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Figure 2-18 Perspectives on the new reforms of the SEC 

 
Figure 2-16 shows how the two main perspectives established in this chapter 
constitute the tensions between education policy makers and learning stakeholders 
in instances when new educational policies are introduced (such as the SEC VET).  
 
The empirical stage of this study will focus on how new policy objectives contrast 
with a traditional educational philosophy; an education philosophy that still seems 
to attribute the idea valuable education to the mode of delivery and assessment ς in 
ƻǘƘŜǊ ǿƻǊŘǎΣ Ψthe medium is thŜ ƳŜǎǎŀƎŜΩ. As stated previously in this chapter, the 
{9/ ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳ ƛǎ ŘŜŜǇƭȅ ǊƻƻǘŜŘ ƛƴ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ culture and we have 
seen how past reforms in this examination process affected learning stakeholders on 
various levels.  
 
Furthermore, this chapter also revealed that currently, education policy makers in 
Malta are tasked (MEDE, 2014) with finding solutions to reduce the high rates of early 
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school leavers (ESL). Currently, seven years since the Ministry has made ESL a central 
objective in its ten-year plan to modernise the Maltese education system. Which in 
itself, seven years of negotiation between the Ministry and education stakeholders 
to implement the strategy is an indication of confidence in ability and autonomy. It 
has been established thŀǘ 9{[ ǊŀǘŜǎ ŀǊŜ ƻƴŜ ƻŦ ǘƘŜ ŎǳǊǊŜƴǘ ΨŜȄǘŜǊƴŀƭƭȅ ƛƳǇƻǎŜŘ 
ŦŀŎǘƻǊǎΩ ǘƘŀǘ ŀǊŜ ŘǊƛǾƛƴƎ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǘƻ ƛƳǇƭŜƳŜƴǘ ΨƳŜŎƘŀƴƛǎƳǎΩ 
of change in ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΦ tǳǇƛƭǎΩ ŜȄŀƳƛƴŀǘƛƻƴ ǎǳŎŎŜǎǎ ǊŀǘŜǎ ǎŜŜƳ 
to be one of the main externally imposed driving factors for Maltese education policy 
makers to re-think the goals of the SEC compulsory examinations whilst introducing 
such mechanisms. As mentioned in the 2014 ς 2024 Framework for Education 
Strategy in Malta (MEDE), one of the main objectives of this strategy is to launch new 
curricula to address the issue of inclusivity in the current Maltese education system. 
In fact, the forthcoming reform in the SEC examinations will steer away from the 
traditional one-time examination-led learning processes towards progressive 
learning approaches as stated in the My Journey policy (2017). ά¢ƘŜ ƴŜǿ ǎȅǎǘŜƳ 
builds on the current one but ambitiously moves forward in democratising academic, 
ǾƻŎŀǘƛƻƴŀƭ ŀƴŘ ŀǇǇƭƛŜŘ ƭŜŀǊƴƛƴƎ ŦƻǊ ŀƭƭ ǎǘǳŘŜƴǘǎέ όa959Σ нлмтΣ ǇΦммύΦ 
 
However ŀƭǘƘƻǳƎƘ ŎǳǊǊŜƴǘ ƛƴƛǘƛŀǘƛǾŜǎ ƛƴ aŀƭǘŀ ƛƴǘŜƴŘ ǘƻ ƛƳǇǊƻǾŜ ǇǳǇƛƭǎΩ ŜŘǳŎŀǘƛƻƴŀƭ 
performance and experience, there are challenges at operational, pedagogical and 
philosophical levels. In the coming years, the My Journey policy will be introduced in 
aŀƭǘŀΩǎ ƳŀƛƴǎǘǊŜŀƳ ŜŘǳŎŀǘƛƻƴ; it ǿƛƭƭ ŎƘŀƴƎŜ ǘƘŜ ǎǘǊǳŎǘǳǊŜ ƻŦ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ 
system and will significantly impact the structure of the SEC examinations. Thus, 
against this backdrop, the pursuit of sustaining the objectives set by the new policy 
reform will bring a new dimension in Maltese education that could involve new 
changes at a school and social level. This new dimension could also translate into the 
introduction of new learning initiatives that aim to bridge the gap between formal 
ƭŜŀǊƴƛƴƎ ǘǊŀŘƛǘƛƻƴǎ ŀƴŘ ǘƘŜ ŀǘǘŜƳǇǘǎ ǘƻ ΨƳƻŘŜǊƴƛǎŜΩ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǘƘǊƻǳƎƘ 
education policy reforms. However, as is apparent in the Historic context section of 
this chapter, attempts to implement modernization in the Maltese education system 
are fraught with difficulties and are characterized by contrasting views of how value 
and inclusivity should translate in real-life educational practice. Therefore, central to 
this study is to learn from personal and professional experiences of those who are 
going through the process of modernization in the Maltese education system. This 
will help me understand how current and future policy might finally realise ways to 
implement reforms needed to achieve ǘƘŜ Ǿƛǎƛƻƴ ƻŦ ΨǾŀƭǳŀōƭŜ ŀƴŘ ƛƴŎƭǳǎƛǾŜ 
ŜŘǳŎŀǘƛƻƴΩ.  
 
In the following chapter I shall move on from an exploratory stage towards the 
ƳŜǘƘƻŘƻƭƻƎƛŎŀƭ ǎǘŀƎŜ ƻŦ ǘƘƛǎ ǎǘǳŘȅΦ ¢ƘŜ ǎǘǳŘȅΩǎ Ƴŀƛƴ ǊŜǎŜŀǊŎƘ ǉǳŜǎǘƛƻƴǎ ǿƛƭƭ ōŜ 
presented, outlining what has been explored so far about the significant factors that 
drive Maltese education and what might be the ideal methodological tools to 
understand how the current context of Maltese education affects the lives of 
education stakeholders. 
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2.8 Conclusions 
 
This chapter provides a review of the historic context and origins the current 
secondary educaton system. It also provides a review of critical factors that drive the 
curricullum decision making processes in secondary education in Malta and its 
objectives to serve the needs of the country. These key factors and characteristics 
have been reviewed and discussed in light of various oppositions, such as the on-
going controversies about the understanding of value and equality in Maltese 
education and how this controversy has influenced the need of a national 
examination system (SEC) among other educational landmarks. Moreover, critical 
ŦŀŎǘƻǊǎ ǘƘŀǘ ŘǊƛǾŜ ƴŜƎŀǘƛǾŜ ŀǘǘƛǘǳŘŜǎΣ ǎŎŜǇǘƛŎƛǎƳ ǘƻǿŀǊŘǎ aŀƭǘŀΩǎ ǎŜŎƻƴŘŀǊȅ 
education curricula and examination system and their influences on education 
policymaking. From this chapter it has also emerged how the history of Maltese 
education can be seen as an opportunity to learn from its origins and traditions 
ōŜŎŀǳǎŜ ƻŦ Ƙƻǿ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ǎǘƛƭƭ ƘŀǾŜ ǘƛŜǎ ǿƛǘƘ ǘƘŜ ŎƻǳƴǘǊȅΩǎ ǇŀǎǘΦ 
aƻǊŜƻǾŜǊΣ Ƙƻǿ ŀ ǎǘŀƪŜƘƻƭŘŜǊΩǎ ŎƻƳǇŜǘƛǘƛǾŜ ƳŜƴǘŀƭƛǘȅ Ŏŀƴ ōŜ ǘƻǊƴ ōŜǘǿŜŜƴ ŀ ŘŜǎƛǊŜ 
ŦƻǊ ƴŀǘƛƻƴŀƭ ǎǇŜŎƛŦƛŎƛǘȅΣ ŀƴŘ ŀƴ ƻōǎǘƛƴŀǘŜ ƛŘŜŀ ƻŦ ǘǊŀŘƛǘƛƻƴŀƭ ǇǊƻȄƛŜǎ ŦƻǊ ΨǉǳŀƭƛǘȅΩΦ  
 
¢ƻ ŦǳǊǘƘŜǊ ǳƴŘŜǊǎǘŀƴŘ Ƙƻǿ aŀƭǘŀΩǎ ǎŜŎƴŘŀǊȅ ŜŘǳŎŀǘƛƻƴ ƛǎ ǘƻŘŀȅΣ an examination of 
how competitive mentalities and exam-ƻǊƛŜƴǘŜŘ ŀǘǘƛǘǳŘŜǎ ŦŜŀǘǳǊŜ ƛƴ ǘƻŘŀȅΩǎ 
education is required. From this chapter the need has emerged to examine how the 
understanding of valuable and equal education translates into education policy and 
education practice in Malta today. But it also needs to be examined how/if education 
stakeholders feel part of the decision-making process, and the significance and effect 
of such involvement. 
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Chapter 3 Research Methodology 
 
3.1 The research problem, objective and questions 
 
Poor performance in the SEC examinations has created a substantial amount of 
debate within the Maltese learning community (Bezzina, 1991; Sultana, 1992; 
Cutajar, 2013) on how SEC subjects should be taught, developed, managed and 
examined. A previous study by Attard (2018), consisting of an analysis of MATSEC 
examination reports based on three-years (2015, 2016, 2017) and a selection of 
publicly available literature about the Maltese education. From this study it emerged 
that ǇǳǇƛƭǎΩ educational experiences in the SEC are affected by an examination 
ŎǳƭǘǳǊŜ ǘƘŀǘ ǎǘǊƛǾŜǎ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ŀƴŘ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ ƛǘǎ ǊƻƭŜ ƛƴ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴŀƭ 
landscape. Particularly affected by cultural contradictions about how schools should 
prepare students effectively for the SEC terminal examinations, whilst giving all 
students the opportunity of a life-long learning experience that goes beyond the 
requirements of the SEC examinations. 
 
The results of the analysis show significant concerns by teachers, pupils and parents 
about the need for change in the examination process. Furthermore, it also showed 
how  the past fifteen years, various interventions have been implemented in the 
Maltese education system in an attempt to address the need for change, mainly by 
introducing learning assessment initiatives such as the National Curriculum 
Framework (1999), the Learning Outcome Framework (2012) and the SEC Vocational 
Subjects (2014). However, even though the introduction of the SEC VET subjects 
ǎŜŜƳŜŘ ǘƻ ƘŀǾŜ ǇƻǎƛǘƛǾŜ ƛƳǇŀŎǘǎ ƻƴ ǎǘǳŘŜƴǘǎΩ Ǉŀǎǎ ǊŀǘŜǎΣ these interventions have 
yet to bring about the desired improvementsΦ ¢Ƙƛǎ ǿŀǎ ŜǾƛŘŜƴǘ ƛƴ aŀƭǘŀΩǎ ƻŦŦƛŎƛŀƭ 
examination board MATSEC who in 2015 called out for further studies that aim to 
research further into the nature of poor examination results in the SEC examinations; 
 

ά²Ƙȅ ƛǎ ǘƘƛǎ ƘŀǇǇŜƴƛƴƎΚ Low expectations? Other reasons? Only 
systematic qualitative research, which is beyond the scope of this 
ǊŜǇƻǊǘΣ Ŏŀƴ ŀƴǎǿŜǊ ǘƘŜǎŜ ǉǳŜǎǘƛƻƴǎΦέ όa!¢{9/Σ нлмрύΦ 

 
¢ƘǳǎΣ L ŀǊƎǳŜ ǘƘŀǘ ΨǘƻǇ ŘƻǿƴΩ ǇƻƭƛŎȅ ƛƴƛǘƛŀǘƛǾŜǎ ƘŀǾŜ not been successful. 
Consequently, I aim to produce a multi-faceted picture of the system in order to 
present (subjective) evidence from stakeholders that will enrich our understanding 
of the problem. To this effect, this research identifies pupils' performances for the 
SEC as a core problem that warrants further study to systematically understand why 
this is happening, in light of education policy developments that are currently taking 
place to bring change (Viennet & Pont, 2017) within the Maltese education system.  
 
Therefore, I aim to investigate current curricular conflicts in Maltese education by 
enquiring into the following: firstly, I want to understand what has shaped the 
Maltese education system today (RQ 1); secondly, I want to learn how notions of 
educational standards, value and experience are constructed by the Maltese 
education system today (RQ 2). These two fields of enquiry will enable me to 
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understand the possible future of secondary education in Malta (RQ 3). The 
objectives of the study are:  
 

¶ ǘƻ Ǝƻ ōŜȅƻƴŘ ǘƘŜ ǎŎƻǇŜ ƻŦ ǘƘŜ ŜȄŀƳƛƴŜǊǎΩ ǎǘŀǘƛǎǘƛŎŀƭ ǊŜǇƻǊǘǎ ŀƴŘ bŀǘƛƻƴŀƭ 
surveys to learn how notions of educational standards, value and experience 
are constructed by the Maltese education system; 

¶ to learn about the nature of such notions from aspects of policy making and 
the experiential views of the pupils and other education stakeholders 
(parents/teachers/examiners); 

¶ Establish why reform has been so difficult to implement and propose a way 
forward. 

 
 
3.2 Epistemological Position  
 
In aiming to understand the reasons behind what is hindering attempts to modernise 
aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ, despite a recent history of frequent review and policy 
innovation, I find myself dealing with a system of subjective experiences that 
surround this matter. Thus, the epistemological position of this research is key to 
reaching the objectives of this study. Lather (1992) argues that studies that seek 
subjective understandings of a particular problem go beyond positivist certainties 
and require a qualitative approach to advocate arguments in depth. The research 
problem is considered as multifaceted, constituted by varied competing views and 
interpretations that are constructed by individuals, groups of people, and political 
objectives and realities in this context are subjective. Thus, entailing an interpretivist-
constructionist approach (Arthur et. al., 2012) ŀǎ ƻǇǇƻǎŜŘ ǘƻ ǇƻǎƛǘƛǾƛǎƳΩǎ ǊŜŘǳŎǘƛƻƴƛǎǘ 
approach (Mishler, 1990), to understand and interpret the research problem from its 
roots. Moreover, this research ŀƛƳǎ ǘƻ ƛƴǘŜǊǇǊŜǘ ǘƘŜ ǊŜǎŜŀǊŎƘ ǇǊƻōƭŜƳ ŦǊƻƳ ǇŜƻǇƭŜǎΩ 
views, which are also continuously evolving in time, vis-a-vis the wider scope and 
socio/economic developments within a society. Therefore, that is why I consider that 
ǘƘŜ ΨǊŜŀƭƛǘȅΩ ǿƛǘƘƛƴ ǘƘŜ context of my study as subjective, with no singular truth, 
observation or pre-determined meaning of such a reality. I argue that in this case an 
interpretivist approach enables me to formulate a sophisticated research 
methodology to engage with the main problem of ŀŘŘǊŜǎǎƛƴƎ ǿƘȅ ǇƻƭƛŎȅ ƘŀǎƴΩǘ ƘŀŘ 
the desired effect and to provide an interpretation of the realities that characterise 
the research problem.  
 
 
3.3 The Conceptual Framework 
 
Qualitative education research seems to agree that problems in education can be 
explored through research methodologies that involve students and learning 
ǎǘŀƪŜƘƻƭŘŜǊǎΩ ŜȄǇŜǊƛŜƴŎŜǎΦ CƻǊ ŜȄŀƳǇƭŜΣ ƛƴ ƻǘƘŜǊ ǎǘǳŘƛŜǎ ǎǳŎƘ ŀǎ Stewart et al., 
(2021), who qualitatively explored students perceptions of value in education by 
giving students a voice to ŎƻƳƳǳƴƛŎŀǘŜ ǘƘŜƛǊ ŜȄǇŜǊƛŜƴŎŜǎΦ ¢ƻ ǳƴŘŜǊǎǘŀƴŘ ǎǘǳŘŜƴǘǎΩ 
perceptions of value, the study captured various essences of student experiences 
through semi-structured interviews. This method granted students a level of 
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freedom to discuss their perceptions but also granted the researchers a level of 
control to focus on topics that the research wanted to shed light on.  
 
Although the mentioned project employ a specific research methodology for a 
particular objective, an inductive and qualitative process was employed to 
understand key factors that impact negatively or positively on particular situations in 
ŜŘǳŎŀǘƛƻƴ ŦǊƻƳ ǇŜƻǇƭŜǎΩ ŜȄǇŜǊƛŜƴŎŜǎΦ !ǎ ŎƻƳƳƻƴƭȅ ŀǊƎǳŜŘ ƛƴ ǘƘŜ ǿƛŘŜǊ ǘƘŜƻǊƛŜǎ 
available in literature (Gardner, 2011; Ryan & Deci, 1980; Bandura, 1995), 
interpretivist study approaches can help us understand problems in education in a 
qualitative, situated way. 
 
Lƴ ǘƘŜ ŀōǎŜƴŎŜ ƻŦ Řŀǘŀ ǘƘŀǘ ŘŜǎŎǊƛōŜǎ ǎǇŜŎƛŦƛŎ ŜȄǇŜǊƛŜƴǘƛŀƭ ŎƘŀƭƭŜƴƎŜǎ ƻŦ ǇǳǇƛƭǎΩ 
ŜŘǳŎŀǘƛƻƴ ƛƴ aŀƭǘŀΩǎ {9/ ǘƻŘŀȅΣ ǘƘƛǎ ǊŜǎŜŀǊŎƘ employs an interpretivist research 
methodology in order to understand the dynamics of the main problem that is at the 
core of this study. Since experiences are complex and subjective in nature, there is 
an opportunity to view the problem from multiple perspectives (Dixon-Woods et al. 
2006) and from varied types of sources that can provide the basis of new and 
reflective understanding of this problem. It could also be argued that the problem at 
ǘƘŜ ŎƻǊŜ ƻŦ ǘƘƛǎ ǊŜǎŜŀǊŎƘ ŎƻǳƭŘ ōŜ ŦǊŀƳŜŘ ǿƛǘƘƛƴ ŀ ΨŎƻƴǘŜȄǘ ƻŦ ŘƛǎŎƻǾŜǊȅΩΦ ¢ƘŜ ŎƻƴǘŜȄǘ 
consists of historic and empirical issues that frame the main research problem (see 
figure 3-1).  
 

 
Figure 3-1 Conceptual Framework 

 
To address the main research problem, I adopted a specific methodology that goes 
ōŜȅƻƴŘ ǘƘŜ ǎŎƻǇŜ ƻŦ ǘƘŜ ŜȄŀƳƛƴŜǊǎΩ ǎǘŀǘƛǎǘƛŎŀƭ ǊŜǇƻǊǘǎ ŀƴŘ ǘƘŜ bŀǘƛƻƴŀƭ ǎǳǊǾŜȅǎ, 



 
 

70 

mainly by learning about the nature of this problem from its history, from policy 
analysis and from the experiential views of learning stakeholders. I intended to 
explore and understand more critical drivers that characterise issues between policy 
making and education practice in the Maltese education system. The three main 
frames of knowledge that are featured in figure 3-1 gives a view of what is considered 
ƛƴ ǘƘƛǎ ǎǘǳŘȅ ŀǎ ǘƘŜ ΨŎƻƴǘŜȄǘ ƻŦ ŘƛǎŎƻǾŜǊȅΩΦ  
 
Initially, the main focus of the Context and Literature review chapter (Chapter 2) was 
to address how formal examinations have historic significance in Maltese education 
and the Maltese society as a whole. This has been done through an exploratory 
review of recent historic education landmarks and events in Malta since the launch 
ƻŦ aŀƭǘŀΩǎ 9ŘǳŎŀǘƛƻƴ !Ŏǘ мфууΦ tŀǊǘƛŎǳƭŀǊƭȅ how they are significant contributors 
ǘƻǿŀǊŘǎ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ aŀƭǘŀΩǎ ƻǿƴ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŀƴŘ Ƙƻǿ ǘƘŜ {9/ 
examinations fit within this framework. The context and literature chapter allowed 
me to understand the main drivers that characterise Maltese secondary education 
today. This stage led me to lay the foundations for the empirical stage of the 
research. The empirical stage enabled me to look at problems within the Maltese 
education system from a policy making perspective and from daily experiences of 
people who experience education in Malta. This stage gave me the opportunity to 
look at the data in depth and interpret findings in substantial amount of detail. It 
allowed me to be driven by the data itself without being pre-determined by any 
position.  
 
In the case of this research, I employed methods of qualitative data analysis (the 
rationale behind choices of methods will be explained in the following sections) and 
gave me the opportunity to explore data at verbatim; to interpret data from different 
sources; to generate themes and to discover commonalities differences and 
similarities from different sources of information. Although employing a qualitative 
stance meant that my research involved a smaller number of data sources than in 
quantitative studies, the data obtained and the results of the analysis were rich, in-
depth and detailed. (Silverman, 2013) 
 
This gave me the opportunity to understand the main problem targeted in this 
research through an interpretivist worldview of knowledge. An interpretivist stance 
does not limit me to relate to the main research problem by metric-driven 
quantitative measures and scientific interventions only. Methods commonly found 
in statistics, reports and National reviews. But, instead, I was immersed in the social 
and cultural capital (Bourdieu, 1977) aspects of education as an essential component 
in education research.  
 
The following section discusses why a specific systematic methodology was used to 
develop depth of understanding of issues that characterise the main problems 
addressed in this research. An inductive and qualitative systematic analysis 
procedure will be explained further in the following section 3.4. It will also be 
introduced how different types of sources of information were examined to look for 
common patterns, contrasting and recurring concepts (Braun & Clarke, 2006) about 
education and performance in Malta today and to understand the dynamics between 
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formal learning traditions and the attempts from Maltese education authorities to 
ΨƳƻŘŜǊƴƛǎŜΩ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΦ 
 
 
3.4 Research Design 
 
As reviewed in chapter 2 (context and literature review), the issue of modernization 
in Maltese education is an on-going feature of ǘƘŜ ŎƻǳƴǘǊȅΩǎ ƘƛǎǘƻǊȅ ƻŦ ŜŘǳŎŀǘƛƻƴΦ This 
is because there are many influences on the two main contrasting ideological 
(progressive/conservative) perspectives that characterise the Maltese education 
system. Thus, the context and literature review has revealed a consistent lack of 
consensus amongst stakeholders about how the Maltese education system should 
modernize. Therefore, I arrived at a stage where I needed to ask why are policy 
attempts to modernize the Maltese education system still unsuccessful? 
 
The empirical stage of this study focused on the second frame of knowledge (Figure 
3-1) and the oōƧŜŎǘƛǾŜ ǿŀǎ ǘƻ ƭŜŀǊƴ ŦǊƻƳ ǇƻƭƛŎȅ ŀƴŘ ƭŜŀǊƴƛƴƎ ǎǘŀƪŜƘƻƭŘŜǊǎΩ 
experiences, about the main factors that influence the Maltese education system 
today. This study required a specific research design to facilitate a way into 
investigating the main problem by referring to various sources of information. 
Therefore, I needed to employ research methods that  allowed me to look in-depth 
into non-statistical data. I needed to examine the process in which the ideals and 
objectives to modernize Maltese education are being constructed by education 
policy makers and by those who experience education on daily basis. As discussed in  
chapter 2, although the need for change in the Maltese education system is agreed 
upon by many, there are issues that are holding back the implementation of change.  
 
There are many methods that can be used in qualitative research to achieve a 
detailed analysis of a multifaceted problem, such as ethnographic, 
phenomenological, participatory, cultural and observational studies. However, a 
research design based on policy analysis and interviews allowed me to gather 
information from real-life contexts and experiences (Summers et al. 2008). This 
approach gave me the opportunity to gain a real-life view of what the problem is 
really like.  
 
This section shall discuss the key components of a specific research study design, 
including which sources of information informed this research and for which 
ǇǳǊǇƻǎŜΣ ƛƴŎƭǳŘƛƴƎ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǎŀƳǇƭƛƴƎ ǇǊƻŎŜŘǳǊŜǎΣ ŜǘƘƛŎŀƭ ŎƻƴǎƛŘŜǊŀǘƛƻƴǎ ŀƴŘ 
data analysis procedures to ensure best possible outcomes from this inquiry. The 
questions of who and what featured prominently in the empirical stage of this study 
and lead towards a single case revelatory research design (Yin, 2003), because the 
study aims to draw on a variety of different types of data to achieve a holistic view 
of a particular problem (Braun & Clarke, 2006). Figure 3-2 shows a specific research 
study consisting of three stages of data analysis. 
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Figure 3-2 Methodological Framework 

In the following sections I shall focus on each stage one by one. 
 
 
 
3.5 Methods 
 

3.5.1 Stage 01 Policy Analysis ς Critical Discourse Analysis (CDA) from key policy 
documents 

For this research, education policy documents were analysed because policies can be 
considered as rich texts and sources of information that reveal stories about socio-
political and economic environment that we live in (Foucault, 1995). As Hewitt (2009) 
argues, discourse analysis can be usŜŘ ŀǎ ŀ ǘƻƻƭ ǘƻ άΧŜȄǇƻǎŜ ǇŀǘǘŜǊƴǎ ŀƴŘ ƘƛŘŘŜƴ 
ǊǳƭŜǎ ƻŦ Ƙƻǿ ƭŀƴƎǳŀƎŜ ƛǎ ǳǎŜŘ ŀƴŘ ƴŀǊǊŀǘƛǾŜǎ ŀǊŜ ŎǊŜŀǘŜŘέ όнллфΣ ǇΦнύ. 
 

The aim was to give an overview about current concepts and the key drivers of 
change found in policy documents. Moreover, the aim of research method one was 
to synthesize diverse types of arguments from a number of key policy documents and 
to translate meanings as themes in relation to the enquiry objectives of the second 
frame of this study. The emerged themes from the analysis were then cross-
examined with the discussion points held in a series of interviews in the second stage 
of the empirical study.  
 

3.5.2 CŀƛǊŎƭƻǳƎƘΩǎ ǘƘǊŜŜ-point discourse analytic model 

CŀƛǊŎƭƻǳƎƘΩǎ ǘƘǊŜŜ-point discourse analytic model gave me an opportunity to 
deconstruct the key education policy documents in three dimensions, the textual, 
the discursive and the social practice (1992; p.231). Moreover, through this three-
point process this study could also identify salient objectives that could be 
considered as influential towards the future objectives of Maltese education. 
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Figure 3-3 Adopted from FaircloughΩǎ three-point analytic framework, Fairclough (2010; p.133) 

 
As explained by Dixon-Woods et al. (2006) a critical discourse analysis (CDA) 
procedure can produce a discussion of common patterns, contrasting and recurring 
ŎƻƴŎŜǇǘǎ ǘƻ ŘŜǇƛŎǘ ŀ ΨǇƻǊǘǊŀƛǘΩ ƻŦ Ƙƻǿ ƪŜȅ ŎƻƴŎŜǇǘǎ ōŜŎƻƳŜ ŎƻƴǎƻƭƛŘŀǘŜŘ ŀƴŘ 
mobilised. The following steps were adopted from FaircloughΩǎ (1992) dialecticalς
relational approach, with the intended outcome to achieve answers relating to the 
objectives mentioned above: 
 

1. The textual stage. This stage was work intensive as it involved inductive 
analysis. The analysis involved an initial description of the prose then an 
interpretation of the text, including a translation of concepts about the 
education objectives promoted in the documents. Fairclough (2010) divides 
this stage in three components: the textual composition, the grammar and 
type of vocabulary (2010; p.94). This stage was fundamental to the three-
point process as it enabled me to identify key themes in the documents, as 
well as  the type of language used to communicate the targeted objectives.  

 
2. The discursive stage builds upon the textual stage, focusing on the purpose 

of the text, why was it developed, who is providing the text, by which 
institution and who is the intended target audience. Fairclough (2010) 
recognises the importance of how the broader societal and political issues 
can influence a text at the time of its production.  Therefore, in the 
discursive stage of the analysis I captured the broad societal and political 
factors that impact the production of the key documents.  
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3. Social practice was the third important dimension of the analysis. This 
dimension included the analysis of chosen documents in relation to any 
events or initiatives in Maltese education system that may have taken place 
during or as a result of these documents. Fairclough (2013) suggests that in 
critical discourse analysis it is also important to view texts in relation to 
other societal practices, initiatives and perspectives at the time. I intended 
to focus also on these relationships to achieve an understanding of the 
social impact of these documents. 

 
The following section explains how I incorporated the above into my research for the 
purposes of the analysis. 
 
 

3.5.3 !ǇǇƭȅƛƴƎ CŀƛǊŎƭƻǳƎƘΩǎ /5! ƛƴ Ƴȅ ǊŜǎŜŀǊŎƘ 

The full policy analysis consisted of three steps. The first step of analysis entailed an 
ƛƴƛǘƛŀƭ ǊŜŀŘƛƴƎ ƻŦ ǘƘŜ ŎƘƻǎŜƴ ǇƻƭƛŎȅ ŘƻŎǳƳŜƴǘǎΦ Lƴ ǘƘƛǎ ŦƛǊǎǘ ǎǘŜǇ L ŀǇǇƭƛŜŘ CŀƛǊŎƭƻǳƎƘΩǎ 
textual stage of analysis in which I achieved an overview of the context, the aims and 
the objective of every policy. In the policy analysis chapter (chapter 4), this stage was 
presented as a background section for each one of the three policies chosen for 
analysis. The background section served as a point-of-entry into the analysis of each 
policy and identified the over-arching drivers that motivate the desired objectives set 
in the key policies.  
 
In the second step I focused on the discursive stage (Fairclough, 1993). I needed to 
establish a sense of voice found in the key documents. Particularly discourse 
formulations found in the documents and for who is the information addressed to. 
The below examples (Excerpt 3-4 and 3-5) were extracted from my workings of the 
policy analysis of Framework for the Education Strategy in Malta (2014). 
 

 
Excerpt 3-4 Framework for the Education Strategy in Malta (2014) 
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Excerpt 3-5 Framework for the Education Strategy in Malta (2014) 

 
  

 
 
Excerpts 3-4 and 3-5 show a sample of how various discursive formulations were 
identified in the key policies. In this case, it was identified who is delivering the 
message and to whom the message is addressed. From the above excerpts it was 
identified:  
 

1. how the Ministry positions itself in the text to address particular 
issues/objectives that feature in the policy strategy; 

2. how modes of address shift when issues/objectives are addressed in the 
policy. 

 
Moreover, this stage allowed me to identify who the actors are and what is being 
addressed in the policies. Also gaps of specificity were identified particularly who and 
what is involved to achieve the key objectives published in policy documents.  
 
The third step focused on the and social aspects of discourse used in the policies. 
This step entailed cross referencing discourse formulations used to present key policy 
objectives with broad socio-political factors and educational theory. In this step I 
employed textual and semiotic procedures of analysis to convey ideological positions 
and influences that drive the promotion of ideas to achieve key objectives in the 
policy documents. 
 
The results from the workings done in the second stage and the third stage of the 
policy analysis allowed me to group findings in specific themes. A total of 10 key 
themes were worked out from the policy analysis of each policy and each key theme 
was then analysed and discussed in chapter 4 (policy analysis chapter). 
 
These three steps were critical towards identifying key themes that characterize each 
policy document and, moreover, to uncover the ways in which the policy makers 
ŎƻƴǎǘǊǳŎǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜǎ ƛƴ ǎǇŜŎƛŦƛŎ ǇƻƭƛŎƛŜǎΦ ! ƳƻǊŜ ŎƻƳǇǊŜƘŜƴǎƛǾŜ 
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description of the process to complete the critical discourse analysis of the chosen 
policies will be given in the policy analysis chapter (chapter 4). 
 

3.5.4 Stage 02 ς Interviews 

In this study various forms of data were used to gain insights on specific topics. In the 
interviewing stage of the study, face-to-face responses were required from pupils 
and adult learning stakeholders, amongst which are three fifteen-year-old pupils 
following their secondary school studies in Malta. In past research work I experienced 
working with focus groups. Whilst I was very satisfied with the results obtained from 
focus group responses related to topics that all participants were free to share their 
views upon. I felt that this method did not allow much space for deep and personal 
views about specific situations as opposed to interviews. As described by Silverman 
(2013), interviews allow space for more speaking time for the participants and to feel 
free to share in-depth, un-biased personal observations. This experience made me 
cautious about the research method to use in this research to ensure that no 
participant felt judged by or influenced by views from other participants. Another 
aspect of this research was that I set out gain sensitive material and needed to make 
sure that anonymity was kept at all times. Therefore, one-to-one interviews were 
employed. 
 
To perform my research interviews I needed to obtain ethical clearances from both 
.ƻǳǊƴŜƳƻǳǘƘ ¦ƴƛǾŜǊǎƛǘȅ ŀƴŘ aŀƭǘŀΩs Ministry of Education. This research also 
involved working with children and it was important to adhere to the articles of the 
United Nations Convention on the Rights of Children (2010). Particularly to article 16 
to ensure preservation of anonymity of every child participant in the interviews 
whilst giving them the opportunity to express themselves freely (this will be 
discussed further in sections 3.5.4.2 and 3.5.4.3). Furthermore, a number of steps 
needed to be implemented to ensure quality in the processes of data capturing and 
data analysis. This research project got the necessary ethical clearances from both 
institutions and in this section, I shall be discussing transparency and 
comprehensiveness (Reynolds et al. 2018) as principles that I adopted in this study 
to ensure best ethical and quality practices. 
 

3.5.4.1 Data collection processes 
 
The type of interview chosen for this research also involved a decision-making 
process. Interviews can be structured, unstructured or semi-structured (Clough, 
2002) and each type of interview warrants different purposes. This research 
employed semi-structured interviews as a methodological tool to collect data.  
 
The aim of the interviews was to achieve depth of understanding of stakeholdersΩ 
perceptions of the education system and proposed reforms, and they were, 
therefore, encouraged to share their thoughǘǎ ΨŦǊŜŜƭȅΩ ŘǳǊƛƴƎ ǘƘŜ ƛƴǘŜǊǾƛŜǿǎ ό/ƭƻǳƎƘΣ 
2002). This research focuses on a specific research design that involved a specific 
stage in the current education system in Malta which mostly attracts controversy and 



 
 

77 

disagreements of introducing change, i.e., the SEC examinations. Semi-structured 
interviews gave me the opportunity to generate rich data focused on a particular 
point in the current Maltese secondary education system. 
 
Semi-structured interviews were used to generate data from participants relating to 
first-hand teaching and learning experiences from a sample of people who are going 
through the preparations for SEC examinations today. The second research method 
procedure was essential to enquire first-hand information from learning 
stakeholders (number of participants and sampling procedure will be discussed in 
section 3.5.4.2). This stage helped me to ƭŜŀǊƴ ŦǊƻƳ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŜȄǇŜǊƛŜƴŎŜǎ why 
the situation in Malta seems to be so resistant to the changes proposed in education 
policies.  
 
Silverman (2011) argues that semi-structured interviews give the opportunity to 
ŜȄǇƭƻǊŜ ǇƘŜƴƻƳŜƴŀ ŦǊƻƳ ǇŜǊǎƻƴŀƭ ΨŜȄǇŜǊƛŜƴŎŜǎΩΦ ²Ƙƛƭǎǘ ǘƘŜ ŦƛǊǎǘ ǎǘŀƎŜ ŀƛƳŜŘ ǘƻ Ǝŀƛƴ 
data from a discourse analysis of three policy documents, the second stage explored 
further the causes of the problem from direct personal elicitations. Silverman (2011) 
also argues that there are two main approaches that interviewers need to consider 
in the case where interviews aim to elicit experiences from respondents. First 
approach allows interviewers to focus on direct personal experiences of respondents 
about particular situations whilst the second approach, interviews are based on 
particular activities that take place at the outset of a situation. As discussed 
previously in the conceptual framework section of this chapter, the problem of 
introducing change in the Maltese education system is complex and multifaceted. 
Since L ǿŀƴǘŜŘ ǘƻ ŀŎƘƛŜǾŜ ΨƻǇŜƴƴŜǎǎΩ ŦǊƻƳ ŘƛǊŜŎǘ ǊŜǎǇƻƴǎŜǎ ƻŦ ǇŀǊǘƛŎƛǇŀƴǘǎ, therefore 
L ƻǇǘŜŘ ŦƻǊ {ƛƭǾŜǊƳŀƴΩǎ ŦƛǊǎǘ ŀǇǇǊƻŀŎƘ.  
 
When doing interviews with young students, one should also consider issues of 
power imbalance (Kanieli-Miller et al., 2009). Considering issues of imbalance and 
taking action is important to achieve openness from young participants without any 
fear of consequences. To address issues of imbalance, particularly with young 
students, I tried to let participant elicit their own stories, their own experiences and 
their own knowledge about the subject matter. To do so I employed a rapport-
building tactic to help participants feel at ease to answer my interview questions 
openly and freely. I fully-disclosed my position as a researcher with the participants, 
making clear the overarching objectives of the research, particularly how their 
experiences could contribute in the development of educational structures in the 
future that could help other people in their same situation.  
 
The aim of this stage was to capture responses from participants to understand the 
problem from various standpoints. Therefore, using the first approach granted me to 
ǾƛŜǿ ǘƘŜ ǇǊƻōƭŜƳ ŦǊƻƳ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŘƛǊŜŎǘ ŜȄǇŜǊƛŜƴŎŜǎ ǿƛǘƘƻǳǘ ŀƴȅ ǇǊŜ-
conceived bias or agenda. As Holstein & Gubrium, (1995) explain, this approach of 
interviews give the advantage to pick up on personal conceptualisations about the 
problem through candid expressions of opinions and sentiments. Such 
conceptualisations cannot be addressed in quantitative statistical reports and 
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therefore allowed me to achieve a level of openness that I needed from the 
ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǊŜǎǇƻƴǎŜǎ. 
 
 

3.5.4.2 Recruiting Participants 
 
The Maltese education system, particularly the SEC examinations are experienced by 
many in Malta. As explained in chapter 2Σ ǘƘŜ {9/ ƛǎ aŀƭǘŀΩǎ ƳŀƛƴǎǘǊŜŀƳ ǘŜǊƳƛƴŀƭ 
examination system, therefore the SEC is experienced directly by students and 
teachers during secondary school education. However, chapter 2 also revealed the 
ƛƴǾƻƭǾŜƳŜƴǘ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǇŀǊŜƴǘǎ ƛƴ ǘƘƛǎ ǎǘŀƎŜ ŀƴŘ Ƙƻǿ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ 
and participation in the SEC is in the spotlight of the Maltese community because the 
SEC affects Malta not only on an educational scale, but also on a National scale. This 
shows how the SEC examination system impacts on and is experienced by many 
people from different walks of life.  
 
It was not feasible to achieve in-depth data from all the people who experience the 
SEC in one way or another. I intended to employ a sampling strategy of participants 
for this case study to capture rich information experiences (Patton, 2000) to achieve 
depth. Therefore, a narrowly focused purposeful sampling procedure (Palinkas et al. 
2013) was used to complement the aim and objectives of this research phase. The 
aim of recruiting participants had two objectives. Firstly, since the exam achievement 
ǊŜǎǳƭǘǎ ƛƴ ǘƘŜ {9/ ǊŜǇƻǊǘǎ όa!¢{9/Σ нлмуύ ŦƻŎǳǎ ƻƴ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ ōŀǎŜŘ ƻƴ 
school type, participants were recruited from two operationally diverse types of 
schools in Malta: a state funded and a privately funded school. I chose to work with 
two operationally diverse schools because it gave me the opportunity to collect a 
wider range of experiences from those who go through the SEC in different 
educational environments. My second objective was to recruit a representative 
sample of different stakeholders that experience the SEC from different point of 
views. Therefore, interviews focused on preparation for SEC examinations, 
particularly on those who experience the SEC from:  
 

1. an administrative perspective (SEC administrator)  
2. a policy making perspective (policy maker)  
3. ŀ ǎŎƘƻƻƭǎΩ ƻǇŜǊŀǘƛƻƴǎ ǇŜǊǎǇŜŎǘƛǾŜ όǎŎƘƻƻƭ ƘŜŀŘ ǘŜŀŎƘŜǊύ 
4. a classroom/teaching perspective (2 teachers from 2 types of schools) 
5. a classroom/learning perspective (3 pupils) 
6. a home/parent perspective (2 parents from each school) 

 
A total number of 10 participants were recruited as learning stakeholders and 
participants for interviews. 
 
Before recruiting participants, I needed to get project clearances from two research 
ethics boards; Bournemouth University (BU) board of ethics and the Maltese 
Education aƛƴƛǎǘǊȅΩǎ wŜǎŜŀǊŎƘ 9ǘƘƛŎǎ /ƻƳƳƛǘǘŜŜ όaw9/ύΦ ¢ƘŜ ǇǊƻŎŜǎǎ ǘƻ ŀŎƘƛŜǾŜ ǘƘŜ 
necessary clearances to start research in schools will be discussed in a following 
section entitled ethical considerations. The MREC requested the initial ethical 
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clearance from BU ethical board. Once clearance was granted by both BU and MREC, 
two head teachers from two different schools, one private school and one state 
school (choice based on schoolǎΩ ŀǾŀƛƭŀōƛƭƛǘȅύΣ ǿŜǊŜ ŎƻƴǘŀŎǘŜŘ ōȅ aw9/ ǘƻ ƛƴŦƻǊƳ ǘƘŜ 
head teachers respectively and invite pupils in year ten (second year of preparation 
for the SEC examinations) to participate in the research. I was also interested to 
collect experiential views from high achieving pupils and from low achieving pupils 
to get a broader view of experiences and this was also listed as a requirement in my 
research proposal. This criterion of participant selection was important for the 
research to ensure that views are not only collected from pupils who find the system 
favourable to their learning preferences but also by those who find it challenging to 
educationally perform within the strictures of the SEC (see research proposal 
appendix 8).  The chosen pupils attended a short pre-research meeting where I 
introduced the research project and handed the respective forms to endorse. Pupils 
gave assent (appendix 2) to participate and the contact details where interested 
pupils could get in touch if more information about the research project was needed.  
 
Two parents of pupils who were going through the phases of preparation for the SEC 
were also requested in the research proposal and identified by the head teachers of 
the two schools. Both parents were informed about the research project by the 
ǎŎƘƻƻƭǎΩ ƘŜŀŘ ǘŜŀŎƘŜǊǎΦ ¢ƘŜ ǘǿƻ ǇŀǊŜƴǘǎ ǿŜǊŜ ŀǎƪŜŘ ǘƻ ƎƛǾŜ ŎƻƴǎŜƴǘ (appendix 7) and 
the contact details where interested they could get in touch if more information 
about the research project was needed. The time, day and place for the school 
interviews with parents, teachers, students and the head teacher were coordinated 
ōȅ ǘƘŜ ǎŎƘƻƻƭǎΩ ŀŘƳƛƴƛǎǘǊŀǘƛƻƴ ǘŜŀƳǎΦ 
 
The policy maker and the SEC administrator were personally asked by email (please 
see appendix 13 and 14) to participate in the research project. Both participants were 
chosen on the basis of their role. Both SEC administrator and policy maker agreed to 
participate, were asked to give consent of participation and the contact details where 
they could get in touch if more information about the research project was needed. 
 
 

3.5.4.3 Ethics 
 
To ensure the best interests of the research participants and quality of research, 
throughout the research phases, measures of transparency were taken for the 
participants to elicit their opinion impartially without any form of discrimination. 
aŜŀǎǳǊŜǎ ǘƻ ŜƴǎǳǊŜ ŜǾŜǊȅ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŀƴƻƴȅƳƛǘȅ ƛƴ ǘƘŜ ǎǘǳŘȅ ŀƴŘ ǇǊƛǾŀŎȅ ƛƴ ǎŎƘƻƻƭǎ 
during the interviews were taken as steps of precaution. Particularly to respect every 
ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǊƛƎƘǘ ǘƻ ǇǊŜǎŜǊǾŜ ǘƘŜƛǊ ƻǿƴ ŀƴƻƴȅƳƛǘȅ ŘǳǊƛƴƎ Řŀǘŀ ŎƻƭƭŜŎǘƛƻƴ ŀƴŘ 
analysis processes. As previously discussed in the recruiting participants section in 
this chapter, this study needed high and low performing students as well as students 
and teachers from two different types of school, however no inclusion/exclusion 
criteria were used to recruit participants. In the study proposal (see appendix 8) that 
was approved by BU ethics panel and subsequently the MREC ethics committee was 
sent to the participating schools where a number of requests were listed. Please see 
BU and MREC approvals (appendix 9 and 10) 
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In the case of this project, besides obtaining the necessary clearances from BU and 
MREC I also informed the pertinent authority via telephone call (the Commissioner 
of Children Trust in Malta) beforehand, to pre-advice about my research initiative 
and to open a healthy channel of communication, which could have led to assistance 
if and when sensitive matters could arise. On the other hand, the policy maker and 
the SEC administrator were approached individually by email and asked to 
participate for interviews on the basis of their professional role in the Maltese 
education. Please see email invitations attached (appendices 13 and 14). 
 
In summary, the ethical considerations mentioned above (ie. ensuring transparency 
and comprehensiveness) allowed this study to:  
 

1. avoid, as much as possible, any misunderstandings between project 
participants and myself by making sure that every step of the interviewing 
procedure is fully disclosed with all participants; 

2. obtain every parental/guardian consent required when young participants 
are involved; 

3. obtain consent from every adult participant involved in the interviewing 
stage; 

4. obtain assent from every young participant who was involved;  
5. anticipate the confidential rights of participants and non-participants; 
6. ŀǾƻƛŘ ŎƻƴŦƭƛŎǘ ǿƛǘƘ ŀƴȅ ǇǳǇƛƭǎΩ ŜŘǳŎŀǘƛƻƴŀƭ ǇǊƻƎǊŜǎǎΤ 
7. protect the integrity of this project and projecting a confident tone of voice 

throughout the duration of this case study research. 
 
These objectives will be tackled in more detail in this section. Moreover, as advised 
on the terms of reference to carry out research in secondary schools in Malta (Malta 
Ministry of Education Website), permission needed to be granted by MREC. Before 
the request was presented by MREC to the Heads of the two schools where this 
research was carried out. To apply for permission the following documents needed 
to be prepared and presented for approval initially by BU research ethics and 
subsequently by MREC: 
 

1. Research proposal (appendix 8); 
2. Research information sheet addressed to the Head of School (appendix 4); 
3. Research information sheet addressed to adult participants and/or legally 

responsible parents/guardians of minors (appendices 4 and 3); 
4. A consent form to be signed by adult participants (appendix 1); 
5. A consent form to be signed by legally responsible parents/guardians 

(appendix 6); 
6. Assent form for participating minors (appendix 2); 
7. Approval from the Ethics Review Board of the respective institution 

(appendices 8 and 9). 
 

BU ethics board and MREC approved this research as shown in the approval emails 
appendices 8 and 9. In the research proposal I requested that every participating 
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pupil should be in year ten (second year of preparation for the SEC examinations). 
Furthermore, as explained in the recruiting participants section, pupils, parents and 
teachers were informed and invited to participate by the school administrators and 
a short pre-research class presentation for the interested participants. The pre-
research presentation and interview dates, time and a private place for the 
interviews were coordinated by the school administrators. Only the head teacher and 
ǘƘŜ ǘŜŀŎƘŜǊǎΩ ƴŀƳŜǎ ǿŜǊŜ ŘƛǎŎƭƻǎŜŘ in the communication as professionals that work 
in the participating schools to be able to book their availability and confirm 
participation accordingly.  
 
Keeping preserved anonymity with the interested research participants allowed me 
to be in line with the principles of the Social Research Association (2003) particularly 
ǘƘŜ ǇǊƛƴŎƛǇƭŜ ƻŦ άtǊŜǾŜƴǘƛƴƎ ŘƛǎŎƭƻǎǳǊŜ ƻŦ ƛŘŜƴǘƛǘƛŜǎέ όнллоΤ ǇΦоуύΦ ¢ƘŜǊŜŦƻǊŜΣ L 
ensured that email correspondence between school administration and myself was 
not made public in any way and I ensured that the correspondence was only kept in 
my private email inbox.  The purpose and research objectives were clearly stated on 
the participant information sheets (PIS), adhering to the ethics guidelines set by the 
Social Research Association άƻōǘŀƛƴƛƴƎ ƛƴŦƻǊƳŜŘ ŎƻƴǎŜƴǘέ όнллоΤ ǇΦнтύ ŀƴŘ ƭƛƴƪǎ ǘƻ 
ǘƘŜ ƎǳƛŘŜƭƛƴŜǎΩ ŜǘƘƛŎŀƭ ǇǊƛƴŎƛǇƭŜǎ ƻŦ ƛƴŦƻǊƳŜŘ ŎƻƴǎŜƴǘΣ άaŀƛƴǘŀƛƴƛƴƎ ŎƻƴŦƛŘŜƴǘƛŀƭƛǘȅ ƻŦ 
ǊŜŎƻǊŘǎέ όнллоΤ ǇΦотύΦ  
 
aŀƭǘŀΩǎ CǊŜŜŘƻƳ ƻŦ LƴŦƻǊƳŀǘƛƻƴ !Ŏǘ ό!/¢ ·±L ƻŦ нллуύ ǎǘŀǘŜǎ ǘƘŀǘ ǇŜƻǇƭŜ ǳƴŘŜǊ ǘƘŜ 
age of sixteen cannot provide consent independently and consent to participate in 
the interviews was needed by their parents/guardian. Therefore, participant 
ŀƎǊŜŜƳŜƴǘ ŦƻǊƳ όt!Cύ ǿŀǎ ƛǎǎǳŜŘ ǘƻ ŜǾŜǊȅ ŎƘƛƭŘ ǇŀǊǘƛŎƛǇŀƴǘΩǎ ǇŀǊŜƴǘκƎǳŀǊŘƛŀƴ ǘƻ ǎƛƎƴ 
their consent for tƘŜƛǊ ŎƘƛƭŘΩǎ ǇŀǊǘƛŎƛǇŀǘƛƻƴΦ CǳǊǘƘŜǊƳƻǊŜΣ ǘƻ Ŧǳƭƭȅ ǊŜǎǇŜŎǘ ǘƘŜ 
principles of obtaining informed consent, it was important for all participants, 
notwithstanding the minimum age of consent stated in the Maltese legislation, not 
to feel obliged to participate in the research in any way. Therefore, an assent form 
was also provided to the child participants to sign and to understand their rights to 
end their participation should they feel to do so without any consequences.  
 
It was also important to take into consideration school policies of each of the two 
participating education institutions (state and independent) since the probability was 
that they differ from one another. For this case study I engaged with secondary 
schools in Malta; hence, it was imperative that every contributor was fully aware of 
every stage of the research and to make sure that no data collection method (such 
as use of audio recording devices) conflicted with any school policy. To ensure 
comprehensiveness of study I drew up a number of ethical objectives (listed above 
in this section). These objectives were in-line with BU board of ethics checklist and 
were necessary to complete and obtain research approval. Such ethical consideration 
warranted the drawing up of appropriate consent forms that eventually were sent to 
school authorities. Lack of consideration towards the institutional policy might have 
even prevented this project from progressing to further stages of this research. 
Research methods and objectives were clearly put forward to every participating 
school principal and every participant and getting a signature of approval was 
essential to supersede this ethical challenge. 
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Adult participants were also provided with a PIS to keep and a PAF to sign and 
understand their rights of participation. Participants were kept informed about every 
stage, whilst the purpose and the process of the research was also clearly presented 
in every PIS to help keeping a transparent relationship amongst all project 
stakeholders and participants. This hurdle was also addressed by having my contact 
details available for all participants who could get any clarification on difficulties 
encountered during the interviewing phases of the project. 
 
Every interview with participants was audio recorded, uploaded on a secure 
password protected web space and interviews were used only for the main report of 
this study. From ethical and also legal stand points, since this project invited 
participants to share personal statements about their educational well-being, 
experiences and professional views, data was classified as anonymous and 
confidential and treated likewise. Therefore, all the information collected during the 
interviews was kept strictly as hard copy in a secure location, a password protected 
ǎŜŎǳǊŜ ŎƻƳǇǳǘŜǊ ƘŀǊŘ ŘǊƛǾŜΦ !ƴȅ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǇŜǊǎƻƴŀƭ ƛƴŦƻǊƳŀǘƛƻƴ ŎƻǳƭŘ ƻƴƭȅ ōŜ 
accessed and used by appropriate, authorised individuals and only when/if this was 
necessary for the purposes of the research.  
 
 

3.5.5 Data Analysis  

When all data was collected from the interviews, I needed to employ the right 
analysis procedure to achieve depth of understanding of responses given by the 
ǇŀǊǘƛŎƛǇŀƴǘǎΦ L ŎƘƻǎŜ ǘƻ ŜƳǇƭƻȅ ŀ άǘŀŎǘƛŎŀƭ ǎŀƳǇƭƛƴƎέ ό{ƳƛǘƘ et al. 2008) method to 
ensure that local meanings that were captured during the interviews were conserved 
in the data analysis procedure (in English language).  
 
Figure 3-6 shows how the analytic workflow comprises of a number of stages 
involving extracting descriptive codes in Maltese and English languages, generating 
analytic themes and grouping themes into major themes. This coding process is 
based on SaldaƷŀΩǎ όнллфύ ΨŎƻŘƛƴƎ ŦƻǊ ǇŀǘǘŜǊƴǎΩ ŀǇǇǊƻŀŎƘΦ ¢Ƙƛǎ ŀǇǇǊƻŀŎƘ ƛƴǾƻƭǾŜŘ ŀ 
ǎǇŜŎƛŦƛŎ άŀƴŀƭȅǘƛŎ ǘŀŎǘƛŎέ όнллфΣ ǇΦтύ ǘƻ ǇǊƻŎŜǎǎ ǾŀǊƛƻǳǎ ƻōǎŜǊǾŀǘƛƻƴǎ ƛƴ ŀƴ exploratory 
ƳŀƴƴŜǊΦ  ! ΨŎƻŘƛƴƎ ŦƻǊ ǇŀǘǘŜǊƴǎΩ ŀǇǇǊƻŀŎƘ ǿŀǎ ƛŘŜŀƭ ŦƻǊ ǘƘƛǎ ǎǘǳŘȅ ōŜŎŀǳǎŜ ƛǘ ŀƭƭƻǿŜŘ 
me to generate observations from different viewpoints about the problem of 
ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ ǘƘŜ {9/Φ 
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Figure 3-6 Coding workflow 

  

 
 
In the first stage of the data analysis procedure, a number of descriptive codes were 
generated (in both Maltese and English languages) at verbatim from interview 
transcripts (see appendix 11). The first stage of descriptive coding lead into the 
second stage of analysis which involved the clustering of primary themes into major 
themes. These major themes were then used as basis for the analytic write-up then 
cross referenced with other major themes (see appendix 12) generated in the policy 
analysis in the discussion chapter. In the following sections I shall explain in more 
detail every step of this process. 
 
 

3.5.5.1 Extracting codes from interviews 
 
The national language status of Malta is bilingual (Maltese and English). In this 
research, participants were given the opportunity to make their responses in either 
English or Maltese language, although capturing data in two languages, English and 
Maltese presents its challenges (Yi Li, 2011). In this section I shall go through the 
rationale of choices, challenges and processes used for data analysis of interviews. 
 
I am fluent in both Maltese and English, and carried out the qualitative interviews 
with the study participants (10 in total). Two participants, one student and one 
teacher opted to do the interview in English which presented no language translation 
issues. However, the other eight participants chose to do their interviews in Maltese. 
Since the interviews were done in two languages, this created philosophical and 
interpretative issues of translation (Li Yin, 2011). Li Yin argues that such issues are 
critical towards ensuring ethical and quality procedures of translation. Therefore, I 
ŀŘƻǇǘŜŘ 5ŀƴƛŎŀ {ŜƭŜǎƪƻǾƛǘŎƘΩǎ όмфуфύ process of deverbalization to conserve 
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essences of language that were shared by the participants during the interviews. The 
following examples show how this process was done in practice. 
 
Interviewees were initially ŀǳŘƛƻ ǊŜŎƻǊŘŜŘ ǿƛǘƘ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ Ǉermission as stated 
in the previous section about ethics.   
 

 
 

Figure 3-7 Interview sample (SEC Administrator) 

 

 
 

 
 

Figure 3-8 Interview sample (SEC Administrator) 

 
The above excerpts from the SEC administrator transcribed interview gives a sample 
of how the process of deverbalization took place. Initially, the audio recordings were 
transcribed verbatim in both English and Maltese languages depending on the 
ǇŀǊǘƛŎƛǇŀƴǘΩǎ ŎƘƻƛŎŜ ƻŦ ƭŀƴƎǳŀƎŜ ǘƻ Řƻ ǘƘŜ ƛƴǘŜǊǾƛŜǿΦ ¢ƘŜ ŀōƻǾŜ ŜȄŎŜǊǇǘs are taken 
from the SEC administrator interview transcription which was done in Maltese. I 
transcribed every interview in order to identify key statements (marked in green in 
the excerpt 3-7) from the original interviews in the Maltese language (8 interviews). 
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These statements were then deverbalized from Maltese to English language and 
processed to analytic notes as shown in the excerpt 3-5.  
 
Figure 3-9 shows the full deverbalization process from audio recordings to the writing 
of key assertions in the English language. 
 

 

Figure 3-9 Deverbalizing Process 

 
!ǎ ŘƛǎŎǳǎǎŜŘΣ {ŜƭŜǎƪƻǾƛǘŎƘΩǎ όмфуфύ ǇǊƻŎŜǎǎ ƻŦ ŘŜǾŜǊōŀƭƛȊŀǘƛƻƴ ǿŀǎ ŜƳǇƭƻȅŜŘ ǿƘƛŎƘ 
entailed in initially grasping a sense in which key statements were delivered by the 
interviewee. Excerpt sample 3-7 shows how key assertions done in the Maltese 
language were deverbalized in the English language. In this case these were: more 
qualitative study and research; SEC is not reaching its objectives; criticism is healthy 
but constructivity is needed; we do not have enough resources. 
 
These key assertions were then developed into analytic notes in the English language 
as per below examples: 
 
 
More qualitative study and research, SEC is not reaching its objectives: 
 
The examiner admits that not enough research is being done to understand the 
limitations of the current system. More studies such as this study, ideally after every 
examination should take place to get feedback from the teachers and the students to 
ǳƴŘŜǊǎǘŀƴŘ ōŜǘǘŜǊ ǿƘȅ ǘƘŜ {9/Ωǎ ƻōƧŜŎǘƛǾŜǎ ŀǊŜ ƴƻǘ ōŜƛƴƎ ƳŜǘΦ 
 
Iƛǎ ŀǇǇŜŀƭ ƛǎ ǘƻ ŦƛƴŘ ƳƻǊŜ ǿŀȅǎ Ƙƻǿ ǘƻ άǎŎǊǳǘƛƴƛȊŜέ ǘƘŜ ŀǎǎŜǎǎƳŜƴǘ ǘƘǊƻǳƎƘ ƳƻǊŜ 
fieldwork research in schools to learn from first hand experiences where the 
limitations of the system are. He explains how currently the dominant form of 
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research about the SEC is not necessarily empirical and can be limiting authorities to 
identify with the problems holistically.  
 
 
Criticism is healthy but constructivity is needed: 
 
¢ƘŜ ŜȄŀƳƛƴŜǊ ŀƭǎƻ ŜȄǇƭŀƛƴǎ Ƙƻǿ ƎŜƴŜǊŀƭƭȅ ǎǘŀƪŜƘƻƭŘŜǊǎΩ ǾƛŜǿǎ ŀōƻǳǘ ǘƘŜ {9/ ǎȅǎǘŜƳ 
are rather negative and non-constructive. In his view, parents, teachers and students 
may find it too easy to say that something is wrong.  
 
 
We do not have enough resources: 
 
He explains that more resources are needed to get detailed feedback that can help 
the SEC achieve confidence to move forward. This implies a distance that exists 
between authorities and front liners in which consultation might not necessarily be at 
the centre of the new developments within the SEC system.  
 
 
This method allowed me to ensure depth and detail of the qualitative interviews 
whilst limiting philosophical/interpretative issues in language processing. These 
assertions were then listed as codes and grouped under specific themes. This process 
will be explained further in the next section. 
 
 

3.5.5.2 Developing major themes 
 
As shown above in figure 3-9, the first cycle of the interview analysis process 
consisted of developing codes from analytic notes and grouped in specific analytic 
themes. After completing the first cycle of the interview analysis, a total number of 
1,473 codes were extracted from all the interview analytic notes. The following chart, 
figure 3-10, shows the number of codes that were developed per interview after the 
first cycle. 
 
 

Participant Codes 

Independent 
School 
Teacher 

156 

Independent 
School Parent 

159 

Independent 
School 
Student 01 

130 

State school 
Head teacher 

164 
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State school 
Student 01 

92 

State school 
Parent 

183 

State school 
Head Student 
02 

128 

State school 
teacher 

106 

SEC 
Administrator 

172 

Policy Maker 251 

 
Figure 3-10 (codes developed from interviews) 

 
The second cycle consisted of a pattern coding (SaldaƷa, 2009 p.152,) process in 
which codes from all participants developed during the first cycle were firstly 
organised into themes then developed into major themes for the analytic write-up. 
SaldaƷa, (2009) argues that a pattern coding method is ideally used as a second cycle 
ƳŜǘƘƻŘ ǘƻ ŘŜǾŜƭƻǇ άƳŜǘŀ-ŎƻŘŜǎέ όнллфΤ p. 150) that organise together large number 
of codes generated from an initial cycle. For this research I am referring to such meta-
codes as analytic themes. SaldaƷa also describes how meta-codes are: 
 

άŜȄǇƭŀƴŀǘƻǊȅ ƻǊ ƛƴŦŜǊŜƴǘƛŀƭ ŎƻŘŜǎΣ ƻƴŜǎ ǘƘŀǘ ƛŘŜƴǘƛŦȅ ŀƴ ŜƳŜǊƎŜƴǘ 
theme, configuration, or explanation. They pull together a lot of 
ƳŀǘŜǊƛŀƭ ƛƴǘƻ ŀ ƳƻǊŜ ƳŜŀƴƛƴƎŦǳƭ ŀƴŘ ǇŀǊǎƛƳƻƴƛƻǳǎ ǳƴƛǘ ƻŦ ŀƴŀƭȅǎƛǎΧ 
is a way of grouping those summaries into a smaller number of sets, 
ǘƘŜƳŜǎΣ ƻǊ ŎƻƴǎǘǊǳŎǘǎέ όнллфΤ p.152) 

 
Figure 3-11 shows a sample snapshot of this process. Particularly how in essence the 
pattern coding process entailed two stages: grouping initial codes from all 
participants into analytic themes and developing major themes that summarise 
analytic themes into smaller number of themes. 
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Figure 3-11 Example of pattern coding 

 
 
This method helped me organise a large number of data entries (codes=1,473) 
extracted from the interviews into manageable thematic groups of data for analysis 
(appendices 11 and 12). However, besides from the practical aspect of data 
management, this method has also granted me the opportunity to keep 
fundamentally aligned to an interpretivist-constructionist approach that is central to 
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this research project. Particularly because through this method I ensured that the 
ǊŜǎǳƭǘǎ ǘƘŀǘ ŦŜŀǘǳǊŜ ƛƴ ǘƘŜ ŀƴŀƭȅǘƛŎ ǿǊƛǘŜ ǳǇ ŀǊŜ ŘǊƛǾŜƴ ōȅ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǊŜǎǇƻƴǎŜǎ 
by treating the interview analysis process as an interpretivist-constructionist 
exercise, in order to present analytic findings ǘƘŀǘ ǊŜǇǊŜǎŜƴǘ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǾƻƛŎŜǎ 
as much as possible. 
 
 
3.6 Analytic write-up 
 
The aim of the analytic writeup (chapter 5) was to depict an analytical overview of 
perceptions, anxieties, mentalities, feelings, professional and personal challenges, 
pressures, influences, and recommendations to conceptualise what may or may not 
address the problems within the SEC examination system in the future. The analytic 
write-up involved a cross-examination of data generated from various sources of 
information; the analytical results obtained from CDA of policies and from the 
analysis of in-depth interviews. As James & Angela (2008) argue, the purpose of 
cross-examining different sources of information is to 'deepen and to widen 
understanding' of a particular problem from various sources of information in 
relation to my second research question. This final stage of the analysis lead me to a 
final recommendations chapter (Chapter 7) where propositions were made in 
relation to the third research question of this study; what is the future of the Maltese 
education system? 
 
 
3.7 Limitations 
 
 
This research took place at a particular moment in time in Maltese education. The 
results from this research were based on an education narrative that began in the 
past and continues today. As such it has to be recognised that the narratives 
presented in this research are part of a constant evolutionary process. This means 
that the topics and areas of knowledge examined in this research are subject to 
change as part of this evolutionary process which was beyond the control of the 
researcher. A recent example of this is the set of implications for educational policies 
and practices driven by the Covid pandemic (2019). 
 
For this reason, it is important to recognise that results of this research depicted 
snapshots of drivers that influence the underlying educational philosophies and 
practices of the Maltese education system. Moreover, the depictions that resulted 
from the study analysis are subject to change and dependent on situations and 
circumstances that impact the operations and attitudes of people who experience 
education in Malta during a given moment. 
 
This study also has methodological limitations which are discussed in this section. 
This study set out to examine in-depth information from policies, and the life 
experiences of those living through aŀƭǘŀΩǎ ƳŀƛƴǎǘǊŜŀƳ ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳ and was 
successful in achieving this. Silverman (2000) explains that the purpose of qualitative 
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research is about achieving rich and in-depth answers about specific research 
problems. Therefore, it is not feasible to achieve rich qualitative data from a large 
sample of policy documents and research participants. Consequently, this study 
could not capture a full depiction of issues that emanate from all Maltese education 
policies and practices. However, the selection of policy documents identified for the 
analysis were identified as the most important ones during the current 10-year 
reform strategy (2014-2024), and the selection of participants was similarly 
purposive. Therefore, it is envisaged that the results achieved from the in-depth 
research could serve as initial findings for other future research projects of similar 
nature. Moreover, the methodological framework could also be adopted for other 
areas of similar research enquiries. 
 

3.7.1 Value of small-scale qualitative research 

 
The study is interpretative in nature which means that it enquires into the meaning 
ŀƴŘ ƛƳǇƭƛŎŀǘƛƻƴǎ ƻŦ ŎǳǊǊƛŎǳƭŀǊ ǊŜŦƻǊƳǎ ǇǊƻǇƻǎŜŘ ŦƻǊ aŀƭǘŀΩǎ ǎŜŎƻƴŘŀǊȅ ŜŘǳŎŀǘƛƻƴ 
from the viewpoints of education stakeholders. Whilst reviewing the available data, 
such as examination analysis, reports and other Maltese-based educational research 
studies about elements ǘƘŀǘ ŎƘŀƭƭŜƴƎŜ ǇǳǇƛƭǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ the SEC examinations, 
this study also gains authentic insights into the ǎǘŀƪŜƘƻƭŘŜǊǎΩ experiences when going 
through the processes of the SEC examination in Malta. Therefore, this study revolves 
around a framework of knowledge that is informed by these two distinctive types of 
knowledge: factual and experiential.  
 
Facts and beliefs, in broad terms, are distinct from each other and can also be 
opposing. The study positions itself in a vulnerable position within the discourse of 
this epistemological paradigm consisting of concerns that are interpretivist in nature. 
This research journey is a multi-discursive one, because its position stands between 
addressing gaps in current formal Maltese educational settings and attempting to 
learn about curricular reforms in light of the implications of curricular reform and 
teaching practice. This study deliberately distinguishes the complexities found in 
Maltese secondary school education. The multidiscursive approach involves the 
human condition as an essential component for this study to achieve its objectives. 
This study recognises that there is no one singular reality to this paradigm. Therefore, 
a multidiscursive approach helps to establish the critical factors that underpin 
challenges and implications of curricular reform.  
 
The study acknowledges the limits and potentials of the available knowledge, and 
ensures that the direction of this educational research is non-prejudicial but ethical 
about curricular issues in compulsory secondary school education in Malta. Thus, I 
draw on Lincoln & GubaΩǎ (1985) four key areas; credibility, dependability, 
confirmability and transferability.  In this section I shall be discussing the steps that 
were taken at various stages of this research to ensure rigour. 
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3.7.1.1 Credibility: 
 
Lincoln & Guba argue that άƛǘ ƛǎ ƴƻǘ ǇƻǎǎƛōƭŜ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ŀƴȅ ǇƘŜƴƻƳŜƴƻƴ ǿƛǘƘƻǳǘ 
ǊŜŦŜǊŜƴŎŜ ǘƻ ǘƘŜ ŎƻƴǘŜȄǘ ƛƴ ǿƘƛŎƘ ƛǘ ƛǎ ŜƳōŜŘŘŜŘέ (1985, p. 302). Thus, A holistic view 
of the curricular problemǎ ƛƴ aŀƭǘŀΩǎ ǎŜŎƻƴŘŀǊȅ ŜŘǳŎŀǘƛƻƴ ǿŀǎ an essential step 
towards understanding problems at the core of this research. This was achieved 
through an examination of what can contribute towards the general understanding 
of the status of valuable and inclusive education during this specific educational 
process from key policies and interviews with stakeholders. Pring describes the 
process of achieving tƘŜ ǘǊǳǘƘ ŀǎ ǘƘŜ άǇƛŎǘǳǊŜ ǘƘŜƻǊȅ ƻŦ ƳŜŀƴƛƴƎέ όtǊƛƴƎΣ нлллΣ ǇΦтрύΦ  
Moreover, this approach did not only motivate the study to research aspects that 
involve the participantsΩ ƻǿƴ ŜȄǇŜǊƛŜƴǘƛŀƭ issues but also accentuating truthful 
observations that are free from bias by interweaving different sources of knowledge, 
facts and experiences, together. Pring sets out fundamental concepts that are 
important for this study in order to achieve truthful observations. Pring states:  

 
ά¢ƘŜƻǊƛŜǎ ƻŦ ǘǊǳǘƘ ƘŀǾŜ ƛƳǇƭƛŎŀǘƛƻƴǎ ŦƻǊ ǿƘŀǘ ǿŜ ƳŜŀƴ ōȅ ǘƘŜ ΨƻōƧŜŎǘƛǾƛǘȅΩ ƻŦ 
ǎǘŀǘŜƳŜƴǘǎ ŀƴŘ ŜƴǉǳƛǊƛŜǎΦ ¢ƘŜǊŜ ƛǎ ŀ ΨƭƻƎƛŎŀƭ ƎŜƻƎǊŀǇƘȅΩ ƛƴ ǿƘƛŎƘ ǘƘŜǎŜ 
different concepts have their inter-connected places and provide an 
ƛƴŘƛǎǇŜƴǎŀōƭŜ ŦǊŀƳŜǿƻǊƪ ƻŦ ƛƴǘŜƭƭƛƎƛōƛƭƛǘȅ ŦƻǊ ǊŜǎŜŀǊŎƘΩ όtǊƛƴƎΣ нлллΣ ǇΦрф). 

 
Policy analysis and interviews are interpretative in nature. The rhetoric of education 
policy is often contradictory, particularly when policy makers refer to various 
internationally-recognised educational standards in reports (such as PIRLS and PISA) 
and practices (such as 21st Century skills) as proxies of quality. However, it is clear 
that policies fail to explain how such standards and practices can be achieved in real-
life circumstances. The implications of this is that although many might agree in 
principle to such objectives presented at policy level, misunderstandings and 
disagreements arise during reform implementation phases. This controversy 
unveiled the context of the analysis. 
 

3.7.1.2 Dependability: 
 
Lincoln & Guba (1985) also place emphasis on the rigour of data analysis and the 
dependability of the methods of analysis used for research. Interviews analysis can 
be even less objectively verifiable than policy analysis; however, I applied a particular 
interpretative lens which has been developed from the literature review and analysis 
of the policy. This approach was applied to help me achieve an authentic picture of 
problems addressed in this research from a qualitative perspective. Furthermore, to 
help me achieve in-depth understanding of issues where quantitative and positivist 
data tend to be limiting.  
 
¢Ƙƛǎ ƛƴǘŜǊǇǊŜǘŀǘƛǾŜ ŀǇǇǊƻŀŎƘ Ŏŀƴƴƻǘ ōŜ ŎƻƴǎƛŘŜǊŜŘ ŀǎ ΨƻōƧŜŎǘƛǾŜƭȅ ǾŜǊƛŦƛŀōƭŜΩ ŀǎ ƻƴŜ 
would expect in research studies that are positivist in nature. Pring (2000) argues that 
to achieve an authentic viewpoint, one needs to frame knowledge within a correct 
Ǿƛǎƛƻƴ ƻŦ ǘƘŜ ǘǊǳǘƘ ŀōƻǳǘ ǘƘŜ ƭƛŦŜ ŜȄǇŜǊƛŜƴŎŜǎ ǘƘŀǘ Ŏŀƴ ǎƘŀǇŜ ŀ ǊŜǎŜŀǊŎƘŜǊΩǎ 
ƻōǎŜǊǾŀǘƛƻƴǎΦ άΧ ŀƭƭ ƻōǎŜǊǾŀǘƛƻƴǎ ŀǊŜ ǘƘŜƻǊȅ ƭŀŘŜƴΧ ǿƘŀǘ ǿŜ ƻōǎŜǊǾŜ ŘŜǇŜƴŘǎ ǳǇƻƴ 
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coƴŎŜǇǘǎ ŀƴŘ ōŜƭƛŜŦǎ ǿƘƛŎƘ ǿŜ ōǊƛƴƎ ǘƻ ǘƘƻǎŜ ƻōǎŜǊǾŀǘƛƻƴǎέ όtǊƛƴƎΣ нлллΣ ǇΦттύ. Thus, 
as Pring (2000) argues, an interpretative research approach was applied in this study 
to achieve an in-ŘŜǇǘƘ ŀƴŘ ΨŀǳǘƘŜƴǘƛŎΩ ǾƛŜǿ ŀōƻǳǘ ƛǎǎǳŜǎ ǘƘŀǘ ǳƴŘŜǊǇƛƴ ǘƘƛǎ ǎǘǳŘȅΦ 
Thus, authentic observations were achieved when views about the status of one SEC 
examination process, were inclusive experiential types of data.  
 
As explained in detail earlier in the methodology chapter, a multidiscursive approach, 
that included the analysis of policy and interviews, lead towards the pursuit of 
working with the two distinctive types of data and to learn how this data can help 
establish meanings about the implications of the SEC process towards current 
curricular developments. A multidiscursive study approach, that by definition 
ǎǳƎƎŜǎǘǎ ǘƘŀǘ ƭŜŀǊƴƛƴƎ ǘŀƪŜǎ ǇƭŀŎŜ ōȅ άΧƪƴƻǿƭŜŘƎŜ ŀƴŘ understanding being slowly 
ŎƻƴǎǘǊǳŎǘŜŘ ōȅ ƛƴŘƛǾƛŘǳŀƭϥǎ ǇǊƛƻǊ ŜȄǇŜǊƛŜƴŎŜ ŀƴŘ ƛŘƛƻǎȅƴŎǊŀǘƛŎ ǾŜǊǎƛƻƴ ƻŦ ǊŜŀƭƛǘȅΧέ 
(Woolland & Pritchard, 2010, p.5), drove this research towards exploring factors that 
help to understand how pupil-dependent and independent factors contribute 
towards ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ŀƴŘ ŎƘŀƭƭŜƴƎŜǎ ƻŦ ǊŜŦƻǊƳƛƴƎ aŀƭǘŀΩǎ ǎŜŎƻƴŘŀǊȅ ŜŘǳŎŀǘƛƻƴ 
system.  
 
Research approaches that focus on the experiential and emotional aspects of social 
sciences has been criticised in the past because it appears to work outside traditional 
research methodologies. As for Adorno and Horkheimer, who question intensely the 
Ƴŀƛƴ ŘǊƛǾŜǊ ǘƻǿŀǊŘǎ Ƙƻǿ ǎƻŎƛŀƭ ǎŎƛŜƴŎŜǎ ǎƘƻǳƭŘ ōŜ ΨƭƻƻƪŜŘ ŀǘΩΣ ǿƘŜǘƘŜǊ ǾƛŜǿǎ ǎƘƻǳƭŘ 
be based on human experience or pre-determined critical theories. Both approaches 
were considered because the SEC process seems to be administered by the positivist 
characteristics of calculability but strives towards achieving constructive objectives, 
ŀǎ ǎǘŀǘŜŘ ƛƴ ǘƘŜ a!¢{9/ Ǿƛǎƛƻƴ ǎǘŀǘŜƳŜƴǘΣ ά¢ƻ ŎǊŜŀǘŜ ŀ ǳǎŜǊ ŦǊƛŜƴŘƭȅ ŜȄŀƳination 
ŜƴǾƛǊƻƴƳŜƴǘέ (MATSEC, 2015). This statement was specifically highlighted in the 
a!¢{9/ Ǿƛǎƛƻƴ ƛƴ ŀƴ ŜȄŀƳ ǊŜǇƻǊǘ ƛƴ нлмрΣ ƛƴ ǿƘƛŎƘ ƛǘ ŀƭǎƻ ŎŀǳƎƘǘ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊΩǎ 
attention as the report calls out for further studies that are different in nature that 
can elicit subjective interdependencies and to explain the lack of student 
ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ŎŜǊǘŀƛƴ ǎǘǳŘȅ ŀǊŜŀǎΦ  ά²Ƙȅ ƛǎ ǘƘƛǎ ƘŀǇǇŜƴƛƴƎΚ... Low expectations? 
Other reasons? Only systematic qualitative research, which is beyond the scope of 
this report, caƴ ŀƴǎǿŜǊ ǘƘŜǎŜ ǉǳŜǎǘƛƻƴǎέ όa!¢{9/Σ нлмрύΦ Therefore, this research 
builds on data revealed in statistical examination reports and explores the more 
complex aspects of the human and social worlds than would otherwise be possible 
from a purely quantitative approach which has been the predominate focus in 
research about curricular problems in the SEC to date. 
 

3.7.1.3 Confirmability: 
 
My positions as a lecturer, a professional in the field of education and also a Maltese 
citizen could be considered as problematic due to personal attachments and a level 
of bias due to my own personal experiences in sitting the SEC and as an educator. 
Thus, mitigation measures were taken to limit bias and other issues that could hinder 
or influence ǇŀǊǘƛŎƛǇŀƴǘǎΩ responses and/or my interpretation of data.  
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Guba and Lincoln (1985) argue that άŀn inquiry audit cannot be conducted without a 
residue of records stemming from the inquiryέ όмфурΣ ǇΦомфύΦ Lƴ ƻǘƘŜǊ ǿƻǊŘǎΣ ǘŀƪƛƴƎ 
in-depth consideration of what might impact the quality of the data and analytical 
stages. In the research analysis phases there was on-going reflection to reduce how 
my professional background in education and experience obtained in previous 
professional endeavours and personal experiences could help/distract from the 
wider scopes of the study. To achieve significant results, a reflexive approach 
provides means to position this study in a direction that is not informed by personal 
experiential pre-ƧǳŘƎŜƳŜƴǘǎ ōǳǘ ŘǊƛǾŜƴ ōȅ ŘŀǘŀΦ tƛƭƭƻǿ ǎǘŀǘŜǎΣ άto be reflexive, then, 
not only contributes to producing knowledge that aids in understanding and gaining 
insights into the workings of our social world but provides insight on how knowledge 
ƛǎ ǇǊƻŘǳŎŜŘέ όtƛƭƭƻǿΣ нллоΣ ǇΦмтуύ.  

As previously mentioned, I had the opportunity to personally see problem and 
potentials in Maltese secondary schools first-hand, from a professional standpoint, 
and also by working on various experimental interventions in secondary schools for 
large number of students in the past. However, it was still not clear enough to claim 
how best to be responsive towards curricular challenges and studentsΩ learning in 
their secondary education. Hence, I needed to investigate problems from their roots 
in order to qualify this. 
 
Initially I formalised the distinction between myself as a practitioner and myself as a 
researcher. First stages of the research helped me assess ideological conceptions that 
underpin this study. As Pillow (2003) defines the concept of reflexivity in research, I 
asked myself what knowledge can be explored in this field of study and how 
knowledge can help this research to become possible. This reflexive stage in the 
study was essential to identify myself as a researcher by establishing the potentials 
and limits that knowledge itself that might present in this research, without relying 
on my own personal judgements of problematic situations. Subsequently, I worked 
with a small group of participants to put into practice what addresses concerns raised 
and facts investigated in the literature review in the form of qualitative interviews. 
!ƭǘƘƻǳƎƘ ΨƻōƧŜŎǘƛǾƛǘȅΩ ƛǎ ƴŜǾŜǊ ǊŜŀƭƭȅ ǇƻǎǎƛōƭŜ ōŜŎŀǳǎŜ ƻŦ ǘƘŜ ƛƴǘŜǊǇǊŜǘŀǘƛǾŜ ƴŀǘǳǊŜ ƻŦ 
this research, I used strict protocols and honest self-reflection to minimise obvious 
bias. 
 

3.7.1.4 Transferability 
 
Guba and Lincoln (1985) also outline the role of the researcher to ensure quality of 
results from data analysis for other future application. άit is his or her responsibility 
to provide the data base that makes-transferability judgments possible on the part 
of potential appliers.έ (1985, p.316) Thus, a number of stages were introduced in this 
study to reflect on my interpretations of the data. The following stages were 
introduced specifically so I as a researcher can enter this study with a clear mind. In 
the reflexive stage I acknowledged my own pre-existing frustrations with the 
curriculum and the system both as a professional and as a student. To reduce bias, I 
developed a clear set of interview questions (section 3.5.4) fundamentally based on 
the field of enquiry of this research. In other words, research questions were 
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developed from a series of issues that emerged from the literature review. I also 
entered interviews with an open mind set and a desire to learn something new about 
the potentials and the current challenges that education stakeholders face in MaƭǘŀΩǎ 
secondary education. I listened attentively to the participants and I also asked follow 
up questions based upon their experiences and their responses. After each interview 
I reflected on the data and wrote my own reflections of the interview before entering 
any new interview with the same desire to learn something new. During the 
interview analysis process, I shared my analytical steps with supervisors to ensure 
credibility and rigour of the analytical process. 

 

3.8 Conclusion 
 
This chapter has outlined the methodological framework of this research study, 
particularly the philosophical approach to research, the rationale for methods used 
for data collection and data analysis and the practical/ethical considerations needed 
and limitations to be observed in the two stages of data collection and analysis. It 
was discussed how the policy discourse analysis and interview analysis, gave me the 
opportunity to go beyond statistical reports and to further understand the complex 
nature of reform and resistance in Maltese education, particularly what is halting 
reforms from happening. I have also outlined why I considered an interpretative 
ǎǘǳŘȅ ŀǇǇǊƻŀŎƘ ŀǎ ŀƴ ΨŀƭǘŜǊƴŀǘƛǾŜ ǾƛŜǿ-ǇƻƛƴǘΩ for factors that lead to this problem. In 
this chapter I presented the design of a specific qualitative study that has at its core 
an interpretivist-constructionist position.  
 
The next chapter focuses on the first stage of the empirical phase of the study; a 
discourse analysis of three policy documents published by the Maltese Ministry of 
education. 
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Chapter 4 Discourse Analysis 
 
 
4.1 Introduction 
 
In this discourse analysis three texts: a strategy; a reform; and a policy text, are 
treated as rich sites of information that involve various actors (anonymously) from 
various fields of education. Education policy texts often bring together voices of 
different actors from various social practices in an attempt to ameliorate a situation 
in a particular field of education (Mulderrig 2011). This chapter shall focus on the 
analysis of different voices represented in three key strategic policy documents; 
 

1. Framework for the Education Strategy for Malta 2014 - 2024 (2014) 
2. My Journey: Achieving through different paths (2016) 
3. A Policy on Inclusive Education in Schools ς Route to Quality Inclusion (2019) 

 
These policy documents were chosen as they represent a moment in time (7 years) 
in the Maltese education history in attempting to reform the SEC examination 
system. Furthermore, these three policy documents are articulated by ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
ΨōŜƭƛŜŦΩ of how the Maltese education system should ΨƳƻŘŜǊƴƛȊŜΩ ǿƛǘƘƛƴ ŀ ǘŜƴ-year 
timeline by introducing ways of providing a valuable, relevant and effective 
education for all. However, this objective seems to be characterised by a system of 
unresolved issues, ideological clashes and contestations that keep re-surfacing within 
the Maltese education community, producing a sense of uncertainty amongst 
education stakeholders about the future of Maltese education. This study takes place 
6 years ǘƘǊƻǳƎƘ ǘƘŜ ƭŀǳƴŎƘ ƻŦ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŜŘǳŎŀǘƛƻƴ ǎǘǊŀǘŜƎȅ which is designed to 
reach fruition in 2024. 
 
This chapter will present a depiction of different modes of address adopted by policy 
makers that embody the initiation of change in the Maltese education system. A 
common characteristic found in the chosen policies is in the textual approach which 
the Ministry employs to invoke the idea of change. The ǘƘǊŜŜ ŘƻŎǳƳŜƴǘǎ ΨƘŀƛƭΩ ǘƘŜ 
ǊŜŀŘŜǊ ό!ƭǘƘǳǎǎŜǊΣ мфтлύ ŀǎ ŀ ǎǘŀƪŜƘƻƭŘŜǊ ǳǎƛƴƎ ǿƻǊŘǎ ǎǳŎƘ ŀǎ ΨǳǎΩ ŀƴŘ ΨǘƻƎŜǘƘŜǊΩ ŀǎ 
ŀ ΨǇŜǊǎƻƴŀƭƛǎŜŘΩ όaǳƭŘŜǊǊƛƎΣ нлммύ ƳƻŘŜ ƻŦ ŀŘŘǊŜǎǎΦ CŀƛǊŎƭƻǳƎƘ όнлллύ ŀǊƎǳŜǎ ǘƘŀǘ 
ǎǳŎƘ ŀ ƳƻŘŜ ƻŦ ŀŘŘǊŜǎǎ ƎƛǾŜǎ ŀ άǎŜƴǎŜ ƻŦ ōǊƻŀŘ ǳƴƛǘȅέ (Fairclough, 2000, p.22). Other 
policy makersΣ ǎǳŎƘ ŀǎ ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǳƴŘŜǊ ¢ƻƴȅ .ƭŀƛǊΩǎ ƎƻǾŜǊƴŜƳŜƴǘΣ 
have historically used similar textual approaches systematically as a discursive 
technique to address wide audiences for certain political ends. Fairclough (2000) 
ǊŜŦŜǊǎ ǘƻ ǘƘƛǎ ŘƛǎŎǳǊǎƛǾŜ ǘŜŎƘƴƛǉǳŜ ŀǎ ŀ ΨƴŜǿ ǿŀȅ ƻŦ ǇƻƭƛǘƛŎǎΩ όǊŜŦŜǊƛƴƎ Ƴŀƛƴƭȅ ǘƻ .ƭŀƛǊΩǎ 
governement policy making techniques), in which a strategic educational vision 
ǊŜǎǇƻƴŘǎ ǘƻ ŀ ΨƎƭƻōŀƭ ŜŎƻƴƻƳƛŎŀƭ ǎƛǘǳŀǘƛƻƴΩ. WƘƛƭǎǘ ǘƘŜ ΨbŀǘƛƻƴΩ ƛǎ called upon by the 
Government to come together and take action to ameliorate particular situations in 
education.  
 
aǳƭŘŜǊǊƛƎ όнлммύ ŀƭǎƻ ŀǊƎǳŜǎ ǘƘŀǘ ǘƘŜ ǳǎŜ ƻŦ ǎǇŜŎƛŦƛŎ ǿƻǊŘǎ ǎǳŎƘ ŀǎ ΨǳǎΩΣ ΨǿŜΩ ŀƴŘ ΨƻǳǊΩ 
in policies have semantic implications, meaning that the mode of address can shift 
between three categories:  
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¶ A collective address, when policy makers address the general public as one 
collective entity;  

¶ An exclusive address, referring solely to the originator of the policy, in this 
case the Ministry of education;  

¶ An indecisive address, when the policy maker leaves its address open-ended.  
 
Thus, this is problematic when it cannot be established who the actors are and what 
is being addressed; leaving gaps of specificity on who/what is involved to achieve the 
key objectives of change published in policy documents. Furthermore, such 
ƛƴŘŜǘŜǊƳƛƴŀŎȅ Ŏŀƴ Ǉƻǎǎƛōƭȅ ǇǊŜǎŜƴǘ ƛǘǎŜƭŦ ŀǎ ŀ ŦŀŎǘƻǊ ǘƘŀǘ ƳƻǘƛǾŀǘŜǎ ΨǿŜŀƪƴŜǎǎŜǎΩ ŀƴŘ 
tensions between authorities and education stakeholders resulting to lack of 
uncertainty about the future of Maltese education.  
 
In the following sections, I will explore why certain desired objectives are so 
important for Maltese policy makers and how policy makers (explicitly and/or 
implicitly) allocate roles and responsibilities in these documents to bring change in 
the Maltese education. 
 
 
4.2 The structure of the analysis 
 
9ŀŎƘ ƻŦ ǘƘŜ ǘƘǊŜŜ ƪŜȅ ǇƻƭƛŎȅ ŘƻŎǳƳŜƴǘǎ ǇǳōƭƛǎƘŜŘ ōȅ aŀƭǘŀΩǎ ƳƛƴƛǎǘǊȅ ƻŦ ŜŘǳŎŀǘƛƻƴΣ 
formally suggests ways on how to effect change in Maltese education by highlighting 
the following objectives one at a time: 
 
1. ΨwŜƭŜǾŀƴŎŜΩΥ A strategic vision to provide structures/practices within the Maltese 
ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ǘƻ ōŜ ǊŜƭŜǾŀƴǘ ǿƛǘƘ ǘƻŘŀȅΩǎ ƭŜŀǊƴƛƴƎ ǊŜŀƭƛǘƛŜǎΦ 
 
2. ΨtŀǊƛǘȅΩΥ Providing students with an education that is comparable and competitive 
between different education types (vocational and academic) and in-line with other 
international standards. 
 
3. Ψ±ŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩΥ !ŘƻǇǘƛƴƎ ΨǾŀƭǳŀōƭŜΩ ƛƴŎƭǳǎƛǾŜ ŜŘǳŎŀǘƛƻƴ ǎǘǊǳŎǘǳǊŜǎ ŀƴŘ 
approaches in schools for a more effective and efficient education system. 
 
These objectives shall be explored one by one in the analysis and the following 
questions are considered as the basis of enquiry:  

 
1. Iƻǿ ŀǊŜ ƪŜȅ ƻōƧŜŎǘƛǾŜǎ ƻŦ ŎƘŀƴƎŜ ǇǊŜǎŜƴǘŜŘ ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇƻƭƛŎȅ 

documents? 
2. Who are the actors addressed in the process of tackling unresolved objectives 

of change? 
3. Who/what might be excluded from this process?  

 
This analysis will not attempt to assess or evaluate practical issues of implementing 
ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛves set in these documents, but rather explore how these 
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objectives are constructed by education policymakers as critical drivers towards 
modernising the SEC and the Maltese education system. This analysis shall consist of 
ŀƴ ŜȄŀƳƛƴŀǘƛƻƴ ƻŦ ΨƛŘŜƻƭƻƎƛŎŀƭ ŘƛǎŎǳǊǎƛǾŜ ŦƻǊƳŀǘƛƻƴǎΩ όCŀƛǊŎƭƻǳƎƘΣ мффоύ ōŜǘǿŜŜƴ 
strategy, reform and policy in relation to the three questions mentioned above.  
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Figure 4-1 Primary data analysis Roadmap 
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Figure 4-1 shows how key policy documents were analysed one at a time and how 
each analysis shall consist of the following sections: 
 

1. Background: An introductory section about the policy document in light of 
the over-arching drivers that motivate the desired objectives found in the 
document; 

2. Key Themes: A section enlisting the key themes that emerged from a first 
reading of each policy document and how themes relate to the key objective 
of the policy document; 

3. Analysis of each theme: An in-depth analysis of discourse formulations found 
in the policy document; 

4. Discussion: A discussion of general findings from the analysis of each 
document and a summary of topics that require further analysis. 

 
Textual and semiotic procedures of analysis were employed to convey the ideological 
positions and interests. Thus, critical discourse analysis (CDA) was used as a 
discursive analytical tool to establish a sense of voice (Fairclough, 1993) found in the 
key documents. In order to do so, ŀƴ ŀƴŀƭȅǎƛǎ ƻŦ ǘŜȄǘǎ ōŀǎŜŘ ƻƴ CŀƛǊŎƭƻǳƎƘΩǎ όмффоύ 
dialectic-relational approach drove the analysis to establish how particular issues 
remain unresolved, which might be symptomatic of a broader inability to implement 
change in the SEC and the Maltese education system. 
 
The findings from this analysis can help explain why the three objectives mentioned 
above are so important for the Ministry of education and will uncover the ways in 
ǿƘƛŎƘ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŎƻƴǎǘǊǳŎǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜǎ ƛƴ ǎǇŜŎƛŦƛŎ Ǉƻƭƛcies.  
 
 
 
4.3 Framework for the Education Strategy in Malta (2014) 
 

4.3.1 Background  

 
As outlined in chapter threeΣ ǘƘŜ aŀƭǘŀΩǎ bŀǘƛƻƴŀƭ /ǳǊǊƛŎǳƭǳƳ ŦǊŀƳŜǿƻǊƪ όb/CΣ нлмнύ 
policy reported that in recent years the Maltese education system has not always 
been able to pǊƻǾƛŘŜ ŀ άΧculturally appropriate and responsive quality education for 
allέ όнлмнΤ ǇΦоуύΦ ¢Ƙƛǎ ŎƻƴŎŜǊƴ ǿŀǎ ƘƛƎƘƭƛƎƘǘŜŘ ƛƴ ǊŜǎǇƻƴǎŜ ǘƻ ǘƘŜ aƛƴƛǎǘǊȅΩǎ Ǉƭŀƴ ǘƻ 
ƛƳǇǊƻǾŜ ƛǎǎǳŜǎ ƻŦ ǎǘǳŘŜƴǘǎΩ ŘƛǎŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ŜŘǳŎŀǘƛƻƴ ς the Strategic Plan for 
the Prevention of Early School leaving in Malta (2014). This policy stated that all 
ǎǘŀƪŜƘƻƭŘŜǊǎ ǎƘƻǳƭŘ ǿƻǊƪ ǘƻƎŜǘƘŜǊ ǘƻ ƳŀƪŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ άƳŜŀƴƛƴƎŦǳƭΣ 
ŜƴƎŀƎƛƴƎ ŀƴŘ ǊŜƭŜǾŀƴǘ ǘƻ ǎǘǳŘŜƴǘǎέ όa959 нлмпύΦ ¢ƘǳǎΣ ŀǎ Ŏŀƴ ōŜ ǎŜŜƴ ƛƴ ŦƛƎǳǊŜ 4-2, 
ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ ǘƘe SEC examinations are seen as a reflection of 
ǎǘǳŘŜƴǘǎΩ ŘƛǎŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ŎǳǊǊŜƴǘ ƳŀƛƴǎǘǊŜŀƳ ŜŘǳŎŀǘƛƻƴ ǇǊŀŎǘƛŎŜǎΦ 
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Figure 4-2 Ψ! {ǘǊŀǘŜƎƛŎ tƭŀƴ ŦƻǊ ǘƘŜ tǊŜǾŜƴǘƛƻƴ ƻŦ 9ŀǊƭȅ {ŎƘƻƻƭ [ŜŀǾƛƴƎ ƛƴ aŀƭǘŀΩ (MEDE, 2014) 

 

TƘŜ ΨƭŀƴƎǳŀƎŜ ƻŦ ƴǳƳōŜǊǎΩ ƛǎ ǇǊŜǎŜƴǘŜŘ ŀǎ ŀ ǎǘŀǘƛǎǘƛŎŀƭ ΨǿŀƪŜǳǇ ŎŀƭƭΩ ōȅ ǘƘŜ aƛƴƛǎǘǊȅ 
ŎŀƭƭƛƴƎ ŦƻǊ ΨŜǾŜǊȅƻƴŜΩǎΩ ŎƻƴǘǊƛōǳǘƛƻƴ ǘƻ ōǊƛƴƎ ŎƘŀƴƎŜ ǘƻ ŎǳǊǊŜƴǘ ŜŘǳŎŀǘƛƻƴ ǇǊƻŎŜǎǎŜǎ 
and practices:  
 

ά¢ƘŜǎŜ ŦƛƎǳǊŜǎ ǎƘƻǳƭŘ ƴƻǘ ŘƛǎŎƻǳǊŀƎŜ ŜŘǳŎŀǘƻǊǎΣ ōǳǘ Ǌŀther serve as a 
wake-up call for us all to put our heads together, review present 
ǇǊŀŎǘƛŎŜǎΣ Ǉƭŀƴ ǘƻƎŜǘƘŜǊ ŀƴŘ ƳƻƴƛǘƻǊ ǇǊƻƎǊŜǎǎ ŦƻǊ ǊŜǎǳƭǘǎέ όa959 
2014, p.8). 

 
¢ƘŜ ǘŜǊƳ ΨǿŀƪŜǳǇ ŎŀƭƭΩ ǎǳƎƎŜǎǘǎ Ƙƻǿ ŎǳǊǊŜƴǘ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ōŜƭƛŜǾŜ ǘƘŀǘ Ǉŀǎǘ 
educators and education ministers in Malta have not responded to the rapid changes 
ǘƘŀǘ ŀ ǇǊƻƎǊŜǎǎƛǾŜ ǿƻǊƭŘ ōǊƛƴƎǎ ǿƛǘƘ ƛǘΦ ¢ƘǳǎΣ ǘƘŜ ŀǇǇŜŀƭ ŦƻǊ ŀ ΨǿŀƪŜǳǇ ŎŀƭƭΩ ǎƘƻǿǎ 
how the current Ministry of education sees deficits in the Maltese education system 
as a result of dereliction of duty from previous administrations. This also gives the 
idea that current authorities are taking action now because previous education 
ŀǳǘƘƻǊƛǘƛŜǎ ΨǎƭŜǇǘΩ ǿƘŜƴ ŎƘŀƴƎŜ ǿŀǎ ǊŜǉǳƛǊŜŘ, and symbolizes a political resentment 
between current and past authorities for being incapable whilst duty required action. 
tƻƭƛŎȅ ƳŀƪŜǊǎ ǎŜŜ ΨǊŜƭŜǾŀƴŎŜΩ ŀǎ ŀ ƪŜȅ ŘŜǎƛǊŜŘ ƻōƧŜŎǘƛǾŜ ƛƴ ŀ ǘŜƴ-year education 
reform plan in Malta.  
 
Although this strategy symbolizes a starting-Ǉƻƛƴǘ ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƧƻǳǊƴŜȅ ŀƛƳƛƴƎ ǘƻ 
bring change in Maltese education, I argue that the language of numbers is used 
rhetorically to establish ŎŀǳǎŜǎ ƻŦ ŎǳǊǊŜƴǘ ΨŦŀƛƭǳǊŜǎΩ ƛƴ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΦ 
Thus, in this analysis I shall be examining the ways in which the Ministry documents 
create a narrative of Maltese education and generate ideas rhetorically about the 
need for change. This analysis will help me unpack specific themes that re-emerge 
whenever policy makers attempt to introduce changes in the current SEC and 
Maltese education system. 
 

4.3.2 Key Themes 

In this relatively short (8 pages) ten-year strategic document, policy makers address 
ΨŘŜŦƛŎƛǘΩ ƛǎǎǳŜǎ ƛƴ ǘƘŜ ŎǳǊǊŜƴǘ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŀǎ ŀ ƪŜȅ objective through a 
ƴǳƳōŜǊ ƻŦ ΨōŜƭƛŜŦǎΩΣ ΨǾŀƭǳŜǎΩΣ ŀƴŘ ŀ ΨŎƻǳǊǎŜ ƻŦ ŀŎǘƛƻƴΩΦ hƴ ǘƘŜ ŦƛǊǎǘ ǇŀƎŜ ƻŦ ǘƘŜ ǘŜƴ-
year 2014-2024 strategy, the Ministry states that at the core of its strategy lies a 
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ΨŘŜŦƛŎƛǘΩ ǘƘŀǘ ŎǳǊǊŜƴǘ ŜŘǳŎŀǘƛƻƴ ǎǘǊǳŎǘǳǊŜǎ ƛƴ aŀƭǘŀ ŀǊŜ ƴƻǘ Ŏŀǘering for todayΩs 
learning realities.  
 

άLǘ ƛǎ ǳƴŀŎŎŜǇǘŀōƭŜ ǘƘŀǘ ƘŀƭŦ ƻŦ ƻǳǊ ŦƛŦǘƘ ŦƻǊƳŜǊǎ ŀǊŜ ƭŜŀǾƛƴƎ ǎŜŎƻƴŘŀǊȅ 
school without the skills and qualifications expected of them after at 
ƭŜŀǎǘ мн ȅŜŀǊǎ ƻŦ ǎŎƘƻƻƭƛƴƎέ όa959Σ нлмпΣ ǇΦсύ. 

 
This stage adopted FaircloughΩǎ (2010) first stage of a dialectical-relational approach, 
which involves an inductive analysis of the policy. This analysis consisted of an initial 
analytic description of key areas promoted in the policy, then an interpretation of 
these areas into a number of textual themes. From this stage of analysis, it has clearly 
emerged how policy makers attempt to address key learning deficits in Maltese 
education by addressing the following four key themes.  
 
This tension is evident in various discourse formulations located in this policy 
document relating to the following key themes: These themes shall be explored one 
by one in the following sections: 
 

1. Value-oriented learning; 
2. Competitiveness; 
3. Constraints; 
4. Consultation. 

 
aŀƭǘŀΩǎ aƛƴƛǎǘǊȅ ƻŦ ŜŘǳŎŀǘƛƻƴ ǾƻƛŎŜǎ concerns in its published documents about how 
ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƴŜŜŘǎ ǘƻ ŎƘŀƴƎŜ ƛƴ ƻǊŘŜǊ ǘƻ ŀŘŘǊŜǎǎ ƛǎǎǳŜǎ ƻŦ ΨŘŜŦƛŎƛǘǎΩ 
in the Maltese education system. 
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4.3.3 Analysis of each theme 

  

4.3.3.1 Value-oriented learning 
 
In this document the Ministry states that it will focus its powers in providing an 
education that motivates:  
 

άΧƻǳǊ ǎǘǳŘŜƴǘǎ ŘŜǾŜƭƻǇ ǘƘŜƛǊ ǇŜǊǎƻƴŀƭ ŀƴŘ ǎƻŎƛŀƭ ǇƻǘŜƴǘƛŀƭ ŀƴŘ 
acquire the appropriate knowledge, key skills, competences and 
attitudes through a value-oriented formation including equity, social 
ƧǳǎǘƛŎŜΣ ŘƛǾŜǊǎƛǘȅΣ ŀƴŘ ƛƴŎƭǳǎƛǾƛǘȅέ όнлмпΤ ǇΦнύ. 

 
The policy maker gives a sense of inclusivity to the reader by referring to the 
aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜǎ ŀǎ ōŜƛƴƎ ƻŦ ǾŀƭǳŜ ŦƻǊ ŜǾŜǊȅƻƴŜΩǎ ŎƘƛƭŘΦ ¢Ƙƛǎ ǎƘƻǿǎ Ƙƻǿ ƛƴ ǘƘƛǎ 
policy the policy makers address the general public and not only people who are 
directly inǾƻƭǾŜŘ ƛƴ ŜŘǳŎŀǘƛƻƴΦ aƻǊŜƻǾŜǊΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǇǊŜǎŜƴǘ ƛǎǎǳŜǎ ƻŦ ΨǊŜƭŜǾŀƴŎŜΩ 
ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǘƘǊƻǳƎƘ ŀ ΨŘŜŦƛŎƛǘ ŘƛǎŎƻǳǊǎŜΩ ό±ŀƭŜƴŎƛŀΣ мффуύ ŀƴŘ ŀŘŘǊŜǎǎ 
readers using a collective mode address to come together and take action. In the 
2014 Education Strategy, we can understand how the Ministry uses value-oriented 
learning as a strategic goal to close the gap of deficit between education and social 
and economic realities.  
 
Lƴ ǘƘŜ ƻōƧŜŎǘƛǾŜ ǘƘŀǘ ƳŀƪŜǎ ǳǇ ǘƘŜ aƛƴƛǎǘǊȅΩǎ Ǿƛǎƛƻƴ ǘƻ ǇǊƻǾƛŘŜ ŀ ǊŜƭŜǾŀƴǘ ŜŘǳŎŀǘƛƻƴ 
ǘƻ ŀƭƭ ǎǘǳŘŜƴǘǎ ŀƴŘ ǘŀǊƎŜǘǎ ŀǊŜ ƻǳǘƭƛƴŜŘ ŎƭŜŀǊƭȅ ŀǎ ǇŀǊǘ ƻŦ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ōŜƭƛŜŦǎ ŀƴŘ 
values. Moreover, in this case, an exclusive mode of address is used by the policy 
maker to demonstrate how the Ministry of Education is on a mission to eradicate 
challenges (challenges that the Ministry possibly see as what is motivating this 
mission in the first place) including lack of ΨŎǊŜŀǘƛǾƛǘȅΣ ŎǊƛǘƛŎŀƭ ƭƛǘŜǊŀŎȅΣ 
entrepreneurship ŀƴŘ ƛƴƴƻǾŀǘƛƻƴΩ offered by the current education system. 
 

άΧ ǘƘŜ aƛƴƛǎǘǊȅ ǎŜŜƪǎ ǘƻ ƛƳǇǊƻǾŜ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ ōȅ 
encouraging creativity, critical literacy, entrepreneurship and 
ƛƴƴƻǾŀǘƛƻƴ ŀǘ ŀƭƭ ƭŜǾŜƭǎέ (2014; p.3). 

 
These challenges also link to latest quantitative TIMMS (2016) and PIRLS (2016) 
international reports on the Maltese education. This is significant because it shows 
Ƙƻǿ ǘƘŜ ƛŘŜŀ ƻŦ ΨǾŀƭǳŜΩ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ƛǎ ŘǊƛǾŜƴ ōȅ ƛƴǘŜǊƴŀǘƛƻƴŀƭ ōŜƴŎƘƳŀǊƪǎΦ 
CǳǊǘƘŜǊƳƻǊŜΣ ǘƘƛǎ ǳƴǾŜƛƭǎ ǘƘŜ aƛƴƛǎǘǊȅ ǇǊŜƻŎŎǳǇŀǘƛƻƴǎ ŀǎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŦƻǳǊ ǘŀǊƎŜǘǎ 
to build a more relevant education system are entirely adopted from international 
ΨǘŀǊƎŜǘǎΩΦ CƛƎǳǊŜ 4-3 ǇǊŜǎŜƴǘǎ Ƙƻǿ ǘƘŜǎŜ ǘŀǊƎŜǘǎ ƻǳǘƭƛƴŜ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇǊŜƻŎŎǳǇŀǘƛƻƴǎ 
ƛƴ ǘƘŜ ŦƻǊƳ ƻŦ ŀ ΨŘŜŦƛŎƛǘ ŘƛǎŎƻǳǊǎŜΩΦ 
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Figure 4-3 ΨCǊŀƳŜǿƻǊƪ ŦƻǊ ǘƘŜ 9ŘǳŎŀǘƛƻƴ {ǘǊŀǘŜƎȅ ƛƴ aŀƭǘŀΩ (MEDE, 2014) 

 
Figure 4-3 ǘŀǊƎŜǘǎ ŦŜŀǘǳǊŜ ŀ ōǊƻŀŘ ǊŀƴƎŜ ƻŦ ƻōƧŜŎǘƛǾŜǎΣ Ƴŀƛƴƭȅ ǎǘǳŘŜƴǘǎΩ ŀŎŀŘŜƳƛŎ 
ŀŎƘƛŜǾŜƳŜƴǘΣ ǎǘǳŘŜƴǘǎΩ ǎǳǇǇƻǊǘ ƛƴ ƭƻǿ-income factions of society, providing students 
with long-ǘŜǊƳ ǳǘƛƭƛǘȅ ƛƴ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ƭƛƳƛǘƛƴƎ ǎǘǳŘŜƴǘǎΩ ŘǊƻǇ-out rates to conform 
with European Union (EU) standards. These objectives outline where the Ministry 
ōŜƭƛŜǾŜǎ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǿŜŀƪ Ǉƻƛƴǘǎ ŀǊŜΦ  
 
The following excerpt shows how the mode of address used in this policy can be 
ƭƛƴƪŜŘ ǘƻ aǳƭŘŜǊǊƛƎΩǎ όнлммύ ŀǊƎǳƳŜƴǘ ƻŦ Ƙƻǿ ǇƻƭƛǘƛŎƛŀƴǎ ǳǎŜ ΨŘŜŦƛŎƛǘΩ ŘƛǎŎƻǳǊǎŜ ƛƴ 
ǇƻƭƛŎƛŜǎ ŀǎ ŀ ǇƻƭƛǘƛŎŀƭ ƳƻǾŜ ǘƻ άƳŀƴǳŦŀŎǘǳǊŜ ŎƻƴǎŜƴǘέ όнлммΣ ǇΦрснύ ƛƴ ƻǊŘŜǊ ǘƻ 
legitimize an authoritative action.  
 

ά¢ƘŜ aƛƴƛǎǘǊȅ Ǉositions itself at the forefront to provide present and 
future generations with the necessary skills and talents for 
ŜƳǇƭƻȅŀōƛƭƛǘȅ ŀƴŘ ŎƛǘƛȊŜƴǎƘƛǇ ƛƴ ǘƘŜ нмǎǘ ŎŜƴǘǳǊȅέ όнлмпΤ ǇΦнύ. 

 
¢ƘŜ aƛƴƛǎǘǊȅ ƛƴ ǘƘƛǎ ŘƻŎǳƳŜƴǘ ŎƭŜŀǊƭȅ ŎƭŀƛƳǎ ΨŜȄŎƭǳǎƛǾŜΩ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ƛƴ making 
Maltese education more relevant for students by making it more valuable for the 
ΨǇǊŜǎŜƴǘ ŀƴŘ ŦǳǘǳǊŜ ƎŜƴŜǊŀǘƛƻƴǎΩΦ ¢ƘŜ ǿƻǊŘ ΨŦƻǊŜŦǊƻƴǘΩ ƘƻǿŜǾŜǊΣ ǎƛƎƴƛŦƛŜǎ ŀ ŦƻǊƳ ƻŦ ŀ 
journey scenario (a ten-year strategy) involving a long-term investment by the 
Ministry in order to reduce the gaps of deficit mentioned in its four targets. The use 
ƻŦ ΨŘŜŦƛŎƛǘΩ ŘƛǎŎƻǳǊǎŜ ŀƭǎƻ ƛƳǇƭƛŜǎ ǘƘŀǘ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǎŜŜƪ ŜǾŜǊȅƻƴŜΩǎ ŀǇǇǊƻǾŀƭ ǘƻ 
rethink the Maltese education system both physically and culturally.  
 

4.3.3.2 Competitiveness 
 
Lƴ ǎǇŜŎƛŦƛŎ ǇŀǊǘǎ ƻŦ ǘƘƛǎ ǎǘǊŀǘŜƎȅΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŀƭǎƻ ŀŘŘǊŜǎǎ ǘƘŜ ǊŜŀŘŜǊ ƛƴ ŀ ΨǳƴƛŦȅƛƴƎ 
ŘƛǎŎƻǳǊǎŜΩ όCŀƛǊŎƭƻǳƎƘΣ нлллύ ŀǎƪƛƴƎ ŦƻǊ ŜǾŜǊȅƻƴŜΩǎ ŎƻƴǘǊƛōǳǘƛƻƴ ŀƴŘ Ŏŀƭƭ ŦƻǊ ŀŎǘƛƻƴΦ 
Fairclough (2000) suggests that policy makers use this mode of address to invite 
ǊŜŀŘŜǊǎ ǘƻ ŎƻƳŜ ǘƻƎŜǘƘŜǊ ŀƴŘ ǘŀƪŜ ǘƘŜ ƴŜŎŜǎǎŀǊȅ ǎǘŜǇǎ ǘƻ ΨǎŀŦŜƎǳŀǊŘΩ ǇŀǊǘƛŎǳƭŀǊ 
common goals of national interest. In this document, this mode of address is often 
used specifically to outline issues of competitiveness between Maltese education 
with other global counterparts (although no other country or competitive field is 
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mentioned). The Maltese education is portrayed in this strategy as a situation that 
requires a nation-wide intervention, and the nation is called upon by the Ministry of 
education to come together in the journey towards reforming the Maltese education 
system. 
 

άLŦ ǿŜ Řƻ ƴƻǘ ƪŜŜǇ ǳǇ ǿƛǘƘ ǿƘŀǘ ƛǎ ƘŀǇǇŜƴƛƴƎ ƛƴ ǘƘŜ ǊŜǎǘ ƻŦ ǘƘŜ ǿƻǊƭŘΣ 
we will be putting our nation at risk and the future of our people will 
be jeopardised if we allow other nations to overtake us and if we do 
not catch up with other nations who are ahead of us because of the 
ǎƪƛƭƭǎ ŀƴŘ ǘŀƭŜƴǘǎ ƻŦ ǘƘŜƛǊ ǇŜƻǇƭŜέ όнлмпΤ ǇΦоύ. 

 
This linguistic style suggests that education and students in Malta are put at a 
ΨŎƻƴǎǘŀƴǘ ǊƛǎƪΩ ŘǳŜ ǘƻ ever-changing circumstances/challenges presented by the 
Ǝƭƻōŀƭ ŜŎƻƴƻƳȅΦ ¢ƘŜ ǿƻǊŘ ΨǿŜΩ ƛǎ ǳǎŜŘ ƳƻǊŜ ǘƘŀƴ ƻƴŎŜΣ ŀƴŘ ǎƻ ƛǎ ΨǳǎΩ ŀƴŘ ΨƻǳǊΩΣ ŀƴŘ 
ǘƘŜǎŜ ǿƻǊŘǎ ŀǊŜ ǳǎŜŘ ƛƴ ŀ ΨǳƴƛŦȅƛƴƎΩ ǎŜƴǎŜ ǘƻ ƎƛǾŜ ǘƘŜ ƎŜƴŜǊŀƭ ǇǳōƭƛŎ ŀ ǎŜƴǎŜ ƻŦ 
ƻǿƴŜǊǎƘƛǇ ǘƻ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŀǇǇŜŀƭ όaǳƭŘŜǊǊƛƎΣ нлммύ ƻƴ aŀƭǘŀΩǎ ŎƻƳǇŜǘƛǘƛǾŜ ǊƻƭŜ ƛƴ 
the global scenario. It should also be noted how a change in tone of voice can also 
occur when policy makers use a unifying mode of address, as in the above excerpt. 
tƻƭƛŎȅ ƳŀƪŜǊǎ ƛƳǇƻǎŜ ΨŦŜŀǊΩ ƻƴ ǘƘŜ ǊŜŀŘŜr about what is/can be at stake if the Maltese 
education system does not provide an education that is relevant and competitive as 
in other International education frameworks. Here I argue that policy makers 
ŜƳōƻŘȅ ΨŦŜŀǊΩ ŀǎ ŀ ǇŀǊǘƛŎǳƭŀǊ ƭŀƴƎǳŀƎŜ ǘȅǇŜ ŦƻǊ Ǉolitical purposes. Fairclough (2000) 
ǊŜŦŜǊǎ ǘƻ ǘƘƛǎ ƭŀƴƎǳŀƎŜ ǘȅǇŜ ŀǎ ΨƴŜǿ ǇƻƭƛǘƛŎǎΩ ƛƴ ǿƘƛŎƘ ŀ ǎǘǊŀǘŜƎƛŎ Ǿƛǎƛƻƴ ƛƴ ŜŘǳŎŀǘƛƻƴ 
ƛǎ ŦƻǊƳŜŘ ƻƴ ǘƘŜ ǇǊŜƳƛǎŜ ƻŦ ŀ ΨƎƭƻōŀƭ ǎƻŎƛƻ ŀƴŘ ŜŎƻƴƻƳƛŎ ǎƛǘǳŀǘƛƻƴΩΦ aƻǊŜƻǾŜǊΣ ǇƻƭƛŎȅ 
ƳŀƪŜǊǎ ŘŜǇƛŎǘ ΨŦŜŀǊΩ ƻŦ ǘƘŜ nŀǘƛƻƴΩǎ ŦǳǘǳǊŜ ŀǎ ōŜƛƴƎ ΨŘŜǇŜƴŘŜƴǘΩ ƻƴ Ƙƻǿ aŀƭǘŀ ŀǎ ŀ 
nation will be able to live up to the challenges of providing valuable education that is 
relevant and competitive. The policy maker embodies once again a deficit discourse 
and depicts a negative picture to the reader through the use of words such as 
ΨƧŜƻǇŀǊŘƛǎŜΩ ŀƴŘ ΨǊƛǎƪΩΦ aƻǎǘƭȅΣ ǘƘŜ ǊŜŀŘŜǊ ƛǎ ƳŀŘŜ ŀǿŀǊŜ ƻŦ ǘƘŜ ƛƳǇƭƛŎŀǘƛƻƴǎ ƛŦ aŀƭǘŀ 
ŘƻŜǎ ƴƻǘ Ŧƻƭƭƻǿ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜ ƛƴ ǎǳǎǘŀƛƴƛƴƎ ƛǘǎ ƛƴǘŜǊƴŀǘƛƻƴŀƭ ŀǘǘǊŀŎǘƛǾŜƴŜǎǎΦ 
Thus, this discourse is designed by policy makers to empower the Ministry of 
Education. 
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Figure 4-4 ΨCǊŀƳŜǿƻǊƪ ŦƻǊ ǘƘŜ 9ŘǳŎŀǘƛƻƴ {ǘǊŀǘŜƎȅ ƛƴ aŀƭǘŀΩ όa959Σ нлмпύ 

  
CƻƭƭƻǿƛƴƎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ΨǳƴƛŦȅƛƴƎΩ ŀǇǇŜŀƭ ǘƻ ŀƭƭ aŀƭǘŜǎŜ ǇŜƻǇƭŜΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǊŜŦŜǊ 
to seven strategic pillars as the strategic foundations (in the form of a jigsaw 
schematisation) for future Maltese policies in Education to mitigate the risks 
(provided in figure 4-4ύ ǘƘŀǘ ΨŎŀƴΩ ōŜ ŎǊŜŀǘŜŘ ōȅ ǘƘŜ Ǝƭƻōŀƭ ŜŎƻƴƻƳȅΦ ¢Ƙƛǎ ŦƻǊƳ ƻŦ 
schematisation calls for unity between the seven pillars that is also representative of 
the collective unity that the Ministry calls upon the Maltese society to address 
specific deficits in educationΦ aƻǊŜƻǾŜǊΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŀƭǎƻ ΨŎŜǊǘƛŦȅΩ ǘƘŜǎŜ ǎǘǊŀǘŜƎƛŎ 
ƻōƧŜŎǘƛǾŜǎ ŀǎ ΨƛƴǘŜǊƴŀƭƭȅ ǊŜŎƻƎƴƛǎŜŘΩ ǘƻ ǊŜŀǎǎǳǊŜ ǘƘŜ ǊŜŀŘŜǊ ǘƘŀǘ ǘŀǊƎŜǘǎ ŀǊŜ ƴƻǘ 
ŘŜǎƛƎƴŜŘ ΨƻŦŦ ǘƘŜ ŎǳŦŦΩ ōǳǘ Ψderived from European policy and international initiatives 
ƛƴ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǎŜŎǘƻǊΩ. However, it is not specified which particular EU standards 
the following strategic pillars were derived from. The following are short descriptions 
about the objective of each pillar:  
 

1) DƻǾŜǊƴŀƴŎŜΥ ǘƻ ŜƴǎǳǊŜ ǇƻƭƛŎȅ ŦƻŎǳǎ ƻƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǊƻƭŜ ŀǎ ŀ 
ΨƎǳŀǊŀƴǘƻǊΩ ƻŦ ƳŜŀƴǎ ƛƴ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ƳƻŘŜǊƴƛǎƛƴƎ ǘƘŜ aŀƭǘŜǎŜ 
education system.  

2) vǳŀƭƛǘȅΥ ǘƻ ŜƴǎǳǊŜ ǇƻƭƛŎȅ ŦƻŎǳǎ ƻƴ ǎǳǎǘŀƛƴƛƴƎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜǎ 
ǘƻ ƳŀƪŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ŀǎ ǊŜƭŜǾŀƴǘ ǘƻ ǘƻŘŀȅΩǎ ǎƻŎƛƻ ŀƴŘ 
economical needs. 
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3) Social: to ensure future policies to focus on links between education, 
employment and the industry. 

4) Student: to ensure future policies to focus on the individual learning 
needs of the students. 

5) International: to ensure focus of future policies on compatibility 
between Maltese education and other International education quality 
frameworks. 

6) Innovation: to ensure focus of future policies on the development and 
ƛƳǇƭŜƳŜƴǘŀǘƛƻƴ ƻŦ ΨƴŜǿκŀƭǘŜǊƴŀǘƛǾŜΩ ŜŘǳŎŀǘƛƻƴ ǇǊŀŎǘƛŎŜǎ ōŀǎŜŘ ƻƴ 
public consultation. 

7) Performance: to ensure focus of future policies based on the 
ΨŀŎƘƛŜǾŜƳŜƴǘ ƎŀǇǎΩ ƻŦ ǎǘǳŘŜƴǘǎ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻn compared with 
other European  

 
¢ƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊ ŀƭǎƻ ǳǎŜǎ ǘƘŜ ǿƻǊŘ ΨǎǘǊŀǘŜƎȅΩ ƛƴ ƛǎƻƭŀǘƛƻƴ ǿƛǘƘƻǳǘ ǊŜŦŜǊǊƛƴƎ ǘƻ ǿƘƻ 
are/can be the main contributors in implementing the strategic objectives set by the 
Ministry.   
 

άhƴŜ ƻŦ ǘƘŜ Ƴŀƛƴ ƻōƧŜŎǘƛǾŜǎ ƻŦ ǘƘƛǎ ǎǘǊŀtegy is to improve the quality 
and effectiveness of our country and to develop a society which is 
competent, resourceful, critically conscious, and competitive in a 
Ǝƭƻōŀƭ ŜŎƻƴƻƳȅ ŘǊƛǾŜƴ ōȅ ƛƴŦƻǊƳŀǘƛƻƴΣ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ƛƴƴƻǾŀǘƛƻƴέ 
(2014; p.5). 

 
This shows how in this case policy makers apply a rhetorical process as a strategy to 
masquerade as accountability, leaving open-ended queries particularly on who and 
what will be done to address issues of competitiveness in Maltese education. It is 
similarly vague how the policymakers do not specify any specific global competitors. 
By not specifying the type of education achievements and by which country, it 
ōŜŎƻƳŜǎ ƘŀǊŘŜǊ ǘƻ ŀǊƎǳŜ ŀōƻǳǘ aŀƭǘŀΩǎ ŀŎƘƛŜǾŜƳŜƴǘǎ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ ǘƘŜ ǊŜǎǘ ƻŦ ǘƘŜ 
world. However, pƻƭƛŎȅ ƳŀƪŜǊǎ ǘƘŜƴ ǊŜŦŜǊ ǘƻ ǘƘŜ ǿƻǊŘǎ ΨƻǳǊ ŎƻǳƴǘǊȅΩΣ ƻƴŎŜ ŀƎŀƛƴ 
ōǊƛƴƎƛƴƎ ŀ ǎŜƴǎŜ ƻŦ ǳƴƛǘȅ ƛƴ ƳŀƪƛƴƎ ΨƻǳǊ ŎƻǳƴǘǊȅΩ ōŜǘǘŜǊ ōȅ ƳŀƪƛƴƎ ŜŘǳŎŀǘƛƻƴ ƳƻǊŜ 
relevant facing the challenges of the global economy and not just in education. 
Furthermore, policy makers also ǊŜŦŜǊ ǘƻ Ψŀ ǎƻŎƛŜǘȅΩ ƛƴ ƛǎƻƭŀǘƛƻƴ ŀǎ ŀ ƎǊƻǿƛƴƎ Ŝƴǘƛǘȅ ƻƴ 
its own terms that needs intervention to keep itself updated with global 
competitiveness, but with no reference to which aspects of society require 
intervention in education, who will be called upon to implement interventions and 
how this objective will/can be achieved.  
 

4.3.3.3 Constraints 
 
The underlying constraints of the Ministry to reach its desired objectives are also 
implied in this strategy, and these constraints revolve around issues previously 
analysed in this chapter. However, there is no clear reference to how constraints will 
be addressed in future implementation processes. In this document the policy maker 
presents specific drivers that generate constraints within the Maltese education 
system uǎƛƴƎ ŀƴ ΨŜȄŎƭǳǎƛǾŜΩ ŦƻǊƳ ƻŦ ŘƛǎŎƻǳǊǎŜΦ ¢ƘŜ aƛƴƛǎǘǊȅ ƻŦ ŜŘǳŎŀǘƛƻƴ ƛǎ ǊŜŦŜǊǊŜŘ 
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ǘƻ ŀǎ ŀƴ ΨƛƴƛǘƛŀǘƻǊΩ ƻŦ ŀ ǇǊƻŎŜǎǎ ǘƻ ΨǳǇŘŀǘŜΩ ŎǳǊǊŜƴǘ ǎȅǎǘŜƳ ǇŀǊǘƛŎǳƭŀǊ ǘƘŜ ǎŎƘƻƻƭ ǎȅƭƭŀōƛ 
amidst all constraints.  
 

άLƴ ǘƘŜ ƴŜȄǘ ǘŜƴ ȅŜŀǊǎΣ ǘƘŜ aƛƴƛǎǘǊȅ ǿƛƭƭ ŎŀǊŜŦǳƭƭȅ ǳǇŘŀǘŜ ǘƘŜ existing 
learning programmes and modes of assessment in both general and 
ǾƻŎŀǘƛƻƴŀƭ ŀƴŘ ǘǊŀƛƴƛƴƎ ŜŘǳŎŀǘƛƻƴέ όнлмпΤ ǇΦр). 

 
The Ministry is presented as an exclusive entity and shall be spearheading curricular 
developments in Maltese education to make the educational delivery more 
ΨǊŜƭŜǾŀƴǘΩΦ Lǘ ƛǎ ŀƭǎƻ ƳŜƴǘƛƻƴŜŘ ǘƘŀǘ ǘƘƛǎ ǇǊƻŎŜǎǎ ǎƘŀƭƭ ƛƴǾƻƭǾŜ ǎƻƳŜ ƭŜǾŜƭ ƻŦ 
ΨŎŀǊŜŦǳƭƴŜǎǎΩ. However, up to this point in the strategy document, it cannot be 
identified what careful measures will be/are being taken to ensure that the updating 
process of the programmes and assessment procedures will address the above-
mentioned issues. 
 

ά²Ŝ ǿƛƭƭ ǎǘǊƛǾŜ ǘƻ Ƙave a certification system (at all levels) that adds 
value to employability, mobility and higher standards of 
ǘǊŀƴǎǇŀǊŜƴŎȅέ όнлмпΤ ǇΦрύ. 

 
!ƴ ΨŜȄŎƭǳǎƛǾŜΩ ŘƛǎŎƻǳǊǎŜ ƛǎ ŀƭǎƻ ŜǾƛŘŜƴǘ ōŜŎŀǳǎŜ ƛǘ Ŏŀƴ ōŜ ƛŘŜƴǘƛŦƛŜŘ Ƙƻǿ ǘƘŜ ǿƻǊŘ ΨǿŜΩ 
is used in a different mode of address from how it was used in previous sections of 
ǘƘƛǎ ŘƻŎǳƳŜƴǘΦ ¢ƘŜ ǾƻƛŎŜ ƻŦ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊ ƛƴ ǘƘŜ ΨōŀǘǘƭŜ ŀƎŀƛƴǎǘ ŎƻƴǎǘǊŀƛƴǘǎΩ 
ƳŜǊƎŜǎ ǿƛǘƘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǾƻƛŎŜΦ Ψ²ŜΩ ƛǎ ŜȄǇǊŜǎǎŜŘ ƛƴ ŀƴ ŜȄŎƭǳǎƛǾŜ ƳƻŘŜ ƻŦ ŀŘŘǊŜǎǎΣ 
ŀǎ ǘƘŜ aƛƴƛǎǘǊȅκǇƻƭƛŎȅ ƳŀƪŜǊΩǎ ǊƻƭŜ is established in the development of a new 
certification system (possibly to replace the current SEC examination system) to 
diminish constraints in the Maltese education system. The reader identifies how 
policy makers/Ministry refer to the Maltese education system for the first time as a 
ΨŎŜǊǘƛŦƛŎŀǘƛƻƴ ǎȅǎǘŜƳΩ ǇƻǘŜƴǘƛŀƭƭȅ ǘƻ ƭƛƴƪ ŘƛǊŜŎǘƭȅ ǘƻ ǘƘŜ ƴŜŜŘǎ ŀƴŘ ǊŜǉǳƛǊŜƳŜƴǘǎ ƻŦ ǘƘŜ 
industry. I argue that the use of the word ΨstriveΩ in this context divulge the 
aƛƴƛǎǘǊȅκǇƻƭƛŎȅ ƳŀƪŜǊΩǎ ŎƘŀƭƭŜƴƎŜǎ ǘƻ ƳƻŘŜǊƴƛǎŜ ǘƘŜ aŀltese education system in a 
utilitarian sense and the main priority is economically driven. 
 

ά¢ƘŜ ōƛƎƎŜǎǘ ŎƻƴǎǘǊŀƛƴǘ ƻƴ ƻǳǊ ŜŎƻƴƻƳƛŎ ƎǊƻǿǘƘ ŀƴŘ ǇǊƻǎǇŜǊƛǘȅ ƛǎ ƻǳǊ 
inability to equitably provide alternative learning tracks that are 
relevant and of high qualiǘȅέ όнлмпΤ ǇΦсύ. 

 
The constraint of not introducing systems of alternative learning in Maltese 
ƳŀƛƴǎǘǊŜŀƳ ŜŘǳŎŀǘƛƻƴ ƛǎ ŎƭŜŀǊƭȅ ƛŘŜƴǘƛŦƛŜŘ ōȅ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊκaƛƴƛǎǘǊȅ ŀǎ ŀ Ψbŀǘƛƻƴŀƭ 
ŦŀƛƭƛƴƎΩΦ ¢Ƙƛǎ ŎƻƴǎǘǊŀƛƴǘ ƛǎ ŀǇǇǊƻŀŎƘŜŘ ǿƛǘƘ ƘƛƎƘ ǇǊƛƻǊƛǘȅ ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŀƎŜƴŘŀ ŀƴŘ 
ƘŜǊŜ ǘƘŜ aƛƴƛǎǘǊȅ ƭƛƴƪǎ ŜŘǳŎŀǘƛƻƴ ǎǇŜŎƛŦƛŎŀƭƭȅ ǿƛǘƘ aŀƭǘŀΩǎ ŜŎƻƴƻƳƛŎ ƎǊƻǿǘƘΦ L ŀƭǎƻ 
ŀǊƎǳŜ ǘƘŀǘ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎΩ ǾƻƛŎŜ ƛǎ ŀƭǎƻ ƻǾŜǊ-ǎƘŀŘƻǿŜŘ ōȅ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇƻƭƛǘƛŎŀƭ 
Ǿƛǎƛƻƴ ǎǘŀǘƛƴƎ ǘƘŜ Ǌƛǎƪǎ ƻŦ aŀƭǘŀΩǎ economic growth and prosperity if alternative 
measures of learning and assessment are not introduced in the current education 
frameworks. The National character comes out clearly when the policy 
maker/Ministry re-ƛƴǘǊƻŘǳŎŜǎ ǘƘŜ ƛŘŜŀ ƻŦ ǿƘŀǘ ƛǎ ŀǘ ǎǘŀƪŜ ŦƻǊ ǘƘŜ bŀǘƛƻƴ ƛŦ ΨƻǳǊΩ 
education is not made relevant to the needs of industry. However, it is left ambiguous 
regarding who and what constraints the policy maker/Ministry is referring to when 
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ŀǘǘŜƳǇǘǎ ƻŦ ǇǊƻǾƛŘƛƴƎ ΨŜǉǳƛǘŀōƭŜΩ ŀƴŘ ΨǊŜƭŜǾŀƴǘΩ ŜŘǳŎŀǘƛƻƴ ǘƘǊƻǳƎƘ alternative 
learning tracks are being challenged.  
 

ά!ǘ ǘƘŜ ƳƻƳŜƴǘ ƘŀƭŦ ƻŦ ƻǳǊ Ƨƻōǎ ŀǊŜ ōŜƛƴƎ ǘŀƪŜƴ ǳǇ ōȅ ǇŜƻǇƭŜ ŎƻƳƛƴƎ 
from overseas, either because our people lack the right skills or 
ōŜŎŀǳǎŜ ǘƘŜȅ ǊŜŦǳǎŜ ǘƻ ǿƻǊƪ ƛƴ ǘƘŜ Ƨƻōǎ ŀǾŀƛƭŀōƭŜΧ Lǘ ƛǎ ǳƴŀŎŎŜǇǘŀōƭŜ 
that half of our fifth formers are leaving secondary school without the 
skills and qualifications expected of them after at least 12 years of 
ǎŎƘƻƻƭƛƴƎέ όнлмпΤ ǇΦсύ. 

 
Once again, this objective is presented in a deficit form of discourse focusing on social 
and economic circumstances. However, with no reference to any statistics or real-life 
ŜȄŀƳǇƭŜǎΦ ¢ƘǳǎΣ ǘƘŜ ǘŜȄǘǳŀƭ ŀǇǇǊƻŀŎƘ ǳǎŜŘ ōȅ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊ ƛƴŘǳŎŜǎ ΨŦŜŀǊΩΣ ŀƴŘ 
used as a strategy to highlight how the current education system is failing to give 
ǎǘǳŘŜƴǘǎ ǘƘŜ ΨǊƛƎƘǘΩ ŀōƛƭƛǘƛŜǎ ǘƻ ǿƻǊƪ. In response, policy makers/Ministry promote 
ǘƘŜ ƛŘŜŀ ǘƻ ǘƘŜ ǊŜŀŘŜǊ ƻŦ ŀ Ψaŀƭǘŀ ŦƛǊǎǘΩ ǇƻƭƛŎȅ ǎǘŀǘƛƴƎ ǘƘŀǘ ǘƘŜ aŀƭǘŜǎŜ ǇŜƻǇƭŜ ŀǊŜ 
losing out on work opportunities (no reference to specific skills sets or industry 
requirements). Furthermore, an exclusive form of discourse is also used by the policy 
maker/Ministry to stir ΨŦŜŀǊΩ ŀƳƻƴƎǎǘ ǊŜŀŘŜǊǎΣ ǊŜŦŜǊǊƛƴƎ ǘƻ Ƨƻō ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘŀƪŜƴ ǳǇ 
by people coming from overseas as a potential controversial issue created by gaps 
between Maltese education and industry requirements. Therefore, this language 
approach evokes a version of nationalism characterised by exclusiveness.  
 
The Ministry/policy maker refers back to the point of entry of this study, particularly 
Ƙƻǿ ǘƘŜ aƛƴƛǎǘǊȅ ƻŦ ŜŘǳŎŀǘƛƻƴ ŦƻŎǳǎŜǎ ƻƴ ǘƘŜ ŜƴŘ ƻŦ ŎƻƳǇǳƭǎƻǊȅ ŜŘǳŎŀǘƛƻƴ όΨƻǳǊΩ 
ŦƛŦǘƘ ŦƻǊƳŜǊǎύ ŀǎ ŀ ǊŜŦƭŜŎǘƛƻƴ ƻŦ Ƙƻǿ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛǎ ŀ Ψbŀǘƛƻƴŀƭ 
ŦŀƛƭƛƴƎΩΦ !ǎ ǊŜǾƛŜǿŜŘ ƛƴ ǇǊŜǾƛƻǳǎ ŎƘŀǇǘŜǊǎΣ ǘƘŜ aƛƴƛǎǘǊȅ considers fifth form education 
in Malta as a complex and critical stage to achieve its targets. However, Mulderrig 
(2011) also argues that a familial mode of address in policy can be used strategically 
ŦƻǊ άƘƛŘƛƴƎ ǘƘǊƻǳƎƘ ŀōǎǘǊŀŎǘƛƻƴέ όнлммΣ ǇΦрстύΦ Lƴ ƻǘƘer words, using inclusivity as a 
form of language to evade from complex matters that embody the end of compulsory 
ŜŘǳŎŀǘƛƻƴΦ ¢ƘǳǎΣ ƛƴ ǘƘƛǎ ŜȄŎŜǊǇǘΣ ǘƘŜ ǿƻǊŘ ΨƻǳǊΩ ƛǎ ǳǎŜŘ ƻƴŎŜ ŀƎŀƛƴ ƛƴ ŀ ŎƻƭƭŜŎǘƛǾŜ 
sense. But, here I argue that it is used rhetorically in a familial mode of address to call 
ƻǳǘ ŦƻǊ ŜǾŜǊȅƻƴŜΩǎ ŎƻƴǘǊƛōǳǘƛƻƴ όǿƛǘƘƻǳǘ ŀƴȅ ŘƛǊŜŎǘ ŀŘŘǊŜǎǎ ǘƻ ŀƴȅ ǎǘŀƪŜƘƻƭŘŜǊǎύ ǘƻ 
ameliorate better job creation opportunities for ΨƻǳǊ ŦƛŦǘƘ ŦƻǊƳŜǊǎΩ. 
 

4.3.3.4 Consultation 
 
In a specific section in the strategy document entitled Ψhƴ ¢ŀǊƎŜǘ ǘƘǊƻǳƎƘ bŀǘƛƻƴŀƭ 
9ƴƎŀƎŜƳŜƴǘΩ, the policy document emphasises the importance of inclusivity 
amongst education stakeholders and the industry. Historically in Malta, as reviewed 
in chapter 2, links between the Ministry and education stakeholders were not always 
effective. Particularly when radical changes were introduced to mainstream 
education, such as the introduction of comprehensive education (1972 ς 1981). In 
this document, consultation is presented by the policy maker as a key objective in 
ǘƘŜ ŦƻǊƳ ƻŦ ŀƴ ΨƛƴŎƭǳǎƛǾŜΩ ǘȅǇŜ ƻŦ ŘƛǎŎƻǳǊǎŜ. However, it can also be noted how policy 
ƳŀƪŜǊǎ ƳƻōƛƭƛȊŜ ǘƘŜ ǎŜƴǎŜ ƻŦ ǘƘŜ ǿƻǊŘǎ ǎǳŎƘ ŀǎ ΨSǘǊŀǘŜƎȅΩΣ ΨǿŜΩ ŀƴŘ ΨaƛƴƛǎǘǊȅΩ ƛƴ ŀƴ 
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exclusive mode of address which makes it difficult for the reader to establish his/her 
role in the consultation process.  
 

ά¢Ƙƛǎ {ǘǊŀǘŜƎȅ ǿƛƭƭ ǎŜŜƪ ǘƻ ōǳƛƭŘ ƳƻǊŜ ŜŦŦŜŎǘƛǾŜ ǎȅƴŜǊƎƛŜǎ ōŜǘǿŜŜƴ 
education, the economy and civil society and between the educational 
resources in Malta and those ŀǘ 9ǳǊƻǇŜŀƴ ƭŜǾŜƭέ όнлмпΤ ǇΦтύ. 

 
The policy maker refers to the ΨStrategyΩ as an active participant in the journey 
towards achieving effective engagement between education, the economy and civil 
societyΦ ¢ƘŜ ǳǎŜ ƻŦ ǘƘŜ ǿƻǊŘ ΨōǳƛƭŘΩ ŀŎƪƴƻǿƭŜŘƎŜǎ ȅŜǘ ŀƴƻǘƘŜǊ Ψnational ŦŀƛƭƛƴƎΩ ƛƴ ǘƘŜ 
current Maltese education system in which such synergies have not taken place in 
the past. Presumably motivated by the Ministry, the policy maker in this document 
demonstrates the importance of creating synergies of dialogue to motivate change 
in the education system.  However, there is no reference to how  these synergies will 
take form in practice and who will be actively engaged to lead and document the 
process. Moreover, the policy maker is once again benchmarking standards with a 
ΨEuropŜŀƴ ƭŜǾŜƭΩ without drawing upon specific international examples or forms of 
synergies. 
 

ά¢ƻƎŜǘƘŜǊΣ ǿŜ ǿŀƴǘ ǘƻ ŀŘŘǊŜǎǎ ǎǇŜŎƛŦƛŎ ƴŜŜŘǎ ǘƘǊƻǳƎƘ ǘƘŜ ŀŎǘƛǾŜ 
participation of educators, parents and social partners including 
employers, unions, Local Councils, non-ƎƻǾŜǊƴƳŜƴǘŀƭ ƻǊƎŀƴƛǎŀǘƛƻƴǎΧ 
the professional bodies which act as catalyst for change, will also be 
ŀŎǘƛǾŜƭȅ ŜƴƎŀƎŜŘ ƛƴ ǘƘƛǎ ǇǊƻŎŜǎǎέ όнлмпΤ ǇΦтύ. 

 
¢ƘŜ ǿƻǊŘǎ ΨǘƻƎŜǘƘŜǊΩ ŀƴŘ ΨǿŜΩ ŀǊŜ ǳǎŜŘ ƛƴ ŀ ŎƻƴŦƭƛŎǘƛƴƎ ǎŜƴǎŜ ōŜŎŀǳǎŜ ǘƘŜ ǊŜŀŘŜǊ 
cannot define whether these words are used in an inclusive or exclusive sense. 
Knowing that the reader of this strategic document would most probably be one of 
ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǎǘŀƪŜƘƻƭŘŜǊǎΣ ƛǘ ƛǎ ƴƻǘ ŎƭŜŀǊ ǿƘƻ ΨǿŜΩ is referring to. In principle, no one 
could argue against the involvement of all stakeholders including national and 
professional bodies as an effective initiative to help addressing gaps between 
education and industry. However, there is no reference in the strategy of how this 
level of communication could be achieved effectively and the decision-making 
process of such initiative , nor is mentioned how and what level of participation is 
expected. Thus, the implication of this can be that it is not known to the reader the 
level/type of participation from all education stakeholders is necessary towards 
achieving the policy objectives. 
 
As with other parts of the document, the policy maker refers to the Ministry of 
EŘǳŎŀǘƛƻƴ ŀǎ ŀ ƭŜŀŘŜǊ ƛƴ ǘƘŜ ΨǊŜŀƭƛȊŀǘƛƻƴ ƻŦ ŀƴ ƛƴŎƭǳǎƛǾŜ ŘƛǎŎƻǳǊǎŜΩ όDunne, 2009) using 
an exclusive mode of address. But once again it cannot be established which 
measures the Ministry will employ to make the promised consultation process a 
useful and successful one:  
 

άΧ ǘƘŜ aƛƴƛǎǘǊȅ ŦƻǊ 9ŘǳŎŀǘƛƻƴ ŀƴŘ 9ƳǇƭƻȅƳŜƴǘ ǿƛƭƭ Ŏƻƴǎǳƭǘ ŀƭƭ 
stakeholders on the plan of education for 2014-нлнпΧ ¢ƘŜ ǎǳŎŎŜǎǎŦǳƭ 
implementation of the Strategy from 2014 to 2024 will rely heavily on 
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ǘƘŜ ŀŎǘƛǾŜ ŜƴƎŀƎŜƳŜƴǘ ƻŦ ŀƭƭ ǎǘŀƪŜƘƻƭŘŜǊǎ ǘƘǊƻǳƎƘƻǳǘ ǘƘŜ ǇǊƻŎŜǎǎέ 
(2014; p.8). 

 

4.3.4 Discussion  

The strategy document revolves around these critical issues without referring to a 
specific course of action and how the desired objectives of this strategy could be 
achieved in practice. As a result, these issues are left open-ended. Moreover, the 
policy maker depicts the Ministry as undergoing some kind of an on-goinƎ ΨōŀǘǘƭŜΩ 
using a rhetorical language of conflict to highlight the need for action amongst 
education authorities and stakeholders. However, from this analysis it is also evident 
there are fundamental issues when policy makers attempt to define the MinistrȅΩǎ 
desired objective. For example, the document ǊŜŦŜǊǎ ǘƻ ΨǊŜƭŜǾŀƴŎŜΩ ƛƴ ŜŘǳŎŀǘƛƻƴ ŀǎ ŀ 
globally understood term by linking it to ΨŜǉǳƛǘȅΣ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜΣ ŘƛǾŜǊǎƛǘȅ ŀƴŘ ƛƴŘǳǎǘǊȅΩΦ 
These objectives are necessarily all globally agreed (UN, 1994) educational goals and 
therefore difficult to argue against. Thus, the issue at the core is not about getting 
education stakeholders to agree on the principles of these education goals, it is in 
establishing who the main actors are and to whom education should be more 
relevant.  
 

4.3.4.1 Valuable education to whom and for whom? 
 
Historically in Malta, the notion of valuable education keeps resurfacing as a desired 
objective. This strategy is no different to other attempts in the past. This analysis 
identifies that policy makers use broad education goals and results from international 
quantitative statistical reports to describe ΨvaluableΩ education in Malta. Thus, the 
ƴƻǘƛƻƴ ƻŦ ΨǾŀƭǳŜΩ ƛǎ Ŏƻƴǘƛƴǳŀƭƭȅ Ǌŀƛsed by policy makers but never defined. This 
avoidance of definition may explain why the concept continues to be raised and 
contested. The concept of valuable education provides a platform for further enquiry 
in the forthcoming face-to-face interviews of this research with students and other 
education stakeholders. The concept of value shall be explored subjectively by 
examining individual views regarding what is a valuable education from various 
points of view in chapter 5, where I also consider how broad education goals impact 
ƻƴ ŀƴ ƛƴŘƛǾƛŘǳŀƭΩǎ ƛŘŜŀ ŀōƻǳǘ ǿƘŀǘ ƛǎκǎƘƻǳƭŘ ōŜ ŎƻƴǎƛŘŜǊŜŘ ŀǎ ǾŀƭǳŀōƭŜ ŜŘǳŎŀǘƛƻƴ ŀƴŘ 
for whom. 
 
 

4.3.4.2 ²Ƙŀǘ ƛǎ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨŀƭƭΩ ƛƴ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΚ 
 
Another key point that emerged historically in Maltese education and also from the 
ŀƴŀƭȅǎƛǎ ƻŦ ǘƘƛǎ ǎǘǊŀǘŜƎȅ ƛǎ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊΩǎ ŘŜǎƛǊŜŘ ƻōƧŜŎǘƛǾŜ ǘƻ ǎǘŀƴŘŀǊŘƛȊŜ ǘƘŜ 
aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŦƻǊ ΨŀƭƭΩΦ ¢Ƙƛǎ ǇǊƻƳƛǎŜ ǎƘƻǿǎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƛƴǘŜƴǘƛƻƴǎ ǘƻ 
ǊŜŦƻǊƳ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛƴ ƭƛƴŜ ǿƛǘƘ ǎǇŜŎƛŦƛŎ ǘŀǊƎŜǘǎ ǘƻ ŎŀǘŜǊ for everyone. 
Thus, this strategy document does not necessarily inform how the different 
objectives stated in this document come together in one single curriculum that caters 
for all students alike. Miles and Singal argue that: άΧ ǘƘƛƴƪƛƴƎ ƳƻǊŜ ŘŜŜǇƭȅ ŀōƻǳt the 
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ŎƻƴŎŜǇǘ ƻŦ ΨŀƭƭΩ Ŏŀƴ ŜƴŀōƭŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŀƴŘ ǇǊŀŎǘƛǘƛƻƴŜǊǎ ǘƻ ŜȄǇƭƻǊŜ ŜȄƛǎǘƛƴƎ 
ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǿƛǘƘƛƴ ŎƻǳƴǘǊȅ ŎƻƴǘŜȄǘǎΧέ όнлмлΤ ǇΦ мнύ. This shows Ƙƻǿ ΨŀƭƭΩ ǊŀǊŜƭȅ 
means all ς a pertinent point in relation to this document.  
 
In the face-to-face interviews, globally accepted standards that feature in this 
strategy, such as PIRLS (2016) and TIMMS (2016), will be explored in the context of 
aŀƭǘŀΩǎ ŎǳǊǊŜƴǘ {9/ ŜȄŀƳƛƴŀǘƛƻƴǎΦ LƴǘŜǊǾƛŜǿǎ ǿƛǘƘ ƛƴŘƛǾƛŘǳŀƭ ǎǘǳŘŜƴǘǎ ŀƴŘ ŜŘǳŎŀǘƛƻƴ 
stakeholders elicited different perspectives and experiences of how such 
objectives/standards translate into practice in the current examination system. In 
addition, the interviews also seek to explore how these various stakeholders perceive 
how these objectives could possibly improve the future of the Maltese education 
system.  
 

4.3.4.3 How will active engagement with all stakeholders be achieved? 
 
This analysis has identified that active engagement with different learning 
stakeholders is key objective in establishing the future of the Maltese education 
system. However, past attempts to reform the Maltese education system and 
communication with stakeholders has been challenging. In this strategy document, 
whilst policy makers establish who the key stakeholders are, namely national and 
professional bodies, no plan of action is outlined on how the Ministry will establish 
the proposed engagement. This represents a broader tendency in the language used 
in the three educational policies analysed in this research, that is to enthuse about 
principles but avoid articulating specific implementation strategies. 
 
The following section focuses on the analysis of the second key document published 
by the Ministry of Education entitled; My Journey: Achieving through different paths 
(MEDE, нлмсύΦ Lƴ ǘƘƛǎ ŘƻŎǳƳŜƴǘ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŜȄǇƭŀƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǊŜŦƻǊƳ 
procedure and how it is set to change the current SEC examination system. 
 
 
 
 
 
4.4 My Journey: Achieving through different paths (2016) 
 

4.4.1 Background 

My Journey: Achieving through different paths (MEDE, 2016) is a sixteen-page reform 
policy document published by the Ministry of Education. This reform policy 
document follows the Framework for the Education Strategy in Malta (2014). As 
quoted below, the aim of this policy is to implement changes in the Maltese 
education system in line with the desired objectives set in the 2014 strategy policy.  
 

άLƴ нлмп ǘƘŜ aƛƴƛǎǘǊȅ ǇǳōƭƛǎƘŜŘ ƛǘǎ ŦǊŀƳŜǿƻǊƪ ŦƻǊ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǎǘǊŀǘŜƎȅ ŦƻǊ 
Malta covering the years from that of publication to 2024. Two years later the 
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evolved State secondary school system is being launched with the aim of 
implementing it in the first year of secondary schooling in 2019-2020 with the 
ŦƛǊǎǘ ǎǘǳŘŜƴǘǎΩ ŎƻƘƻǊǘ ǊŜŀŎƘƛƴƎ ǘƘŜ ŜƴŘ ƻŦ ǘƘŜƛǊ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭ ŎȅŎƭŜ 
scholastic in year 2021-2022 in alignment with other national initiatives in the 
ŦƛŜƭŘΦέ (MEDE, 2016, p.10). 

 
Figure 4-5 shows the timeline plan extracted from the My Journey policy showing 
how this policy is situated in a timeline of interventions that are led by the Ministry 
of education in order to reform the Maltese education system.  
 
 

 
 

Figure 4-5 Ψaȅ WƻǳǊƴŜȅΥ !ŎƘƛŜǾƛƴƎ ǘƘǊƻǳƎƘ ŘƛŦŦŜǊŜƴǘ ǇŀǘƘǎΩ όa959Σ нлмс, p.14). 

 
 
In this document, policy makers claim that issues relating to parity of esteem 
between types of education (vocational, applied and academic) lie at the core of 
ŎǳǊǊŜƴǘ ΨŦŀƛƭǳǊŜǎΩ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴΦ ¢ƘǳǎΣ ƛƴ My Journey (MEDE, 2016), policy 
makers propose to introduce new alternative routes of education to address this 
problem in Malta.  
 

ά¢ƘŜ ƴŜǿ ǎȅǎǘŜƳ ōǳƛƭŘǎ ƻƴ ǘƘŜ ŎǳǊǊŜƴǘ ƻƴŜ ōǳǘ ŀƳōƛǘƛƻǳǎƭȅ ƳƻǾŜǎ 
forward in democratising academic, vocational and applied learning 
for all students within a framework of ǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳέ όa959Σ нлмсΣ 
p.11). 

 
The reform implementation strategy outlined in the My Journey (MEDE, 2016) policy 
brought various debates and concerns from the general public (discussed in more 
detail in the next chapter section 5.4 Visions of a new SEC). These concerns were 
mainly ideological in nature regarding how the objectives set in this policy translate 
into real education circumstances. These concerns became public in 2017, when the 
proposed changes set out in My Journey (MEDE, 2016) were taken on-board by the 
MATSEC Board which was asked to reform the SEC examination system to cater for a 
wider spectrum of student participation.  
 
This step by the Ministry of Education provoked controversy amongst the general 
public which centred on the idea of modernisation. This controversy was recently the 
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subject of a radio interview (PBS, 2018) between the Director General of Curriculum 
Mr Stephen Cachia and a Maltese language academic Dr Adrian Grima, and focused, 
in particular, on the future of one of the SEC core examinations, the Maltese 
Language examination. It waǎ ŎƭŜŀǊ ŦǊƻƳ ǘƘƛǎ ƛƴǘŜǊǾƛŜǿ ǘƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎtive 
to introduce alternative systems of assessment to the current SEC core examinations 
has created concerns amongst academics about the value of the new qualification. 
This was also interpreted by Grima as a quick fix solution to help more students move 
up in the education system. Cachia, who was representing the Ministry during the 
interview,  asserted that the current core SEC examinations represent what Banks 
όмфррύ ǊŜŦŜǊǎ ǘƻ ŀǎ άΧ ǘƘŜ ŀǊƛǎǘƻŎǊŀǘƛŎ ŎƻƴŎŜǇǘƛƻƴ ƻŦ ǘƘŜ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭ ŀǎ ŀ 
training grounŘ ŦƻǊ ǘƘŜ ƛƴǘŜƭƭŜŎǘǳŀƭ ŞƭƛǘŜέ όмфррΤ ǇΦсύΦ IŜ ŜȄǇƭŀƛƴǎ Ƙƻǿ ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
vision is to eliminate such distinctions because he argued how this is discriminatory 
against students with different types of learning abilities (not just intellectual) and 
the solution is opening new pathways to help more students perform in education. 
He also explains how tƘŜ aƛƴƛǎǘŜǊΩǎ ŀǇǇŜŀƭ ŀƴŘ ǊŜǎǇƻƴǎŜ ǘƻ ǘƘƛǎ ǿŀǎ ǘǿƻ-fold; firstly, 
to develop alternative examinations to the current core SEC examinations, secondly 
for schools and teachers to observe the values of inclusive education resulting in 
increased access for students to progress to post-secondary education. Although 
Grima was in favour of developing structures encouraging different types of 
education in Malta, he argued that the idea of bringing more versions of the same 
SEC examinations would be confusing for students, damaging the historical and 
cultural aspects of MaltaΦ aƻǊŜƻǾŜǊΣ DǊƛƳŀ ŦŜƭǘ ǘƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ drive to introduce 
alternative types of assessment in the SEC is also political in attempt to enable 
students to short cut the standards expected by the current curriculum and not fail 
examinations. For him this reduces the value of the qualification.  
 
From this interview it can be noted how the current proposed reforms published in 
the My Journey (MEDE, 2016) policy represent national concern regarding how the 
newly proposed system of education will impact education provision and attainment 
in Malta. The following section is the analysis of this policy document. Similar to the 
analysis of the 2014 Strategy policy document, I shall be looking for discourse 
formulations to identify the key actors addressed in the process of implementing 
reform in Maltese education and the core issues keeping this reform from happening.  
 

4.4.2 Key Themes 

The My Journey policy document is mainly aimed at teachers and school 
administrators explaining reforms involving the introduction of new and alternative 
streams of learning and assessment particularly in high stake examinations, the SEC. 
TƘƛǎ ŘƻŎǳƳŜƴǘ ŜƳōƻŘƛŜǎ ŀ ΨŎƻƳƳŜǊŎƛŀƭΩ ǘƻƴŜ ŀƴŘ ǘƘŜ ƻōƧŜŎǘƛǾŜǎ ƻŦ My Journey 
(MEDE, 2016) lead to tension amongst education stakeholders about how the reform 
could be effectively implemented. It is clear in this policy that the Ministry uses 
various discourse formulations to convince stakeholders about the importance of the 
policy objectives and what is at stake if this does not happen. Discourse formulations 
located in this policy document relating to the following key themes: 
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1. Ψ.ǊŜŀƪƛƴƎ ǳǇΩ ŦǊƻƳ ǘƘe past; 
2. wŜŀŎƘƛƴƎ ΨƴŜǿ ƘŜƛƎƘǘǎΩΤ 
3. Ψ9ǉǳƛǘȅΩ ŀƴŘ ΨtŀǊƛǘȅΩΤ 
4. ¢ƻǿŀǊŘǎ ŀ ƴŜǿ ΨƳƛƴŘ ǎƘƛŦǘΩΦ 

 
These themes shall be analysed further in the following sections. 
 

4.4.3 Analysis of each theme 

 

4.4.3.1  Ψ.ǊŜŀƪƛƴƎ ǳǇΩ ŦǊƻƳ ǘƘŜ Ǉŀǎǘ 
 
aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ Ƙŀǎ ǘǊŀŘƛǘƛƻƴŀƭƭȅ ŜȄǇŜǊƛŜƴŎŜŘ differences of ΨǇŀǊƛǘȅ ƻŦ 
ŜǎǘŜŜƳΩ between academic and vocational routes. Whilst there have been attempts 
to bridge these routes, the ideological ties between these two types of education 
streams has been historically problematic. In the My Journey (MEDE, 2016) policy 
document, policy makers use history as a form of discourse, not only to pay homage 
to past historic education settings in Malta but also referring to the past as an active 
actor in the process of reforming a new Maltese education system. 
 

άhǳǊ Ǉŀǎǘ ŀƴŘ ǇǊŜǎŜƴǘ ŜȄǇŜǊƛŜƴŎŜǎ ƘŀǾŜ ƘŜƭǇŜŘ ƛŘŜƴǘƛŦȅ ŀǊŜŀǎ ƻŦ 
strength and limitations of standing practices, suggesting what should 
be sustained or improved, as well as where prevention or intervention 
are necessary to equitably promote values which help achieve the 
ǘŀǊƎŜǘǎΦΦΦέ όнлмсΤ ǇΦнύ 

 
Lƴ ǘƘƛǎ ŘƻŎǳƳŜƴǘΣ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊ Ŏŀƭƭǎ ƘƛǎǘƻǊȅ ǘƻ ΨŎƻƴǎŎƛƻǳǎƴŜǎǎΩ ŀƴŘ ƎƛǾŜǎ ǘƘŜ 
reader a sense of ownership about the past and uses it as an important milestone 
towards achieving new heights for the future of Maltese education. In doing so, the 
policy makers suggest that the present is out-dated, belonging to the past and not in 
ǘƘŜ aƛƴƛǎǘǊȅΩǎ Ǉƭŀƴǎ ŦƻǊ ǘƘŜ ŦǳǘǳǊŜΦ !ƭǘƘƻǳƎƘ ǘƘŜ document hails the past with respect 
(almost in admiration), it is also evident how the policy makers want to move on from 
it, to achieve new targets in Maltese education through making education more 
ǊŜƭŜǾŀƴǘ ǘƻǿŀǊŘǎ ǘƻŘŀȅǎΩ ǊŜŀƭƛǘƛŜǎ όthe same targets stipulated in the Education 
Strategy of 2014). Moreover, the policy maker gives the reader a clear picture of what 
the past represents to the process of reforming the Maltese education system for the 
future. 
 

άaŀƭǘŀ Ƙŀǎ ŀŎŎǊǳŜŘ ŀ ǾŜǊȅ ǎǘǊƻƴƎ ǘǊŀŘƛǘƛƻƴ ƛƴ ƎŜƴŜǊŀƭ ŀŎŀŘŜƳƛŎ 
provision in compulsory and post-ŎƻƳǇǳƭǎƻǊȅ ǎŎƘƻƻƭƛƴƎΧ Lǘ ƭŜŀǊƴǎ 
from the past, but it is not a proposal for bringing back the previous, 
ƘƛƎƘƭȅ ŎƻƴǘŜǎǘŜŘ ǎŜƭŜŎǘƛǾŜ ǎŎƘƻƻƭƛƴƎ ǎȅǎǘŜƳέ όнлмсΤ ǇΦнύ. 

 
Lƴ ǘƘƛǎ ŘƻŎǳƳŜƴǘΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŀƭǎƻ ŀǎǎŜǊǘ ŀ ŘƛǊŜŎǘ ǎŜƴǎŜ ƻŦ ǘƘŜ ƴŜŜŘ ƻŦ ŀ ΨōǊŜŀƪ ǳǇΩ 
ŦǊƻƳ ǘƘŜ ǇŀǎǘΦ ¢ƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊ ǳǎŜǎ ŀ ǇŜǊǎƻƴŀƭ ǘƻƴŜ ǘƻ ǇǊŜǎŜƴǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŀǇǇŜŀƭ 
whilst also showing awareness of their concerns regarding the strong ties between 
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Maltese education stakeholders and the current system. As reviewed in the context 
and literature review chapter (chapter two), education in Malta has been historically 
characterised by ideological tensions between the value of alternative/vocational 
education routes and mainstream academic routes. The choice of an alternative 
route to the academic route was perceived by Maltese society and the education 
system as a second-tier opportunity, mainly for students who come from lower social 
economic backgrounds. However, this document shows how this perception is still 
present today in both Maltese society and the education system as both past and 
present education structures are presented by the policy maker to outline deficits in 
ǘƘŜ ŎǳǊǊŜƴǘ ǎȅǎǘŜƳΣ ƛŘŜƴǘƛŦȅƛƴƎ ƛǘ ǘƻ ōŜ ŀ άhighly contested selective schooling 
ǎȅǎǘŜƳέ (2016; p.12), that needs to be reformed. However, the policy maker 
detaches personal associations with these statements and refers to the document as 
ΨƛǘΩΦ ¢Ƙƛǎ ŀƭǎƻ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǇƻǘŜƴǘƛŀƭƭȅ ǘƘŜǊŜ Ŏŀƴ ōŜ ŎƻƴŦƭƛŎǘǎ ōŜǘǿŜŜƴ ǘƘŜ ǇǊƻǇƻǎŜŘ 
ways pushed forward by the Ministry and the education stakeholders.  
 

ά9ǾƛŘŜƴŎŜ ŦǊƻƳ ǘƘŜ ŎǳǊǊŜƴǘ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭ ǎȅǎǘŜƳ ǎƘƻǿǎ ǘƘŀǘ ƻƴŜ-
size does not fit all and it emerges as marginalising learners who 
struggle and are deemed to have failed the current provision of 
ƎŜƴŜǊŀƭ ŜŘǳŎŀǘƛƻƴ ŎǳǊǊƛŎǳƭǳƳέ όнлмсΤ ǇΦпύ. 

 
ά¢Ƙƛǎ ŜǾƻƭǳǘƛƻƴ ƛǎ ōƻǘƘ ƛƴŎƭǳǎƛǾŜ ŀƴŘ ŎƻƳǇǊŜƘŜƴǎƛǾŜΣ ŀƴŘ ŎƘŀƭƭŜƴƎŜǎ 
the current compulsory one-size-fits-ŀƭƭ ǎŎƘƻƻƭƛƴƎ ǎȅǎǘŜƳέ όнлмсΤ ǇΦсύ. 

 
In this document, the policy makers reassure the reader of the importance of 
ΨōǊŜŀƪƛƴƎ ǳǇΩ ŦǊƻƳ Ǉŀǎǘ ŜŘǳŎŀǘƛƻƴ ǎǘǊǳŎǘǳǊŜǎ ŀǎ ŀƴ ŜǎǎŜƴǘƛŀƭ ǎǘŜǇ ǘƻǿŀǊŘǎ ǇǊƻǾƛŘƛƴƎ 
an education that addresses the needs for everyone today. To achieve this desired 
ƻōƧŜŎǘƛǾŜΣ ŀ ǇƻƭƛǘƛŎŀƭ ΨǳƴƛŦȅƛƴƎΩ ǘƻƴŜ ƻŦ ƭŀƴƎǳŀƎŜ ƛǎ ŀƭǎƻ ǳǎŜŘ ƘŜǊŜΣ ŀǎ ƛƴ ƻǘƘŜǊ 
ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅ ŘƻŎǳƳŜƴǘǎΦ ¢ƘŜ ǳǎŜ ƻŦ ǿƻǊŘǎ ǎǳŎƘ ŀǎ ΨƳŀǊƎƛƴŀƭƛǎƛƴƎΩΣ ΨǎǘǊǳƎƎƭŜΩ ŀƴŘ 
ΨŘŜŜƳŜŘΩ ŀƳǇƭƛŦȅ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŎƻƴŎŜǊƴǎ ŀƴŘ ǿƘŀǘ ǘƘŜ ƳƛƴƛǎǘǊȅ ǎŜŜǎ ŀǎ ŀ ΨŦŀƛƭǳǊŜΩ ƛƴ 
aŀƭǘŀΩǎ ŎǳǊǊŜƴǘ ŜŘǳŎŀǘƛƻƴ ǎǘǊǳŎǘǳǊŜ ŀƴŘ ƛƳǇƭȅ ŀ ǎŜƴǎŜ ƻŦ ǳǊƎŜƴŎȅ ŦƻǊ ŎƘŀƴƎŜǎ ǘƻ 
happen.  
 
Lǘ ƛǎ ŎƭŜŀǊ ǘƘŀǘ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎΩ ŦƻŎǳǎ ƛǎ ǘƻ ƭŜƎƛǘƛƳƛȊŜ ǘƘŜ ƴŜŜŘ ƻŦ for a unified system 
that abolishes segregation and the policy maker use comparisons as a form of 
ƭŀƴƎǳŀƎŜ ǘƻ ǎŜŜƪ ŀǇǇǊƻǾŀƭ ŦǊƻƳ ŜŘǳŎŀǘƛƻƴ ǎǘŀƪŜƘƻƭŘŜǊǎ ǘƻ ΨōǊŜŀƪ ǳǇΩ aŀƭǘŜǎŜ 
education from its past.  
 

ά¢ƘŜ ƴŜǿ ǎȅǎǘŜƳ ōǳƛƭŘǎ ƻƴ ǘƘŜ ŎǳǊǊŜƴǘ ƻƴŜ ōǳǘ ŀƳōƛǘƛƻǳǎƭȅ ƳƻǾŜǎ 
forward in democratising academic, vocational and applied learning 
ŦƻǊ ŀƭƭ ǎǘǳŘŜƴǘǎ ǿƛǘƘƛƴ ŀ ŦǊŀƳŜǿƻǊƪ ƻŦ ǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳέ όнлмсΤ ǇΦммύ. 

 

4.4.3.2 wŜŀŎƘƛƴƎ ΨƴŜǿ ƘŜƛƎƘǘǎΩ 
 
In this document, the language of numbers is used as a form of discourse by 
ǇƻƭƛŎȅƳŀƪŜǊǎΦ ¢ƻ ŎƻƴǘŜȄǘǳŀƭƛǎŜ ǇŀǊǘƛŎǳƭŀǊ ŀǊŜŀǎ ƻŦ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇǊŜƻŎŎǳǇŀǘƛƻƴǎΣ the 
document presents statistical data: 
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άΧ ǘƘŜ ŜŀǊƭȅ ǎŎƘƻƻƭ ƭŜŀǾƛƴƎ ǊŀǘŜ όмфΦу҈ύ ǊŜƳŀƛƴǎ ǘƘŜ ǎŜŎƻƴŘ highest in 
the EU (against an EU average of 11.0%), the tertiary educational 
attainment rate (27.8%) is still low against the EU average of 38.7%, 
and participation of low-skilled adults in lifelong learning is rather 
ƭƻǿέ όнлмсΤ ǇΦпύ. 

 
This policy links local and international numerical stastics to four key objectives set 
ƛƴ aŀƭǘŀΩǎ ǘŜƴ-year education strategy; мύ ǘƻ ƛƳǇǊƻǾŜ ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ƎŀǇǎ, 
2) to provide students with better support in low-income factions of society, 3) to 
provide students with a long-term utility in education; пύ ǘƻ ƭƛƳƛǘ ǎǘǳŘŜƴǘǎΩ ŘǊƻǇ-
out rates to conform with EU standards. Policymakers in this document show that 
the way towards achieving these objectives in Maltese education is by:  
 

άΧŎƭƻǎŜώƛƴƎϐ ǘƘŜ ƎŀǇ ōŜǘǿŜŜƴ ǘƘŜ ǿƻǊƭŘ ƻŦ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǘƘŜ ǊŜǎǘ ƻŦ 
ǘƘŜ ǿƻǊƭŘέ όнлмпΤ ǇΦоύ. 

 
This section explores ǿƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅ ŘŜŦƛƴŜǎ ŀǎ ŀ ΨƎŀǇΩ ōŜǘǿŜŜƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ 
ŀƴŘ ǘƘŜ ΨǿƻǊƭŘΩ. Particularly, ŦƻŎǳǎƛƴƎ ǳǇƻƴ ǿƘȅ ΨǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳΩ ōŜǘǿŜŜƴ 
traditional and alternative learning routes is considered as an important step by the 
aƛƴƛǎǘǊȅ ǘƻ ŀŎƘƛŜǾŜ ΨƴŜǿ ƘŜƛƎƘǘǎΩ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ƳƛǘƛƎŀǘƛƴƎ ǘƘƛǎ ΨƎŀǇΩΦ In 
this document, a language of numbers refers to statistical comparisons with national 
and international data. Quiring (2018) argues that when statistics are used in policies 
to encourage people to take action it is often used rhetorically. He also suggests that 
in order to understand the rhetorical function of communicating statistics in policy 
one also needs to draw attention to the social context in the which those statistics 
are placed. The focus of My Journey ƛǎ ƻƴ ǎǘǳŘŜƴǘǎΩ ŀǘǘŀƛƴƳŜƴǘ ǇŜǊŦƻǊƳŀƴŎŜǎ 
particularly in high stakes examinations in Malta. In a section of My Journey policy 
entitled Ψbƻ .ǳǎƛƴŜǎǎ ƛǎ ŀǎ ¦ǎǳŀƭΩΣ policymakers focus on specific statistics to 
ƛƴǘǊƻŘǳŎŜ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇǊŜƻŎŎǳǇŀǘƛƻƴǎ ŀƴŘ ǿƘȅ ǘƘƛǎ ƛǎ ŀ ǇǊƻōƭŜƳΦ Therefore, 
sǘŀǘƛǎǘƛŎǎ ǳƴŎƻǾŜǊ ǘƘŜ aƛƴƛǎǘǊȅΩǎ Ƴŀƛƴ social preoccupation as it features prominently 
in other MinistryΩǎ ǇƻƭƛŎȅ ŘƻŎǳƳŜƴǘǎ ǎǳŎƘ ŀǎ ǘƘŜ ǇǊŜǾƛƻǳǎƭȅ ŀƴŀƭȅǎŜŘ ǇƻƭƛŎȅΤ 
Framework for the Education Strategy in Malta (2014) but not the social context in 
the which those statistics are placedΦ tƻƭƛŎȅ ƳŀƪŜǊǎ ǳǎŜ ǘƘƛǎ ǎǘŀǘƛǎǘƛŎ ŀǎ ŀ ΨōŜƴŎƘƳŀǊƪΩ 
ŀƴŘ ǎǘǳŘŜƴǘǎΩ ŀǘǘŀƛƴƳŜƴǘ ǊŜǎǳƭǘǎ ŀǊŜ ŀ ƘƛƎƘ ǇǊƛƻǊƛǘȅ ŦƻǊ ǘƘŜ aƛƴƛǎǘǊȅ ǘƻ ŀŎƘƛŜǾŜ ΨǇŀǊƛǘȅ 
of esteem' with other international (mainly EU) standards.  
 

άhǳǊ мр-ȅŜŀǊ ƻƭŘǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƻƴ tL{! нллфҌ ǘŜǎǘǎ ƛǎ ƳŀǊƪŜŘƭȅ ƭƻǿŜǊ 
ǘƘŀƴ ǘƘŜ 9¦ ŀǾŜǊŀƎŜ ƛƴ ŀƭƭ ǎǳōƧŜŎǘǎέ όнлмпΤ ǇΦрύ. 

 
άΧǘƘŜǊŜ ŀǊe arguably undeniable findings about educational systems 
in general and our local system in particular that we are determined 
ǘƻ ŎƻƴǘƛƴǳŜ ŀŎǘƛƴƎ ǳǇƻƴέ όнлмпΤ ǇΦрύ. 

 
The policy maker focuses on statistics and particular desired objectives of the 
Ministry to reach specific targets set by international benchmarks. The policy maker 
ŀƭǎƻ ŀŘƻǇǘǎ ŀ ΨŎƻƳƳŜǊŎƛŀƭΩ ǘƻƴŜ ƛƴ ǘƘƛǎ ŘƻŎǳƳŜƴǘΣ ǿƘƛŎƘ ƛǎ ƻǳǘƭƛƴŜŘ ōŜƭƻǿΦ CƛƎǳǊŜ 4-
6 shows a logo that features in this document. 
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Figure 4-6 Ψaȅ WƻǳǊƴŜȅΥ !ŎƘƛŜǾƛƴƎ ǘƘǊƻǳƎƘ ŘƛŦŦŜǊŜƴǘ ǇŀǘƘǎΩ όa959Σ нлмсύ 

 
The use of a visual logo is not commonly found in Maltese education policies. The use 
of a logo embodies a commercial approach that policy makers choose to adopt in this 
ǇƻƭƛŎȅ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ ǿƛǘƘ ŜŘǳŎŀǘƛƻƴ ǎǘŀƪŜƘƻƭŘŜǊǎΦ ¢ƘŜ ΨMy JourneyΩ ƭƻƎƻΣ ƛƴ ŀƴ 
ΨŀōǎǘǊŀŎǘ ŦƻǊƳΩΣ ǊŜǇǊŜǎŜƴǘǎ ǘƘŜ ǎŜǾŜǊŀƭ ŜŘǳŎŀǘƛƻƴŀƭ ǊƻǳǘŜǎ ǘƘŀǘ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭ 
students can opt for in the form of an abstract representation. However, there is no 
reŦŜǊŜƴŎŜ ǘƻ ǿƘŀǘ ǘȅǇŜ ƻŦ ŜŘǳŎŀǘƛƻƴ ǊƻǳǘŜ ŜŀŎƘ ŎƻƭƻǳǊ ǊŜǇǊŜǎŜƴǘǎΦ ¢ƘŜ ΨǎŎǊƛōōƭŜ 
ŜŦŦŜŎǘΩ Ǿƛǎǳŀƭƭȅ ŜȄŜƳǇƭƛŦƛŜǎ ǿƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅ ǎŜŜǎ ŀǎ ƴƻƴ-coherent education routes 
ǘƘŀǘ ŎǳǊǊŜƴǘƭȅ ŎƘŀǊŀŎǘŜǊƛȊŜ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΦ {ŎǊƛōōƭŜǎ ŀǊŜ ŎƻƴƴŜŎǘŜŘ ǿƛǘƘ 
an arrow, ǎǳƎƎŜǎǘƛƴƎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŀƛƳǎ ŦƻǊ ǘƘŜ ǇǊƻǇƻǎŜŘ ǎȅǎǘŜƳ ǘƻ ŘŜŦƛƴŜ ǘƘŜ ŦǳǘǳǊŜ 
ƻŦ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴΦ aƻǊŜƻǾŜǊΣ ǘƘŜ ǳǎŜ ƻŦ ǿƻǊŘǎ ǎǳŎƘ ŀǎ ΨǇŜǊŦƻǊƳŀƴŎŜΩΣ 
ΨŎƻƳǇƭŀŎŜƴǘΩ ŀƴŘ ΨōǳǎƛƴŜǎǎΩ ŀƭǎƻ ǎǳǇǇƻǊǘ ŀ ŎƻƳƳŜǊŎƛŀƭ ƭƛƴƎǳƛǎǘƛŎ ŀǇǇǊƻŀŎƘΦ CƻǊ 
ŜȄŀƳǇƭŜΣ ǘƘŜ ǇƘǊŀǎŜ Ψwe can nƻ ƭƻƴƎŜǊ ŀŎǘ ŎƻƳǇƭŀŎŜƴǘƭȅΩ (2014; p.5) suggests the 
need of urgency ǘƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǿŀƴǘǎ ǘƻ ǘŀƪŜ ŀ ƭŜŀŘƛƴƎ ǊƻƭŜ ƛƴ ǘƘŜ ƧƻǳǊƴŜȅ 
ǘƻǿŀǊŘǎ ǊŜŀŎƘƛƴƎ ΩƴŜǿ ƘŜƛƎƘǘǎΩ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ōȅ ǎƻƭǾƛƴƎ ƳŀǘǘŜǊǎ ōȅ ōǊƛƴƎƛƴƎ 
Maltese education in-line with international statistics. This also indicates the 
aƛƴƛǎǘǊȅΩǎΩ ŎƻƳƳƛǘƳŜƴǘǎ ǘƻ ǊŜŀŎƘ ΨƴŜǿ ƘŜƛƎƘǘǎΩ ƛƴ ŜŘǳŎŀǘƛƻƴ ōȅ ŦƻŎǳǎƛƴƎ Ƴŀƛƴƭȅ ƻƴ 
ǘƘŜ ΨƎŀǇΩ ōŜǘǿŜŜƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǘƘŜ ƛƴŘǳǎǘǊȅΦ  
 

άΧ ǿŜ Ŏŀƴ ƴƻ ƭƻƴƎŜǊ ŀŎǘ ŎƻƳǇƭŀŎŜƴǘƭȅ ǿƛǘƘ ǎǳŎƘ ƛǎǎǳŜǎ ŀƴŘ ƘŜƴŎŜ 
business in edǳŎŀǘƛƻƴ ǎƘƻǳƭŘ ƴƻǘ ōŜ ŀǎ ǳǎǳŀƭέ όнлмпΣ ǇΦрύ. 

 

4.4.3.3  Ψ9ǉǳƛǘȅΩ ŀƴŘ ΨtŀǊƛǘȅΩ 
 
Traditionally in Maltese education, aspiration has been used politically as a form of 
discourse (Anderson & Holloway, 2018) to address diverse audiences with the idea 
that ΨǿŜ ŀǊŜ ŀƭƭ ƛƴ ƛǘ ǘƻƎŜǘƘŜǊΩΦ In this case, the need of minimising the education 
attainment ΨƎŀǇǎΩ between students in high and low-income factions of society is also 
used politically by policy makers to address education stakeholders who are 
unsatisfied with the current education system. 
 
In Ψaȅ WƻǳǊƴŜȅΩ όнлмсύΣ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊ ǳǎŜǎ ǘƘŜ ǿƻǊŘ ΨŜǉǳƛǘȅΩ ŀǎ ŀ ŦƻǊƳ ƻŦ ΨŀǎǇƛǊƛƴƎ 
ŘƛǎŎƻǳǊǎŜΩ ŀƴŘ ǘƘŜ ǿƻǊŘǎ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǉǳŀƭƛŦƛŎŀǘƛƻƴ ŀǊŜ ƛƴǘŜǊǊŜƭŀǘŜŘΦ Lƴ ǘƘƛǎ Ǉƻƭicy 
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ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜ ƛƴ ǇǊƻǾƛŘƛƴƎ ŀƴ ΨŜǉǳƛǘŀōƭŜ ǎƻƭǳǘƛƻƴΩ ƛƴ ŜŘǳŎŀǘƛƻƴ ŦƻǊ ŀƭƭ ƛǎ 
determined by the aim of facilitating learning opportunities for a wide spectrum of 
students with multiple learning abilities. TƘŜ ŀƛƳ ƻŦ ƳƛƴƛƳƛǎƛƴƎ ΨƎŀǇǎΩ ƻŦ ǎǘǳŘŜƴǘǎΩ 
ŜŘǳŎŀǘƛƻƴ ŀǘǘŀƛƴƳŜƴǘ ƛǎ ŀƭǎƻ ŀ aƛƴƛǎǘǊȅΩǎ ǇǊƛƻǊƛǘȅ ǘƻ ōǊƛƴƎ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ƛƴ-line 
with international standards. tŀǊǘƛŎǳƭŀǊƭȅ ǎŜŎǘƛƻƴǎ ǘǿƻ ŀƴŘ ǘƘǊŜŜ ŜƴǘƛǘƭŜŘΥ ΨTowards 
ŀƴ LƴŎƭǳǎƛǾŜ ŀƴŘ /ƻƳǇǊŜƘŜƴǎƛǾŜ {ŜŎƻƴŘŀǊȅ {ŎƘƻƻƭΩ and Ψ9ǉǳƛǘŀōƭŜ [ŜŀǊƴƛƴƎ 
ProgrammeǎΩΣ ƛƴ ǿƘƛŎƘ ǘƘŜ ǘŜǊƳ Ψ¢ƻǿŀǊŘǎΩ ƛǎ ŀƭǎƻ ǊŜǇǊŜǎŜƴǘƛƴƎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ΨƻǿƴΩ 
ŀǎǇƛǊŀǘƛƻƴ ƛƴ ŦƛƴŘƛƴƎ ŀ ǎƻƭǳǘƛƻƴ ǘƻ ǘƘŜ ΨaŀƭǘŜǎŜ ŦŀƛƭǳǊŜΩ ǘƻ ǊŜŀŎƘ LƴǘŜǊƴŀǘƛƻƴŀƭ 
benchmark statistics mentioned above.  
 

ά¢ƘŜ aƛƴƛǎǘǊȅ ŦƻǊ 9ŘǳŎŀǘƛƻƴ ŀƴŘ 9ƳǇƭƻȅƳŜƴǘ ƛǎ ǇǊƻǇƻǎƛƴƎ ŀƴ 
equitable quality learning provision in secondary schools that respects 
ŀƭƭ ǎǘǳŘŜƴǘǎΩ ƳǳƭǘƛǇƭŜ ƛƴǘŜƭƭƛƎŜƴŎŜǎ ŀƴŘ ǇǊƻǾƛŘŜǎ ŘƛŦŦŜǊŜƴǘ ƭŜŀǊƴƛƴƎ 
ǇǊƻƎǊŀƳƳŜǎ ŀƴŘ ŘƛŦŦŜǊŜƴǘ ƳƻŘŜǎ ƻŦ ƭŜŀǊƴƛƴƎ ŀǎǎŜǎǎƳŜƴǘǎέ όнлмпΤ 
p.6). 

 
In this document, policy makers refer to the MiƴƛǎǘǊȅΩǎ ŎƭŀƛƳǎ ǘƘŀǘ ǘƘŜ ŎǳǊǊŜƴǘ 
aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛǎ ΨŦŀƛƭƛƴƎΩ ǘƻ ǇǊƻǾƛŘŜ ǎǘǳŘŜƴǘǎ ǿƛǘƘ ŀ ǊŜƭŜǾŀƴǘ ŜŘǳŎŀǘƛƻƴΣ 
ƘƛƎƘƭƛƎƘǘƛƴƎ ǘƘŀǘ ǘƘŜ ŎǳǊǊŜƴǘ ǎǘǊǳŎǘǳǊŜ ƛǎ ŀƴ ǳƴŦŀƛǊ ΨƻƴŜ ǎƛȊŜ Ŧƛǘǎ ŀƭƭΩ ǎȅǎǘŜƳΦ ¢ƘŜ ǇƻƭƛŎȅ 
ƳŀƪŜǊ ǇǊŜǎŜƴǘǎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƛŘŜŀ ƻŦ ŀ ΨŦŀƛǊΩ education for all should focus on 
ǎǘǳŘŜƴǘǎΩ ŀǘǘŀƛƴƳŜƴǘ ǊŜǎǳƭǘǎ ƛƴ ǘƘŜ ǘŜǊƳƛƴŀƭ ό{9/ύ ŜȄŀƳƛƴŀǘƛƻƴǎΦ Lƴ ŘƻƛƴƎ ǎƻ ǘƘŜ 
aƛƴƛǎǘǊȅ ǇǊƻƳƛǎŜǎ ŀ ƴŜǿ ΨǉǳŀƭƛŦƛŎŀǘƛƻƴ ǎȅǎǘŜƳΩ ǎƘƛŦǘƛƴƎ ŦǊƻƳ ŀ ƪƴƻǿƭŜŘƎŜ-recall 
system that currently characterizes the SEC into a system that supports different 
cognitive abilities (Gardner, 1983). However, the policy makers fail to communicate 
in this document how these new alternative qualification system will address 
students with different cognitive abilities. Furthermore, it is evident that the 
aƛƴƛǎǘǊȅΩǎ ŦƻŎǳǎ ƻŦ ΨǊŜŀŎƘƛƴƎ ƴŜǿ ƘŜƛƎƘǘǎΩ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ƛǎ Ƴŀƛƴƭȅ ŘǊƛǾŜƴ ōȅ 
ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ƛƴ ǘƘŜ {9/Φ !ǎ ǊŜǾƛŜǿŜŘ ƛƴ ŎƘŀǇǘŜǊ ǘƘǊŜŜ ό{9/ ƻǾŜǊǾƛŜǿύΣ  ǘƘŜ 
current education system, any SEC examination is considered equivalent to Malta 
Qualifications Framework (MQF) level three and this contributes positively towards 
ǎǘǳŘŜƴǘǎΩ ǇǊƻƎǊŜǎǎƛƻƴ ǘƻ Ǉƻǎǘ-secondary education.  
 

 
Figure 4-7 Ψaȅ WƻǳǊƴŜȅΥ !ŎƘƛŜǾƛƴƎ ǘƘǊƻǳƎƘ ŘƛŦŦŜǊŜƴǘ ǇŀǘƘǎΩ όa959Σ нлмс) 
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Figure 4-7 shows a visual diagram of how levels in the current qualification system 
work. It also shows how current SEC structures already offer different types of 
attainment routes. However, the diagram also shows how different attainment 
routes do not offer studenǘǎ ŀƴ ΨŜǉǳŀƭΩ ƭŜǾŜƭ ƻŦ ŀǘǘŀƛƴƳŜƴǘΦ 9ǾŜǊȅ ŎƻƭƻǳǊ ǊŜǇǊŜǎŜƴǘǎ 
a different type of education route (traditional/vocational) and at which level each 
route enables students to terminate their studies. However, there is also no mention 
in the document regarding what type of education route each colour represents. 
Presumably the red-coloured route is the traditional academic route because it is 
ǎȅƳōƻƭƛŎŀƭƭȅ ǊŜǇǊŜǎŜƴǘŜŘ ŀǎ ŀ ǎǘǊŀƛƎƘǘ ƭƛƴŜΣ ǿƛǘƘƻǳǘ ŀƴȅ ΨŘŜǘƻǳǊǎΩ ŦƻǊ ǎǘǳŘŜƴǘǎ ǘƻ 
achieve a level three certification. This also suggests how this diagram is used 
critically in this policy. This diagram outlines the current disadvantages for students 
who have to go through an un-equal structure of different levels of attainment in the 
current education system.  
 

άLǘ ŀƛƳǎ ǘƻ extend and widen the learning experience through learning 
ǇǊƻƎǊŀƳƳŜǎ ǘƘŀǘ ƭŜŀŘ ǘƻ ǉǳŀƭƛŦƛŎŀǘƛƻƴǎ ŀǘ avC [ŜǾŜƭ оΧ !ƭƭ 
compulsory and optional subjects lead up to EQF/MQF Level 3 as 
ƻǇǇƻǎŜŘ ǘƻ ǘƘŜ ŎǳǊǊŜƴǘ ǇǊƻǾƛǎƛƻƴ ǿƘŜǊŜ ǘƘŜǊŜ ƛǎ ƴƻ ǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳΧέ 
(2014; p.6). 

 
!ƭǘƘƻǳƎƘ ǘƘƛǎ ǇƻƭƛŎȅ ǇǊƻƳƛǎŜǎ ǘƻ ΨǿƛŘŜƴ ǘƘŜ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜΩ of the student in 
compulsory education, the ways in which the Ministry intends to achieve this 
promise are not articulated. It is however explained how a newly proposed 
qualification system will align the level of attainment (level three) equally for all 
different alternative learning routes. Figure 4-8 shows a diagram of how different 
learning routes will give the students the opportunity to achieve the same attainment 
at level three notwithstanding the type of education route. However, it is not 
explained in the policy how this equitable quality learning system would in fact 
translate in practice. 
 
 

 
 

Figure 4-8 Ψaȅ WƻǳǊƴŜȅΥ !ŎƘƛŜǾƛƴƎ ǘƘǊƻǳƎƘ ŘƛŦŦŜǊŜƴǘ ǇŀǘƘǎΩ όa959Σ нлмсύ 
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4.4.3.4 ¢ƻǿŀǊŘǎ ŀ ƴŜǿ ΨƳƛƴŘ ǎƘƛŦǘΩ 
 
In My Journey (MEDE, 2016) policy makers refer several times to how Maltese 
education is currently facing significant threats. Policy makers emphasize how a 
ΨǘŜŎƘƴƻŎǊŀǘƛŎΩ ƳƻŘŜƭ ƻŦ ŜŘǳŎŀǘƛƻƴ ƛƴ ǿƘƛŎƘ ƻƴŜ ǎȅǎǘŜƳ ƛǎ ŘŜǎƛƎƴŜŘ ǘƻ ŎŀǘŜǊ ŦƻǊ ŀƭƭ 
students alike is currently driving these threats. As reviewed in the context and 
literature review (chapter 2), in the past the Ministry of Education has outlined how 
introducing alternative type of SEC subjects (mainly VET) was a positive step towards 
ƳƛǘƛƎŀǘƛƴƎ aŀƭǘŜǎŜ ΨŦŀƛƭƛƴƎǎΩ ƛn education. However, teachers, parents and 
institutions have also explained how the change from the traditional mainstream 
education system to the introduction of alternative SEC examination subjects is a 
challenge that requires a change in culture amongst all stakeholders.  
 

ά¢ŜŀŎƘŜǊǎ ƴŜŜŘ ǎǳǇǇƻǊǘ ǘƻ ŘŜǇŀǊǘ ŦǊƻƳ ǘŜŎƘƴƻŎǊŀǘƛŎ ƳƻŘŜƭǎ ǿƘƛŎƘ 
risk reducing them as mere administrators of heavily loaded syllabi 
with prescribed knowledge and content, and increasingly become 

empowered facilitators and specialistsΟfor learning skills, attitudes 
ŀƴŘ ǾŀƭǳŜǎέ όнлмпΤ ǇΦмлύ. 

 
¢ƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎΩ ǊŜǎǇƻƴǎŜ ǘƻ ǘƘƛǎ ŎƘŀƭƭŜƴƎŜ ƛǎ ƛƴ ǳǎƛƴƎ ΨƘƻƭƛǎǘƛŎΩ ŦƻǊƳǎ ƻŦ ƭŀƴƎǳŀƎŜ 
(Stables & Scott, 2002) encouraging education stakeholders to adopt a change in 
culture. Instruction is given to teachers and school administrators about how all 
ŜŘǳŎŀǘƛƻƴ ǎǘŀƪŜƘƻƭŘŜǊǎ ǎƘƻǳƭŘ ŀŘƻǇǘ ǘƘƛǎ ΨǳƴƛŦƛŜŘ ƴŜǿ ŘƛǊŜŎǘƛƻƴΩΦ Lƴ My Journey 
όa959Σ нлмсύΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǎǘŀǘŜ ǘƘŀǘ ŀ ΨǳƴƛŦƛŜŘ ƴŜǿ ŘƛǊŜŎǘƛƻƴΩ ǎƘƻǳƭŘ ƘŀǾŜ ƴƻ 
ΨƳƛŘŘƭŜ ƎǊƻǳƴŘΩ ōŜǘǿŜŜƴ ŎǳǊǊŜƴǘ ŀƴŘ ŦǳǘǳǊŜ ƭŜarning structures. Hence a complete 
new mind-ǎƘƛŦǘ ƛǎ ƪŜȅ ǘƻǿŀǊŘǎ ƛƳǇƭŜƳŜƴǘƛƴƎ ǘƘŜ ǇƘŀǎŜǎ ƻŦ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇǊƻǇƻǎŜŘ 
reform. As shown in figure 4-9, policy makers call upon characteristics of past 
(current) education practices once again to legitimize how a mind-shift amongst all 
stakeholders is necessary for Maltese education to move forward. Teachers are 
asked to re-set their teaching practices based on new principles of education. 
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Figure 4-9 My WƻǳǊƴŜȅΥ !ŎƘƛŜǾƛƴƎ ǘƘǊƻǳƎƘ ŘƛŦŦŜǊŜƴǘ ǇŀǘƘǎΩ όa959Σ нлмсύ 

 
In figure 4-9, policy makers show the proposed steps for an effective mind-shift from 
past education practices using a two-way (before and after) chart. These consist of 
specific characteristics that featured/s in current education systems and proposed 
new characteristics of the envisaged future of Maltese education. This features a 
ŎƻƳǇŀǊŀǘƛǾŜ ŘƛǎŎƻǳǊǎŜ ŀǇǇǊƻŀŎƘ ōȅ ŎƻƳǇŀǊƛƴƎ Ǉŀǎǘ ŜŘǳŎŀǘƛƻƴ ΨŦŀƛƭƛƴƎǎΩ ǘƻ ǇƻǘŜƴǘƛŀƭ 
future desired objectives. Due to its size and resources, historically Maltese 
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education policy makers in various circumstances draw comparisons between 
Maltese education structures with other international education structures (Mayo, 
2013), comparing education performances in different types of education in Malta 
and drawing comparisons with education standards set by the EU and/or beyond. In 
this case, policy makers focus on the need of a new mind-set for Maltese teachers 
and institutions based on comparisons between the current and a proposed future 
of education. This particularly focuses on the need to introduce vocational and 
applied education structures as alternative routes to the current mainstream 
academic route. Figure 4-9 ŎƭŜŀǊƭȅ ŘŜƳƻƴǎǘǊŀǘŜǎ Ƙƻǿ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ΨƭŀōŜƭΩ ǘƘŜ 
current edǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŀǎ ŀ ΨƻƴŜ ǎƛȊŜ Ŧƛǘǎ ŀƭƭΩ ǎȅǎǘŜƳ ǿƛǘƘ ǇŀǊǘƛŎǳƭŀǊ ŦƻŎǳǎ ƻŦ ƭŀŎƪ ƻŦ 
ΨǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳΩ ōŜǘǿŜŜƴ ŘƛŦŦŜǊŜƴǘ ǘȅǇŜǎ ƻŦ ŜŘǳŎŀǘƛƻƴΣ ƭŜŀǊƴƛƴƎ ǎǘȅƭŜǎ ŀƴŘ ǘȅǇŜǎ ƻŦ 
assessment. 
 
The first column on the left-hand side of figure 4-9, policy makers outline 
characteristics of current education in Malta. In the column on the right, the policy 
proposes a number of benefits envisaged by the introduction of the new system. 
However, there is a clear sense of vague agency about who are the targeted 
beneficiaries of the new system, what action needs to be taken and by who to reach 
these goals. The policy uses open mode of ŀŘŘǊŜǎǎ ǎǳŎƘ ŀǎ άŀƭƭ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭǎ ǘƻ 
ŘŜǾŜƭƻǇΧέΣ άǘŜŀŎƘƛƴƎ ǘƻǿŀǊŘǎΧέ   ŀƴŘ άŎŀǊŜŜǊ ƎǳƛŘŀƴŎŜ ǘƻ ŦŀŎƛƭƛǘŀǘŜΧέ and removes 
itself from the specificities of who (which area, which professional) needs to be 
engaged in this reform to achieve the envisaged targets. This mode of address makes 
it difficult for those who need to implement this reform to establish a practical way 
forward to achieve these targets.  
 
Moreover, the policy maker ǳǎŜǎ ǘŜǊƳǎ ǎǳŎƘ ŀǎ ΨǘǊŀŘƛǘƛƻƴŀƭ ŎƭŀǎǎǊƻƻƳǎΩΣ ΨǎŜƭŜŎǘƛǾŜ 
ŜŘǳŎŀǘƛƻƴΩΣ Ψƴƻ ǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳΩΣ ΨǎǳƳƳŀǘƛǾŜ ŀǎǎŜǎǎƳŜƴǘΩΣ ΨŘŜŀŘ-ŜƴŘǎΩ ŀƴŘ 
ΨƛǎƻƭŀǘƛƻƴΩΦ ¢ƘŜǎŜ ǘŜǊƳǎ ŀǊŜ ƎŜƴŜǊŀƭƭȅ ǳǎŜŘ ƛƴ ŜŘǳŎŀǘƛƻƴ ǘƻ ǾƻƛŎŜ ǎǇŜŎƛŦƛŎ ΨŦŀƛƭǳǊŜǎΩ ƛƴ 
particular education practices. Policy makers, use these terms and depict a negative 
image of current education in Malta to emphasize on the need of change. Conversely, 
this image is then contrasted with as an opposing image on the right-hand side 
column, uǎƛƴƎ ǘŜǊƳǎ ǎǳŎƘ ŀǎ ΨƛƴŎƭǳǎƛǾŜΩΣ ΨŎƻƳǇǊŜƘŜƴǎƛǾŜΩ ŀƴŘ ΨŜǉǳƛǘŀōƭŜΩΦ ¢ƘŜǎŜ ǘŜǊƳǎ 
are generally accepted terms by most education stakeholders and are 
characteristically used by policy makers to legitimize change in education but not 
necessarily to facilitate implementation processes. 
 
 
 

4.4.4 Discussion 

This proposed ǇƻƭƛŎȅ ŎŀǇǘǳǊŜǎ ǘƘŜ Ƴƛǎǎƛƻƴ ǘƻ ƛƳǇƭŜƳŜƴǘ aƛƴƛǎǘǊȅΩǎ Ǿƛǎƛƻƴ ŦƻǊ ǘƘŜ 
aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ƛƴ ǘƘŜ ŎƻƳƛƴƎ ȅŜŀǊǎΦ tƻƭƛŎȅ ƳŀƪŜǊǎ ŜƳōƻŘȅ ŀƴ ΨƛƴŎƭǳǎƛǾŜΩ ƳƻŘŜ ƻŦ 
address throughout this policy, using words such as we, us and together implying 
how teamwork amongst stakeholders is necessary to move on towards the next 
ǎǘŀƎŜǎ ƻŦ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜΦ ¢ƘŜ ƻōƧŜŎǘƛǾŜ ƛǎ ǘƻ ǊŜŦƻǊƳ aŀƭǘŀΩǎ ƳŀƛƴǎǘǊŜŀƳ 
ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ōȅ ŀŎƘƛŜǾƛƴƎ ΨǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳΩ ƻƴ ŘƛŦŦŜǊŜƴǘ ƭŜǾŜƭǎ ŀƴŘ ǘȅǇŜǎ ƻŦ 
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education within the system. Thus, I argue that an inclusive mode of address used in 
ǘƘƛǎ ǇƻƭƛŎȅ Ŏŀƴ ōŜ ŎƻƴǎƛŘŜǊŜŘ ŀǎ ŀ ŦƻǊƳ ƻŦ άƳŀƴŀƎŜǊƛŀƭƛȊŀǘƛƻƴέ όaǳƭŘŜǊǊƛƎΣ нлммΣ 
p.570), used by policy makers to bring a sense of collaboration amongst stakeholders 
and to introduce a wider-range of actors to participate in this reform, 
notwithstanding the past, historic and ideological clashes between types of 
education in Malta. 
 
¢ƘŜ aƛƴƛǎǘǊȅΩǎ Ǉƭŀƴ ƛǎ ǘƻ ŀŎƘƛŜǾŜ ΨǇŀǊƛǘȅΩ ǿƛǘƘƛƴ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ōȅ 
providing students at secondary schools with an education that is comparable and 
competitive between different vocational, academic and applied education, bringing 
them in-line with other international standards and improve rates of student 
retention.   However, through this policy the Ministry seems to want different things 
categorised under one issue, that of achieving parity of esteem. The objectives of 
achieving National inclusivity, international competitiveness ŀƴŘ ǎǘǳŘŜƴǘǎΩ results 
and retention are not the same thing and cannot be put under one umbrella as the 
policy suggests. One can argue that these objectives are different in nature and can 
be hard and possibly contradictory in certain cases when one tries to implement 
educational structures to achieve these objectives. 
 
It is evident how the Ministry also ŎƻƴƴŜŎǘǎ ΨǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳΩ ǿƛǘƘ ǘƘŜ Ŧƛƴŀƭ ǘŜǊƳƛƴŀƭ 
examination system in which policy makers particularly refer to what the Ministry 
ŎƻƴǎƛŘŜǊǎ ŀǎ ΨŦŀƛƭƛƴƎǎΩ ōȅ ǘƘŜ Ǉŀǎǘ ŀƴŘ ŎǳǊǊŜƴǘ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΦ IƻǿŜǾŜǊΣ 
in the later stages of this study the notion of ΨŦŀƛƭƛƴƎǎΩ will be examined further ς 
particularly in relation to ǎǘǳŘŜƴǘǎΩ ǇǊŜǇŀǊŀǘƛƻƴ ŦƻǊ ǘƘŜ {9/ examinations. The 
aƛƴƛǎǘǊȅΩǎ ƳƻǘƛǾŀǘƛƻƴ ǘƻ ǊŜŦƻǊƳ aŀƭǘŀΩǎ ƳŀƛƴǎǘǊŜŀƳ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ is also driven 
by political objectives (mainly statistical) that address gaps in the Maltese education 
system outlined in international reports such as the PISA (2018) report. Moreover, 
ǘƘƛǎ ŀƴŀƭȅǎƛǎ ŀƭǎƻ ǎƘƻǿǎ Ƙƻǿ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŎŀǊŜŦǳƭƭȅ ŀŘŘǊŜǎǎ ƛǎǎǳŜǎ ƻŦ ΨǇŀǊƛǘȅ ƻŦ 
ŜǎǘŜŜƳΩ ƻŦ ŜŘǳŎŀǘƛƻƴ ƛƴ aŀƭǘŀ ōȅ ǳǎƛƴƎ ǎǇŜŎƛŦƛŎ ŘƛǎŎƻǳǊǎŜ ŦƻǊƳǳƭŀǘƛƻƴǎ ǎǳŎƘ ŀǎ 
holistic and collaborative types of language to address wide audiences to come 
together for a cultural reform in education. 
 
In this policy, ǘƘŜ aƛƴƛǎǘǊȅ ŎƭŀƛƳǎ ǘƘŀǘ ƛǎǎǳŜǎ ǊŜƭŀǘƛƴƎ ǘƻ ΨǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳΩ ƭƛŜ ŀǘ ǘƘŜ 
core of current problems in Maltese education system. One of the underlying 
concerns given by policy makers is aŀƭǘŀΩǎ Ŏonnection to past education systems set 
ōȅ Ŏƻƭƻƴƛŀƭ ǇǊŀŎǘƛŎŜǎ ǿƘƛŎƘ ŀǊŜ ǳƴŦƛǘ ŦƻǊ ǘƻŘŀȅΩǎ ŜŘǳŎŀǘƛƻƴ ƛƴ aŀƭǘŀΦ But it is evident 
that these still have a significant presence on current education policymaking as 
policy makers make no distinction in this document between the past and the 
ǇǊŜǎŜƴǘ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳǎΣ ŀƴŘ ǘƘƛǎ ǎƛƎƴƛŦƛŜǎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǾƛŜǿǎ ƻƴ Ƙƻǿ aŀƭǘŀ 
currently operates an out-ŘŀǘŜŘ ǎȅǎǘŜƳ ǘƘŀǘ ƛǎ ƛƴŎƻƳǇŀǘƛōƭŜ ǿƛǘƘ ǘƻŘŀȅΩǎ ŜŘǳŎŀǘƛƻƴŀƭ 
needs. Furthermore, the policy makers make it evident that Maltese education needs 
a hard-divorce from its past in order for it to progress towards the future.  
 
IƻǿŜǾŜǊΣ ǘƘƛǎ ŘƻŎǳƳŜƴǘ ŀƭǎƻ ǎƘƻǿǎ Ƙƻǿ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƳƻǘƛǾŀǘƛƻƴǎ ǘƻ ƛƳǇǊƻǾŜ ǘƘŜ 
aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŀǊŜ ǇŀǊǘƛŎǳƭŀǊƭȅ ΨǇŜǊǎƻƴŀƭƛǎŜŘΩ. Focusing on the 
iƳǇǊƻǾŜƳŜƴǘ ƻŦ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ {9/ ŜȄŀƳƛƴŀǘƛƻƴǎΦ Lƴ ǘƘƛǎ ŘƻŎǳƳŜƴǘΣ 
ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŀǊǘƛŎǳƭŀǘŜ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǾƛŜǿǎ ƻƴ ǿƘŀǘ Ƙŀǎ ŀƴŘ ŎǳǊǊŜƴǘƭȅ ƛǎ ΨŦŀƛƭƛƴƎΩ 
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students in the Maltese education system. Local and international statistics are often 
used as reference points to legitimize proposed reform, however policy makers use 
ǿƛŘŜƭȅ ŀŎƪƴƻǿƭŜŘƎŜŘ ǘŜǊƳǎΣ ǎǳŎƘ ŀǎ ΨƛƴŎƭǳǎƛƻƴΩ ŀƴŘ ΨŜǉǳƛǘȅΩ ƛƴ ŜŘǳŎŀǘƛƻƴ ŀǎ ǎƻƭǳǘƛƻƴǎ 
ǘƻ ƳƛǘƛƎŀǘŜ ΨŦŀƛƭǳǊŜǎΩ ǿƛǘƘƛƴ ǘƘŜ ǎȅǎǘŜƳΦ This policy embodies ǘƘŜ ǿƻǊŘ ΨaȅΩ ƛƴ Ψaȅ 
WƻǳǊƴŜȅΩ and is used as a gesture to show how ǘƘƛǎ ǇƻƭƛŎȅ ŀƭǎƻ ΨǎǇŜŀƪǎΩ from the 
studentsΩ Ǉƻǎƛǘƛƻƴ ƛƴ ǘƘŜ ǊƻŀŘ ǘƻǿŀǊŘǎ ΨŀƳŜƭƛƻǊŀǘƛƴƎΩ ǘƘŜƛǊ ŜŘǳŎŀǘƛƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜǎΦ 
In My Journey όa959Σ нлмсύ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǎƘƻǿ ǘƘŜ aƛƴƛǎǘǊȅΩǎ Ƴƛǎǎƛƻƴ ŦƻǊ aŀƭǘŜǎŜ 
education to welcome and see the progression of a wide spectrum of students from 
compulsory education to post-secondary education. However, I argue that it fails to 
define how the policy objectives could be translated into practice, and this runs the 
risk of increasing gaps between policy rhetoric and education realities in Malta.  
 
¢ŜŜ όнллуύ ŀǊƎǳŜǎ ǘƘŀǘ ΨǊƘŜǘƻǊƛŎ-ǊŜŀƭƛǘȅ ƎŀǇǎΩ όнллуΤ ǇΦрфуύ ƛƴ ŜŘǳŎŀǘƛƻƴ ŀǊŜ ǊŜƭŀǘŜŘ 
to the particular type of view policy makers choose in order to describe particular 
ΨǊŜŀƭƛǘƛŜǎΩ ǿƛǘƘƛƴ ŀƴ ŜŘǳŎŀǘional context. In the case of this document, policy makers 
ŘŜǇƛŎǘ ΨǊŜŀƭΩ ǎƛǘǳŀǘƛƻƴǎ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ŦǊƻƳ ŀ ΨǇŜǊǎƻƴŀƭƛǎŜŘΩ ǾƛŜǿ ōŀǎŜŘ ǳǇƻƴ 
quantitative reports, statistics, comparisons with international education structures, 
ǇŀǎǘκǇǊŜǎŜƴǘ ΨŦŀƛƭǳǊŜǎΩΣ ƛƴŘǳǎǘǊȅ ǊŜǉǳƛǊŜƳŜƴǘǎ ŀƴŘ ǇŜƻǇƭŜΩǎ ŎǳƭǘǳǊŜΦ IƻǿŜǾŜǊΣ ǘƘŜ 
ΨǊŜŀƭƛǘȅΩ ŘŜǇƛŎǘŜŘ ōȅ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǘƻ ŘŜǎŎǊƛōŜ ǇǊƻōƭŜƳǎ ŀƴŘ ŎƘŀƭƭŜƴƎŜǎ ǘƘŀǘ ǳƴŘŜǊǇƛƴ 
this policy do not include any personal views from education stakeholders or 
experiences of current situations in Maltese education system. I argue that policy 
ƳŀƪŜǊǎΩ ŘŜǇƛŎǘƛƻƴǎ ƻŦ ǇŀǊǘƛŎǳƭŀǊ ΨǊŜŀƭƛǘƛŜǎΩ ƛƴ ŎǳǊǊŜƴǘ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ŀǊŜ ŘŜǘŀŎƘŜŘ 
from day-to-day experiences lived in such situations by various education 
stakeholders. Yet an understanding of such is fundamental towards the 
understanding of current education structures and the future development of 
Maltese education. 
 
In the next section, language formulations used in A Policy on Inclusive Education in 
Schools (MEDE, 2019) shall be analysed. This is the latest policy published by the 
Ministry of education and it is published mid-way into its ten-year strategy to reform 
aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴŀƭ ǎȅǎǘŜƳΦ  
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4.5 Policy on Inclusive Education in Schools ς Route to Quality Inclusion (MEDE, 
2019) 

 

4.5.1 Background 

 
Since 2014, the Ministry of Education has been voicing clear messages regarding 
inclusive education approaches that should be adopted in schools. This is outlined in 
publications, education policy documents and other initiatives published by the 
Ministry of Education such as the Special Needs and Inclusive Education in Malta 
(MEDE, 2015) .  
 
In 2015, the Ministry of Education launched this external audit report on measures 
and adoption of inclusive education approaches in Maltese mainstream education. 
This report highlights the educational challenges due to social shifts in Malta because 
of  its  fast economic growth, (NSO, 2018) particularly in catering for the integration 
of the increasing numbers of migrant children in schools. It outlines the core of these 
challenges which lie in issues of misconception regarding  the concept and function 
of inclusive education approaches in schools. This report calls for the need to;  
 

ά5ŜǾŜƭƻǇ ŎƻƴŎŜǇǘǳŀƭ ŎƭŀǊƛǘȅ ǘƻ ŜƴǎǳǊŜ ǘƘŀǘ ŀƭƭ ǎǘŀƪŜƘƻƭŘŜǊǎ 
ǳƴŘŜǊǎǘŀƴŘ ƛƴŎƭǳǎƛǾŜ ŜŘǳŎŀǘƛƻƴ ŀǎ ŀƴ ŀǇǇǊƻŀŎƘ ŦƻǊ ŀƭƭ ƭŜŀǊƴŜǊǎέ όнлмрΤ 
p.94). 

 
Since this report, the principles of inclusive education have become more prominent 
ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇǊƻǇƻǎals to modernise the Maltese education system. Figure 4-10 
presents the increasing number of terms related to inclusive education, i.e. inclusive, 
inclusivity, inclusion and inclusiveness, in strategic policy documents published by 
the Ministry since 2014. Objectives set by the Ministry translate into pluralist learning 
concepts about the importance of personalized education practices to reform 
aŀƭǘŀΩs National terminal examination system (SEC).  
 
 

 
 

Figure 4-10 Frequency of terms related to Inclusivity in the three policy documents 
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¢ƘŜ ŎƻƴŎŜǊƴǎ ƛƳǇƭƛŜŘ ƛƴ ǘƘƛǎ ŘƻŎǳƳŜƴǘ ŜŎƘƻ ǘƘŜ aƛƴƛǎǘǊȅΩǎ preoccupations that 
feature in the other two policies examined in  sections 4.3 and 4.4. These 
preoccupations relate to how the Ministry is concerned regarding current education 
practices and culture in Malta which are fully focused on preparing students for the 
SEC terminal examinations. In 2019, the Ministry of Education ǇǳōƭƛǎƘŜŘ ΨA Policy on 
Inclusive Education in Schools ς wƻǳǘŜ ǘƻ vǳŀƭƛǘȅ LƴŎƭǳǎƛƻƴΩ (MEDE, 2019). This policy 
is another responsive action by the Ministry to mitigate its concerns, where it 
proposes ǘƻ ƛƴǘǊƻŘǳŎŜ ŀƴ ƛƴŎƭǳǎƛǾŜ ŜŘǳŎŀǘƛƻƴ όL9ύ ǎȅǎǘŜƳ άǿƘŜǊŜ ŜǾŜǊȅƻƴŜ ƛǎ ǾŀƭǳŜŘΣ 
ŀŎŎŜǇǘŜŘ ŀƴŘ ŜƴŎƻǳǊŀƎŜŘ ǘƻ ǘƘǊƛǾŜέ όнлмуΤ ǇΦпύ.  
 
Whilst this document shares similar IE principles to other international education 
structures (UNESCO, 2001), the MinisǘǊȅΩǎ ƻōƧŜŎǘƛǾŜǎ ƛƴ ǘƘŜ L9 ǇƻƭƛŎȅ ŀƭǎƻ ƭƛƴƪ ǘƻ ǘƘŜ 
objectives set in its ten-year strategy: 
 

άΧ ƛǎ ŎƻƳƳƛǘǘŜŘ ƛƴ ŎƻƴǎƻƭƛŘŀǘƛƴƎ ǘƘŜ ŦƻǳǊ ōǊƻŀŘ Ǝƻŀƭǎ ŜǎǘŀōƭƛǎƘŜŘ ƛƴ 
the Framework for the Education Strategy for Malta 2014-нлмпΧ 
These policy documents compliment the new secondary education 
ǊŜŦƻǊƳ aȅ WƻǳǊƴŜȅΥ !ŎƘƛŜǾƛƴƎ ǘƘǊƻǳƎƘ ŘƛŦŦŜǊŜƴǘ ǇŀǘƘǎέ όнлмфΤ ǇΦ рύ. 
 

This policy demonstrates how the Ministry of Education attempts to widen the 
concept of IE in schools as a pluralistic vision that offers educational access for 'all 
ǇƻǎǎƛōƭŜ ŦƻǊƳǎϥ ƻŦ ŘƛǾŜǊǎƛǘȅΦ ¢ƘŜ aƛƴƛǎǘǊȅΩǎ ŀǇǇǊƻŀŎƘ ƻŦ ƛƴǘǊƻŘǳŎƛƴƎ L9 ƛƴ ǎŎƘƻƻƭǎ Ŏŀƴ 
also be linked to other International IE approaches. Ainscow (2005) explains that 
whilst in some countries IE is seen as an education approach to cater for students 
with physical and mental disabilities, Internationally, IE is increasingly being seen as 
a wider reform in education and introduced by policy makers to encourage education 
ǎȅǎǘŜƳǎ ǘƻ άΧǿŜƭŎƻƳŜ ŘƛǾŜǊǎƛǘȅ ƛƴ ŀƭƭ ƛǘǎ ŦƻǊƳǎ ŀƳƻƴƎǎǘ ŀƭƭ ƭŜŀǊƴŜǊǎέ ό2005; p.109). 
Ainscow (2005) also outlines that widening the concept of IE in an education system 
can present issues of clarity in the definitions of IE amongst education stakeholders. 
As previously explained in this section, in Malta issues of clarity in the definitions 
about IE amongst education stakeholders has also been outlined in the 2015 special 
needs and inclusive education in Malta report. Paradoxically, in the 2019 IE policy it 
ƛǎ ǎǘŀǘŜŘ ǘƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŀƛƳ ƛǎ ǘƻΥ 
 

άΧŎǊŜŀǘŜ ŎƭŀǊƛǘȅ ŀǊƻǳƴŘ ǘƘŜ concept of inclusion by widening the spectrum of 
ŎƻƴŎŜǊƴǎ ŀƴŘ ŘƛǎŎƻǳǊǎŜǎ ǘƻ ŀƭƭ ǇƻǎǎƛōƭŜ ŦƻǊƳǎ ƻŦ ŘƛǾŜǊǎƛǘȅέ όнлмфΤ ǇΦ моύ. 

 
This shows how despite that 4 years earlier the need was raised to clarify the terms 
that embody inclusive education in Malta, clarity was still not achieved. Therefore, 
reasserting a wish to achieve clarity of the concept of inclusion through a formal 
policy. This shall be the point of entry of the following analysis. Discourse 
formulations used in the IE 2019 policy shall be subject ŦƻǊ ŜƴǉǳƛǊȅ ǘƻ ŜǎǘŀōƭƛǎƘ ΨƭŜǾŜǊǎ 
ƻŦ ŎƘŀƴƎŜΩ ό!ƛƴǎŎƻǿΣ нлмрύ ǎŜǘ ōȅ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴΦ tŀǊǘƛŎǳƭŀǊƭȅ 
how policy makers use principles of IE as a contemporary form of language associated 
with progress, how these principles are at the core of this key policy and how the 
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Ministry sees these principles as a way forward towards the future of Maltese 
education. 
 
 

4.5.2 Key Themes 

This policy is a twenty-nine-page document launched by the Ministry of Education 
specifically addresses teachers and heads of schools to introduce the necessary IE 
ǎǘǊǳŎǘǳǊŜǎ ǘƻ ΨŎŀǘŜǊΩ ŦƻǊ a wide diversity of student population. As indicated 
previously, this stage adopts FaircloughΩǎ (2010) inductive analysis of the policy 
documents. This stage helped me develop initial analytic descriptions of key areas 
promoted in the policy. Following this was an interpretation of these areas into two 
overarching textual themes. From the initial analysis, it clearly emerged how policy 
makers attempt to address key learning deficits in this policy by addressing issues 
ǊŜƭŀǘƛƴƎ ǘƻ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩΣ ΨǇǊƻƎǊŜǎǎΩ ŀƴŘ ǘƘŜ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴǎ ŀǊƻǳƴŘ ǘƘŜǎŜ ǘǿƻ 
desired objectives. 
 
TƘƛǎ ǎŜŎǘƛƻƴ ǎƘŀƭƭ ŀƴŀƭȅǎŜ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǘƘŜƳŜǎ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ŦǳǊǘƘŜǊ ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
ǇƭǳǊŀƭƛǎǘƛŎ Ǿƛǎƛƻƴ ǘƘŀǘ ƛǎ ǇǊƻǇƻǎŜŘ ƛƴ ǘƘƛǎ ŘƻŎǳƳŜƴǘ ŀƴŘ ƛǘǎ ǊƻƭŜ ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǘŜƴ-
year strategy:  
 

1. /ƻƴŎŜƛǾƛƴƎ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ aŀƭǘŜǎŜ 9ŘǳŎŀǘƛƻƴΤ 
2. Making way for progress. 

 
 

4.5.3 Analysis of each theme 

 

4.5.3.1 Conceiving valuable inclusivity in Maltese education 
 
Connections between local and international education structures feature 
historically in policy documents published by the Ministry and this policy is no 
different. Background/context section of this policy refers to a report published from 
the Council of the European Union (EU, 2017) defining the underlying philosophy 
ŘǊƛǾƛƴƎ ǘƘŜ ƛƴǘǊƻŘǳŎǘƛƻƴ ƻŦ ΨǾŀƭǳŀōƭŜΩ L9 ǎǘǊŀǘŜƎƛŜǎ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴΦ aƻǊŜƻǾŜǊΣ 
the EU philosophy on IE is to be adopted by school teachers and school 
administrators in Malta: 
 

άLƴŎƭǳǎƛǾŜ 9ŘǳŎŀǘƛƻƴ ƛǎΣ ǘƘŜǊŜŦƻǊŜΣ ŘŜŦƛƴŜŘ ƛƴ ŀŎŎƻǊŘŀƴŎŜ ǘƻ ǘƘŜ 
conclusion of the Council of the European Union (2017, p3) as a 
philosophy, process and implementation that should cover all aspects 
ƻŦ ŜŘǳŎŀǘƛƻƴέ όнлмфΤ ǇΦммύ. 

 
The report from the EU Council (2017) focuses particularly on the EU targets of 
ƭƛƳƛǘƛƴƎ ƴǳƳōŜǊǎ ƻŦ ŜŀǊƭȅ ǎǘǳŘŜƴǘ ŘǊƻǇƻǳǘǎ άΧ ǘo achieve the Europe 2020 headline 
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target of reducing the rate of early school leavingέ όнлмтΤ ǇΦнύΦ !ǎ ŀƴŀƭȅǎŜŘ ƛƴ 
previous policy documents, policy makers consider EU targets as critical drivers in the 
development of Maltese educational reform and this policy is no different with 
regards to IE in Maltese education. HoǿŜǾŜǊΣ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜǎ ǘƻ ǊŜŀŎƘ 9¦ 
targets are contrasted by the challenges faced by teachers and school administrators 
in Malta who are experiencing a growth in more diverse class populations. Figure 4-
11 outlines the areas that the Ministry of Education intends to extend regarding 
inclusivity in schools. Figure 4-11 also shows how the Ministry attempts to reduce 
the complexity of each broad social area through the use of a colour wheel in 
different colour segments. This can also be associated wiǘƘ ŀ ŦƻǊƳ ƻŦ ΨŎŀǘŀƭƻƎǳƛƴƎΩ ƻǊ 
ǘƘŜ ΨǎŜƭƭƛƴƎΩ ƻŦ ǘƘŜ ƛŘŜŀ ƻŦ ŀŎƘƛŜǾƛƴƎ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ 
system.  
 

 
Figure 4-11 Ψ! tƻƭƛŎȅ ƻƴ LƴŎƭǳǎƛǾŜ 9ŘǳŎŀǘƛƻƴ ƛƴ {ŎƘƻƻƭǎ ς Route to vǳŀƭƛǘȅ LƴŎƭǳǎƛƻƴΩ όa959Σ нлмфύ 

 
Policy makers also include in the IE policy a short profile of every area that features 
ƛƴ ǘƘŜ ŘƛǾŜǊǎƛǘȅ ǿƘŜŜƭΣ ŘŜǎŎǊƛōƛƴƎ ǘƘŜ ǘȅǇŜ ƻŦ ǎǘǳŘŜƴǘǎ ǿƘƻ ΨǎƘƻǳƭŘ ŦŀƭƭΩ ǳƴŘŜǊ ŜǾŜǊȅ 
area. This shows consciousness that the policy makers are aware of the anxieties that 
teachers experience in order to make clear what is included in IE, as this has 
previously not worked before, to achieve a reasonable balance in class consisting of 
diverse teaching scenarios. Barbara (1999) explains thaǘ ǘƘŜ ΨŦŜŀǊΩ όмфф9, p.134) 
experienced by teachers initially comes from the contentious meaning and 
definitions that underpin various forms of diversity.  Such definitions are also 
commonly used in this IE policy 10 years after: 
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άΧ ƛƴǘŜƭƭŜŎǘǳŀƭ ŘƛǎŀōƛƭƛǘȅΧ ƳǳƭǘƛǇƭŜ ƭŜŀǊƴƛƴƎ ŀōƛƭƛǘƛŜǎΧ ŜǘƘƴƛŎ 
ƳƛƴƻǊƛǘƛŜǎΧ ŀǎȅƭǳƳ ǎŜŜƪŜǊǎΧ ǾŀǊƛƻǳǎ ǊŜƭƛƎƛƻǳǎ ōŜƭƛŜŦǎΧ Ǌƛǎƪ ƻŦ 
ŘƛǎŀŦŦŜŎǘƛƻƴΧ Ǌƛǎƪ ƻŦ ǇƻǾŜǊǘȅ ŀƴŘ ŘƛŦŦŜǊŜƴǘ ǎŜȄǳŀƭ ƻǊƛŜƴǘŀǘƛƻƴǎΧέ 
(2019; p.26)   

 
In this IE policy, policy makers use these definitions specifically to exemplify the wide 
range of diverse students that the Ministry wants to address when introducing IE in 
ǎŎƘƻƻƭǎΦ tƻƭƛŎȅ ƳŀƪŜǊǎ ŀƭǎƻ ǎƘƻǿ Ƙƻǿ ǘƘŜ aƛƴƛǎǘǊȅ ƛǎ ŎƻƳƳƛǘǘŜŘ ǘƻ ΨǿƛŘŜƴ ǘƘŜ 
spectǊǳƳ ƻŦ ŘƛǾŜǊǎƛǘȅΩ ōȅ ŜƴǎǳǊƛƴƎ ŜǾŜǊȅ ǎǘǳŘŜƴǘ ŀƴ Ŝǉǳŀƭ ǊƛƎƘǘ ǘƻ ŜŘǳŎŀǘƛƻƴΦ tƻƭƛŎȅ 
makers use a bold form of language to legitimize the need of introducing effective IE 
systems in Maltese education. Also making reference to internationally agreed 
frameworks oŦ L9 ǎǳŎƘ ŀǎ ǘƘŜ ΨǳƴƛǾŜǊǎŀƭ ƭŜŀǊƴƛƴƎ ŦǊŀƳŜǿƻǊƪΩ ŀǎ ŀƎǊŜŜŘ ōȅ Ƴƻǎǘ 
Nations in ά¢ƘŜ {ŀƭŀƳŀƴŎŀ {ǘŀǘŜƳŜƴǘ ŀƴŘ CǊŀƳŜǿƻǊƪ ŦƻǊ !Ŏǘƛƻƴέ (1994). This leads 
the reader to understand that current education structures in Malta are not 
ŜǉǳƛǇǇŜŘ ǘƻ ŎŀǘŜǊ ŦƻǊ ǘƻŘŀȅΩǎ ƭŜŀǊƴƛƴƎ ƴŜŜŘ ƛƴ aŀƭǘŀ ŀƴŘ ΨŦŀƛƭƛƴƎΩ ǘƻ ǇǊƻǾƛŘŜ ǎǘǳŘŜƴǘǎ 
ǿƛǘƘ ŀƴ ΨŜŦŦŜŎǘƛǾŜΩ ŜŘǳŎŀǘƛƻƴ for all. The following excerpt outlines the underlying 
philosophy driving this policy based on EU principles. Moreover, it is also important 
to note how policy makers outline this philosophy by using bold type, highlighted in 
light blue colour and in quotation marks.  
 

 
 

 (2019; p11) 
 

As previously noted, this policy is aimed at education front-liners such as school 
teachers, parents and administrators as they have the forefront role of implementing 
IE in schools. The use of quotation marks suggest that this philosophy is directly and 
personally addressed to the teacher and school administrator. In this policy the roles 
of school administrators and teachers to introduce IE systems in schools are stated, 
but policy makers distance themselves when outlining the steps required to provide 
ŜŘǳŎŀǘƛƻƴ ǿƛǘƘƛƴ ǘƘŜ ǇƻƭƛŎȅΩǎ ƻōƧŜŎǘƛǾŜǎΦ 
 

ά¢ƘŜ ǇƻƭƛŎȅ ŀŘƻǇǘǎ ŀ ǿƘƻƭŜ ǎŎƘƻƻƭ ŀǇǇǊƻŀŎƘ ǇƘƛƭƻǎƻǇƘȅ ǘƻ ǇǊƻǾƛŘŜ ŀ 
planned and systematic way of how schools are to develop conducive 
ƭŜŀǊƴƛƴƎ ŜƴǾƛǊƻƴƳŜƴǘǎ ŦƻǊ ŀƭƭ ƭŜŀǊƴŜǊǎέ όнлмфΤ Ǉ.11). 

 
tƻƭƛŎȅ ƳŀƪŜǊǎ ǊŜŦŜǊ ǘƻ ΨǘƘŜ ǇƻƭƛŎȅΩ ŀǎ ƘŀǾƛƴƎ ŀƴ ŀŎǘƛǾŜ ǊƻƭŜ ƛƴ ŀŘƻǇǘƛƴƎ L9 ǎǘǊǳŎǘǳǊŜǎ ƛƴ 
schools and this denotes how the responsibility falls on schools to implement new IE 
ǎǘǊǳŎǘǳǊŜǎ ŜŦŦŜŎǘƛǾŜƭȅΦ ¢Ƙƛǎ ƻǳǘƭƛƴŜǎ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎΩ ŀǿŀǊŜƴŜǎǎ ƻŦ ŎƘŀƭƭŜƴƎŜǎ ŀƴŘ 
sense of liability that school teachers and administrators experience when the 
objectives of this policy will be introduced. To counterbalance the sense of liability 
by teachers and administrators, policy makers call out for a collective action so other 
education stakeholders can share the weight of responsibilities. 
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ά¢Ƙƛǎ ǿƛƭƭ ōǊƛƴƎ ǘƻƎŜǘƘŜǊ ŀƭƭ ŜŘǳŎŀǘƻǊǎ ŀƴŘ ǇǊŀŎǘƛǘƛƻƴŜǊǎΣ ƭŜŀǊƴŜǊǎΣ 
families and community members who create colleges and schools 
that are conducive to learning, thereby giving all learners the 
education, ǘƘŜȅ ƴŜŜŘέ όнлмфΤ Ǉ.11). 

 
It is evident that the Ministry of Education and policy makers in Malta are cautious 
about the underlying challenges to introduce new IE measures in Maltese schools. In 
this policy, the Ministry of Education hails the need to introduce new IE measures in 
aŀƭǘŜǎŜ ǎŎƘƻƻƭǎ ōȅ ŎŀƭƭƛƴƎ ŦƻǊ ŜǾŜǊȅƻƴŜΩǎ ǎǳǇǇƻǊǘ ŀƴŘ ǘƻ Ƨƻƛƴ ƛƴ ŀ ΨǇǊƻŎŜǎǎ ƻŦ ŎƘŀƴƎŜΩ 
to implement the policy objectives. In the policy foreword by the Minister of 
Education, Bartolo sends an open invitation to all education stakeholders and to join 
ƛƴ ŀƴ άŀǎǇƛǊƛƴƎ ǾŜƴǘǳǊŜέ όнлмфΤ ǇΦпύ ǘƻ ƛƴǘǊƻŘǳŎŜ L9 ƳŜŀǎǳǊŜǎ ƛƴ ƳŀƛƴǎǘǊŜŀƳ 
education settings.  
 
Ψ!ǎǇƛǊƛƴƎ ǾŜƴǘǳǊŜΩ ƛǎ ŀ Ŏŀƭl for action, also commonly used in commercial endeavors 
when new initiatives are to be launched for new business proposals. However, as 
ǎǘŀǘŜŘ ƛƴ ǘƘŜ ǇǊŜǾƛƻǳǎ ŀƴŀƭȅǎƛǎ ƻŦ Ψaȅ WƻǳǊƴŜȅ ǇƻƭƛŎȅΩ (2016), such terms also are 
commonly found in education policies previously published by the Maltese Ministry. 
¢Ƙƛǎ ǎƘƻǿǎ Ƙƻǿ ƳǳŎƘ ǘƘŜ aƛƴƛǎǘǊȅ ƻŦ 9ŘǳŎŀǘƛƻƴ ƭƛƴƪǎ ǘƘŜ ƛŘŜŀ ƻŦ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ 
in Maltese education to industry and employment sectors.  
 

ά²Ŝ ŜƴŎƻǳǊŀƎŜ ȅƻǳ ǘƻ Ƨƻƛƴ ǳǎ ƛƴ ǘƘƛǎ ŀǎǇƛǊƛƴƎ ǾŜƴǘǳǊŜ ŀǎ ǿŜ ǎŜŜk a 
more inclusive education system where everyone is valued, accepted 
ŀƴŘ ŜƴŎƻǳǊŀƎŜŘ ǘƻ ǘƘǊƛǾŜέ όнлмфΤ ǇΦпύ. 

 
¢ƘŜ aƛƴƛǎǘǊȅ ǇǊƻƳƛǎŜǎ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ ƛǘǎ ƻǇŜƴƛƴƎ ƳŜǎǎŀƎŜ ƻŦ ǘƘƛǎ ǇƻƭƛŎȅΦ ¢ƻ 
ǎǳǎǘŀƛƴ ǘƘƛǎ ǇǊƻƳƛǎŜΣ ǘƘŜ aƛƴƛǎǘǊȅ ƛƴǾƛǘŜǎ ΨǘƘŜ ǊŜŀŘŜǊΩ ǘƻ Ƨƻƛƴ ƛƴ ŀ ΨǇǊƻŎŜǎǎ ƻŦ ŎƘŀƴƎŜΩ 
ǘƻ ƳŀƪŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ƳƻǊŜ ΨǾŀƭǳŀōƭŜΩ ŦƻǊ ŀƭƭ ǎǘǳŘŜƴǘǎΦ ¢ƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊ ƳŀƪŜs 
ǳǎŜ ƻŦ ǿƻǊŘǎ ǎǳŎƘ ŀǎ ΨǘƘǊƛǾŜΩΣ ǿƘƛŎƘ ǎǳƎƎŜǎǘǎ ǘƘŀǘ ǘƘƛǎ ǇǊƻƳƛǎŜ ǊŜǉǳƛǊŜǎ ŀ ǇŜǊƛƻŘ ƻŦ 
time and the collaboration of all stakeholders is necessary to achieve to widen the 
ǎǇŜŎǘǊǳƳ ƻŦ ŘƛǾŜǊǎƛǘȅ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴΦ ¢ƘŜ ƳƛƴƛǎǘǊȅΩǎ ŀǇǇǊƻŀŎƘ ǘƻ ŀŎƘƛŜǾŜ 
ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ aŀƭǘŜǎŜ ǎŎƘƻƻƭǎ ƭƛƴƪǎ ǘƻ ƻƴŜ ƻŦ !ƛƴǎŎƭƻǿΩǎ όнллрύ ŘŜŦƛƴƛǘƛƻƴǎ 
ƻŦ ŀŎƘƛŜǾƛƴƎ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ ŜŘǳŎŀǘƛƻƴΦ !ƛƴǎŎƭƻǿ ǎǘŀtes that achieving 
ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ ŜŘǳŎŀǘƛƻƴ ƛǎ ŀōƻǳǘ ŘŜǾŜƭƻǇƛƴƎ ƻƴ-going processes in 
education settings to explore and find ways of facilitating access to education for all 
ǎǘǳŘŜƴǘǎΦ ¢ƘŜ aƛƴƛǎǘŜǊΩǎ ŦƻǊŜǿƻǊŘ ǎƘƻǿǎ ŀ ǎƛƳƛƭŀǊ ŀǇǇǊƻŀŎƘΣ ƛƴ ǿƘƛŎƘ ǘƘe title of this 
ǇƻƭƛŎȅΣ άRoute to Quality Inclusionέ όa959Σ нлмфύΣ ƛƳǇƭƛŜǎ ǘƘŜ ǎǘŀǊǘ ƻŦ ŀƴ ƻƴ-going 
ǇǊƻŎŜǎǎ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǘƻ ǿƛŘŜƴ ƛǘǎ ǎǇŜŎǘǊǳƳ ƻŦ ŘƛǾŜǊǎƛǘȅ ŀƴŘ ŀŎƘƛŜǾŜ ΨǾŀƭǳŀōƭŜ 
ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ ǎŎƘƻƻƭǎ. However, the reader is uncertain whether the Ministry will be 
leading this initiative as started in previous policies.  
 
!ƛƴǎŎƭƻǿ όнллрύ ŀƭǎƻ ǎǘŀǘŜǎ ǘƘŀǘ ǘƘŜ ƛŘŜŀ ƻŦ ŀŎƘƛŜǾƛƴƎ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ ŀƴ 
ŜŘǳŎŀǘƛƻƴŀƭ ǎȅǎǘŜƳ ƛǎ ŀƭǎƻ ŘŜǇŜƴŘŜƴǘ ƻƴ ǿŀȅǎ ƻŦ άƛŘŜƴǘƛŦƛŎŀǘƛƻƴ ŀƴŘ ǊŜƳƻǾŀƭ ƻŦ 
ōŀǊǊƛŜǊǎέ όнллрΤ p.118) in  educational settings. The policy maker in this policy 
ǇǊŜǎŜƴǘǎ ǘƘŜ ƛŘŜŀ ƻŦ ΨǊŜƳƻǾƛƴƎ ōŀǊǊƛŜǊǎΩ ƛƴ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ǳǎƛƴƎ ŀ 
ΨŘŜŦƛŎƛǘΩ ŘƛǎŎƻǳǊǎŜΦ tŀǊǘƛŎǳƭŀǊƭȅ ōȅ ǇƻƛƴǘƛƴƎ ŀǘ Ƙƻǿ ǘƘŜ ŎǳǊǊŜƴǘ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŘƻŜǎ 
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not seem to provide adequate structures to cater for a wide spectrum of diverse 
students. Policy makers suggest introducing:  
 

άΧŀƭǘŜǊƴŀǘƛǾŜ ŜŘǳŎŀǘƛƻƴŀƭ ǊƻǳǘŜǎ ǘƻ ŜƭƛƳƛƴŀǘŜ ōŀǊǊƛŜǊǎ ǿƛǘƘƛƴ ƭŜŀǊƴƛƴƎ 
ŜƴǾƛǊƻƴƳŜƴǘǎέ όнлмфΤ ǇΦмпύ.  

 
{ƛƳƛƭŀǊ ǘƻ ƻǘƘŜǊ ǇƻƭƛŎƛŜǎ ǇǳōƭƛǎƘŜŘ ōȅ ǘƘŜ aƛƴƛǎǘǊȅΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǳǎŜ ΨŦŀƛƭƛƴƎǎΩ ƛƴ ǘƘƛǎ 
policy to legitimize the need of change by introducing new initiatives in Maltese 
education. This language approach is also commonly used in education policies such 
as in Ψaȅ WƻǳǊƴŜȅ ǇƻƭƛŎȅΩ όнлмсύΦ Lƴ ŀ ǎŜŎǘƛƻƴ ƻŦ ǘƘƛǎ ǇƻƭƛŎȅ ŜƴǘƛǘƭŜŘ ΨtǊƛƴŎƛǇƭŜǎΩΣ ǇƻƭƛŎȅ 
makers outline what are widely considered by education stakeholders as barriers 
within the Maltese education system. The use of words such as:  
 

άŜǊŀŘƛŎŀǘŜ ŘƛǎŎǊƛƳƛƴŀǘƛƻƴέΣ άŜȄŎƭǳǎƛƻƴŀǊȅ ǇǊŀŎǘƛŎŜǎέΣ άǊƛƎƘǘέΣ 
άŜȄŎƭǳŘŜŘέΣ άǊŜŎƻƎƴƛǎŜŘέΣ άŎƻƴŘǳŎƛǾŜ ƭŜŀǊƴƛƴƎ ŜƴǾƛǊƻƴƳŜƴǘέΣ άŀōƛƭƛǘȅ-
ƭŀōŜƭƭƛƴƎέΣ άƭŜŀǊƴŜǊ ŎŜƴǘǊŜŘ ŀǇǇǊƻŀŎƘέΣ άƳŜŀƴǎ ƻŦ ŜƴƎŀƎŜƳŜƴǘέΣ 
άŘƛŦŦŜǊŜƴǘƛŀǘŜŘ ŎǳǊǊƛŎǳƭǳƳέΣ άŦƭŜȄƛōƭŜ ŎǳǊǊƛŎǳƭǳƳέΣ άƛƴŎƭǳǎƛǾŜ ƭŜŀǊƴƛƴƎ-
friendly ŜƴǾƛǊƻƴƳŜƴǘέ όнлмфΤ Ǉмрύ 

 
suggest how specific areas of concern in Maltese education keep re-emerging in 
policies published by the Ministry of Education. In this policy, it is evident how policy 
ƳŀƪŜǊǎΩ ƛŘŜŀ ƻŦ ΨǊŜƳƻǾƛƴƎ ōŀǊǊƛŜǊǎΩ ƛǎ ƭƛƴƪŜŘ ǘƻ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ ǘƘŜ aŀƭǘŜǎŜ 
education system and goes beyond helping students with particular physical or 
learning disabilities to integrate equally with other students in Maltese schools. The 
ƛŘŜŀ ƻŦ ŀŎƘƛŜǾƛƴƎ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ŀŘŘǊŜǎǎŜǎ ŀǊŜŀǎ ƻŦ 
ŎƻƴŎŜǊƴ ǘƘŀǘ ǊŜƭŀǘŜ ǘƻ ǎǘǳŘŜƴǘǎΩ ŘƛǎŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ŎǳǊǊŜƴǘ ƳŀƛƴǎǘǊŜŀƳ ŜŘǳŎŀǘƛƻƴ 
practices. Previously, in the analysis of Ψaȅ WƻǳǊƴŜȅ PƻƭƛŎȅΩ (2016), similar areas of 
ŎƻƴŎŜǊƴ ƘŀǾŜ ŀƭǎƻ ŜƳŜǊƎŜŘΣ ǇŀǊǘƛŎǳƭŀǊƭȅ ƛƴ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƧƻǳǊƴŜȅ ǘƻǿŀǊŘǎ ǘƘŜƛǊ {9/ 
examinations. Policy makers in this policy also consider this stage as a critical learning 
ǎǘŀƎŜ ǘƻǿŀǊŘǎ ǇǊƻǾƛŘƛƴƎ ŀƭƭ ǎǘǳŘŜƴǘǎ ǿƛǘƘ ŀ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾŜΩ ŜŘucation.  
 

4.5.3.2 Making way for progress 
 
As identified in the hcontext and literature review chapter (chapter 2), policy makers 
have characteristically branded past and current Maltese education as a segregated 
system. A system ǘƘŀǘ ŜƳōƻŘƛŜǎ ŀ ΨƻƴŜ-size fits alƭΩ ŀǇǇǊƻŀŎƘ ŦƻǊ ŀƭƭ ǎǘǳŘŜƴǘǎ ŀƭƛƪŜΦ 
Furthermore, there have been several attempts by the Ministry in the past to 
diminish segregation in schools through initiatives that conform to the principles of 
IE. However, clearly there are tensions between the notioƴ ƻŦ ǇŀǊƛǘȅ όŀ ΨǳƴƛŦƛŜŘΩ 
ǎȅǎǘŜƳύΣ ŀƴŘ ǘƘŜ ŀǇǇŀǊŜƴǘ ǎƛƳƛƭŀǊƛǘȅ ƻŦ ŀ ΨƻƴŜ ǎƛȊŜΩ ǎȅǎǘŜƳ. In this policy, IE principles 
and objectives are formalised, and policy makers present the idea of inclusivity in 
ǎŎƘƻƻƭǎ ŀǎ ŀ ΨǾƛǎƛƻƴ ƻŦ ǇǊƻƎǊŜǎǎΩ ǘƘŀǘ ǊŜǉǳƛǊŜ ŀ ŘǊŀǎǘƛŎ reform in current physical 
structures and culture in Maltese education.   
 

ά¢ƻ ŀŎƘƛŜǾŜ ǘƘƛǎ ǾƛǎƛƻƴΣ ƛǘ ƛǎ ƴŜŎŜǎǎŀǊȅ ǘƻ ŎƭŜŀǊƭȅ ŘŜŦƛƴŜ ŀƴŘ ǊŜǎƘŀǇŜ ŀƭƭ 
educational services to respond to the diversity of needs of all learners 
ƛƴ ƻǳǊ ǎŎƘƻƻƭ ŎƻƳƳǳƴƛǘȅέ (2009; p.13). 
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Lƴ ǘƘŜ ǇǊŜǾƛƻǳǎ ǎŜŎǘƛƻƴ ŜƴǘƛǘƭŜŘ Ψ/ƻƴŎŜƛǾƛƴƎ ǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴΩ 
ƛǘ ŜƳŜǊƎŜŘ ŎƭŜŀǊƭȅ Ƙƻǿ aŀƭǘŀΩǎ Ministry of Education is inviting all stakeholders to 
contribute towards changing the current Maltese education system. Furthermore, 
ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǎȅƳōƻƭƛŎŀƭƭȅ ƳŀǊƪ ǘƘŜ ōŜƎƛƴƴƛƴƎ ƻŦ ΨƳŀƪƛƴƎ ǇǊƻƎǊŜǎǎΩ ƛƴ aŀƭǘŜǎŜ 
education using emancipation as a form of language to encourage collaboration 
amongst schools, teachers and administrators to achieve the objectives of valuable 
inclusivity. Dunne (2009), argues that policy makers use emancipation in language as 
ŀ ΨƴŜƻ-ƭƛōŜǊŀƭΩ ǘȅǇŜ ƻŦ ŘƛǎŎƻǳǊǎŜ ǘƻ ƛƴǘǊƻŘǳŎŜ ƴŜǿ ƛŘŜŀǎ ƛƴ ǘǊŀŘƛǘƛƻƴŀƭ ŜŘǳŎŀǘƛƻƴŀƭ 
ǎŜǘǘƛƴƎǎΦ Lƴ ǘƘƛǎ ǇƻƭƛŎȅΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ǇǊƻƳƻǘŜ ŀƴ ƛŘŜŀ ƻŦ ΨǇǊƻƎǊŜǎǎΩ ƛƴ ŜŘǳŎŀǘƛƻƴ 
policy by introducing IE structures in mainstream education by giving more power to 
ǘƘŜ ǎŎƘƻƻƭǎΦ ¢ƘŜ Ƴŀƛƴ ŀǘǘǊŀŎǘƛƻƴ ƻŦ ǘƘƛǎ ǇƻƭƛŎȅ ƛǎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŘŜǎƛǊŜ ǘƻ ŎƘŀƴƎŜ 
aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛƴ ƻǊŘŜǊ ǘƻ ōŜ ǊŜǎǇƻƴǎƛǾŜ ǘƻ ǘƘŜ ΨƴŜŜŘǎ ƻŦ ŀƭƭ ƭŜŀǊƴŜǊǎΩ 
(2019; p.13). My aim is to unpack assumptions that embody this desire, particularly 
on how inclusion in this policy is used as a form of neo-liberal language that 
ǊŜǇǊŜǎŜƴǘǎ ǘƘŜ ǊƻŀŘ ǘƻǿŀǊŘǎ ΨǇǊƻƎǊŜǎǎΩ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴΦ IŜǊŜ, I shall focus on a 
particular section of the IE pƻƭƛŎȅ ŜƴǘƛǘƭŜŘ άtƻƭƛŎȅ !ƛƳǎ ŀƴŘ DƻŀƭǎέΦ Lƴ ǘƘƛǎ ǎŜŎǘƛƻƴΣ 
policy makers propose that the Maltese education community should: 
 

άΧ ƴǳǊǘǳǊŜ ŀ ŎƻƭƭŀōƻǊŀǘƛǾŜ ŎǳƭǘǳǊŜ ŀƳƻƴƎ ŀƭƭ ŜŘǳŎŀǘƻǊǎΣ ǇǊŀŎǘƛǘƛƻƴŜǊǎΣ 
learners, parents and members of the community to increase the 
ΨǎŜƴǎŜ ƻŦ ōŜƭƻƴƎƛƴƎΩ ƛƴ ŀƭƭ ŎƻƭƭŜƎŜǎ ŀƴŘ ǎŎƘƻƻƭǎΧέ όнллфΤ ǇΦмоύ 

 
Words such as ΨƴǳǊǘǳǊŜΣ ŦƻǎǘŜǊΣ ŜƴǎǳǊŜΣ ǇǊƻƳƻǘŜΣ ŎǊŜŀǘŜΣ ŦƻŎǳǎΣ Ŏƻ-construct, discover 
ŀƴŘ ŀǎǎǳƳŜΩ show how policy makers use emancipation as a form of language to 
empower education professionals with an active role in implementing  the policy. In 
ǘƘƛǎ ǇƻƭƛŎȅΣ ŜŘǳŎŀǘƛƻƴ ǇǊƻŦŜǎǎƛƻƴŀƭǎ ŀǊŜ ŀǎƪŜŘ ǘƻ ōŜ ŘƛǊŜŎǘ ŎƻƴǘǊƛōǳǘƻǊǎ ǘƻ ΨŎƘŀƴƎŜΩ 
Maltese education characterised by traditional education practices into more 
ΨŎƻƭƭŀōƻǊŀǘƛǾŜΩ ƭŜŀǊƴƛƴƎ ŜƴǾƛǊƻƴƳŜnts. Furthermore, policy makers show how this 
policy also connects to the ten-year strategy by claiming the need of alternative 
ƭŜŀǊƴƛƴƎ ǎǘǊǳŎǘǳǊŜǎ ƛƴ ǎŎƘƻƻƭǎΣ ǇǊƻǇƻǎŜŘ ŀǎ ŀ ƪŜȅ ƻōƧŜŎǘƛǾŜ ƛƴ Ψaȅ WƻǳǊƴŜȅ tƻƭƛŎȅΩ 
(2016). 
 

ά¢ƻ ŎƻƴǎƛŘŜǊ ŀƭǘŜǊƴŀǘƛǾŜ educational routes to eliminate barriers 
ǿƛǘƘƛƴ ƭŜŀǊƴƛƴƎ ŜƴǾƛǊƻƴƳŜƴǘǎέ όнлмфΤ ǇΦмпύ. 

 
/ƻƴǾŜǊǎŜƭȅΣ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎΩ ǳǎŜ ƻŦ ǘƘŜ ǿƻǊŘ ΨŎƻƴǎƛŘŜǊΩΣ ǎǳƎƎŜǎǘǎ Ƙƻǿ 
emancipation of power in schools is also conditional on forms of accountability that 
before this policy might not have been formally addressed. Thus, neoliberalism also 
ǇƭŀŎŜǎ ŀ ŦƻǊƳ ƻŦ ΨōǳǊŘŜƴΩ ƻƴ ƛƴŘƛǾƛŘǳŀƭ ǎǘŀƪŜƘƻƭŘŜǊǎ ƛƴ ŀ ŎƻƴǘŜȄǘ ƻŦ ǇŜǊŦƻǊƳŀƴŎŜΣ 
measures and surveillance. A change in mode of address is also evident here, and 
unlike in the other policies previously analysed in this study, policy makers do not 
ƳŀƪŜ ǳǎŜ ƻŦ ǿƻǊŘǎ ǎǳŎƘ ŀǎ ΨǳǎΩ ΨǿŜΩ ŀƴŘ ΨȅƻǳΩΦ ¢Ƙƛǎ ŎƘŀƴƎŜ ƛƴ ƳƻŘŜ ƻŦ ŀŘŘǊŜǎǎ ƛǎ ŀƭǎƻ 
indicative that policy makers are aware of barriers between the system (in this case 
the schools, teachers ŀƴŘ ŀŘƳƛƴƛǎǘǊŀǘƻǊǎύ ŀƴŘ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ŀǳǘƘƻǊƛǘƛŜǎΦ 
Although this change in mode of address reflects this awareness, policy makers also 
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disclaim accountability of such empowerment. Instead, it is made clear to the reader 
about the responsibilities that schools need to carry with such a shift in culture. 
 

άCǳƭŦƛƭƭ ǘƘŜ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ǘƘŀǘ ŎƻƭƭŜƎŜκǎŎƘƻƻƭ ǊŜǎƻǳǊŎŜǎ ƘŀǾŜ ǘƻ ōŜ 
ǳǘƛƭƛǎŜŘ ŜȄƘŀǳǎǘƛǾŜƭȅ ǘƻ ǎǳǇǇƻǊǘ ƭŜŀǊƴŜǊǎΧέ όнлмфΤ ǇΦмрύ. 

 
CǳǊǘƘŜǊƳƻǊŜΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŜǎǘŀōƭƛǎƘ ōŜƴŎƘƳŀǊƪǎ ǘƻ ŀŎƘƛŜǾŜ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ΨǾƛǎƛƻƴΩΦ 
Figure 4-12 consists of an illustrated symbolic diagram that shows four elements 
(people) representing a collaborative working environment in Maltese education.  
  

 
 

Figure 4-12 Ψ! tƻƭƛŎȅ ƻƴ LƴŎƭǳǎƛǾŜ 9ŘǳŎŀǘƛƻƴ ƛƴ {ŎƘƻƻƭǎ ς wƻǳǘŜ ǘƻ vǳŀƭƛǘȅ LƴŎƭǳǎƛƻƴΩ όa959Σ нлмфύ 

 
¢Ƙƛǎ ŘƛŀƎǊŀƳ Ŏƻƴǎƛǎǘǎ ƻŦ ŀ ΨōƛǊŘΩǎ ŜȅŜ ǾƛŜǿΩ ƛƭƭǳǎǘǊŀǘƛƻƴ ƻŦ ŦƻǳǊ ŘƛŦŦŜǊŜƴǘ ŜƭŜƳŜƴǘǎ 
representing key actors that ŀǊŜ ŀǘ ǘƘŜ ŎŜƴǘǊŜ ƻŦ ǘƘŜ ǇƻƭƛŎȅΩǎ Ǿƛǎƛƻƴ ƻŦ ŎƘŀƴƎŜΦ 
Moreover, every element is connected symbolically and the illustration shows how 
collaboration is central to the future of Maltese education. Conversely, the use of the 
ǘŜǊƳ ΨōŜƴŎƘƳŀǊƪǎΩ ƛƳǇƭƛŜǎ ŎƻƳǇŀǊƛǎon with the intent to improve or ameliorate 
particular situation mainly improvement of performances and/or processes between 
actors and/or systems. But in this case, policy makers do not present any criteria or 
classification methods as guidelines for the stakeholders to establish what needs to 
change. 
 
In the benchmarks provided (figure 4-12), policy makers make emphasis on the right 
of every student to have open access to education. Furthermore, policy makers also 
refer to ΨŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳǎ ŀƴŘ ǎǘǊǳŎǘǳǊŜǎΩ as the targeted frameworks in which 
benchmarks are to be established and implemented to sustain the policy objectives. 
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In subsequent sections each benchmark is collapsed into sub headings. These 
subheadings refer to education structures as collaborative workspaces, using terms 
such as ΨǎŎƘƻƻƭ ŎƻƳƳǳƴƛǘƛŜǎ ŀƴŘ ǎǇŜŎƛŀƭƛȊŜŘ ŎŜƴǘǊŜǎΩ (2009; p.17). In each subheading 
policy makers give open-ǘŀǊƎŜǘŜŘ ƛƴǎǘǊǳŎǘƛƻƴǎ ƻƴ ǿƘŀǘ ƛǎ ǊŜǉǳƛǊŜŘ ǘƻ ƛƳǇǊƻǾŜ aŀƭǘŀΩǎ 
school system.  
 

άtƘȅǎƛŎŀƭ ƛƴŦǊŀǎǘǊǳŎǘǳǊŜ ƻŦ ŜŘǳŎŀǘƛƻƴŀƭ ƛƴǎǘƛǘǳǘƛƻƴǎ ŀǊŜ ƳƻŘƛŦƛŜŘ ǘƻ ōŜ 
fully accessible and properly equipped to enhance opportunities for 
all learners, but above all to be built or modified on the principles of 
ǳƴƛǾŜǊǎŀƭ ŘŜǎƛƎƴέ όнлмфΣ ǇΥмтύ. 

 
Once again, policy makers use aspirational language to legitimize the need of the 
desired objectives set by the Ministry. Policy makers also use globally accepted 
education frameworks, such as the ΨǇǊƛƴŎƛǇƭŜǎ ƻŦ ǳƴƛǾŜǊǎŀƭ ŘŜǎƛƎƴΩ, for schools and 
teachers to adopt in mainstream education. Referencing of such frameworks also 
show how policy makers, similar to other policies published by the Ministry, show 
ŎƻƳƳƛǘƳŜƴǘ ǘƻ ΨƛƴǘŜǊƴŀǘƛƻƴŀƭƭȅ ǊŜŎƻƎƴƛǎŜŘΩ ƻōƧŜŎǘƛǾŜǎ ǘƻ ŀŎƘƛŜǾŜ ŎƻƴǎŜƴǎǳǎ 
ŀƳƻƴƎǎǘ ǎǘŀƪŜƘƻƭŘŜǊ ŀōƻǳǘ ǘƘŜ ƴŜŜŘ ƻŦ ŀ ΨōŜǘǘŜǊΩ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΦ 
 
In other benchmarks, policy makers focus on the need for professional educators to 
implement teaching practices to ΨŦƻǎǘŜǊ ǘƘŜ ǇǊƛƴŎƛǇƭŜǎ ƻŦ ǳƴƛǾŜǊǎŀƭ ƭŜŀǊƴƛƴƎ ŘŜǎƛƎƴΩ 
(2019; p.18). In the subheadings provided, policy makers show that the term Ψŀƭƭ 
ŜŘǳŎŀǘƻǊǎΩ refers to various stakeholders and every stakeholder should have an 
active and collaborative role in fostering the principles of universal learning. Other 
stakeholders mentioned by policy makers to sustain this benchmark include; parents, 
multidisciplinary professionals, heads of departments, curriculum designers, 
assessment boards, school psychologists and occupational therapists. This suggests 
that policy makers seek to encourage collaborative learning environments within the 
classroom spaceΦ aƻǊŜƻǾŜǊΣ ŜƴǎǳǊƛƴƎ ǘƘŀǘ ŀƭƭ ŀǎǇŜŎǘǎ ƻŦ ŎƘƛƭŘΩǎ ƴŜŜŘǎ ŀǊŜ ŎƻǾŜǊŜŘ 
including extended learning spaces such as student homes and child therapy.  
 
Whilst contributions of various education stakeholders are given a priority, in these 
ŘŜǎŎǊƛǇǘƛƻƴǎ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ŀƭǎƻ ǳǎŜ ǇǊƻƳƛƴŜƴǘƭȅ ǘƘŜ ǘŜǊƳ ΨŜƴǎǳǊŜΩΦ ¢Ƙƛǎ ƛƳǇƭƛŜǎ ŀƎŀƛƴ 
how neo-liberalism brings accountability and conforƳƛƴƎ ƻŦ ΨƛƴǘŜǊƴŀǘƛƻƴŀƭ ǎǘŀƴŘŀǊŘǎ 
ŀƴŘ ǘŀǊƎŜǘǎΩ ƛƴ ŜŘǳŎŀǘƛƻƴŀƭ ǇǊŀŎǘƛŎŜǎΦ IƻǿŜǾŜǊΣ ǇƻƭƛŎȅ ƳŀƪŜǊǎ Řƻ ƴƻǘ ƳŀƪŜ ƛǘ ŎƭŜŀǊ 
who (teacher/ school administrator/Ministry/parent/child therapist)  is accountable 
ǘƻ ŜƴǎǳǊŜ ŀƴŘ ǎǳǎǘŀƛƴ ŀƴ ŜŘǳŎŀǘƛƻƴ ǘƘŀǘ ǎŜǊǾŜǎ ΨǘƘŜ ƴŜŜŘǎ ŦƻǊ ŀƭƭΩΦ   
 

4.5.4 Discussion 

¢ƘŜ ǘŜǊƳ ΨǾŀƭǳŜΩ ƛƴ ǘƘƛǎ ǇƻƭƛŎȅ ƛǎ ƻƴŎŜ ŀƎŀƛƴ ŀ ŎǊƛǘƛŎŀƭ ŘǊƛǾƛƴƎ ŦŀŎǘƻǊ ƛƴ aŀƭǘŜǎŜ 
education policy making. Policy makers use this term to legitimise the need to 
ƛƴǘǊƻŘǳŎŜ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜǎ ǘƻ ōǊƛƴƎ ŎƘŀƴƎŜ ƛƴ aŀƭǘŜǎŜ ǎŎƘƻƻls. As previously 
identified  (chapter twoΣ ǘŜǊƳǎ ǎǳŎƘ ŀǎ ΨǉǳŀƭƛǘȅΩ ŀƴŘ ΨǾŀƭǳŜΩ ƘŀǾŜ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎŀƭƭȅ 
featured in past education policy documents and initiatives. These terms have 
historically been problematic to conceive and implement in practice and this created 
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tensions between education stakeholders and the authorities. In the case of this 
analysis it has emerged that policy makers are aware of a history of ideological 
clashes between education stakeholders and authorities. This is also known from 
reports as it resulted that underlying causes of conflicts between stakeholders and 
ŀǳǘƘƻǊƛǘƛŜǎ Ŏŀƴ ōŜ ŎŀǳǎŜŘ ōȅ ƳƛǎŎƻƴŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜ ŎƻƴŎŜǇǘ ŀƴŘ ŦǳƴŎǘƛƻƴ ƻŦ ΨǾŀƭǳŀōƭŜ 
ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ ǎŎƘƻƻƭǎΦ !ǎ ŀ ǊŜǎǳƭǘΣ ǘƘƛǎ ƳƛǎŎƻƴŎŜǇǘƛƻƴ ƳƛƎƘǘ ōŜ ŎŀǳǎƛƴƎ hesitance 
amongst teaching professionals and school administrators to commit to provide 
ΨǾŀƭǳŀōƭŜΩ ŜŘǳŎŀǘƛƻƴ ŦƻǊ ŀƭƭ ŀǎ ƻǳǘƭƛƴŜŘ ƛƴ ǘƘŜ ǇƻƭƛŎȅ. Notwithstanding the increase of 
wide diverse student population experienced in the Maltese classrooms today. 
 
It is also evident how policy makers use these terms again in a quantitative and 
rhetorical manner, in similar ways to other previous policies to introduce certain 
education initiatives. As discussed in sections 4.3 and 4.4, particularly in the section 
dedicaǘŜŘ ǘƻ ǘƘŜ ŀƴŀƭȅǎƛǎ ƻŦ ΨCǊŀƳŜǿƻǊƪ ŦƻǊ ǘƘŜ 9ŘǳŎŀǘƛƻƴ {ǘǊŀǘŜƎȅ ƛƴ aŀƭǘŀΩ (2014), 
Malta is currently undergoing a ten-year reform process and this policy also has an 
important role in this process bringing together the principles, context and 
ǇƘƛƭƻǎƻǇƘȅ ƻŦ ΨǾŀƭǳŀōƭŜ ƛƴŎƭǳǎƛǾƛǘȅΩ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴΦ CǳǊǘƘŜǊƳƻǊŜΣ ŀǎ ǿŜ ŀǊŜ 
currently two-thirds ƛƴǘƻ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǘŜƴ-year strategy time frame to implement 
the change that the Ministry promised, it is also important to outline how this policy 
focuses on the terms ŀƴŘ ŎƻƴŘƛǘƛƻƴǎ ƻŦ ƛƳǇƭŜƳŜƴǘƛƴƎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜǎΦ ¢Ƙƛǎ 
reflects how policy makers are aware of the time constraints that the Ministry 
imposed as there is an evident shift in the mode of address used by policy makers in 
Ministerial policies preceding the 2019 IE policy.  In the analysis of the previous 
ǇƻƭƛŎƛŜǎ ƛǘ Ƙŀǎ ŜƳŜǊƎŜŘ Ƙƻǿ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎΩ ŦƻŎǳǎ ǿŀǎ ƻƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǊƻƭŜ ƛƴ 
providing the necessary support of resources and facilities for schools to implement 
change. In this 2019 IE policy the focus shifts to accountability of schools to 
ƛƳǇƭŜƳŜƴǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŘŜǎƛǊŜŘ ƻōƧŜŎǘƛǾŜǎΦ  
 
bƻǘǿƛǘƘǎǘŀƴŘƛƴƎ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎΩ ǎƘƛŦǘ ƛƴ ƳƻŘŜ ƻŦ ŀŘŘǊŜǎǎΣ ƛƴ ǘƘŜ нлмф L9 ǇƻƭƛŎȅ ǘƘŜ 
ǳǎŜ ƻŦ Ǝƭƻōŀƭƭȅ ŀƎǊŜŜŘ ǘŜǊƳǎ ŀƴŘ ǇǊƛƴŎƛǇƭŜǎ ǎǳŎƘ ŀǎ ΨǳƴƛǾŜǊǎŀƭ ƭŜŀǊƴƛƴƎ ŦǊŀƳŜǿƻǊƪΩ 
ŀǊŜ ǎǘƛƭƭ ǳǎŜŘ ŀǎ ǳƴƛǾŜǊǎŀƭ ōŜƴŎƘƳŀǊƪǎ ƻŦ ΨǉǳŀƭƛǘȅΩΦ ¢Ƙƛǎ ŀƭǎƻ ƛƴŘƛŎŀǘŜǎ ǘƘŀǘ ǘƘŜǊŜ ŀǊŜ 
ǎǘƛƭƭ ƎŀǇǎ ƻŦ ŎƻƴǎŜƴǎǳǎ ōŜǘǿŜŜƴ ΨǾƛǎƛƻƴΩ ŀƴŘ ΨƛƳǇƭŜƳŜƴǘŀǘƛƻƴΩ ŀƳƻƴƎǎǘ ǎǘŀƪŜƘƻƭŘŜǊǎΦ 
aǳŎƘ Ŏŀƴ ōŜ ƭŜŀǊƴǘ ŦǊƻƳ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǎǘŀƪŜƘƻƭŘŜǊǎΩ ŘƛǊŜŎǘ ŜȄǇŜǊƛŜƴŎŜǎ ǘƻ 
uƴŘŜǊǎǘŀƴŘ ŦǳǊǘƘŜǊ Ƙƻǿ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜǎ Ŏŀƴ ōŜ ƛƴǘŜǊǇǊŜǘŜŘ ƛƴ ǇǊŀŎǘƛŎŜ ŀƴŘ 
implemented in real life context.  
 
 
 
 
4.6 General findings from the anylsis of the three policy documents 
 
In this section L ƛƴǘŜƴŘŜŘ ǘƻ ŘŜǇƛŎǘ ŀ ΨǇƻǊǘǊŀƛǘ ƻŦ ǳƴǊŜǎƻƭǾŀōƭŜ ǎƛǘǳŀǘƛƻƴǎΩ ƛƴ aŀƭǘŜǎŜ 
ŜŘǳŎŀǘƛƻƴΦ ¢ƘŜǎŜ ǎƛǘǳŀǘƛƻƴǎ ŀǊŜ ǘŀƪƛƴƎ ǇƭŀŎŜ ŘǳǊƛƴƎ ŀ ǘƛƳŜƭƛƴŜ ǿƘŜƴ aŀƭǘŀΩǎ 
education authorities are introducing new policies and initiatives in attempt to 
reform the Maltese education system. From the analysis it is clŜŀǊ ǘƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
ƛŘŜŀ ƻŦ ΨƳƻŘŜǊƴƛǎƛƴƎΩ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ŦƻŎǳǎŜǎ ƻƴ ǿƛŘŜƴƛƴƎ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ 
education amongst stakeholders. 
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Figure 4-13 Codes generated from Policy Analysis 

 
 
Figure 4-13 shows a diagram of themes and codes that were worked out from the 
policy analysis of three policies published by the Ministry of Education. There are 
three main themes that capture critical factors that can drive ideological tensions 
amongst stakeholders when attempts of change are being introduced by the 
Ministry. Valuable Inclusivity, Parity and Relevance. 
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!ƭǘƘƻǳƎƘ ǘƘŜ ǇƻƭƛŎƛŜǎ ŀƴŀƭȅǎŜŘ ƛƴ ǘƘƛǎ ŎƘŀǇǘŜǊ ŦƻǊƳ ǇŀǊǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǎǘǊŀǘŜƎȅ ǘƻ 
reform the Maltese education system, this analysis shows how the three policies 
embody different rhetorical features for various political and ideological ends. From 
the analysis of the ten-year education strategy document, it has emerged how the 
Ministry of Education employs ŀ ǊƘŜǘƻǊƛŎ ƻŦ ŎƻƴŦƭƛŎǘ ǘƻ ƘƛƎƘƭƛƎƘǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
objective to take action, by addressing failings within the Maltese education system. 
In the case of My Journey: Achieving through different paths (2016), policy makers 
embody a commercial tone in the policy employing ŀ ǊƘŜǘƻǊƛŎ ƻŦ ΨǇŜǊǎǳŀǎƛǾŜƴŜǎǎΩ 
(Mulderrig, 2011) to encourage stakeholders to agree with the implementation 
strategy and measures that the Ministry proposes to introduce. Policy makers make 
it clear how contribution from all stakeholders is required, working together in order 
to move on from the past and blurring borders between types of educational 
provision.  Conversely, the Policy on Inclusive Education in Schools ς Route to Quality 
Inclusion (2019) embodies ŀ ΨƴŜƻ-ƭƛōŜǊŀƭƛǎǘΩ ƳƻŘŜ ƻŦ ŀŘŘǊŜss, showing how the 
Ministry of Education is ready to give frontline staff more freedom, to be 
autonomous whilst being accountable in the day-to-day running of schools. 
 
This chapter has revealed how policy makers have mobilised issues of policy and 
practice in several ways in attempt to widen the concept of education amongst 
education stakeholders. However, two-thirds through the ten-year strategy, this 
analysis also outlines how modes of address in these three policies shift from 
conservative to a more progressive rhetoric. This was identified clearly from the 
different analysis of each policy, particularly the different ways in which policy 
ƳŀƪŜǊǎ ŦǊŀƳŜ ŦŀŎǘƻǊǎ ǘƘŀǘ ŘǊƛǾŜ ΨŦŀƛƭƛƴƎǎΩ ǿƛǘƘƛƴ ǘƘŜ ŎǳǊǊŜƴǘ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ 
system. White and Lowenthal (2009), argue that policy making in education tends to 
ǳǎŜ ǇǊƻƎǊŜǎǎƛǾŜ ƳƻŘŜǎ ƻŦ ŀŘŘǊŜǎǎ ǘƻ ΨƎƭƻǊƛŦȅΩ ǘƘŜ ƛŘŜŀ ƻŦ ŎƘŀƴƎŜΦ hƴ the other hand, 
ǘƘŜȅ ŀǊƎǳŜ ǘƘŀǘ ŎƻƴŎŜǇǘǎ ǎǳŎƘ ŀǎ ΨŀŎŎƻǳƴǘŀōƛƭƛǘȅΩΣ ΨǎŎƘƻƻƭ ŎƘƻƛŎŜΩΣ ΨǎǘŀƴŘŀǊŘǎΩ ŀƴŘ 
ΨƳŜŀǎǳǊŜΩ ŀǊŜ ŎƻƴŎŜǇǘǎ ǘƘŀǘ ŀǊŜ Ƴƻǎǘƭȅ ΨōƻǊǊƻǿŜŘΩ ŦǊƻƳ Ǉŀǎǘ ǘƛƳŜǎΦ ¢Ƙƛǎ ŀƴŀƭȅǎƛǎ Ƙŀǎ 
outlined how similar concepts (shown in figure 5-13) were targeted in tƘŜ aƛƴƛǎǘǊȅΩǎ 
ǇƻƭƛŎƛŜǎ ǘƻ ƭŜƎƛǘƛƳƛǎŜ ǘƘŜ ƴŜŜŘ ǘƻ ΨƳƻŘŜǊƴƛȊŜΩ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ǳǎƛƴƎ 
both conservative and progressive modes of address at the same time. Thus, showing 
how policy makers systematically employ progressive modes of address to tackle 
conservative operational and ideological issues within the Maltese education system. 
I argue that this particular rhetoric of reform used by policy makers creates a paradox 
of identity in the language used in Maltese education policy, thus, making it hard for 
ŜŘǳŎŀǘƛƻƴ ǎǘŀƪŜƘƻƭŘŜǊǎ ǘƻ ƛŘŜƴǘƛŦȅ ǿƛǘƘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƳƻǾŜƳŜƴǘΣ ƻōƧŜŎǘƛǾŜǎ ŀƴŘ 
ideology in bringing change within the Maltese education system.  
 
To get a broader understanding of the complexities between issues of policy and 
practice in the Maltese education system, the following chapter shall explore various 
perspectives derived from face-to-face interviews. These shall explore different 
ǾƛŜǿǎ ƻŦ ǿƘŀǘ ŎƻƴǎǘƛǘǳǘŜǎ ǘƘŜ ƛŘŜŀ ƻŦ ΨƳƻŘŜǊƴƛȊƛƴƎΩ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ 
and the implications of it from various personal perspectives. 
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Chapter 5 Interviews 
 
 
5.1 Introduction 
 
This chapter explores experiences of living with the SEC from points of view of several 
stakeholders (students, parents, teachers, a headteacher, a policymaker, and SEC 
administrator), during the period in which students are preparing for the SEC 
examinations. As presented in chapter three, this preparation stage occurs at the 
secondary school level, between years nine and eleven of the Maltese education 
system. During these three years, curricular priorities focus on preparing students for 
the SEC examinations. 
 
Chapter 5 ŘƛǎŎǳǎǎŜŘ ǘƘŜ aƛƴƛǎǘǊȅ ƻŦ 9ŘǳŎŀǘƛƻƴΩǎ ǊŜŎŜƴǘ ŀǘǘŜƳǇǘǎ ǘƻ ǊŜŦƻǊƳ ǘƘŜ 
Maltese education system by introducing measures focused on SEC National 
examination system. This chapter focuses on two points in time in Maltese 
education: the current period, characterized by the current SEC examination system; 
and the future of Maltese education, characterised by the new reforms which have 
been delayed by two years, at the time of writing. 
 
This chapter sets out the range of education stakeholders experiences during the 
preparation phases of the current SEC, and their views about the proposed SEC 
reforms. This enables a deeper understanding of the critical factors that affect 
ǎǘǳŘŜƴǘǎΩ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ŀƴŘ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǘƘŜ {9/ ŜȄŀƳƛƴŀǘƛƻƴǎΦ The rationale for 
selection of interview participants can be found in section 4.5.4.2 of this thesis 
entitled Recruiting Participants. 
 
The participants involved in the interviews included: 
 

¶ A policymaker whose role is to oversee the operations and education policy 
ƻŦ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΤ  

¶ A SEC administrator responsible for SEC curricula and assessment within the 
SEC system; 

¶ A headteacher of a state secondary school in Malta who intends to implement 
the SEC reforms in the coming 2020 scholastic year; 

¶ A mother (parent 1) of two children, both at the same state secondary school 
but at different levels. Her older child is about to undertake the SEC 
examinations (current system) and another child who will start the SEC 
preparation phase in the new system proposed in the reform; 

¶ A father (parent 2) of two children who attend a private secondary school. 
Their elder child has just completed her SEC examinations last scholastic year 
and qualified for a vocational post-secondary institution. The parents are 
currently preparing their younger child who will also be sitting for his SEC 
examinations in the coming scholastic year (under the current system); 

¶ An English language teacher (teacher 1) from a state secondary school who 
has many years of experience teaching English language in various schools 
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and at various levels. She has experienced several reforms during her 
teaching career; 

¶ A Mathematics teacher (teacher 2) in a private secondary school. He teaches 
students who are preparing for the SEC Maths exam at years ten and eleven.  

¶ A student (student 1) who is currently attending a state secondary school at 
year ten and achieves high grades; 

¶ Another student (student 2) who is currently attending a state secondary 
school at year ten and achieves low grades; 

¶ A student (student 3) who attends a private secondary school in year ten and 
achieves high grades.  

 

5.1.1 Interview questions 

 
In the previous policy documental analysis (chapter 5), key policies published by the 
Ministry of Education were analysed, identifying themes which noted conflicts and 
unresolved issues relating to the reform of the Maltese education system.  However, 
the policy review does not include the experiences of those living with the SEC 
ŜȄŀƳƛƴŀǘƛƻƴǎ ŀƴŘ ƛǘǎ ǇǊŜǇŀǊŀǘƛƻƴΦ ²Ƙƛƭǎǘ ǘƘŜǎŜ ǇƻƭƛŎƛŜǎ ŎƭŜŀǊƭȅ ƛŘŜƴǘƛŦȅ ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
vision to reform the Maltese education system and what is expected from schools 
and stakeholders in order to achieve such a vision, we still do not know how the 
aƛƴƛǎǘǊȅΩǎ ǊŜŦƻǊƳ ƳƛƎƘǘ ƛƳǇŀŎǘ ǎŎƘƻƻƭǎ ŀƴŘ ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜΦ ¢ƘǳǎΣ ŀ ƴǳƳōŜǊ ƻŦ 
interview questions were drawn up to understand further the effects of this 
examination system in schools from personal accounts. 
 

My aim is to learn from personal accounts about the challenges of Maltese education 
today and/or establish which notions require further study. The questions focused 
on the final preparatory stages for the SEC examinations. As reviewed in chapter 4, 
this stage in the Maltese education is considered as a very critical stage for all 
education stakeholders but for different reasons. Therefore, this stage in Maltese 
education embodies a pressure point for the whole system characterised by different 
priorities on how education should be delivered, practiced, taught and assessed. I 
wanted to learn from first-hand experiences why this stage is so important and what 
are the key challenges. I also wanted to learn from who experiences education day 
by day about what should change in the current system. The questions I posed during 
the interviews are listed below: 
 
tǳǇƛƭǎΩ ǉǳŜǎǘƛƻƴǎ 

a. Tell us about when you start preparing for the SEC exam at school and what 
happens during this time. 

b. Tell us about what you think the good things and the bad things are during 
preparation for the SEC examinations. 

c. Tell us about the best experiences you ever had when learning this subject at 
school and why. 

d. If you had the power to change things in the SEC examinations, tell us what 
would you change in the SEC examinations and how would you do it? 
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e. Tell us why you think that achieving a pass in the SEC examinations is 
important for you, for the people who are important to you, for your future 
and for the country that you live in. 

 
!Řǳƭǘ [ŜŀǊƴƛƴƎ {ǘŀƪŜƘƻƭŘŜǊǎΩ ǉǳŜǎǘƛƻƴǎ όǇŀǊŜƴǘΣ ǘŜŀŎƘŜǊΣ ǎŎƘƻƻƭ ŀŘƳƛƴƛǎǘǊŀǘƻǊΣ {9/ 
examination official, education policymaker): 

a. Tell us what you think about the current SEC examinations and whether it 
ŀŘŜǉǳŀǘŜƭȅ ŀŘŘǊŜǎǎŜǎ ǘƘŜ ǇǳǇƛƭǎΩ ƴŜŜŘǎ ƻŦ ǘƻŘŀȅΦ 

b. How well prepared do you think pupils are to complete these examinations; 
what are the good things and what can/should be improved? 

c. What do you think should change in the SEC examinations and how would 
you do it?  

d. Do you think that achieving a pass in the SEC examinations is important? 
Why? 

e. Do you agree that this examination gives a fair opportunity for pupils to show 
what they have learnt? Can you propose anything different? 

f. Tell us how you feel about the future changes that are proposed to happen in 
the SEC examinations and how you think it will affect the pupils, the teaching, 
the schools, and the country. 

 
All interview participants gave their contributions voluntarily, every participant was 
provided with a participant information sheet, a consent form to participate and 
students were given an assent form to complete (Chapter 4)Φ {ǘǳŘŜƴǘǎΩΣ ǇŀǊŜƴǘǎΩΣ 
ƘŜŀŘǘŜŀŎƘŜǊ ŀƴŘ ǘŜŀŎƘŜǊǎΩ ƛƴǘŜǊǾƛŜǿǎ ǘƻƻƪ ǇƭŀŎŜ ƛƴ ǎŎƘƻƻƭǎ ǿƘƛƭǎǘ ƛƴǘŜǊǾƛŜǿǎ ǿƛǘƘ ǘƘŜ 
SEC administrator and the education policymaker interviews took place at their work 
offices.  
 

5.1.2 Interview analysis process 

The interview analysis involved two cycles (SaldaƷa, 2009). Figure 6-1 shows a 
systematic workflow of the two cycles and a sample of descriptive codes generated 
from the interviews. In the first cycle, a total of ten interviews were examined. The 
first cycle involved  reading  all transcripts that were generated from interviews to 
get an overview of responses. This was followed by a breaking down of the data into 
descriptive codes, in which codes were extracted as verbatim from interview 
responses. The second cycle consisted of a pattern coding (SaldaƷa, 2009 p.152) 
exercise in which codes generated in the first cycle were categorized and developed 
into analytic themes (meta-codes) and finally as major themes. This cycle focused on 
the identification of abstract ideas (relevance, purpose, problem-solving, etc...) that 
characterize in categories the experiences from the participants of the current SEC 
examination system and core underpinning issues that could be holding back the 
implementation of the SEC reform. 
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Figure 5-1 Diagram of descriptive codes and analytic themes 
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Thus, as shown in figure 6-1, major themes and sub-themes were identified through 
a 2-ŎȅŎƭŜ ǇǊƻŎŜǎǎ ƻŦ ŀƴŀƭȅǎƛǎ ŦǊƻƳ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƛƴǘŜǊǾƛŜǿǎΦ ¢ƘŜǎŜ ŀǊŜΥ  
 
Living through SEC preparation 

¶ Questioning the relevance of content in the current SEC syllabi 

¶ The purpose of studying for the SEC  

¶ Solving the current SEC problems 
 

Achieving SEC examinations  

¶ Frustrations with the current SEC system  

¶ Stress and fear of failing SEC examinations 

¶ Choosing what to learn for the SEC 
 

The vision of a new SEC 

¶ Value of the SEC and the new system  

¶ Trust in the Maltese education authorities 
 
Finally, my aim is to depict an analytical overview of perceptions, anxieties, 
mentalities, feelings, professional and personal challenges, pressures, influences, 
and recommendations to conceptualise what may or may not address these 
problems in the future. 
 
 
 
5.2 Living through SEC preparation 

During the interviews, participants particularly students, teachers, and parents 
clearly showed how the challenges to provide valuable education for all students are 
still present today in schools when they were asked to give their feedback about their 
experiences whilst living through the SEC preparatory phase.  I extracted one key 
ǉǳƻǘŜ ŦǊƻƳ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƛƴǘŜǊǾƛŜǿǎ ǿƘŜƴ ŀǎƪŜŘ ŀōƻǳǘ ǘƘŜƛǊ ŜȄǇŜǊƛŜƴce during 
the SEC preparation phases. Here I will show the connection between the 
ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǊŜǎǇƻƴǎŜǎ ŀƴŘ ǘƘŜ ǎǳōǘƘŜƳŜǎ ǎƘƻǿƴ ƛƴ ŦƛƎǳǊŜ сΦмΦ 

ά¢ƘŜ ǎȅƭƭŀōǳǎ ŦŜŀǘǳǊŜǎ ƳǳŎƘ ƳƻǊŜ ŎƻƴǘŜƴǘ ǘƘŀƴ ǿŜ Ŏŀƴ ƘŀƴŘƭŜΦ ¢ƘŜ 
syllabus is vast, you cannot expect that the work of two years will be 
done in one year. You can only handle things up to a certain point in 
one year. So, you cannot expect to fit in all the content of a two-year 
ǎȅƭƭŀōǳǎ ƛƴ ƻƴŜ ȅŜŀǊ ŀƴŘ ŜȄǇŜŎǘ ƳŜ ǘƻ ƭŜŀǊƴ ƛǘέ ό{ǘǳŘŜƴǘ мύ 

ά²ƘŜƴ ǇǊŜǇŀǊƛƴƎ ŦƻǊ ǘƘŜ {9/ ǘhey [the teachers] specifically tell you 
to study certain things because they will feature in the exam but 
nothing else. But they will not focus on the fact that certain students 
ŀǊŜ ƴƻǘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǿƘŀǘ ƛǎ ōŜƛƴƎ ŎƻǾŜǊŜŘέ ό{ǘǳŘŜƴǘ нύ 
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These responses from two participants show how relevance of content and 
the purpose of what students need to study for the SEC are an issue. The need 
for more relevance of study content is quite a concern, not only from the 
studentǎΩ Ǉƻƛƴǘ ƻŦ ǾƛŜǿ but also from other participants. This issue will be 
discussed in a dedicated section 6.2.1 to shed light on aspects of the current 
SEC that participants felt as non-relevant. 

ά¢ƘŜ ǎȅƭƭŀōǳǎ ƴŜŜŘǎ ǘƻ ǘŀǊƎŜǘ ƳƻǊŜ ǘƘŜ ŜǾŜǊȅ-day life [of the student] 
and certain details should be removed or else include them on a just-
to-know basis. Not everything in the curriculum should be learnt by 
ƘŜŀǊǘΦ ¢ƘŜ ŎǳǊǊƛŎǳƭǳƳ ƛǎ ǘƻƻ Ǿŀǎǘέ όtŀǊŜƴǘ мύ 

άLǘ ƛǎ ƴƻǘ Ŝŀǎȅ ŦƻǊ ƘƛƳ ώǘƘŜ ŎƘƛƭŘϐ ŀƴŘ ǳǎ ώǘƘŜ ǇŀǊŜƴǘǎϐ ōŜŎŀǳǎŜ ǘƘŜǊŜ ƛǎ 
too much content. We just finished the mid-yearly school 
ŜȄŀƳƛƴŀǘƛƻƴǎ ŀƴŘ ǿŜΩǊŜ ŀƭǊŜŀŘȅ ǿƻǊƪƛƴƎ ǘƻǿŀǊŘǎ ǘƘŜ Ŧƛƴŀƭ-year 
examinations. Certain subjects like physics and Maths have a vast 
ǎȅƭƭŀōǳǎ ŀƴŘ ȅƻǳ ƴŜŜŘ ǘƻ ŎƻǾŜǊ Ƴŀƴȅ ǘƻǇƛŎǎέ όtŀǊŜƴǘнύ 

When parents were asked about their experiences whilst helping their 
children to prepare for the SEC, two critical factors emerged; relevance of 
content and the amount of content that students need to study. Parents 
questioned about the purpose why students need to learn such a vast syllabus 
ǿƘŜƴ Ƴƻǎǘ ǇǊƻōŀōƭȅ ƛǘ ǿƻƴΩǘ ōŜ ǳǎŜŘ in life except for during examinations. 
This is also considered in this study as a critical factor that seems to create 
controversy amongst stakeholders about the purposes of the SEC exams. 
Whether in fact they are intended to help students to learn or for other 
purposes. This controversy will be central to the analysis in section 6.2.2. 

ά¸ƻǳ ƪƴƻǿ ǿƘŜƴ ǘƘŜǊŜ ŀǊŜ ŜȄŀƳǎ ǘƘŜǊŜ ƛǎ ŀƭǿŀȅǎ ǘƘŜ ōŀŎƪǿŀǎƘ ŜŦŦŜŎǘ 
so obviously teachers in Form 5 are a bit like coaching, it is not just 
learning and teaching, so most of the learning and teaching we will 
ǇǊŜǎǳƳŜ Ƙŀǎ ōŜŜƴ ǘŀƪŜƴ ǇƭŀŎŜ ƛƴ ǘƘŜ ǇǊŜǾƛƻǳǎ ȅŜŀǊǎέ ό¢ŜŀŎƘŜǊ мύ 

ά²ƘŜƴ ǎǘǳŘŜƴǘǎ ǇǊŜǇŀǊŜ ŦƻǊ ǘƘŜ {9/ ŜȄŀƳǎΣ ǘƘŜȅ ŀǎƪ ƳŜΥ Ψoh, why 
ŘƛŘƴΩǘ ǿŜ ŎƻǾŜǊ ǘƘƛǎΚ ²ƛƭƭ ǿŜ ōŜ ŎƻǾŜǊƛƴƎ ƛǘ ƭŀǘŜǊΚΩ Perhaps I wanted 
to teach you something else that you will be experiencing later on in 
life. So, you have to cope with the SEC syllabus and certain things you 
end up avoiding to teach them because you can cover up to a certain 
point if you are following the sȅƭƭŀōǳǎΦ {ƻ ǘƘŀǘ ŦƻǊ ƳŜ ƛǘ ƛǎ ŀ ǇǊƻōƭŜƳέ 
(Teacher 2) 

From the ǘŜŀŎƘŜǊǎΩ ǊŜǎǇƻƴǎŜǎ here above, it is shown how difficult it is in their 
view to explain/persuade students to learn things during the SEC preperation 
phases that are not necessarily related to the SEC syllabus. It is clear that 
there is a sense of utility that unless a teacher is strictly covering SEC related 
material, particularly the material that will most likely feature in SEC exams, 
than there is no need to learn it. It is also clear how this situation impacts 
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teachers from a pedagogical stand-point, particularly in providing students 
what they believe is the right curricular diet for theƛǊ ǎǘǳŘŜƴǘǎΩ future. This 
ƛǎǎǳŜ ǿƛƭƭ ōŜ ŎŜƴǘǊŀƭ ǘƻ ǘƘŜ ŀƴŀȅƛǎƛǎ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǊŜǎǇƻƴǎŜǎ ƛƴ ǎŜŎǘƛƻƴ 
6.2.3. 

ά¢ƘŜ {9/ ƭƻƻƪǎ ƻƴƭȅ ŀǘ ƪƴƻǿƭŜŘƎŜΣ ǎƻ ǿŜ Řƻ ƴƻǘ ƭƻƻƪ ŀǘ ǎƪƛƭƭǎ ŀƴŘ 
students in Malta suffer from skills. The teacher is geared to teach 
knowledge and there is cramming of knowledge to cover what is 
expected in the syllabus and teachers need to be fast to complete the 
ŎƻƴǘŜƴǘ ǊŜǉǳƛǊŜŘ ƛƴ ǘƘŜ ǎȅƭƭŀōǳǎέ όIŜŀŘǘŜŀŎƘŜǊύ 

ά{ǳǊŜƭȅ ǘƘŜ ŎǳǊǊŜƴǘ ǎȅǎǘŜƳ ƛǎ ƴƻǘ ŀƭƭƻǿƛƴƎ ǳǎ ǘƻ ƭƻƻƪ ŀǘ ŀƭƭ ǘƘŜ ǎƪƛƭƭǎ 
that we [society] expect our students to have. That is a deficiency in 
the system, but on the other hand, the current system is reliable, in 
the sense that everyone is preparing for the same exams, so therefore 
ǘƘŜǊŜ ƛǎ ƭŜǎǎ ǎǳōƧŜŎǘƛǾƛǘȅΦ ¸ƻǳ ǿƛƴ ǎƻƳŜ ŀƴŘ ȅƻǳ ƭƻǎŜ ǎƻƳŜέ ό{9/ 
Administrator) 

From the above responses, students and parents show that the current system has 
its drawbacks, particularly because they feel that; there is too much content to be 
covered; limitations of teaching specifically for the exam; relevance of syllabus to 
ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŜǾŜǊȅŘŀȅ ƭƛŦŜ. The teachers and headteacher are preoccupied with the 
relevance of content in the SEC, however, they also question the SEC, the purpose 
of teaching students all the content that features in the SEC syllabus, and their role 
in it as professional teachers. Mainly whether preparing students for the SEC is more 
about expedience rather than it is about pedagogy. On the other hand, the SEC 
administrator admits that although content-wise the SEC has its problems, for him 
there are no alternatives to the traditional structures that characterize the 
examination system because the current structure reassures people about the 
validity of what they are learning.  
 
This reveals tensions between students, parents, and teachers' desires to explore and 
learn/teach new things which are not merely prescribed by the limits of the SEC 
examinations. This crystallizes a fundamental tension regarding the very nature of 
education and the challenges to provide valuable education for all students. Thus, 
factors and views that emerged from the interviews relating to the current SEC 
content warrant the following analysis to understand underlying factors that drive 
the ideals and preoccupations about: relevance in the SEC, particularly how students 
engage and identify with content that is expected to be covered during the SEC 
preparation; the purpose of learning it and what is being done to improve this 
ŜŘǳŎŀǘƛƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜΦ ¢ƘŜǎŜ ǘƘǊŜŜ ǘƘŜƳŜǎ ŎƭŜŀǊƭȅ ŘŜŦƛƴŜ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƛŘŜŀǎ 
and challenges when living through the SEC preparation phases in present-day 
Maltese education.  
 

5.2.1 Questioning the relevance of content in the current SEC syllabi 
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Chapter 3 noted the promise to provide valuable education for all which has been an 
objective in Maltese education for a long period of time. This was further 
strengthened in 1999 when the National Minimum Curriculum (NMC) was 
established particularly to address the challenges of providing a curriculum that is 
relevant for all students in all schools in Malta. 

It is pertinent to initially outline the stages that characterise the life experience of 
stakeholders whilst preparing for the SEC. The SEC preparatory phase takes up the 
three-years of secondary school education in Malta. During years of the SEC 
preparation (year 9 - 11), students are expected to study a total number of ten 
subjects in school. This includes two examinations during the scholastic year, a half-
yearly examination, and an end-of-year examination for every subject. Some 
subjects, mainly science subjects may also have course work as part of the 
assessment in preparation for the SEC. In the final year of the SEC, preparation 
students do not have any examinations apart from the SEC terminal examinations. 
Thus, the relevance of content and the workload on students and schools is 
enormous and a major challenge. The workload also creates a conflict between 
priorities of quantity and quality which might be driving teachers and students to opt 
for rote-learning and traditional teaching methods to make sure that students cover 
what is required to pass SEC examinations. 

Since the NMC, other initiatives also recognized the challenges in developing a 
curriculum intended to be relevant for all students, mainly the National Curriculum 
Framework (2012) which 

άŀƛƳǎ ǘƻ ƛƴŎǊŜŀǎŜ ŦƭŜȄƛōƛƭƛǘȅ ŀƴŘ ǘƘǳǎ increase the relevance of the 
ǘŜŀŎƘƛƴƎ ǇǊƻŎŜǎǎ ǘƻ ƳŜŜǘ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭ ƴŜŜŘǎ ƻŦ ƭŜŀǊƴŜǊǎέ όнлмнΤ ǇΦсύ. 

IƻǿŜǾŜǊΣ ƛǘ ƛǎ ŎƭŜŀǊ ƛƴ ǘƘŜ ƛƴǘŜǊǾƛŜǿǎ ǘƘŀǘ ŀƭǘƘƻǳƎƘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜ ƛǎ ǘƻ 
provide a relevant education curriculum for all learners there are different 
interpretations of relevance. In the interviews, participants were asked to give 
feedback about their experiences when preparing for the SEC examinations. 
Responses from students show clearly that although various attempts, such as the 
National Curriculum Framework (MEDE, 2012), were made to provide relevant 
education for all students, in the current system this objective is still a concern.  

άCƻǊ ŜȄŀƳǇƭŜΣ ƛƴ aŀǘƘǎΣ ǘƘŜ ǘŜŀŎƘŜǊ ƛǎ ŀǿŀǊŜ ƻŦ Ƙƻǿ Ǿŀǎǘ ŀƴŘ ŘƛŦŦƛŎǳƭǘ 
the syllabus is, even though my class is considered the best class in our 
year, there are things in the syllabus that expect a certain high level, 
so the teacher needs to make sure in managing to keep up with the 
workload and at the same time to make sure that the students are 
understanding thŜ ŎƻƴǘŜƴǘ ŎƻǊǊŜŎǘƭȅέ ό{ǘǳŘŜƴǘ мύ 

ά²ŜƭƭΣ ǿƘƛƭŜ L Řƻ ǎƻǊǘ ƻŦ ǘƘƛƴƪ ǘƘŀǘΣ ȅƻǳ ƪƴƻǿΣ ǘƘŀǘ ŀƭƭ ǎǳōƧŜŎǘǎ ƛƴ ǘƘŜ 
SEC are necessary, but for example, foreigners can come to the 
Maltese University and they don't need to speak Maltese so then at 
the same time why do we have to speak it? why do we have to have 
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Maltese as a compulsory qualification? but then why do we have to 
have English and why do we have to have Math? So, it does make 
ǎŜƴǎŜ ŀƴŘ ƛǘ ƛǎ ǳƭǘƛƳŀǘŜƭȅ ŦŀƛǊ ōǳǘ ƛǘϥǎ ŜŀǎƛŜǊ ǘƻ ǘƘƛƴƪ ƛǘϥǎ ƴƻǘ ŦŀƛǊέ 
(Student 2) 

Lǘ ƛǎ ŎƭŜŀǊ ŦǊƻƳ ǎǘǳŘŜƴǘǎ мΩǎ ǊŜǎǇƻƴǎŜ ǘƘŀǘ ǘƘŜ problem of the SEC preparation is in 
the amount of content that students need to learn form the examination. This 
situation brings pragmatic challenges that can drive teachers to opt for tactical 
teaching approaches to make sure that what is required by the SEC is covered for 
every student. During the interviews, student participants explained how in their 
view the principal issue during the SEC preparation is that content can be very taxing 
on them with very limited opportunity to explore other things that they thought were 
relevant but are not prescribed in the SEC syllabus. This is, perhaps a key factor in 
why some students think that the course content does not deliver what they expect. 
Student 1 explains how teachers do their utmost to instil awareness of other topics 
that fall beyond the remit of the syllabus the SEC. In a separate response, he also 
ōƭŀƳŜǎ ǘƘŜ ǎȅƭƭŀōǳǎ ŦƻǊ ƴƻǘ ōŜƛƴƎ άǘƘƻǳƎƘǘ ǿƛǘƘ ǳǎ ƛƴ ƳƛƴŘέ. Mainly because of time 
constraints which do not make it possible for teachers to distribute the syllabus 
requirements amongst all students. He complains that high-level work is expected, 
whilst at the same time he refers to the high volume of work that features in the SEC 
curriculum. Student 2 identifies that the current educational system is tailor-made 
for the SEC exam requirements. She describes her day-to-day lessons as a logical and 
systematic learning procedure in which lessons are directly focused on the 
requirements of the SEC examinations, as prescribed by the SEC syllabi. But for her, 
this is also discriminatory against students with different learning abilities. The 
student explains how her lessons during the preparatory stage are determined by 
time restrictions and the aim is always to complete exercises in class and at home in 
preparation for the SEC. This is a significant issue because studies show that a single 
approach of teaching for a wide range of students abilities is ineffective (Gardner, 
2011), and clearly certain teaching pedagogies for the SEC are not developed to 
target different learning aptitudes, particularly when lessons are tailor-made to make 
sure that the syllabus required by the SEC is covered. Thus, a cynical meta-discourse 
is raised by Students 1 and 2 about how the SEC can be a discriminatory educational 
experience for students, where many agree that the current SEC motivates exam-
specific teaching methods that are ineffective for students with a wide range of 
learning abilities, but clearly still teachers and students try to bend over backwards 
to facilitate for the system because there is no alternative. This results into a state of 
dissonance for students because although they might feel that strategic studying for 
exams is not the right way to learn, they accept the need to learn things that way to 
be able to progress.  
 
Discrimination as a result of current content in the SEC was also an issue raised by 
Student 3. But his response had a different outcome. He felt that in general Maltese 
students need to make an effort to identify how the SEC-related content could be 
relevant for them. In his introductory feedback, he explains how he is an English 
native speaker and does not practise the Maltese language at home, whilst in the 
above quote he claims that one of the main challenges that he experiences in the SEC 
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preparation phase is the studying and learning of the Maltese language as a 
compulsory SEC subject. He explains how for him learning the Maltese language for 
ǘƘŜ {9/ ƛǎ άƘŀǊŘ ōǳǘ ƛǘΩǎ ŘŜŦƛƴƛǘŜƭȅ ƴŜŎŜǎǎŀǊȅέ ōŜŎŀǳǎŜ ǘƻ ŎƻƳǇƭŜǘŜ ǘƘƛǎ ǇƘŀǎŜ ŀƴŘ ǘƻ 
qualify for his preferred post-secondary institution he also needs to achieve a pass in 
this SEC core examination. However, he also raises questions at how in several cases 
it can be challenging for students to make responsible judgments about what they 
are studying and why they are studying it. Which limits students from having any say 
to what they are studying. He explains that in his case his bigger challenge in the SEC 
experience was how he had to come to terms with why it is compulsory for all 
students to achieve the SEC Maltese language examination to progress to post-
ǎŜŎƻƴŘŀǊȅ ŜŘǳŎŀǘƛƻƴ ǿƘƛƭǎǘ άŦƻǊŜƛƎƴŜǊǎ Ŏŀƴ ŎƻƳŜ ǘƻ ǘƘŜ aŀƭǘŜǎŜ ¦ƴƛǾŜǊǎƛǘȅ ŀƴŘ ǘƘŜȅ 
ŘƻƴΩǘ ŜǾŜƴ ƴŜŜŘ ǘƻ ǎǇŜŀƪ aŀƭǘŜǎŜέΦ ¢Ƙƛǎ ƛƳǇƭƛŜǎ Ƙƻǿ ǎǘǳŘŜƴǘǎ ƳƛƎƘǘ ŀǎƪ ǿƘŜǘƘŜǊ 
ǘƘŜȅ ŀǊŜ ōŜƛƴƎ ΨǳƴŦŀƛǊƭȅΩ ǘǊŜŀǘŜŘ ǿƘŜƴ ŦƻƭƭƻǿƛƴƎ ǘƘŜ ƳŀƛƴǎǘǊŜŀƳ ǎŜŎƻƴŘŀǊȅ ǎchool 
educational system and perhaps question why they have to study and pass from 
certain subjects. However, his appeal to the students is to make efforts in seeking 
ways how to overcome this hurdle by taking a responsible approach in their 
education.  
 

άI would sort of advertise as "Ok you've done these 3 years of senior school 
and 11 years of that but it's like putting that altogether into one paper" it is 
Ƨǳǎǘ ŀ ŎƻƳōƛƴŀǘƛƻƴ ƻŦ ŀƭƭ ǘƘŜ ǎƪƛƭƭǎ ȅƻǳϥǾŜ ŀƭǊŜŀŘȅ ƭŜŀǊƴǘΦέ ό{ǘǳŘŜƴǘ оύ 
 

This shows how students can also try to establish their own rationalisation of 
complexities that embody the current SEC curriculum. It is clear here that student 3 
takes an arbitrary position between what he sees that the students complain about 
the current SEC and how he thinks that the current curriculum can also have its 
benefits.  
 

άL ǿƻǳƭŘ ǎŀȅ ǘƘŀǘ ǎƻƳŜǘƛƳŜǎ ƛǘ Ƨǳǎǘ ƳŀƪŜǎ ǇŜƻǇƭŜ ƳƻǊŜ ǎǘǊŜǎǎŜŘ ǊŀǘƘŜǊ ǘƘŀƴ 
Ƨǳǎǘ ǘƻ Řƻ ƳƻǊŜ ǎǘǳŘȅƛƴƎ ŀƴŘ ƳƻǊŜ ǿƻǊƪ ŦƻǊ ƛǘΣ ǿƘƛŎƘ L ōŜƭƛŜǾŜ ǘƘŜ Ǝƻŀƭ ƛǎΦέ 
(Student 3) 

 
In this case, student 3 puts his own priorities aside to reconcile himself to the 
requirements imposed on him by the current SEC curriculum, something that 
students 1 and 2 did not show in their responses. So the system offers limited 
opportunities for students to rationalize what they are learning for the SEC and why 
they are learning and this maintains the status quo. 
 

5.2.2 Ambivalence about the purpose of studying for the SEC 

The purpose of teaching and learning content that features in the SEC was also 
contested particularly by the headteacher and the parents who participated in the 
ƛƴǘŜǊǾƛŜǿǎΦ ²Ƙƛƭǎǘ ǘƘŜ ƘŜŀŘǘŜŀŎƘŜǊǎΩ ǾƛŜǿǎ Ƴŀƛƴƭȅ ŀŎƪƴƻǿƭŜŘƎŜ ǘƘŀǘ ǘƘŜǊŜ ŀǊŜ ƛǎǎǳŜǎ 
ƛƴ ǘƘŜ ŎǳǊǊŜƴǘ {9/ ǘƘŀǘ ŀǊŜ ǇŜŘŀƎƻƎƛŎ ƛƴ ƴŀǘǳǊŜΣ ǘƘŜ ǇŀǊŜƴǘǎΩ ǾƛŜǿǎ ǳƴŘŜǊƭƛƴŜŘ ƛǎǎǳŜǎ 
and preoccupations about the value of what the students are expected to learn in 
the current SEC. The headteacher states: 
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ά¢ƘŜȅ Řƻ ƴƻǘ ƘŀǾŜ ǘƛƳŜ ǘƻ ŜƴŎƻǳǊŀƎŜ ǎǘǳŘŜƴǘǎΦ ¢ŜŀŎƘŜǊǎ Řƻ ƴƻǘ ƘŀǾŜ 
time. If I am learning Maths and I have an equation to solve, why 
should I not apply problem mathematical skills in a context? Why 
ǎƘƻǳƭŘƴΩǘ ǿŜ ŀǇǇǊƻŀŎƘ ƻǳǊ ǘŜŀŎƘƛƴƎ ƛƴ ǎǳŎƘ ŀ ƳŀƴƴŜǊΚ ²Ƙȅ ŎŀƴΩǘ ǿŜ 
ŘƛǎŎǳǎǎ ǇǊƻōƭŜƳǎ ƛƴ ŎƭŀǎǎΚέ όIŜŀŘǘŜŀŎƘŜǊύ 

 
The headteacher is of the view that the the SEC should give opportunity to students 
to apply knowledge learnt in class to real-life circumstances. In his view learning for 
the SEC is very exam-oriented, which is not necessarily contributing to the policy 
objectives that students should achieve the expected life-skills (NCF, 2012) at their 
age. Thus, although students are getting prepared well for to study content that 
features in SEC examinations, students lack appreciation of the content covered by 
their teachers because teachers during the SEC preparations tend to push for exams 
without focusing on other educational priorities. This preoccupation echoes in the 
ǇŀǊŜƴǘǎΩ ŦŜŜŘōŀŎƪ ŀǎ ǿŜƭƭΣ ŀǊƎǳƛƴƎ ǘƘŀǘ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ǿƘŀǘ ǎǘǳŘŜƴǘǎ ƴŜŜŘ ǘƻ ǎǘǳŘȅ 
for the SEC is not clear enough. 
 

άLƴ Ƴȅ ƻǇƛƴƛƻƴΣ ǎǘǳŘŜƴǘǎ ŀǊŜ ŀǎƪŜŘ ǘƻ ǎǘǳŘȅ ǘƻƻ Ƴŀƴȅ ǘƘƛƴƎǎ ŦƻǊ ǘƘŜ 
Maltese exam, too many figurŜǎ ƻŦ ǎǇŜŜŎƘΣ ŜǘŎΧ ²ƘŜǊŜ ŀƴŘ ǿƘŜƴ ǿƛƭƭ 
you be using all of that in your every-day life? I accept if students study 
all of that for a more advanced level exam because students will need 
to go into so much detail. You still need to know certain things such as 
ǎƛƳƛƭŜǎ ŜǘŎΧ ǎƳŀƭƭ ǘƘƛƴƎǎΣ ōǳǘ ŦƻǊ ƳŜ ŀƭƭ ǘƘŀǘ ǇƻŜǘǊȅ ŀƴŘ ŘŜǘŀƛƭ ŀǊŜ 
ƛǊǊŜƭŜǾŀƴǘέ όtŀǊŜƴǘ мύ 
 
ά/ƘƛƭŘǊŜƴ ǉǳŜǎǘƛƻƴ Ƴŀƴȅ ǘƘƛƴƎǎΤ L ƳŜŀƴ ŎŜǊǘŀƛƴ ǘƘƛƴƎǎ ώǘƘŀǘ ŦŜŀǘǳǊŜ ƛƴ 
the SEC] they understand why they are important to learn. If you learn 
to write an essay in Maltese and English, you will be using those skills 
when you write emails because even if you go to work you will need 
to correspond with other people, so you need to write. But there are 
other subjects, such as Religion, for example, I have nothing against 
Religion, but certain things are not relevant for students that age. And 
you start asking yourself if only they could learn something more 
ǇǊŀŎǘƛŎŀƭ ǊŀǘƘŜǊ ǘƘŀƴ ǘƘƛǎ ǎǳōƧŜŎǘέ όtŀǊŜƴǘ нύ 

 
Both parents in the interviews agree that the current SEC has its limitations and argue 
that there are aspects of the current curriculum considered as purposeless. Parent 1 
explains how in her view the problem lies in prioritising between pushing her child to 
learn for exams or to learn for life. This creates a binary opposition for the parent 
between whether learning should be for life as opposed to learning for the SEC. She 
explains how in her view the amount of detail expected in the SEC examinations can 
be irrelevant. She struggles to understand the purpose of certain syllabi particularly 
the Maltese Language SEC syllabus and the study of Maltese poetry.  
 
Parent 1 also argues for a reduction in the SEC syllabus and in some cases to eliminate 
ŎƻƴǘŜƴǘ ǘƘŀǘ ƛǎ ƴƻǘ ŘƛǊŜŎǘƭȅ ǊŜƭŀǘŜŘ ǘƻ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƭƛǾŜǎΦ {ƘŜ ŜȄǇƭƛŎƛǘƭȅ ƳŜƴǘƛƻƴǎ ŎŀǎŜǎ 
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such as Maltese language poetry and how it should be eliminated from the SEC exam. 
{ƘŜ ŀǊƎǳŜǎ ǘƘŀǘ ƛƴ ƘŜǊ ǾƛŜǿ άŀƭƭ ǘƘŀǘ ǇƻŜǘǊȅ ŀƴŘ ŘŜǘŀƛƭ ƛǎ ƛǊǊŜƭŜǾŀƴǘΦέ ¢Ƙƛǎ ǎƘƻǿǎ ǘƘŀǘ 
idea of learning for the SEC in this particular subject has a short shelf-life for the 
students because for her, in the current SEC curriculum, there is not enough content 
ǿƘƛŎƘ ƛǎ ǊŜƭŀǘŀōƭŜ ǘƻ ǎǘǳŘŜƴǘǎΩ ƭƛǾŜǎ ŀƴŘ ǘƘƛǎ ŎƻǳƭŘ ōŜ ŀƴƻǘƘŜǊ ŦŀŎǘƻǊ ǘƘŀǘ ƛƴŦƭǳŜƴŎŜǎ 
ǎǘǳŘŜƴǘǎΩ ƭƻǿ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ ǘƘŜ {9/ ŜȄŀƳǎΦ AƭǘƘƻǳƎƘ ǘƘŜ ǇŀǊŜƴǘǎΩ ǾƛŜǿǎ ǎǳƎƎŜǎǘ 
the importance of humanist education, the idea of removing Maltese language 
poetry ŦǊƻƳ ǎǘǳŘŜƴǘǎΩ ŜŘǳŎŀǘƛƻƴ ƛǎ ŎƻƴǘǊŀŘƛŎǘƛƴƎ ǘƘŀǘ ƻōƧŜŎǘƛǾŜΦ  
 
Parent мΩǎ suggestions fit into a model of education for growth-promoting purposes 
(Dewey, 1997).  
 

ά/ǳǊǊƛŎǳƭǳƳ ǎƘƻǳƭŘ ōŜ ƳƻǊŜ ŀōƻǳǘ ǘƘŜ ŜǾŜǊȅŘŀȅ ƭƛŦŜΦΦΦ [Ŝǎǎ ƛǊǊŜƭŜǾŀƴǘ 
material... Syllabus ƛǎ ǘƻƻ ǾŀǎǘΣ ǘƻƻ ƳǳŎƘ ŘŜǘŀƛƭ ǘƘŀǘ ƛǎ ƛǊǊŜƭŜǾŀƴǘ ǘƻŘŀȅέ 
(Parent 1) 

 
But, as Aloni (1997) explains, education for growth-purposes cannot be detached 
from the arts ōŜŎŀǳǎŜ ƛǘ Ƙŀǎ ŀƴ ƛƴǘŜƎǊŀƭ ǊƻƭŜ ƛƴ άǇǊƻǾƛŘƛƴƎ ƭƛŦŜ-affirming pedagogical 
ŜƴǾƛǊƻƴƳŜƴǘέ όмффтΣ ǇΦфнύ ŦƻǊ ǎǘǳŘŜƴǘǎΦ ¢ƘŜ ǇŀǊŜƴǘǎΩ ǎǳƎƎŜǎǘƛƻƴǎ ǊŜǾŜŀƭ ŀ ǎƛƎƴƛŦƛŎŀƴǘ 
observation about whether the SEC system allows enough opportunity for arts-based 
content for teachers, students and parents to acknowledge that the arts as an 
ƛƴǘŜƎǊŀƭ ŜƭŜƳŜƴǘ ƻŦ ǎǘǳŘŜƴǘǎΩ ǇŜrsonal growth. Parent 2 explains how his children are 
very inquisitive about what they learn and how important it is that content, and such 
an attitude can contribute positively towards understanding the things they learn in 
school and at home. But it can also be a negative thing because in his interview he 
also suggests that not all SEC syllabi allow space for criticality to take place. He claims 
that in certain subjects like Religion some topics are irrelevant to young students, 
implying that in particular subjects, students are expected to learn things by heart 
for no other reason than it can feature in examinations. This reveals how for parent 
2 education in such instances can be less about content and more about teaching 
and examination styles ie. rote learning. This indicates ǎǘǳŘŜƴǘǎΩ ŀƭƛŜƴŀǘƛƻƴ ŦǊƻƳ ǘƘŜ 
current SEC curriculum and alienation is resulting in a lack of student engagement 
particularly in certain subjects, during preparation for the SEC. Such disenchantment 
may be the cause of high dropout rates and low success rates in the SEC. 

 

5.2.3 Attempting to solve current SEC problems 

As argued above, learning for the SEC in secondary schools brings conflicting ideas 
regarding the relevance and purpose of content. Particularly because exams are 
givŜƴ ŀ ƭƻǘ ƻŦ ƛƳǇƻǊǘŀƴŎŜ ƛƴ ǎŎƘƻƻƭǎ ŀƴŘ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ƭƛǾŜǎ ŀƴŘ ǘƘƛǎ ƛǎ ƻǾŜǊǎƘŀŘƻǿƛƴƎ 
other life priorities. For example, alternative hands-on, teaching, and learning 
practices, were suggested by the interview participants, mainly by the parents, when 
they were asked about what would they like to have more of in the SEC. Parents 
believed that other forms of teaching and learning experiences are lacking in the 
current SEC. 
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άL ǘƘƛƴƪΣ ƛŦ L ŎƻǳƭŘ ƛƴǘǊƻŘǳŎŜ ǎƻƳŜǘƘƛƴƎ ƛƴ ǘƘŜ ŎǳǊǊƛŎǳƭǳƳ ƛǘ ǿƻǳƭŘ ōŜ 
more sports. I think sports should be a priority because children need 
to re-charge. Sports can help you to relax so then students find more 
ǿƛƭƭ ǘƻ ǎǘǳŘȅ ōŜŎŀǳǎŜ ǘƘŜȅ ŦŜŜƭ ǇƘȅǎƛŎŀƭƭȅ ōŜǘǘŜǊέ όtŀǊŜƴǘ лмύ 
 
ά¸ƻǳ ƴŜŜŘ ǘƻ ǘŜŀŎƘ ǎǘǳŘŜƴǘǎ ƛƴ ǿŀȅǎ ǘƘŀǘ ŀǊŜ ƳƻǊŜ ŀǇǇǊƻŀŎƘŀōƭŜ ŦƻǊ 
the students. Like more hands-on, as to be more flexible towards the 
needs of the individual student. If a student learns more by seeing or 
touching and experimenting, then you need to change the teaching 
methods in ways to be compatible with the learning style of the 
ǎǘǳŘŜƴǘΦ ¢Ƙŀǘ ƛǎ Ƙƻǿ ǿŜ Ŏŀƴ ǎŜŜ ŀ ŘƛŦŦŜǊŜƴŎŜέ όtŀǊŜƴǘ лнύ  

 
The above responses from the parents reveal how a binary is being created between 
the priorities given cerebral work of the SEC, and the vital, practical work for life 
wished by the parents.  Parent 2 argues about the idea of how teaching for the SEC 
should cater to more learning abilities in schools, asking why there cannot be more 
hands-on pedagogies, whilst in his interview he criticises the SEC for not leaving many 
opportunities for non-traditional teaching practices. Parent 01 argues that sports 
ǎƘƻǳƭŘ ōŜ ƎƛǾŜƴ ǇǊƛƻǊƛǘȅ ƛƴ ǘƘŜ ŎǳǊǊƛŎǳƭǳƳΦ IƻǿŜǾŜǊΣ ǘƘŜ ǇŀǊŜƴǘΩǎ ŎƻƴŎŜǊƴ ƛǎ ƴƻǘ ƻƴƭȅ 
educational as her response shows how she believes that the current SEC does not 
leave much space for students to indulge in recreation and this impacts negatively 
ƻƴ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜΦ Mainly because sport/recreation is good in itself and 
sport/recreation provides necessary respite for students to improve exam 
performance. This shows how in the parentΩs view the current SEC examination 
system still determines a traditional academic style of teaching and assessment, 
reducing opportunities for teachers to diversify content in their teaching and to 
introduce different pedagogies in classes for students with various learning abilities. 
They also argue that there is too little space for students to disengage from on-going 
learning routines and prepare themselves better, mentally, for their exams. 
 
This shows that parents are against rote learning determined by the assessment, and 
how students are overburdened with content because of the SEC. This highlights how 
the method of assessment is dictating the mode of learning. Although an exam-first 
mentality in Malta could mean that everything relatable to the SEC is taught 
traditionally, some participants noted aspects of SEC preparation in which teaching 
involves more progressive elements: 
 

ά²ƘŜƴ ȅƻǳϥǊŜ ǘŜŀŎƘƛƴƎ ǘƘŜ ǎǘǳŘŜƴǘǎΣ ǘŜŀŎƘŜǊǎ ƴŜŜŘ ǘƻ Ǝƻ ƻƴ ƳƻǊŜ 
function, in fact even the exam, the current SEC, when they have a 
literature exercise, what I do is usually I start by giving them a 
presentation then we discuss about the First World War. So, I see what 
they knew about it, we do a brainstorming activity. I show them some 
video clips, for example, I showed them a video clip from media about 
the war, that sometimes they use even during filming and there was 
like how it was built, then I found some footage, some raw footage 
ŦǊƻƳ ǘƘŜ ŀŎǘǳŀƭ ǿŀǊέ ό¢ŜŀŎƘŜǊмύ 
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ά¦ƭǘƛƳŀǘŜƭȅ {9/ ƛǎ ǘƘŜ ƎƻŀƭΣ ŀǘ ǘƘŜ ŜƴŘ ƻŦ ǘƘŜ Řŀȅ students need to pass 
ŦǊƻƳ ƛǘ ǘƻ ǇǊƻƎǊŜǎǎΣ ǎƻ ȅƻǳ Ŏŀƴƴƻǘ ǊŜŀƭƭȅ ŘŜǾƛŀǘŜ ŦǊƻƳ ǘƘŜ ǎȅƭƭŀōǳǎέ 
(Teacher 2) 

 
 
The English language (teacher 1) teacher admits in her interview that preparing 
students for the SEC examinations is a difficult stage and requires hard work and 
contributions from students and parents (this will be discussed further in the sections 
focusing on attainment) to make this preparatory stage a successful one for the 
students. But as she explains in the above excerpt, in her case her lessons can employ 
less teacher-centred approaches and more discussion-based teaching and using 
embedded teaching methods and encouraging interactivity and alternative tools of 
teaching to motivate interest in the class. This reveals how despite the 
ΨǎǘǊŀƛǘƧŀŎƪŜǘƛƴƎΩ ƻŦ ǊƻǘŜ-learning in schools determined by the SEC exams, certain 
teachers find ways how to teach using alternative methods. However, it is also clear 
that this is not the norm and not always possible during the SEC preparation as 
claimed by teacher 2. Therefore, these pockets of non-rote learning can be 
considered as the exception, despite the strictures of the SEC. Teacher 2 (Maths) 
explains how in his case the current SEC makes his subject pre-determined by the SEC 
examinations. It is important to outline how different SEC subjects can determine 
how much teachers can/cannot introduce alternative initiatives to address different 
learning preferences in their class, as some SEC subjects have more flexibility to 
introduce alternative teaching methods and others less. However, the headteacher 
argues that despite operational issues that keep schools and teachers from 
implementing alternatives in the standard timetable, it is possible to make provision 
outside the regular school day: 
 

ά¢ƘŜ ŦŀŎǘ ǘƘŀǘ LΩǾŜ ǘƛƳŜǘŀōƭŜŘ tŜǊŦƻǊƳƛƴƎ !Ǌǘǎ ώƴƻƴ ǊŜŎƻƎƴƛǎŜŘ {9/ 
subject] after-school hours means that this does not have a place in 
our school? Is it less important than other subjects? No, I am not 
saying that. I am saying that under the current system, the schoolΩǎ 
timetable cannot accommodate such subjects in it. So, we created an 
after-ǎŎƘƻƻƭ ƛƴƛǘƛŀǘƛǾŜ ǘƻ ƳŀƪŜ ƛǘ ƘŀǇǇŜƴ ŦƻǊ ǘƘŜ ǎǘǳŘŜƴǘǎέ 
(Headteacher) 

 
In his interview, the headmaster explains how his school organises several yearly 
events for the students such as mathematics competitions, performing arts activities, 
amongst other events and these are very popular with the students. Furthermore, 
he also explains that such activities give students opportunities to learn things about 
themselves which daytime school education cannot really address because of the 
strict schedules and timelines to prepare students for the SEC examinations. 
However, he makes it clear that these activities take place out of school hours and 
such educational initiatives are not accredited and not officially recognised by the 
SEC examination board. The headteacher argues for the importance of such projects 
and how they can contribute positively towards the educational growth of the 
students. This shows that giving students a more individualised education experience 
can be possible, but that it cannot be accommodated in the formal curriculum. Thus, 
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although the headteacher recognizes the importance of such initiatives in his 
ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎΣ ƘŜΣ ǘƻƎŜǘƘŜǊ ǿƛǘƘ ǎǘǳŘŜƴǘǎΣ ǘŜŀŎƘŜǊs, and parents 
want an education that goes beyond the requirements of the SEC. But, to do so they 
need to work around/against the system and outside the strictures of the SEC syllabi. 
This also shows how the current SEC can drive schools to introduce a subversion of 
the formal curriculum by fitting in alternative education initiatives that are over and 
above the current workload and after hours.  
 
 
5.3 Achieving SEC examinations 
 
In the Maltese education system, the idea of success in compulsory education is 
deǇŜƴŘŜƴǘ ƻƴ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŀǘǘŀƛƴƳŜƴǘ ƻŦ {9/ ǉǳŀƭƛŦƛŎŀǘƛƻƴǎ όa959Σ нлмпύΦ hƴŜ ƻŦ 
the main objectives of the Maltese education system is to improve the quality of 
ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘ ŀƴŘ ǿƛŘŜƴ ǎǘǳŘŜƴǘǎΩ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ǘƘŜ {9/ ǘƻ ǊŜŘǳŎŜ 
dropout rates and mitigate the negative social and political effects of poor academic 
progress (Cedefop, 2017). As identified (chapter three) the current SEC system strives 
to achieve the ideals of the Maltese education system set by the Education Act 
(1988), to provide equal opportunities for students, and maximise opportunities for 
all students to achieve better results. In the interviews, participants were asked to 
comment on whether they feel that the current SEC examination system is in-line 
with these objectives and ideals. Although the principle of inclusion was not 
controversial, participants exhibited different understandings and different 
emphases when articulating how this principle is implemented during the 
preparation stages of the SEC. These differences can mainly be identified around 
three areas: issues of injustice amongst students and teachers who are 
experiencing the SEC on day-to-day basis; stress and fear caused to students, 
parents, and teachers by the system and the examinations; and the limitations for 
students to gain autonomy of their own education.  
 

5.3.1 Frustrations with the current SEC system 

As identified in chapter 3, determination to improve attainment results in the SEC 
has characteristically unveiled issues that are critical towards the provision of 
inclusive education for all students set by the Education Act (1988). These issues have 
been identified by the policymaker, headteacher, teachers, and students who 
participated during the interviews when asked about what they would change from 
the current system if they had the power to do so.  Several injustices created by the 
current system were discussed and issues included: ties with traditional educational 
mentalities; access and provision of resources for all students in schools with 
different learning abilities and disabilities; and family contributions at home that 
can provide adequate support for students.  
 
The current education system in Malta has strong ties with its past (Chapter 2), with 
ŜŘǳŎŀǘƛƻƴ ŀǘǘŀƛƴƳŜƴǘ ōŜƛƴƎ ŎƘŀǊŀŎǘŜǊƛǎŜŘ ōȅ ǘƘŜ ǎǘǳŘŜƴǘǎΩ abilities to recall 
information in school exams (Sultana, 1999). This emerges from how previously the 
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ǎǘǳŘŜƴǘǎΩ ƛƴ-school examination outcomes determined how students were streamed 
into different classes from as early as their primary school age. This tradition shaped 
the way the Maltese education system is formally structured today, perpetuating 
disadvantage between students who perform well in exams and those who do not. 
The Ministry desires to move on from this to provide a type of education that reaches 
ǎǘǳŘŜƴǘǎ ƳƻǊŜ ƘƻƭƛǎǘƛŎŀƭƭȅ ŀƴŘ ǘƘŜ ƴŜŜŘ ŦƻǊ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ǘƻ ōǊŜŀƪ ŀǿŀȅ 
ŦǊƻƳ ƛǘǎ Ǉŀǎǘ ǿŀǎ ŀƭǎƻ ŜŎƘƻŜŘ ƛƴ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊΩǎ ǊŜǎǇƻƴǎŜǎ ŘǳǊƛƴƎ ǘƘŜ ƛƴǘŜǊǾƛŜǿǎΦ  
 

άL ǘƘƛƴƪ ƛƴƎǊŀƛƴŜŘ ŀǘ ǘƘŜ ŜƴŘ ƻŦ ǘƘŜ Řŀȅ ƛǎ ƻǳǊ ŎǳƭǘǳǊŀƭ ōŀƎƎŀƎŜ ŀƴŘ ǘƘƛǎ 
is coming from an English system that the exam is the ideal goal 
ǎǘŀƴŘŀǊŘ ƻŦ ŀǎǎŜǎǎƳŜƴǘέ όtƻƭƛŎȅƳŀƪŜǊύ 

 
This desired objective has brought several challenges, particularly in schools and 
homes when students go through the SEC preparation stage. The policymaker 
explains that the key to implementing inclusive principles of education in secondary 
schools is finding ways to convince teachers to break away from traditional views 
that link student attainment with exam results only. In Malta exam results are 
monitored and assessed by MATSEC (the examination board that administers all SEC 
examinations). Similar to the UK system were GCSE exams are also administered by 
one examining body, OFSTED. In the case of secondary state schools, this system has 
created selective school structures that segregate students depending upon grades 
attained in their previous school examinations that prepare students for the SEC 
examinations. This is confirmed by the policymaker; whilst he argues that such an 
exam-determined system is not ƧǳǎǘƛŦƛŜŘ ŜƴƻǳƎƘ ŀƴŘ ŎǊŜŀǘŜǎ ŀƴ ΨŜƭƛǘƛǎǘΩ ǘȅǇŜ ƻŦ 
ŜŘǳŎŀǘƛƻƴ ƛƴ ǿƘƛŎƘ ƴƻǘ ŜǾŜǊȅ ǎǘǳŘŜƴǘ Ŏŀƴ ƘŀǾŜ ŀƴ ΨŜǉǳŀƭΩ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ǇŜǊŦƻǊƳΣ ƘŜ 
claims: 
  

ά{ǳǇǇƻǎŜŘƭȅ ǿŜ ƘŀǾŜ ŜǊŀŘƛŎŀǘŜŘ ǎǘǊŜŀƳƛƴƎ ƛƴ ǎŎƘƻƻƭǎ ōǳǘ ŘŜ ŦŀŎǘƻ ǿŜ 
created streaming again but in another way. As soon as students go 
ƛƴǘƻ ŀ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭ ŀƴŘ ƎŜǘ ƛƴǘƻ ǘǊŀŎƪǎ ƛǘΩǎ ƭƛƪŜ ǿŜ ŀǊŜ ƻƴŎŜ ŀƎŀƛƴ 
ƭŀōŜƭƭƛƴƎ ŎƘƛƭŘǊŜƴ ƛƴ ǿƘƛŎƘ ǎǘǳŘŜƴǘǎ ǿƛƭƭ ǊŜŀƭƭȅ ŦƛƴŘ ƘŀǊŘ ǘƻ ŎƘŀƴƎŜέ 
(policy-maker) 

 
The policymaker refers to a current system called the tracking system that echoes a 
past mentality which in his view clearly constitutes a form of injustice towards 
students. The tracking system is a student classification system that state schools 
ŀŘƻǇǘŜŘ ƛƴ ǊŜŎŜƴǘ ȅŜŀǊǎ ōǳǘ ǘƘŜ ǇƘǊŀǎŜ άŘŜ ŦŀŎǘƻέ ǳǎŜŘ ōȅ ǘƘŜ ǇƻƭƛŎȅƳŀƪŜǊ ǎǳƎƎŜǎǘs 
ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŘƛǎǎƻŎƛŀǘƛƻƴ ǿƛǘƘ ǎǳŎƘ ŀ ǎȅǎǘŜƳΦ This reveals how streaming has been 
discontinued as policy, but ǎǘŀǘŜ ǎŎƘƻƻƭǎ ƘŀǾŜ ŎƭǳƴƎ ƻƴǘƻ ŀ ǾŜǊǎƛƻƴ ƻŦ ΨŜƭƛǘƛǎǘ 
ŎƭŀǎǎƛŦƛŎŀǘƛƻƴΩ ŀǎ ŀƴ ƛƴǎǘǊǳƳŜƴǘ ǘƻ ŎƻǇŜ ǿƛǘƘ ǘƘŜ ǇǊŜǎǎǳǊŜǎ ƻŦ ǇǊŜǇŀǊƛƴƎ ǎǘǳŘŜƴǘǎ ŦƻǊ 
SEC examinations. Thus, it inevitably limits the opportunities of those who are not in 
ǘƘŜ ΨǘƻǇ-Ŏƭŀǎǎ ǘǊŀŎƪΩΦ Iƛǎ ŦŜŜŘōŀŎƪ ŀƭǎƻ ǎƘƻǿǎ ƘƻǿΣ ƛƴ Ƙƛǎ ǾƛŜǿΣ ǘƛƳŜ ǎƘƻǳƭŘ ƘŀǾŜ 
taught us how to abolish such ways by insisting how such a system did not enable a 
wide participation of students. TƘŜ ǇƻƭƛŎȅƳŀƪŜǊ ŀǊƎǳŜǎ ǘƘŀǘ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ŘǊƛǾŜ ǘƻ 
ƛƳǇǊƻǾŜ ǎǘǳŘŜƴǘǎΩ ǎǳŎŎŜǎǎ ǊŀǘŜǎ in the SEC examinations has re-introduced a student 
classification system in which the National education policy had set out to abolish. 
This reveals a dissonance between policy and practice which in this instance schools 
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are inadvertently contradicting inclusive education principles initially established by 
the Education Act 1988. Contrary to the principles of inclusive education, such 
systems establiǎƘ ŀƴ ΨŜƭƛǘƛǎǘΩ ǎƛǘǳŀǘƛƻƴ ƛƴ ǿƘƛŎƘ ŀ ƳƛƴƻǊƛǘȅ ƻŦ ǎǘǳŘŜƴǘǎ ƳŀƪŜ ƛǘ ǘƻ Ǉƻǎǘ-
secondary education. This is ƛƴŘƛŎŀǘƛǾŜ ƻŦ ŀ ōǊƻŀŘŜǊ ΨōƭŀƳŜ ƳŜƴǘŀƭƛǘȅΩ ǿƘƛŎƘ 
functions to defer responsibility onto others. Lƴ ǘƘŜ ǇƻƭƛŎȅƳŀƪŜǊǎΩ ƻǿƴ ǿƻǊŘǎΣ 
ǎŎƘƻƻƭǎ ŀǊŜ ƻƴŎŜ ŀƎŀƛƴ άƭŀōŜƭƭƛƴƎ ŎƘƛƭŘǊŜƴέ ǿƘƛŎƘ ƘŜ ŀǊƎǳŜǎ ƳŀƪŜǎ ƛǘ ŘƛŦŦƛŎǳƭǘ ŦƻǊ 
students to detach from their tracks. Thus, students who follow the lower tracks have 
their fate sealed because it is very difficult to progress to pass SEC examinations with 
equal opportunities than others in the higher tracks.  
 
For the headteacher, the resistance to progress comes from the mentality of teachers 
ǿƘƛŎƘ ƛǎ ŀƭǎƻ ƛƴŘƛŎŀǘƛǾŜ ƻŦ ŀ ōǊƻŀŘŜǊ ΨōƭŀƳŜ ƳŜƴǘŀƭƛǘȅΩ. He argues that: 
 

ά¢ƘŜǊŜ ŀǊŜ ǘŜŀŎƘŜǊǎ ǘƘŀǘ ƴŜŜŘ ǘƻ ŘŜǇŀǊǘ ŦǊƻƳ ǘƘŜ ƳƛƴŘǎŜǘ ǘƘŀǘ 
everything should be goal-driven and summative. Teachers need to 
adapt to qualitative teaching processes. This mind-set has not been 
achieved yet and I think that the whole generation of teachers needs 
to address this issue. I mean that teachers are still too traditional in 
that sense. I mean if you ask for a change, he [or she] is still going to 
ŦŜŜƭ ǘƘŜ ǎŀƳŜ ǿŀȅέ όIŜŀŘǘŜŀŎƘŜǊύ 

 
¢ƘŜ ƘŜŀŘ ǘŜŀŎƘŜǊΩǎ ǾƛŜǿ ƻǳǘƭƛƴŜǎ ŀƴ ƻƴƎƻƛƴƎ ŎƻƴŦƭƛŎǘ ƛƴ aŀƭǘŀΩǎ ŎǳǊǊŜƴǘ ŜŘǳŎŀǘƛƻƴ 
system. In fact, fear of not reaching/improving expected student SEC results 
overshadows the will to introduce inclusive teaching practices in schools. It is also 
clear that although inclusivity in Maltese education is generally agreed in principle at 
a policy level, in practice education teachers are still opting for traditional 
frameworks, such as the establishment of an internal hierarchy (as shown in the 
quotes below), because for the teachers, this can be a safer and a known option. 
Thus, whilst school structures such as the tracking system are contradicting the 
objectives and principles of inclusive education that the Ministry strives for, 
questions remain unanswered, mainly about how such traditional frameworks are 
helping teachers to cope with every-day running of schools. However, on the other 
hand, the teacher participants and the SEC administrator outline the frustration that 
they feel from their part and why traditional frameworks are still being considered 
as a way forward: 
 

ά²Ŝ ƭƛǾŜ ƻƴ ǘƘŜ ŦǊƻƴǘ ƭƛƴŜΣ ǿŜ Řƻƴϥǘ ƭƛǾŜ ǿƛǘƘ ǇƻƭƛŎƛŜǎΣ ŀƴŘ ƛǘ ǿŀǎ 
mentioned in a consultation meeting regarding SEC, because I kept 
insisting to take part, they look at the assessment part, but we are not 
looking at the bigger picture, even logistics are a problem, so we were 
saying problems like schools they don't have the facilities to teach as 
ǿŜ ŀǊŜ ŜȄǇŜŎǘŜŘ ǘƻ ǘŜŀŎƘέ ό¢ŜŀŎƘŜǊ мύ 
 
άLŦ ǘƘŜ Ǉŀǎǎ ǊŀǘŜ ƛǎ ǳǎǳŀƭƭȅ ƭŜǘΩǎ ǎŀȅ фл҈ ŀƴŘ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ȅŜŀǊ ƛǎ ƻƴƭȅ 
сл҈Σ ŦƻǊ ǘƘŜ ǎŀƪŜ ƻŦ ǘƘŜ ŀǊƎǳƳŜƴǘΣ ǘƘŜƴ ǿƘŀǘ ƘŀǇǇŜƴŜŘΚ ²Ƙŀǘ ŘƛŘƴΩǘ 
happen? [referring to school authorities asking for justifications] It is 
ǾŜǊȅ ŘƛŦŦƛŎǳƭǘ ǘƻ ŦƛƴŘ ƻƴƭȅ ƻƴŜ ŦŀŎǘƻǊ ōǳǘ ƛǎ ƛǘ ŀƭǿŀȅǎ ǘƘŜ ǘŜŀŎƘŜǊΩǎ Ŧŀǳƭǘ 
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that students do not pass their exams? Or the students are not that 
good? Or the students decide that they do not want to work? So, exam 
results bring presǎǳǊŜ ƻƴ ǳǎέ ό¢ŜŀŎƘŜǊ нύ 
 
ά¢ƘŜ ǊŜǇƻǊǘ ǘƘŀǘ ŜȄŀƳƛƴŜǊǎ ǿǊƛǘŜ ώǎǳōƧŜŎǘ ȅŜŀǊƭȅ ǊŜǇƻǊǘϐ ƛǎ ƴƻǘ ŜƴƻǳƎƘ 
to show us why the SEC objectives are not being reached by the 
students. But the thing is that critique [from teachers] need to be 
constructive and not negative. Unfortunately, it is very easy to say that 
something is not good and stopping at that. That is the problem that 
we have here [in Malta]. From our side [SEC] we want to do more 
detailed research to see where the problems are by asking schools to 
give us detailed responses. But to do so it is a huge strain on the 
resources, and our resources are an issue. To publish one report is 
ŀƭǊŜŀŘȅ ŀ ōƛƎ ǎǘǊŜǘŎƘ ƻŦ ƻǳǊ ǊŜǎƻǳǊŎŜǎέ ό{9/ ŀŘƳƛƴƛǎǘǊŀǘƻǊύ 

 
Teacher 1 shows frustration that policies do not represent her reality and the realities 
experienced in schools, and she is clearly frustrated about her lack of voice and 
influence in policymaking. For her, although authorities prioritise assessment over 
other prƛƻǊƛǘƛŜǎ ƛƴ ŜŘǳŎŀǘƛƻƴ ǘƘŀǘ ŎƻǳƭŘ ǇŜǊƘŀǇǎ ōŜ ƳƻǊŜ ōŜƴŜŦƛŎƛŀƭ ŦƻǊ ǎǘǳŘŜƴǘǎΩ 
learning. Therefore, a key factor why teachers opt for the known and tested 
traditional teaching approaches is because it feels safer for them to do so. This is also 
echoed in teacheǊ нΩǎ ǊŜǎǇƻƴǎŜ ŀǎ ƘŜ ŀǊƎǳŜǎ ǿƘȅ ƛǘ ƛǎ ǘƘŜ ǘŜŀŎƘŜǊǎ ŀǊŜ ƘŜƭŘ 
responsible when students do not pass their SEC examinations. ¢ŜŀŎƘŜǊ нΩ ǊŜǎǇƻƴǎŜ 
ƛǎ ŀƭǎƻ ƛƴŘƛŎŀǘƛǾŜ ƻŦ ŀ ōǊƻŘŜǊ ΨōƭŀƳŜ ƳŜƴǘŀƭƛǘȅΩ ǿƘƛŎƘ ǊŜǾŜŀƭǎ defensive responses and 
makes innovation risky. He clearly shows how teachers get pressured from above to 
justify why students do not achieve the expected SEC results at the end of their 
ŜŘǳŎŀǘƛƻƴΦ ¢Ƙƛǎ ǎƘƻǿǎ Ƙƻǿ ŀǳǘƘƻǊƛǘƛŜǎ ǳǎŜ ǎǘǳŘŜƴǘǎΩ {9/ ǊŜǎǳƭǘǎ ŀǎ ŀ ǇǊƻȄȅ ƻŦ ǉǳŀƭƛǘȅ 
and teachers feel they are held into account if student pass rates are not obtained. It 
ƛǎ ŀƭǎƻ ŎƭŜŀǊ ǘƘŀǘ ƴƻǘ ƪƴƻǿƛƴƎ ǿƘŀǘ ƛǎ ŎŀǳǎƛƴƎ ǎǘǳŘŜƴǘǎΩ ƭƻǿ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ ǘƘŜ {9/ 
ƛǎ ŦƻǊŎƛƴƎ ǘƘŜ ǎȅǎǘŜƳ ǘƻ Ǉǳǘ ǎǘǳŘŜƴǘǎΩ {9/ ǊŜǎǳƭǘǎ ōŜŦƻǊŜ ƻǘƘŜǊ ŜŘǳŎŀǘƛƻƴŀƭ ǇǊƛƻǊƛǘƛŜǎΣ 
creating a laborious situation in schools that teachers feel are being posed unjustly 
on them. This translates into a situation in which teachers take measures in their own 
hands, so to speak, to be able to find practical ways to work under such conditions.  
 
As highlighted in this chapter, teachers, students, and parents agree that inclusive 
teaching systems such as student-specific teaching approaches and more space for 
class discussion in secondary schools should be considered as a way forward to 
ƛƳǇǊƻǾŜ ǎǘǳŘŜƴǘǎΩ ƛƴǘŜǊŜǎǘǎ ŀƴŘ ŜƴƎŀgement with SEC content, but such mechanisms 
clearly go against the selective processes and classification system such as the 
tracking system. TƘŜ ŀōƻǾŜ ǉǳƻǘŜǎ ǎƘƻǿ ǘƘŀǘ ŦǊƻƳ ŀ ǘŜŀŎƘŜǊΩǎ ǇŜǊǎǇŜŎǘƛǾŜΣ ŀƭǘƘƻǳƎƘ 
the will to change the current system might be there, the lack of information about 
ǿƘŀǘ ŎŀǳǎŜǎ ǎǘǳŘŜƴǘǎΩ ƭƻǿ ǇŜǊŦƻǊƳŀƴŎŜǎ ƳƛƎƘǘ ǎǘƛƭƭ ƴƻǘ ōŜ ŎƻƴǾƛƴŎƛƴƎ ǘŜŀŎƘŜǊǎ 
enough to make certain leaps in their teaching practice, and given the culture of 
blame, this is often regarded as too risky. This also leads to ǘƘŜ ƘŜŀŘ ǘŜŀŎƘŜǊΩǎ 
frustration for not having enough power to motivate teachers to move on from 
traditional teaching methods and to influence necessary changes in schools such as 
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abolishing selective processes in the system and adopting inclusive teaching practices 
on a day-to-day basis.  
 
This point about frusation towards the current SEC system was also raised by the SEC 
administrator. He ŎƭŜŀǊƭȅ ŀƎǊŜŜǎ ǘƘŀǘ ƭŀŎƪ ƻŦ ƛƴŦƻǊƳŀǘƛƻƴ ŀǾŀƛƭŀōƭŜ ƻƴ ǎǘǳŘŜƴǘǎΩ 
performances is frustrating from an examining body perspective. He explains that 
SEC objectives are not currently being met by the students and also explains that in 
an ideal world, in-depth studies would reveal specific lacunae about student 
performances.   
 
Other issues were also identified from the student participants who feel short-
changed by the current system. Interviews with students unveil how the current 
ǎȅǎǘŜƳΩǎ ƛƴŀōƛƭƛǘȅ ǘƻ ǇǊƻǾƛŘŜ Ŝǉǳŀƭ ŀƴŘ ŜŦŦŜŎǘƛǾŜ ƭŜŀǊƴƛƴƎ ƻǇǇƻǊǘǳƴƛǘies for all 
students to perform in the SEC examinations can also create frustration.  
 

άL ƪƴƻǿ ǘƘŀǘ L ƳƛƎƘǘ ǎƻǳƴŘ ǘƻƻ ƴŜƎŀǘƛǾŜ ōǳǘ L ǿƻǳƭŘ ƭƛƪŜ ǘƻ ōŜ ƛƴ ŀ 
school where everything is in order when you look at the teacher you 
can follow, if you have a question you can feel free to ask, and they 
Ŏŀƴ ǊŜǇŜŀǘ ƛŦ ƴŜŜŘǎ ōŜέ ό{ǘǳŘŜƴǘ нύ 
 
άI'd rather say it's more worry that people are scared of it, it's just this 
is something you have to do well and everything is riding on it there's 
sort of that mentality about the SEC and I just don't think that it's clear 
enough what's actually there, you know? It's just an exam rather than 
ŀ ǘǊƛŀƭΣ ƛŦ ȅƻǳ ǎŜŜ ǿƘŀǘ L ƳŜŀƴέ ό{ǘǳŘŜƴǘ оύ 

 
Frustrations from student participants were focused more on the impacts of the SEC 
exams as they feel that exams are not thought of with them in mind. Student 2 admits 
that she needs a very specific approach in school to learn as she believes that a 
different approach could help her do well in the SEC. IƻǿŜǾŜǊΣ ƘŜǊ ǎŎƘƻƻƭΩǎ ǇǊƛƻǊƛǘƛŜǎ 
to teach for the SEC examinations does not enable her to learn in her preferred way. 
{ƘŜ ŜȄǇƭŀƛƴǎ Ƙƻǿ ƛƴ ƘŜǊ ǾƛŜǿ ǎƻƳŜ ŦŀŎǘƻǊǎ Ŏŀƴ ƛƳǇŀŎǘ ǎǘǳŘŜƴǘǎΩ ŀǘǘŜƴǘƛƻƴ ƛƴ Ŏƭŀǎǎ 
such as distractions and time constraints, particularly in cases where students, just 
ƭƛƪŜ ƘŜǊǎŜƭŦΣ ƴŜŜŘ ǊŜǇŜǘƛǘƛƻƴ ǘƻ ǇǊƻŎŜǎǎ ǿƻǊŘǎ Ƨǳǎǘ ƭƛƪŜ ƻǘƘŜǊ ǎǘǳŘŜƴǘǎΦ ¢ƘŜ ǎǘǳŘŜƴǘǎΩ 
feedback shows another dimension of the SEC in which the current system creates a 
culture of docility (Foucault, 1975) amongst students in which they are expected to 
be receptive to the syllabi, standards, and outcomes dictated by the SEC system. The 
system, therefore from the point of view of the student, does not always cater for 
the needs of individual students with diverse learning abilities. On the contrary, the 
system expects homogeneity that opposes the principle of individuality, and this 
clearly frustrates students on various levels: how students can perceive the SEC as a 
journey that is a necessary evil; how the SEC is clearly not allowing much space for 
students to experience learning in their preferred learning styles; and how the SEC is 
too explicit about what is expected from the students to show in their examinations 
(these inferences will be discussed in further detail in the following section focusing 
on fear of failure). This shows that whilst the education system ostensibly strives to 
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provide equal education opportunities for all, the students are aware of the 
oppressive power exercised by the SEC and those who are obliged to comply with it. 
 
{ǘǳŘŜƴǘ о ǇƭŜŀŘǎ ǘƻ ŜǾŜǊȅƻƴŜ ǘƻ ǎŜŜ ǘƘŜ {9/ ŀǎ άƧǳǎǘ ŀƴ ŜȄŀƳ ǊŀǘƘŜǊ ǘƘŀƴ ŀ ǘǊƛŀƭέΦ ¢ƘŜ 
ǿƻǊŘ ΨǘǊƛŀƭΩ has negative connotations and it was extracted from the interview with 
student 3 at verbatim and it shows how lack of clear objectives in the SEC brings a 
mentality that can put students in an unjust position to prove their innocence 
όǿƻǊǘƘƛƴŜǎǎύΦ ά¢Ǌƛŀƭέ ƛǎ ŀ ǎǘǊƻƴƎ ǿƻǊŘ ǳǎŜŘ ƘŜǊŜ ƛƴ ǘƘŜ ǎǘǳŘŜƴǘΩǎ ǾƻŎŀōǳƭŀǊȅ ǿƘƛŎƘ Ŏŀƴ 
give us a sense of how the SEC can also be perceived by students as a judicial 
experience. He also admits how this is generally coming from the perception that SEC 
is very important on various levels that push students to identify with it on need-to-
pass basis.  
 

5.3.2 Stress and fear of failing SEC examinations 

 
Other issue discussed in the interviews related to stress and fear of failure during the 
preperation phases for the SEC. Attainment in the SEC context can become a priority 
ŀǘ ǘƘŜ ŜȄǇŜƴǎŜ ƻŦ ǎǘǳŘŜƴǘǎΩ ǿŜƭƭ-being. Freeman and Lewis (2016) argue that in high-
ǎǘŀƪŜǎ ŜŘǳŎŀǘƛƻƴ ǎŜǘǘƛƴƎǎ ǎǘǳŘŜƴǘǎΩ ŜȄǇŜǊƛŜƴŎŜǎ Ŏŀƴ ōŜ ƘŀƳǇŜǊŜŘ ōȅ ǘƘŜ ƛŘŜŀ ǘƘŀǘ 
άŀǎǎŜǎǎment must always be a competitive process, with learners pitted against one 
ŀƴƻǘƘŜǊέ ό2016, p.8). This was also echoed in the responses shared by students, 
parents, and teachers during their interviews with me, as they explained what makes 
the SEC so significant for them whilst also teachers and parents clearly explain why 
passing from SEC examinations can be so stressful for the students and for 
themselves. 
 

άLǘ ƛǎ ǾŜǊȅ ƛƳǇƻǊǘŀƴǘ ōŜŎŀǳǎŜ ŦƻǊ ƳŜ ǘƘŜ {9/ ƛǎ ǘƘŜ ŦƛǊǎǘ ǎǘŜǇ ǘƻ ǿƘŀǘ L 
want to achieve in life. It is the first step towards becoming who you 
ǿŀƴǘ ǘƻ ōŜŎƻƳŜ ƛƴ ƭƛŦŜΣ ǎƻ ƛǘ ƛǎ ǾŜǊȅ ƛƳǇƻǊǘŀƴǘέ ό{ǘǳŘŜƴǘ мύ 
 
ά¸ŜǎΣ ŀ ƭƻǘΣ ōŜŎŀǳǎŜ Ƴŀƴȅ ǇŜƻǇƭŜ Řƻ ƴƻǘ ƭƻƻƪ ŀǘ ȅƻǳǊ ǎƪƛƭƭǎΣ ǘƘŜȅ ƭƻƻƪ 
at the exams [SEC exams] that you pass from when you look for a job, 
ŜǘŎΧ L Ƙŀve many cousins and they all had job interviews and also 
many other people that I know and they all say the same thing, that 
ǇŜƻǇƭŜ ƭƻƻƪ ŀǘ ȅƻǳǊ ǉǳŀƭƛŦƛŎŀǘƛƻƴǎ ƻƴƭȅέ ό{ǘǳŘŜƴǘ нύ 
 
ά¢ƘŜȅ ŀǊŜ ǾŜǊȅ ƛƳǇƻǊǘŀƴǘ ŀƴŘ L ǘƘƛƴƪ ǘƘŀǘ Ǉǳǘǎ ŀ ƭƻǘ ƻŦ ǇǊŜǎǎǳǊŜ ƻƴ ƳŜ 
because they are important and rightly so. But sometimes I feel that 
while the atmosphere is good and it needs to be that way sometimes 
ƛǘ Ŏŀƴ ōŜ ƻǾŜǊƘȅǇŜŘ ƛŦ ǘƘŀǘΩǎ ǘƘŜ ǊƛƎƘǘ ǿƻǊŘΦ ¸ƻǳ ƪƴƻǿ ǘƘƛǎ ōƛƎ ƭƻƻƳƛƴƎ 
ǇǊŜǎŜƴŎŜ ǘƘŀǘ ȅƻǳ ŀǊŜ ƎƻƛƴƎ ǘƻ ƎŜǘ ǘƻ ŜǾŜƴǘǳŀƭƭȅέ ό{ǘǳdent 3) 

 
For students 1, 2, and 3, experiencing the SEC ƛǎ ŀƭǎƻ ŀōƻǳǘ ΨƳŀƴŀƎƛƴƎ ƳƛƭŜǎǘƻƴŜǎΩΦ 
For them the SEC clearly marks a very important milestone in their education because 
ƛǘ ǎȅƳōƻƭƛȊŜǎ ǘƘŜ ƴƻǘƛƻƴ ǘƘŀǘ ƻƴŜΩǎ ǉǳŀƭƛŦƛŎŀǘƛƻƴ Ŏŀƴ ǎƛƎƴƛŦƛŎŀƴǘƭȅ ƛƳǇŀŎǘ ƻƴŜΩǎ ƻǿƴ 
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identity. For student 1 the SEC represents a rite of passage, whilst for student 2, in 
her opinion and that of her close family, the SEC is necessary for post-secondary 
education and career prospects. However, neither students 1 and 2 refer to stress or 
stress-related experiences. This shows how stress might be self-fabricated by the 
students themselves whilst preparing for the examinations because of cultural issues 
that embody the SEC experience. On the other hand, Student 3 explains how the SEC, 
άǊƛƎƘǘƭȅ ǎƻέΣ Ǉǳǘǎ ŀ ƭƻǘ ƻŦ ǇǊŜǎǎǳǊŜ ƻƴ ƘƛƳΦ ¢Ƙƛǎ ƛƳǇƭƛŜǎ ǘƘŀǘ ŦƻǊ ǎǘǳŘŜƴǘǎΣ ǇǊŜǎǎǳǊŜǎ 
brought by the SEC can be accepted and/or even tolerated knowing the high stakes 
nature of the exams, however, student 3 is concerned about the mentality of schools, 
teachers, and parents during this period rather than the SEC per se. For him, the SEC 
ǇǊŜǇŀǊŀǘƛƻƴ ǇƘŀǎŜ ōǊƛƴƎǎ ƻƴ ŀ ƭŜǾŜƭ ƻŦ ǎǘǊŜǎǎ ǿƘƛŎƘ ŎŀƴκǎƘƻǳƭŘ ōŜ ŀǾƻƛŘŜŘ άǘƘƛǎ ōƛƎ 
ƭƻƻƳƛƴƎ ǇǊŜǎŜƴŎŜ ǘƘŀǘ ȅƻǳ ŀǊŜ ƎƻƛƴƎ ǘƻ ƎŜǘ ǘƻ ŜǾŜƴǘǳŀƭƭȅέΦ Particularly refering to 
yearly school examinations as a catalyst of stress, in which students continuously, 
year after year, are being examined in their schools by their teachers on rote learning 
to benchmark their abilities and to pre-test their abilities before the SEC exams. 
Student о ŜȄǇƭŀƛƴǎ Ƙƻǿ ŦƻǊ ƘƛƳ ǘƘƛǎ ǇƘŀǎŜ Ŏŀƴ ōŜ άƻǾŜǊƘȅǇŜŘέΦ 
 
In the following sections, it will be shown how parents and teachers in their 
interviews argued how stress is an inevitable component of the current SEC system. 
This tends to happen when teachers and parents experience stress when they fear 
failure, and when stress is used as an indicator of progress. Thus, as a result, teachers 
ŀƴŘ ǇŀǊŜƴǘǎ  ǇǳǎƘ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ŜȄŀƳƛƴŀǘƛƻƴ ǊŜǎǳƭǘǎ ǳǎƛƴƎ quantitative measures to 
push students towards attaining as many SEC examinations as possible. Such as 
expecting students to attend to after school private lessons to ensure they get well-
prepared for the SEC examinations. ¢Ƙƛǎ Ŏŀƴ ōŜ ƭƛƴƪŜŘ ǘƻ CǊŜŜƳŀƴ ŀƴŘ [ŜǿƛǎΩ όнл16) 
argument that fear of failure (2016, p.8) is a common perception found in learning 
settings that are led by assessment. 
 

άIŜǊŜ ώǘƘŜ ǎŎƘƻƻƭϐ ƛǘ ƛǎ ŜƳǇƘŀǎƛǎŜŘ ǘƘŀǘ ǘƘŜ ǘŜŀŎƘŜǊ Ƙŀǎ ǘƻ ǿƻǊƪΦ bƻ 
ŎƘŀƴŎŜ ƻŦ ǎƭŀŎƪŜƴƛƴƎ ōŜŎŀǳǎŜ ǇŀǊŜƴǘǎ ǿƛƭƭ ǎǘŀǊǘΧ ȅƻǳ ƪƴƻǿΧ IŜǊŜ in 
aŀƭǘŀΣ ǘƘŜ ƳŜƴǘŀƭƛǘȅ ƛǎ ǘƘŀǘ ŜǾŜƴ ƛŦ ŎƘƛƭŘǊŜƴ ŀŎƘƛŜǾŜ флΩǎ ŀƴŘ мллΩǎ ώƻǳǘ 
of 100 marks in pre-SEC school examinations] [they] still go to private 
lessons. We [referring to the Maltese society] want our children to be 
ǘƘŜ ōŜǎǘέ ό¢ŜŀŎƘŜǊ нύ 

 
Teacher 2 shƻǿǎ ǘƘŀǘ ŀƭǘƘƻǳƎƘ ƘŜ Ƙŀǎ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ōŜǎǘ ƛƴǘŜǊŜǎǘǎ ŀǘ ƘŜŀǊǘΣ Ƙƛǎ 
response shows a cynical reaction towards the current SEC. He claims how the system 
gives a false idea about achievement in which in his opinion this motivates 
unnecessary pressures on everyone, particularly the parents. His response suggests 
that parents are agents of governance in their insistence on good results even though 
they may be frustrated by the system themselves. In his view, the false idea comes 
from a culture in which parents are afraid that their children achieve less than the 
άōŜǎǘέΦ !ƭǘƘƻǳƎƘ ǘƘŜ ǘŜŀŎƘŜǊ ŘƻŜǎ ƴƻǘ ǎǇŜŎƛŦȅ ǿƘŀǘ ǘƘŜ άōŜǎǘέ ƳŜŀƴǎΣ ƛǘ ƛǎ ƛƳǇƭƛŜŘ 
that for him society might be posing unrealistic targets that also lead to unnecessary 
stress on the teachers and the students. For teacher 2 stress comes from a culture of 
parents expecting more work from teachers and their children, because they believe 
that more work limits the possibilities of having their child failing the SEC 
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examinations. Often exercising control by sending their children for private lessons 
ǊŜƎŀǊŘƭŜǎǎ ƻŦ ǘƘŜƛǊ {9/ ǇǊŜǇŀǊŀǘƛƻƴ ŀŎƘƛŜǾŜƳŜƴǘǎ ŀǘ ǎŎƘƻƻƭΦ CǊƻƳ ǘƘŜ ǘŜŀŎƘŜǊΩǎ 
perspective, this unveils how pressure is multi-faceted and not just top-down. A form 
ƻŦ ƘŜƭǇƭŜǎǎƴŜǎǎ ŦǊƻƳ Ƙƛǎ ǇŀǊǘ ŀǎ ǘƘŜ ǇŀǊŜƴǘǎΩ ΨŦŜŀǊΩ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŦŀƛƭǳǊŜ ƛƴ ǘƘŜ {9/ 
undermines his professional voice in the classroom.  
 
IƻǿŜǾŜǊΣ ŦǊƻƳ ǘƘŜ ǇŀǊŜƴǘǎΩ ǇŜǊǎǇŜŎǘƛǾŜΣ ǎǳŎƘ ŦŜŀǊ Ŏŀƴ ōŜ ŀ ǊŜǎǳƭǘ ƻŦ ƻǘƘŜǊ ŜȄǘŜǊƴŀƭ 
factors too.  
  

άaȅ ŦŜŀǊ ƛǎΣ ŦƻǊ ŜȄŀƳǇƭŜΣ Ƴȅ ŘŀǳƎƘǘŜǊΩǎ ŦǊƛŜƴŘ ƎƻŜǎ ǘƻ ŀ ŎƘǳǊŎƘ school 
[her daughter goes to a state school] and I speak with her mother 
occasionally about what our children are doing at school, and she is of 
the same age as my child, and for example, she tells me that she 
covered this and that in school which I know tƘŀǘ Ƴȅ ŘŀǳƎƘǘŜǊ ŘƛŘƴΩǘ 
ŘƻΣ ǎƻ ǘƘŀǘ ǿƻǊǊƛŜǎ ƳŜέ όtŀǊŜƴǘ мύ 
 
άaŀƴȅ ǎŎƘƻƻƭǎ Ǉǳǘ ƻƴ ǇǊŜǎǎǳǊŜΦ ¢ƘŜȅ Ǉǳǘ ƻƴ ǇǊŜǎǎǳǊŜ ƻƴ ǳǎ ώǇŀǊŜƴǘǎϐ 
especially in secondary schools as they give them [students] a lot of 
work. Obviously, every teacher wants their students to do well in the 
{9/Σ ōǳǘ ǇŀǊŜƴǘǎ ƻƴ ǘƘŜ ƻǘƘŜǊ ƘŀƴŘ ǇŀƴƛŎέ όtŀǊŜƴǘ нύ 

 
As argued above by the parent participants, the SEC represents a number of fears 
and generates a number of inequalities which can significantly impact on the 
ǎǘǳŘŜƴǘǎΩ ŀŎƘƛŜǾŜƳŜƴǘǎ ƛƴ {9/ ŜȄŀminations. For parent 1 fear of failure is 
ŎƘŀǊŀŎǘŜǊƛǎŜŘ ōȅ ŎƻƳǇŀǊƛǎƻƴǎ ōŜǘǿŜŜƴ ƘŜǊ ŎƘƛƭŘΩǎ ǿƻǊƪ ŀƴŘ ǘƘŀǘ ƻŦ ƘŜǊ ǇŜŜǊǎΦ {ƛƴŎŜ 
the SEC is a National examination, therfore every student is asked to sit for the same 
exams, the SEC motivates a perception of an ǳƴŜǉǳŀƭ ǇƭŀȅƛƴƎ ŦƛŜƭŘ ƻǊ ΨǎǘǊǳŎǘǳǊŀƭ 
ƛƴŜǉǳŀƭƛǘƛŜǎΩ ǇǊƻŘǳŎŜŘ ōȅ ŀ ǇƭǳǊŀƭ ǎŎƘƻƻƭ ǎȅǎǘŜƳΦ For parent 2, parents can be the 
object of governance from the school and thus pressure on students can be bi-
directional between parents and schools. Parent 2 feels that parents become 
respnsible for the heavy amount of work given to the students by the schools. 
tŀǊŜƴǘǎ Ŏŀƴ ƭƛƴƪ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ǇǊƻƎǊŜǎǎ ŘǳǊƛƴƎ ǘƘŜ ǇǊŜǇŀǊŀǘƛƻƴ ŦƻǊ ǘƘŜ {9/ ǘƻ ǎŜǾŜǊŀƭ 
factors that are not necessarily within the control of students themselves. These 
ŦŀŎǘƻǊǎ ƛƴŎƭǳŘŜ Ƙƻǿ ǎǘǳŘŜƴǘǎ ŀǊŜ ŜȄǇŜŎǘŜŘ ǘƻ ōŜ ΨŦǳƭƭȅ ŎƻƳƳƛǘǘŜŘΩ ǘƻ ǘƘŜ ȅŜŀǊƭȅ 
school examination requirements for the SEC; parents feel that their children should 
not be disadvantaged by the type of school that their child goes to; all students 
should equally cover the same content as any other student; and quantity of work 
that students are asked to do is indicative of progress during their preparation for 
the SEC. 
 
Whilst responses from teachers 1 and 2 show that pressures and stress can be led by 
ǘƘŜ ǎȅǎǘŜƳΩǎ ƻōƧŜŎǘƛǾŜǎ ŀƴŘ ǘƘŜ ǇŀǊŜƴǘǎΩ ŎƻƳǇŜǘƛǘƛǾŜ ƳŜƴǘŀƭƛǘƛŜǎΣ ǘƘŜ ŀōƻǾŜ 
statements from the parents also show helplessness. This sense of helplessness can 
translate into two opposing reactions; a form of resistance towards oppressive 
requirements presented by the SEC or full-commitment and/or continuous self-
regulation by the SEC participants to conform to the requirements stated by the SEC. 
It is also evident that system is absolving itself from its responsibility to safeguard 
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ǎǘǳŘŜƴǘǎΩ ƛƴǘŜǊŜǎǘǎ and well-being and as a result, SEC participants are deemed to 
find practical ways to cope with this situation notwithstanding the resources that 
they have. This can also present significant pressures on parents and teachers who 
want to make this journey an effective one for their students/children. Thus, as 
described by the responses from the different participants, in the current situation 
stakeholders might be shifting responsibilities to one another as a result of helpless 
cause in finding effective way-forward for students to attain SEC examinations and 
to limit as much as they can probability of failure. This whole process is part of the 
ŜƳƻǘƛƻƴŀƭ ƛƳǇŀŎǘ ŀƴŘ ōŀǊƎŀƛƴƛƴƎ ǘƘŀǘ ǎǘŀƪŜƘƻƭŘŜǊǎ ƴŜŜŘ ǘƻ Řƻ ƛƴ ƻǊŘŜǊ ǘƻ ΨǎǳǊǾƛǾŜΩ 
the SEC examinations. But it is also evident that not every teacher, student, and 
family can afford/commit to such demands as many stakeholders might not have the 
opportunity/resources to realistically live up to the objectives of the SEC.  
 

5.3.3 Choosing what to learn for the SEC  

One issue of inequality in attaining SEC examinations amongst students is an effect 
of how the system is structured and results from a lack of opportunities for students 
to become autonomous in their own education. The inequality was recognised by 
one of the parents who participated in the interviews and underpinned some of the 
responses about the nature of choice and autonomy during the SEC preparatory 
phase.  
 
Parent 2, argued that entrusting students with decision-making powers in secondary 
school can coƴǘǊƛōǳǘŜ ǇƻǎƛǘƛǾŜƭȅ ǘƻǿŀǊŘǎ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ ŘǳǊƛƴƎ ǘƘŜƛǊ {9/ 
preparation phases.  
 

άLŦ ŀ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭ ǎǘǳŘŜƴǘ Ƙŀǎ ǘƘŜ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ŎƘƻƻǎŜ ǘƘŜƛǊ 
own optional subjects, then I see a certain value, meaning that he or 
she can choose subjects that they like. So, if you have a girl [student] 
that chooses Art or graphical communication for example, then a 
decision has been made where she is in control of what she wants to 
study, what makes sense for her, according to the competencies that 
ǘƘŜȅ ƘŀǾŜέ  (Parent 2) 

 
This contrbution ƘƛƎƘƭƛƎƘǘǎ ǘƘŜ ǇŀǊŜƴǘŀƭ ōŜƭƛŜŦǎΩ ǘƘŀǘ ǎǘǳŘŜƴǘǎΩ ƳŀǘǳǊƛǘȅ ŀƴŘ 
autonomy are an essential part of education because students need to be 
independently capable to make mature choices about their own educational futures. 
However, the ǿƻǊŘ ΨƛŦΩ ƛƴŘƛŎŀǘŜǎ Ƙƻǿ ǘƘƛǎ Ǉƻǎǎƛōƛƭƛǘȅ ƳƛƎƘǘ ƴƻǘ ōŜ ŀǎ ŀŎƘƛŜǾŀōƭŜ ƛƴ ǘƘŜ 
ŎǳǊǊŜƴǘ {9/ ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳΦ ¢ƘŜ ǇƘǊŀǎŜ Ψƛƴ ŎƻƴǘǊƻƭΩ ƛǎ ŀƭǎƻ ǎƛƎƴƛŦƛŎŀƴǘ ōŜŎŀǳǎŜ ƛǘ 
tells us how the current system can provide students with awareness about subjects 
they can choose to learn. However, the parentsΩ contributions show no distinction in 
ǎǘǳŘŜƴǘǎΩ ŜȄŀƳ ŎƘƻƛŎŜǎ ōŀǎŜŘ ƻƴ ǘƘŜƛǊ ƭŜŀǊƴƛƴƎ ŦƻǊ personal preferences or based on 
their competences. Both types of choices can be considered as equally important for 
students on their own merits, however, they may not necessarily always be linked 
together. Thus, this outlines the need for more critical awareness amongst parents 
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to know more about the factors that lead students to make more effective choices 
about their own optional subjects. 
 
Student participants, responding to a question about whether they feel that the SEC 
gives students equal opportunities to perform, argued that the current SEC system 
favours students who have clear and defined objectives regarding their educational 
futures. Issues touched upon by the student participants tended to dwell on: Time - 
the short time they have to make a decision and the length of time they will have to 
live with that decision; Autonomy - an awareness of some that they are not 
ƴŜŎŜǎǎŀǊƛƭȅ ŜǉǳƛǇǇŜŘ ǘƻ ƳŀƪŜ ǘƘŜ ΨǊƛƎƘǘ ŎƘƻƛŎŜΩΤ Fairness - a sense that there is an 
unequal playing field on which some are given better support than others. They 
recognised how currently the system makes it difficult or easy for students to choose 
their preferred SEC subjects at the beginning of their journeys.  
 

άaȅ ŎƘƻƛŎŜ ƻŦ ǎǳōƧŜŎǘǎ ǿŀǎ ŀƴ Ŝŀǎȅ ƻƴŜΦ aȅ ƻǇǘƛƻƴǎ ŀǊŜ ǎŎƛŜƴŎŜǎΣ 
Biology, and Chemistry. I wanted these subjects because I wish to 
pursue my career as a veterinarian. In this school we really have 
ƴƻǘƘƛƴƎ ǘƻ ƎǊǳƳōƭŜ ŀōƻǳǘ ǿŜ ǎƘƻǳƭŘ ƴƻǘ ŎƻƳǇƭŀƛƴΧ ǘŜŀŎƘŜǊǎ ƘŜƭǇ ǳǎ 
ƳŀƪŜ ǘƘŜ ǊƛƎƘǘ ŘŜŎƛǎƛƻƴǎΧ ƎƻƻŘ ǘŜŀŎƘŜǊǎΧ ǘŜŀŎƘŜǊǎ ǎǳǇǇƻǊǘ ǳǎ ŀƭƭ ǘƘŜ 
ǘƛƳŜέ ό{ǘǳŘŜƴǘ мύ 
 
άL ŀƳ ƛƴ ǘƘƛǎ ǎŎƘƻƻƭ ōŜŎŀǳǎŜ L ǿŀƴǘ ǘƻ ƭŜŀǊƴ ŜƴƎƛƴŜŜǊƛƴƎΦ L ǿƻǳƭŘ ƘŀǾŜ 
changed my subjects because before I thought that it was unfair that 
we had to make a choice so early and I made a mistake, I chose the 
wrong subjects, I chose design and textiles instead. I found a good 
school that gives me all I need to pass exams but nothing more than 
that, but if I can learn here, I will have more chances to progress to 
ŀƴƻǘƘŜǊ ǎŎƘƻƻƭέ  ό{ǘǳŘŜƴǘ нύ 
 
ά{ƻΣ ǘƘŜ ǎǳōƧŜŎǘǎ L ŎƘƻǎŜ ŀǊŜ ǇƘȅǎƛŎǎΣ ŎƻƳǇǳǘƛƴƎΣ ŀƴŘ ƘƛǎǘƻǊȅΦ IƛǎǘƻǊȅ 
is my favourite because I really enjoy the subject and the way it falls 
into place, sort of how everything develops, and computing I chose it 
more because of a job thing, I would like to get into that field and 
physics because you have to choose physics and biology and I don't 
really connect with Biology in the same way as I do wiǘƘ tƘȅǎƛŎǎέ 
(Student 3) 

 
This reveals the significance of early goal-orientation and the process of planning to 
ŀŎƘƛŜǾŜ ǘƘŀǘ ƎƻŀƭΦ {ǘǳŘŜƴǘ мΩǎ ŘŜŎƛǎƛƻƴ ǿŀǎ ǉǳƛǘŜ ǎǘǊŀƛƎƘǘ ŦƻǊǿŀǊŘ ōŜŎŀǳǎŜ ǘƘŜ 
ΨŀŎŀŘŜƳƛŎ ǊƻǳǘŜΩ ǿŀǎ ŎƭŜŀǊƭȅ ƳŀǇǇŜŘ ƻǳǘ ŦƻǊ ƘƛƳΦ ¢Ƙƛǎ ǎǘŀƎŜΣ ƘƻǿŜver, could be much 
more difficult for other students who do not have a clear vision about their 
educational futures. Therefore creating a divide between students who have the 
cultural capital to know about their future learning and career aspirations and those 
who are not clear about what is next to come, as in the case of another participant, 
student 2. 
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Student 2 asserts that this stage brings added pressure on making the right decisions 
about the type of subjects students would prefer to study in the following years as 
students are not allowed to change their subject choices. Thus, pressure can mount 
because of different types of subject requirements for different progression routes. 
Students recognise this stage as a point of no return for the SEC and beyond. This is 
not merely a rational or technical stage, as described by student 2 this stage requires 
ŀ ǇǊƻŎŜǎǎ ƻŦ ǿŜƛƎƘƛƴƎ ƛƴ ǘƘŜ ǇǊƻǎ ŀƴŘ Ŏƻƴǎ ƻŦ ƳŀƪƛƴƎ ŀ ΨǊƛƎƘǘ ŎƘƻƛŎŜΩΦ ¢ƘǳǎΣ {ǘǳŘŜƴǘ 
2, in contrast with tŀǊŜƴǘ нΩǎ ǾƛŜǿ ŀōƻǾŜΣ ŦŜŜƭǎ ǘƘŀǘ ǘƘƛǎ ǎǘŀƎŜ ŎƻƳŜs very early in 
ƻƴŜΩǎ ǇǊŜǇŀǊŀǘƛƻƴ ŦƻǊ ǘƘŜ {9/Φ ¢Ƙƛǎ ǎƘƻǿǎ Ƙƻǿ ŀǳǘƻƴƻƳȅ ƛǎ ƴƻǘ ŀ ǎƛƳǇƭŜ ŎƻƴŎŜǇǘ ǘƘŀǘ 
can be adopted identically for all participants alike following the SEC. It is a 
problematic concept that students need to reflect on, negotiate with, and rationalise 
for a period of time, in which some students might not feel prepared for it at a given 
moment. Thus, freedom of choice needs to be granted at a time when a student is 
ready to take on board such a responsibility and this also depends on the context of 
ǘƘŜ ǎǘǳŘŜƴǘΩǎ ǎƛǘǳŀǘƛƻƴΦ 
 
This issue can be similar to other education settings (such as the UK system) where 
students need to opt for vocational or academic pathways depending on their career 
aspirations during secondary schooling. Thus, the challenge revolves around two 
main limitations, firstly, not everyone feels that students are prepared to make such 
decisions at this stage; secondly, it is difficult for students to make such decisions 
because without the right support the system makes it complicated. Student 1 refers 
ǘƻ ǘŜŀŎƘŜǊ ǎǳǇǇƻǊǘ ŀǎ ŀƴ ƛƳǇƻǊǘŀƴǘ ŦŀŎǘƻǊ ǘƘŀǘ ǎǳǇǇƻǊǘǎ ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘƛŜǎ ǘƻ ōŜ ƎƻƻŘ 
decision-makers of their own learning futures because it was so for him. Student 1 
highlights the importance of the support provided by his teachers. This also implies 
that without the right input, this stage can be a very challenging phase for students 
ǘƻ ǘǊŀǾŜǊǎŜ ŀƴŘ Ŏŀƴ ŀƭǎƻ ǊŜǎǳƭǘ ƛƴ ǎǘǳŘŜƴǘǎΩ ƳŀƪƛƴƎ ǿǊƻƴƎ ŎƘƻƛŎŜǎ ŦƻǊ ǘƘŜƳǎŜƭǾŜǎ ŀǎ 
ŀǊƎǳŜŘ ōȅ ǎǘǳŘŜƴǘ нΦ IƻǿŜǾŜǊΣ ŀƭǘƘƻǳƎƘ ǎǘǳŘŜƴǘ мΩǎ ŀǎǎŜǊǘƛƻƴ Ŏan be considered as 
a positive one, it is also based on his full trust of knowledge and support given by his 
ǘŜŀŎƘŜǊǎΦ CǊƻƳ ǎǘǳŘŜƴǘ мΩǎ ǊŜǎǇƻƴǎŜΣ ƘŜ ŎƭŜŀǊƭȅ ƭƛƴƪǎ Ƙƛǎ ǎŜƴǎŜ ƻŦ ƳŀƪƛƴƎ ǘƘŜ ǊƛƎƘǘ 
subject choices for himself with the support he gets from his teachers. However, he 
does not refer to other sources that might have inspired, influenced, or informed his 
decision-ƳŀƪƛƴƎ ǇǊƻŎŜǎǎΦ ¢Ƙƛǎ ŎƭŜŀǊƭȅ ǎƘƻǿǎ ǘƘŀǘ ŦƻǊ ƘƛƳ Ƙƛǎ ǘŜŀŎƘŜǊǎΩ ǎǳǇǇƻǊǘ ƛǎ 
ŎƻƴǎƛŘŜǊŜŘ ŀǎ ΨŀōǎƻƭǳǘŜ ǊƛƎƘǘΩΣ ǘƘǳǎ ƛƴ ǘƘƛǎ ŎŀǎŜ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǎǳǇport is not 
necessarily creating a dynamic interaction with the student about what they want to 
ƭŜŀǊƴ ŀƴŘ ǿƘȅ ǘƘŜȅ ǿŀƴǘ ǘƻ ƭŜŀǊƴ ƛǘΣ ōǳǘ ǎǘǳŘŜƴǘǎΩ ǎŀǘƛǎŦŀŎǘƛƻƴ ƻŦ ƳŀƪƛƴƎ ǘƘŜ ǊƛƎƘǘ 
decision might be stopping at a level of reassurance that their choices will conform 
to his career aspirations. Thus, relates to issues of agency, power and control. Despite 
the illusion of giving students the opportunity to freely choose their preferred 
ǎǳōƧŜŎǘǎΣ ǘƘŜǊŜ ƛǎ ŀ ŎǳƭǘǳǊŜ ƻŦ ŘŜǇŜƴŘŜƴŎȅ ƻƴ ǘŜŀŎƘŜǊǎΩ ǎǳǇǇƻǊǘ ŀƴŘ ŀ ǎŜƴǎŜ ƻf 
ŀōǎƻƭǳǘŜ ŦŀƛǘƘ ƛƴ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ƧǳŘƎŜƳŜƴǘ ǊŀǘƘŜǊ ǘƘŀƴ ǎǘǳŘŜƴǘǎ ōǳƛƭŘƛƴƎ ŎƻƴŦƛŘŜƴŎŜ 
to make their own informed judgements.   
 
hƴ ǘƘŜ ƻǘƘŜǊ ƘŀƴŘΣ ǎǘǳŘŜƴǘ оΩǎ ǊŜǎǇƻƴǎŜ ƻǳǘƭƛƴŜs a conflict for students between 
choosing preferred subjects for personal enrichment and/or making subject choices 
based on utility. The student feels personally connected with History but this subject 
does not fall under the subject-specific route of his career aspirations as he feels 
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ΨōƻǳƴŘΩ ǘƻ ǎǘǳŘȅ ǎŎƛŜƴŎŜ ǎǳōƧŜŎǘǎΣ tƘȅǎƛŎǎ ŀƴŘ .ƛƻlogy because these subjects lead to 
an academic route as prescribed by the Matriculation certificate (the certificate 
required to enter an academic post-secondary route) and History does not. This also 
reveals that although inequality in the current system can be recognised by 
stakeholders from lack of opportunities within the system that pushes for students 
to be self-authors (Magolda, 2014) of their own educational journeys, there are clear 
issues that challenge this idea when students have the opportunity to choose what 
they want to learn in the SEC examinations. As Magolda (2014) asserts, a key factor 
ƛƴ ƎƛǾƛƴƎ ǎǘǳŘŜƴǘǎ ŀǳǘƘƻǊǎƘƛǇ ƻŦ ǘƘŜƛǊ ƻǿƴ ŜŘǳŎŀǘƛƻƴ ƛǎ ƛƴ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘȅ ǘƻ ǎƘƛŦǘ 
ŦǊƻƳ άŀǳǘƘƻǊƛǘȅ-dependence to self-ŀǳǘƘƻǊǎƘƛǇέ όнлмпΣ ǇΦнсύΦ .ǳǘ she also explains 
that for students to achieve such a shift, dynamic interactions need to take place 
ōŜǘǿŜŜƴ ŜȄǘŜǊƴŀƭ ŦŀŎǘƻǊǎ ǇǊƻǾƛŘŜŘ ǿƛǘƘƛƴ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŀƴŘ ǘƘŜ ǎǘǳŘŜƴǘǎΩ 
internal voices. Therefore, this also leads us to understand that the way to improve 
ǎǘǳŘŜƴǘǎΩ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘƻ ōŜŎƻƳŜ ŀǳǘƘƻǊǎ ƻŦ ǘƘŜƛǊ ƻǿƴ ŜŘǳŎŀǘƛƻƴ ƛǎ ƴƻǘ ƻƴƭȅ ŀ 
question of introducing new policy measures that support this idea, but it also 
involves the design and implementation of systems in schools to give students 
opportunities in making dynamic interactions with skilled professionals and to learn 
how to make critical decisions about their educational futures.  
 
¢ƘŜ ǎǘŀƪŜƘƻƭŘŜǊǎΩ ǾƛŜǿǎ ŀōƻǳǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ Ǿƛǎƛƻƴ ŀƴŘ ǊŜŦƻǊƳǎ ǿƛƭƭ ōŜ ŀǘ ǘƘŜ ŎŜƴǘǊŜ 
of the following section of this chapter. The following section will also focus on the 
ǎǘŀƪŜƘƻƭŘŜǊǎΩ ƘƻǇŜǎ ŦƻǊ ǘƘŜ ŦǳǘǳǊŜΣ ǇŀǊǘƛŎǳƭŀǊƭȅ ǘƘŜƛǊ Ǿƛǎƛƻƴ ŦƻǊ ŀ ōŜǘǘŜǊ ŜŘǳŎŀǘƛƻƴŀƭ 
future and how their vision contrast or accommodate issues of the present.  The 
reforms proposed by the Ministry are seen by some stakeholders as an opportunity 
to mitigate issues that are created by the current SEC system (covered so far in this 
chapter). However, two-thirds ǘƘǊƻǳƎƘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǘŜƴ-year strategy, the reforms 
have yet to be implemented in mainstream education. I argue that the discursive 
conflict created by the proposed new system is one of the factors that is holding back 
the modernization of the system. Thus, by the end of this chapter, I will be able to 
provide a discussion of the key issues raised by stakeholders, including common 
criticisms of the system; the ways in which people collude with and resist the system; 
emotional investment and coping strategies. 
 
 
5.4 Vision of a new SEC 
 
!ǎ ŘƛǎŎǳǎǎŜŘ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛǎ ŘŜǎƛƎƴŜŘ ǘƻ prepare students for the SEC 
examinations at the end of their compulsory education (chapter 3). Moreover, the 
SEC is founded epistemologically on factual recall and content rather than skills, and 
participants during the interviews felt that this does not enable all students to 
ǇŜǊŦƻǊƳ ǿŜƭƭΦ ¢ƘǳǎΣ ǘƘŜ aƛƴƛǎǘǊȅΩǎ Ǿƛǎƛƻƴ ƛǎ ǘƻ push towards introducing new 
curricular and assessment reforms to make the system more inclusive for students 
by introducing critical changes in the current SEC syllabi. In practice, this means that 
the main objective of the SEC is to change from exam-specific structures by 
introducing the Learning Outcomes Framework (LOF) in SEC subject curricula. Attard 
Tonna (2016), Head of the LOF project explains that: 
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ά¢ƘŜ [hC Ƙŀǎ ŀ strong focus on pedagogy and assessment; it promotes 
learner-centred learning and favours models of assessment which 
ƎƛǾŜ ŎƭŜŀǊ ŀƴŘ Ŏƻƴǘƛƴǳƻǳǎ ŦŜŜŘōŀŎƪ ƻŦ ƻƴŜΩǎ ǇǊƻƎǊŜǎǎέ όнлмсΤ ǇΦмтмύ. 

 
Chapter four explored how the introduction of SEC vocational education training 
(VET) subjects enabled this LOF system to work in mainstream education and was 
ŎƻƴǎƛŘŜǊŜŘ ōȅ ǇƻƭƛŎȅƳŀƪŜǊǎ ŀǎ ŀ ŦƛǊǎǘ ǎǘŜǇ ǘƻǿŀǊŘǎ ǊŜŀŎƘƛƴƎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜ 
to push towards introducing new curricular and assessment reforms. However, it was 
also acknowledged that problems emerged in the Maltese education community 
when the LOF was proposed to be incorporated in the SEC core and academic subject 
curricula. Thus, the journey towards implementing the LOF holistically in the current 
education system is still problematic. During the interviews, the policymaker 
ŜȄǇǊŜǎǎŜŘ ǿƘŀǘ ƛƴ Ƙƛǎ ǾƛŜǿ ƛǎ ǎǘƻǇǇƛƴƎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ Ǿƛǎƛƻƴ ŦǊƻƳ ōŜƛƴƎ ƛƳǇƭŜƳŜƴǘŜŘΦ 
 

ά¢ƘŜ ŎƘŀƴƎŜǎ ƛƴ ǘƘŜ {9/ ƘŀǾŜ ŀƭǊŜŀŘȅ ōŜŜƴ ŀƎǊŜŜŘ ōŜŎŀǳǎŜ ǘƘŜ 
changes in the SEC curriculum and the LOF were agreed upon by a 
review board. All stakeholders were represented in this review board 
including the union. This agreement is also mentioned in the core 
sectoral agreement between the Ministry and the union but since the 
proposed changes create huge ripple effects the union is challenging 
us in saying we are not ready, we are not prepared.έ όtƻƭƛŎȅ aŀƪŜǊύ 

 
During his interview, the policymaker explained why he thinks that it is important to 
ƛƳǇƭŜƳŜƴǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ Ǿƛǎƛƻƴ ōŜŎŀǳǎŜ ŦƻǊ ƘƛƳ ǘƘŜ ŎǳǊǊŜƴǘ άŜȄam is not a fair 
ƻǇǇƻǊǘǳƴƛǘȅ ŦƻǊ ŀƭƭέ. He notes that this situation is unacceptable, making it very clear 
ǘƘŀǘ ǘƘŜ ǎȅǎǘŜƳ ƴŜŜŘǎ ŀ ΨōƛƎΩ ŎƘŀƴƎŜ άǿŜ ƴŜŜŘ ǘƻ ƭŜǘ ǎǘǳŘŜƴǘǎ ƪƴƻǿ ǘƘŀǘ ǘƘŜǊŜ ŀǊŜ 
ƻǘƘŜǊ ŀƭǘŜǊƴŀǘƛǾŜ ǊƻǳǘŜǎ ǘƘŀǘ ƻƴŜ Ŏŀƴ ǘŀƪŜέΣ ǇŀǊǘƛŎǳƭŀǊƭȅ regarding Ƙƻǿ άǎǘǳŘŜƴǘǎ ŀǊŜ 
currently being assessed at the end of their compulsory education and how this is 
ǘǊƛŎƪƭƛƴƎ Řƻǿƴ ǘƻ ŜŀǊƭȅ ȅŜŀǊǎ ƻŦ ŀ ǎǘǳŘŜƴǘΩǎ ŜŘǳŎŀǘƛƻƴέΦ However such options are still 
not available to the student because of lack of agreement about the proposed 
reform. ¢ƘŜ ǇƻƭƛŎȅƳŀƪŜǊ ŀŘƳƛǘǎ ǘƘŀǘ ƛƴ ŀƴ ΨƛŘŜŀƭ ǿƻǊƭŘΩΣ άǎǘǳŘŜƴǘǎ Ǉŀǎǎ ǘƘŜƛǊ {9/ 
ŜȄŀƳƛƴŀǘƛƻƴǎέΣ ōǳǘ ƘŜ ŎƭŜŀǊƭȅ ǎƘƻǿǎ ƛƴ ǘƘŜ ŀōƻǾŜ ǉǳƻǘŜ ǘƘŀǘ ǘƘŜǊŜ ŀǊŜ ŦƻǊŎŜǎ ǘƘŀǘ ŀǊŜ 
also political in nature that are stopping this change from passing. The policymaker 
outlines the tension between policy and practice, particularly in trying to implement 
the new reform in the SEC as he clearly feels betrayed by how new measures were 
agreed upon on paper but then halted at the implementation stage. It is also evident 
that the policymaker feels helpless about bringing change in the Maltese education 
ǎȅǎǘŜƳ ŀǎ ƘŜ ǳǎŜǎ ǘƘŜ ǿƻǊŘǎ άƘǳƎŜ ǊƛǇǇƭŜ ŜŦŦŜŎǘέ ǎǳƎƎŜǎǘƛƴƎ ǘƘŀǘ ǘƘŜ ŎƘŀƭƭŜƴƎŜǎ ŀǊŜ 
difficult to contain from his position unless everyone is ready to make compromises. 
 
The interviews also unveil the divide between policy and practice in Malta, 
particularly between the point of view of the teachers, headteachers, and the 
authorities about how the new vision will impact the every-day lives in class and the 
value/credibility of the new system. It ƛǎ ŎƭŜŀǊ ŦǊƻƳ ǘƘŜ ƛƴǘŜǊǾƛŜǿǎ ǘƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
objective to reform SEC syllabi and examinations creates anxieties amongst 
education front-ƭƛƴŜǊǎ ǘƘŀǘ ŀǊŜ ƳƻǘƛǾŀǘŜŘ ōȅ ΨŦŜŀǊΩ ƻŦ Ƙƻǿ ǘƘŜ ǊŜŦƻǊƳ might impact 
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teachers in real-life. During the interviews, participants have also expressed their 
views about the proposed reforms from the Ministry. They explained: 
 

άL ƘŜŀǊ ƛƴ ǎǘŀŦŦ ǊƻƻƳǎ ƛŦ ȅƻǳ ŎƻǳƭŘ ǎǇŜŀƪ ǘƻ ǎƻƳŜ ǘŜŀŎƘŜǊǎ ǘƘŀǘ ƘŀǾŜ 
their own children that will be going through this reform and see how 
ǳƴƘŀǇǇȅ ǘƘŜȅ ŀǊŜ ŀōƻǳǘ ƛǘέ ό¢ŜŀŎƘŜǊ мύ 
 
ά¢Ƙƛǎ ǊŜŦƻǊƳ Ŏŀƴƴƻǘ ƎƛǾŜ ŀ ŎƭŜŀǊ ǇƛŎǘǳǊŜ ƻŦ ǿƘŀǘ ǘƘŜ ǎǘǳŘŜƴǘǎ ƘŀǾŜ 
learnt. The way the coursework is proposed, or at least how they [the 
{9/ ŀŘƳƛƴƛǎǘǊŀǘƛƻƴϐ ƘŀǾŜ ŜȄǇƭŀƛƴŜŘ ƛǘΣ L ŘƻƴΩǘ ŀƎǊŜŜ ǿƛǘƘ ƛǘέ  ό¢ŜŀŎƘŜǊ 
2) 
 
ά¢ƘŜ ǎȅǎǘŜƳ ǘƘŀǘ ǿŜ ƘŀǾŜ ǘƻŘŀȅ ƛǎ ƭŜǎǎ ǾŀƭƛŘ ōǳǘ ƳƻǊŜ ǊŜƭƛŀōƭŜΣ ǘƘŜ 
new proposed system [LOF-based] is more or it should be more valid 
ōǳǘ Ƴƻǎǘ ǇǊƻōŀōƭȅ ƭŜǎǎ ǊŜƭƛŀōƭŜέ ό{9/ ŀŘƳƛƴƛǎǘǊŀǘƻǊύ 
 
άLΩƳ ǎŀȅƛƴƎ ǘƘƛǎ ǿƛǘƘ ƴƻ ǊŜǎŜǊǾŀǘƛƻƴ ǿƘŀǘǎƻŜǾer! How things stand, 
the reform objectives will not be met. Because, you will have students 
trapped in a system, a system where teachers are trying to teach in 
different ways and parents expecting schools to teach their children 
in the same ways they did. ¢Ƙŀǘ ƛǎ ǘƘŜ ǎƛǘǳŀǘƛƻƴέ όIŜŀŘǘŜŀŎƘŜǊύ 
 
ά¸ƻǳ ƪƴƻǿ ǿƘŀǘ ƛǎ ǿƻǊǊȅƛƴƎ ƳŜ ŀōƻǳǘ ǘƘŜ ƴŜǿ ǎȅǎǘŜƳΚ [Ŝǘ ƳŜ ǘŜƭƭ 
you, I can see how the current system is structured. The new system, 
L ŘƻƴΩǘ ƪƴƻǿ ǿƘŀǘ ƛǎ ƎƻƛƴƎ ǘƻ ƘŀǇǇŜƴΣ ƭŜǘ ƳŜ ǘŜƭƭ ȅƻǳΣ ŜǾŜƴ ǘƘŜȅ 
[authorities/policyƳŀƪŜǊǎϐ Řƻ ƴƻǘ ƪƴƻǿ ǿƘŀǘ ƛǎ ƎƻƛƴƎ ǘƻ ƘŀǇǇŜƴέ 
(Parent 1) 
 
άL ǘƘƛƴƪ ǘƘŀǘ ǿƛǘƘ ǘƘŜ ǿŀȅ Ƙƻǿ ŎŜǊǘŀƛƴ ǘƘƛƴƎǎ ŀǊŜ ƎƻƛƴƎ ǘƻ ŎƘŀƴƎŜΣ L 
ŦŜŀǊ ǘƘŀǘ ǿŜ ǿƛƭƭ ƭƻǎŜ ǘƘŜ ŎǳǊǊŜƴŎȅ ƻŦ ǘƘŜ ŎǳǊǊŜƴŎȅ ƻŦ ǘƘŜ {9/ ƎǊŀŘŜǎέ 
(Parent 2) 

 
Unfortunately, not much response was given by students about the proposed new 
ǊŜŦƻǊƳΦ !ǎ ǎǘǳŘŜƴǘ м ŜȄǇƭŀƛƴǎ ǘƘŀǘ ƘŜ ƛǎ άƴƻǘ ǎǳǊŜ ŀōƻǳǘ ǿƘŀǘ ƛǎ ƎƻƛƴƎ ƻƴΧ ǿŜ ƴŜŜŘ 
ǘƻ ƪƴƻǿ ŀōƻǳǘ ǊŜŦƻǊƳ ŎƘŀƴƎŜǎΧέ ŀƴŘ Ƙƛǎ ŀǇǇŜŀƭ ǿŀǎ ǘƘŀǘ άǿŜ ƴŜŜŘ ǘƻ ōŜ ǇŀǊǘ ƻŦ ǘƘŜ 
ǊŜŦƻǊƳ ǇǊƻŎŜǎǎέΦ {ǘǳŘŜƴǘ н ŎƭŀƛƳǎ ǘƘŀǘ ǎƘŜ ƛǎ άƴƻǘ ǇŀȅƛƴƎ ŀttention to current SEC 
ŎƘŀƴƎŜǎέΦ CŜŜŘōŀŎƪ ŦǊƻƳ ǘƘŜ ǎǘǳŘŜƴǘǎ ǎǳƎƎŜǎǘǎ Ƙƻǿ ŀǳǘƘƻǊƛǘƛŜǎ Ƴŀȅ ōŜ ŦŀƛƭƛƴƎ 
students in consulting with them about the proposed changes, and/or effectively 
ŎƻƳƳǳƴƛŎŀǘŜ ƛƴŦƻǊƳŀǘƛƻƴ ŀōƻǳǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǾƛǎƛƻƴΣ ƻǊ ŜǾŜƴ ƳŜŀǎǳǊŜǎ ǇǊƻǇƻsed 
are simply not attractive to students. This is significant as it highlights points that 
ǿŜǊŜ ŘƛǎŎǳǎǎŜŘ ƛƴ ǘƘŜ ǇǊŜǾƛƻǳǎ ǎŜŎǘƛƻƴ ƻŦ ǘƘƛǎ ŎƘŀǇǘŜǊ ǘƘŀǘ ŦƻŎǳǎŜŘ ƻƴ ǎǘǳŘŜƴǘǎΩ 
autonomy in the SEC, particularly issues regarding how the current system is not 
helping enough students to reflect and to make their own learning choices. It also 
speaks to how students are not seeing the relevance of their own education and the 
SEC. Thus, it is clear that lack of effective communication between policymakers and 
students is another unresolved issue in which at the proposal stage the new reform 
has still not been addressed. 
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TŜŀŎƘŜǊ нΣ ǇŀǊŜƴǘ нΣ ŀƴŘ ǘƘŜ {9/ ŀŘƳƛƴƛǎǘǊŀǘƻǊΩǎ ŎƻƴŎŜǊƴǎ ǊŜǾƻƭǾŜ around issues of 
value in the SEC implied by the new reform, in particular, how the introduction of 
formative teaching and assessment systems, such as coursework, will positively or 
ƴŜƎŀǘƛǾŜƭȅ ŀŦŦŜŎǘ ǘƘŜ ǾŀƭǳŜ ƻŦ ǎǘǳŘŜƴǘǎΩ ǿƻǊƪ; as explained in chapter four, for 
students following most subjects in the current SEC system, the value of their 
performances is determined by one terminal SEC examination per subject at the end 
of compulsory education. In principle, the LOF reform sets out to ease pressures on 
students by shifting from single terminal examinations per subject and instead 
introducing three-course work assignments and one formal examination each year 
for every subject during the three-year period of secondary schools. Responses from 
the three participants show how subjectivity played a part in the teaching and 
assessment of knowledge in various ways and styles. Subjective teaching and 
assessment can also introduce variables in ways that create anxieties amongst 
teachers, parents, and the exam board. Consequently, notions of objectivity clash 
with notions of subjectivity in formal learning settings, and this can add to the 
tensions which are contributing to the lack of progress of the reform. In an opinion 
article on the Times of Malta (2019) ŜƴǘƛǘƭŜŘ ²ƘŜǊŜ ƛǎ Ψaȅ WƻǳǊƴŜȅΩ ƎƻƛƴƎΚ several 
issues about the reform were oulined:  
 

άWill teachers be sufficiently and effectively trained to teach the core and 
ƻǇǘƛƻƴŀƭ ǎǳōƧŜŎǘǎ ƛƴ ǘƘƛǎ ƴŜǿ ΨŀǇǇƭƛŜŘΩ ǿŀȅΚ !ǊŜ ǘƘŜ ǘŜŀŎƘƛƴƎ ǊŜǎƻǳǊŎŜǎΣ 
syllabi and assessment tools tried, tested and ready to use? How is the 
Learning Outcomes Framework, that is meant to be the gold standard of 
ƛƴŎƭǳǎƛƻƴ ŀƴŘ ŘƛŦŦŜǊŜƴǘƛŀǘƛƻƴΣ ƎƻƛƴƎ ǘƻ Ŧƛǘ ƛƴǘƻ ǘƘŜ ΨŀǇǇƭƛŜŘΩ ƭŜŀǊƴƛƴƎ ƻǳǘŎƻƳŜǎ 
of the core subjects?... The government needs to provide a lot more detail to 
ǎŜǘ ǎǘǳŘŜƴǘǎΩΣ ǇŀǊŜƴǘǎΩ ŀƴŘ ŜƳǇƭƻȅŜǊǎΩ ƳƛƴŘǎ ŀǘ ǊŜǎǘ ǘƘŀǘ Ψaȅ WƻǳǊƴŜȅΩ ǿƛƭƭ ƴƻǘ 
take them for a ride, but actually open new pathways to learning and 
ŜƴƎŀƎŜƳŜƴǘ ƛƴ ǎƻŎƛŜǘȅέ όTimes of Malta, 2019). 

 
This quote cannot account for all current preoccupations and debates on the future 
of the Maltese education system. However, it can clearly be noted that that current 
proposed reforms present a National concern that warrants further communication 
between education institutions to clarify uncertainties and misconceptions about the 
new reform.  
 
The responses from teacher 1, parent 1, and the headteacher provide evidence of 
such preoccupations. Their responses focus on anxieties about how the changes 
implied by the reform will affect them personally and the people that they are close 
to. Teacher 1 argues how teachers have not been given any time to familiarise 
ǘƘŜƳǎŜƭǾŜǎ ǿƛǘƘ ǘƘŜ ǇǊƻǇƻǎŜŘ ŎƘŀƴƎŜǎΦ ¢Ƙƛǎ ǎǳƎƎŜǎǘǎ ŦǊƻƳ ǘƘŜ ǘŜŀŎƘŜǊΩǎ ǇŜǊǎǇŜŎǘƛǾŜΣ 
that the idea of change embodies preoccupation with how the administration is 
ŀǘǘŜƳǇǘƛƴƎ ǘƻ ōǊƛƴƎ ƻƴ ŎƘŀƴƎŜΦ ¢ƘŜ ƘŜŀŘ ǘŜŀŎƘŜǊΩǎ ŎƻƴŎŜǊƴǎ ŀbout the reform are 
more culturally driven. His views come particularly from his belief ǘƘŀǘ ǘƘŜ ǇŀǊŜƴǘǎΩ 
idea of a good education is still tied with past education systems and for him, this is 
misaligned with the objectives of the new reform. As a result, the headteacher argues 
ǘƘŀǘ άǎǘǳŘŜƴǘǎ ώƎŜǘϐ ǘǊŀǇǇŜŘ ƛƴ ŀ ǎȅǎǘŜƳέΣ ǿƘƛŎƘ ƛƳǇƭƛŜǎ Ƙƻǿ ǊŜǇŜǊŎǳǎǎƛƻƴǎ ƻƴ ǘƘŜ 
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students are negative and can be long-term. These views are significant because 
although the previous sections of this chapter (sections 6.2 and 6.3) discussed how 
participants agree that change is needed in the current system, clearly participants 
also show that not everyone is ready to move on. It is clear that not everyone is ready 
to introduce change because change is also seen as a risk and in the case of changing 
the national examination system, the risks are also high. Thus, there are clear issues 
between the rhetoric of change that comes from the education authorities and the 
process of change that is expected from the school front-liners. In the section on trust 
issues (below) between education professionals and system administrators, this 
tension will be discussed from a number of personal perspectives in more detail. 
 
!ǘ ǘƘŜ ǘƛƳŜ ƻŦ ǿǊƛǘƛƴƎΣ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǎǘǊŀǘŜƎȅ Ƙŀǎ ǊŜŀŎƘŜŘ two thirds of its timeline. 
However, teachers, parents, headteacher, the SEC administrator and policymaker 
during the interviews pointed to two unresolved matters that resurface when 
attempts are made to introduce change in the SEC; the value of the new measures 
proposed by the new reform and misalignment of ideals between the rhetoric of 
change and the process of change. Both matters will be discussed separately in the 
following two sections.  
 

5.4.1 Determining the value of the SEC in a new system 

In the previous sections of this chapter which focused on content and achievement 
in the SEC (sections 6.2 and 6.3), it was discussed how priorities between policy and 
ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜ ŎƭŜŀǊƭȅ ŎƭŀǎƘ ǇŀǊǘƛŎǳƭŀǊƭȅ ǿƘŜƴ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ƻǇǇƻǊǘǳƴƛǘƛŜǎ are 
driven by a traditional exam-led system. As a side-effect, the system has introduced 
ƛƴƛǘƛŀǘƛǾŜǎ ƛƴ ǘƘŜ Ǉŀǎǘ ǘƻ ƘŜƭǇ ƳƻǊŜ ǎǘǳŘŜƴǘǎΩ ǇǊƻƎǊŜǎǎ ƛƴ ǘƘŜ {9/Σ such as 
differentiated paper examinations, the tracking system, and private tuition to limit 
the number of student dropouts and failures in SEC examinations. However, the 
policymaker considers such measures to be deficit-led approaches which have 
ƴŜƎŀǘƛǾŜ ƛƳǇŀŎǘǎ ƻƴ ǘƘŜ ǾŀƭǳŜ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘǎΩ ŜŘǳŎŀǘƛƻƴΦ IŜ ŜȄǇƭŀƛƴŜŘ ǘƘŀǘ ǘƘŜ 
aƛƴƛǎǘǊȅΩǎ Ǿƛǎƛƻƴ ƛǎ ƴƻǿ ǘƻ άƳƻǾŜ ŀǿŀȅ ŦǊƻƳ ŀ ΨŘŜŦƛŎƛǘΩ ŀǇǇǊƻŀŎƘέ ŀƴŘ άǿŜ ǎƘƻǳƭŘ 
ǿƻǊƪ ƻƴ ŀ ŘŜǾŜƭƻǇƳŜƴǘŀƭ ŀǇǇǊƻŀŎƘέ ƛƴǎǘŜŀŘΥ 
 

άLŦ L ƘŀŘ ǘƻ ǎǘŀǊǘ ŀƭƭ ƻǾŜǊ ŀƎŀƛƴ ŦǊƻƳ ǎŎǊŀǘŎƘΣ L ǿƻǳƭŘ ƘŀǾŜ ǘǊƛŜŘ ǘƻ ǎŜƴŘ 
a better message about how we should work with a developmental 
approach and not through a deficit model. But I can understand where 
ǘƘƛǎ ƛǎ ŎƻƳƛƴƎ ŦǊƻƳ ŀƴŘ ƛǘ ǿƛƭƭ ǘŀƪŜ ŀ ōƛǘ ƻŦ ǘƛƳŜ ǘƻ ŎƘŀƴƎŜ ƛǘέ 
(Policymaker) 

 
Thus, for the policymaker, a developmental approach would bring more value to the 
education system because: 
 

ά[ŜǘΩǎ ǎŀȅ L ŀƳ Ǝƛving you value for the work that you are already doing 
in class. We are not trying to put any more responsibility on anyone. 
All the work that the students are already doing during their 3-year 
ǇǊŜǇŀǊŀǘƛƻƴ ŦƻǊ ǘƘŜ {9/ Ŏŀƴ ōŜ ƎƛǾŜƴ ǾŀƭǳŜέ όtƻƭƛŎȅƳŀƪŜǊύ 
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The policymaker argues that past initiatives introduced by schools such as the 
ǘǊŀŎƪƛƴƎ ǎȅǎǘŜƳ ǿŜǊŜ ŀƭǎƻ ŀ ǿŀȅ ƻŦ ŎƻǊǊŜƭŀǘƛƴƎ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ŀŎƘƛŜǾŜƳŜƴǘ ǿƛǘƘ 
their performances in examinations, aǎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƭƻƴƎ-time objective is to 
provide valuable education that caters for all students by advocating for a continuous 
assessment approach. However, it was also discussed how this objective might 
constitute vague and aspirational rhetoric with no concrete evidence of how it should 
translate in real-life educational practice. That objective also features today in the 
aƛƴƛǎǘǊȅΩǎ ƴŜǿ Ǿƛǎƛƻƴ ŀƴŘ ǘƘŜƳŜŘ ŀǎ ǳƴƛǾŜǊǎŀƭ ŜŘǳŎŀǘƛƻƴ ŜƴǘƛǘƭŜƳŜƴǘ ŦƻǊ ŀƭƭ ǎǘǳŘŜƴǘǎΦ 
The policymaker argues that initiatives to mitigate student dropout such as the 
tracking system serve more ǘƘŜ ǇǊƛƴŎƛǇƭŜǎ ƻŦ ǘƘŜ ΨŘŜŦƛŎƛǘ ƳƻŘŜƭΩ ŀƴŘ ŀǎ ǊŜǾƛŜǿŜŘ ƛƴ 
chapter two (section 2.5) Malta has still not progressed in this regard. Thus, a 
regressive ŀǇǇǊƻŀŎƘ Ƙŀǎ ǇǊƻǾŜƴ ǘƻ ōŜ ƛƴŜŦŦŜŎǘƛǾŜΦ hƴ ǘƘŜ ŎƻƴǘǊŀǊȅΣ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊΩǎ 
Ǝƻŀƭ ƛǎ ǘƘŀǘ ǘƘŜ ά{9/ ǎȅǎǘŜƳ Ŏŀƴ ŀƭǎƻ ƘŀǾŜ ŀ ŘŜǾŜƭƻǇƳŜƴǘŀƭ ŀǇǇǊƻŀŎƘέ ōȅ ƛƴǘǊƻŘǳŎƛƴƎ 
a continuous assessment approach through the LOF, άǘƘŜ ƴŜǿ ǎȅǎǘŜƳ ǿƛƭƭ ƛƴǘǊƻŘǳŎŜ 
a learning outcƻƳŜ ŀǇǇǊƻŀŎƘΧ ǉǳŜǎǘƛƻƴǎ ƛƴ ǘƘŜ ŜȄŀƳƛƴŀǘƛƻƴǎ ώ{9/ϐ ƴŜŜŘ ǘƻ ōŜ ƭƛƴƪŜŘ 
ǘƻ ǘƘŜ ƭŜŀǊƴƛƴƎ ƻǳǘŎƻƳŜǎ ƴƻǘ ƭƛƪŜ ōŜŦƻǊŜέΦ ¢Ƙƛǎ ǊŜǾŜŀƭǎ ǘƘŜ ǇƻƭƛŎȅƳŀƪŜǊΩǎ ǿƛǎƘ ŦƻǊ ŀ 
conceptual shift ŦǊƻƳ ŀ ΨǊŜƎǊŜǎǎƛǾŜΩ ǘƻ ŀ ΨǇǊƻƎǊŜǎǎƛǾŜΩ ƳƻŘŜƭ ƻŦ ŜŘǳŎŀǘƛƻƴ ƛƴ aŀƭǘŀΦ 
But the above quote also shows how in the view of the policymaker it will take time 
to move away from deficit-led approaches. 
 
!ǎ ŘƛǎŎǳǎǎŜŘ ƛƴ ǘƘŜ ǇǊŜǾƛƻǳǎ ǎŜŎǘƛƻƴΣ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǊŜǎǇƻƴǎŜǎΣ ǇŀǊǘƛŎǳƭŀǊƭȅ ǘŜŀŎƘŜǊ 
2, parent 2, and the SEC administrator embody a sense of reservation in adopting a 
developmental-approach system. They seem to agree that the wish to move on from 
the traditional knowledge-centric syllabi system will also come at a price. The 
ŦƻƭƭƻǿƛƴƎ ǉǳƻǘŜǎ ŜȄǇƭŀƛƴ ŦǊƻƳ ǘƘŜ ǘƘǊŜŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǾƛŜǿǎΣ ǿƘȅ ǘƘŜȅ ǘƘink the new 
reforms might have a negative impact on the value of the SEC system. 
 

ά²Ŝ Řƻ ƴƻǘ ƪƴƻǿ ǿƘŀǘ ǘƘŜ ŎǳǊǊŜƴŎȅ ƻŦ ƎǊŀŘŜǎ ŀŎƘƛŜǾŜŘ ƛƴ ǘƘŜ ƴŜǿ 
system are [unlike] everyone knows the value of grades achieved in 
ǘƘŜ ŎǳǊǊŜƴǘ ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳέ (Teacher 2) 
 
ά¢ƘŜ ǾŀƭǳŜ ƻŦ ǘƘŜ {9/Σ ǳƴǘƛƭ ǘƘƛǎ ŘŀȅΣ ƛƴ ǘƘŜ ŎǳǊǊŜƴǘ ǎȅǎǘŜƳ ƛŦ ȅƻǳ 
achieve a grade 1 [highest achievable grade] we know its value and 
we know how much you have to work to achieve it. I do not know 
whether the new reform will give a good picture of what my children 
ǿƛƭƭ ƭŜŀǊƴέ όtŀǊŜƴǘ нύ 
 
ά/ƻǳǊǎŜ ǿƻǊƪ ƛƴ ǘƘŜ ǎȅǎǘŜƳ ǊŜŘǳŎŜǎ ǊŜƭƛŀōƛƭƛǘȅ ōŜŎŀǳǎŜ ǘƘŜǊŜ ŀǊŜ ƻǘƘŜǊ 
variables of assessment that needs to be accounted for. You need to 
admit that it is hard for the teacher to wear the hat of an assessor and 
ƻŦ ŀ ǘŜŀŎƘŜǊ ŀǘ ǘƘŜ ǎŀƳŜ ǘƛƳŜέ ό{9/ ŀŘƳƛƴƛǎǘǊŀǘƻǊύ  

 
Cumming & Smith (2009) argue that education assessment in the 21st century is 
characterised by a binary opposition of two important perpsectives. Firstly the 
growing pressures from various education stakeholders for assessment trasparency 
and education accountability. Secondly an ever-increasing demand for alternative 
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modes of assessment that go beyond traditional paper-based modes of assessment 
(2009; p.2). This reflects key tension amongst education stakeholders in Malta to 
move away from deficit-led educational models and what be another cause that is 
holding back educational reform. Traditionally, the Maltese education system has 
ƭƛƴƪŜŘ ǘƘŜ ƛŘŜŀ ƻŦ ǾŀƭǳŜ ƛƴ ŜȄŀƳƛƴŀǘƛƻƴǎ ǿƛǘƘ ŀ ŦƻǊƳ ƻŦ ΨƻōƧŜŎǘƛǾŜΩ ŀǎsessment. This 
ƳŜŀƴǎ ǘƘŀǘ ǘƘŜ ΨǎŎƛŜƴǘƛŦƛŎΩ ǇƻǎƛǘƛǾƛǎǘ ŦƻǳƴŘŀǘƛƻƴ ŦƻǊ ǘƘŜ {9/ ƛǎ ƧǳǎǘƛŦƛŜŘ ōȅ ƴƻǘƛƻƴǎ ƻŦ 
objectivity of assessment. Even if stakeholders do not necessarily agree with the 
processes of preparing students for objective and summative examinations, this 
system clearly persuades stakeholders that objective and summative assessment is 
valuable because it subjects everyone to exactly the same, repeatable, generalizable 
examination. Thus, finding alternative methods to this model is also challenging in 
proving that value in the ΨƴŜǿΩ assessment process will not be compromised. 
Particularly because one-time examinations are standardized and characteristically 
driven by a notion of objectivity which can be a safer option of assessment as it limits 
variaōƭŜǎ ŀƴŘ ƳŀǊƎƛƴǎ ƻŦ ΨŜǊǊƻǊΩ ƻŦ ƳŜŀǎǳǊƛƴƎ ǎǘǳŘŜƴǘǎΩ ŀōƛƭƛǘƛŜǎΦ ¢ƘǳǎΣ ǘƘŜ [hC 
formative approach proposed in the new reform (as opposed to objective and 
summative assessments) in a formal education setting can be perceived as 
undermining this (flawed) notion of objective and equal opportunity. For the SEC 
administrator ǘƘŜ [hC ǊŜǇƭŀŎŜǎ ǘƘŜ ΨƘȅƎƛŜƴŜΩ ƻŦ ǎǘŀƴŘŀǊŘƛǎŜŘ ŀǎǎŜǎǎƳŜƴǘ ŀƴŘ 
introduces more variables in the assessment processes. As described in the SEC 
ŀŘƳƛƴƛǎǘǊŀǘƻǊΩǎ response, the new system will undermine the value of the current 
examination and for him the value of the grades achieved in formative assessments 
is questionable.  
 
This concern is also echoed ƛƴ ǇŀǊŜƴǘ нΩǎ ǊŜǎǇƻƴǎŜ ŀǎ ƘŜ ŜȄǇƭŀƛƴǎ Ƙƻǿ ŦƻǊ ƘƛƳΣ 
traditionally the SEC examinations managed to build a reputation that in his opinion 
is commonly known and agreed upon by education stakeholders and the general 
Maltese public. He is concerned about the value of the SEC achieved in the new 
system unlike the existing reputable value of grades achieved in the current 
examination system. In other parts of his interview, he explains how new measures 
ǇǊƻǇƻǎŜŘ ƛƴ ǘƘŜ ƴŜǿ ǊŜŦƻǊƳ όǊŜŦŜǊǊƛƴƎ ǘƻ [hCύ ŀǊŜ άǘǊŀŘƛǘƛƻƴŀlly associated with other 
ƳŜŀǎǳǊŜǎ ƛƴǘǊƻŘǳŎŜŘ ƛƴ ǘƘŜ Ǉŀǎǘ ǘƻ ŎƻƳǇŜƴǎŀǘŜ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ǳƴŘŜǊŀŎƘƛŜǾŜƳŜƴǘ ƛƴ 
examsέΣ ǊŜǾŜŀƭƛƴƎ a fundamental tension around issues of parity between the current 
exam-led system and the LOF.  
 
The SEC Administrator also confides his inner struggles on how the reform will 
significantly impact the current assessment models. He argues that whilst the current 
ǎȅǎǘŜƳ ƳƛƎƘǘ ƴƻǘ ōŜ ŎƻƴǎƛŘŜǊŜŘ ōȅ ŀƭƭ ǎǘŀƪŜƘƻƭŘŜǊǎ ŀǎ ŀƴ ΨŀŘŜǉǳŀǘŜΩ ǎȅǎǘŜƳ ŦƻǊ ŀƭƭ 
ǎǘǳŘŜƴǘǎΣ ŦƻǊ ƘƛƳ άǘƻŘŀȅΩǎ ǎȅǎǘŜƳ ƛǎ ƭŜǎǎ ǾŀƭƛŘ ōǳǘ ƳƻǊŜ ǊŜƭƛŀōƭŜέ ǿƘŜǊŜŀǎ άǘƘŜ ƴŜǿ 
ǎȅǎǘŜƳ ǎƘƻǳƭŘ ōŜ ƳƻǊŜ ǾŀƭƛŘ ōǳǘ ƭŜǎǎ ǊŜƭƛŀōƭŜέΦ This concern echoes Cummings and 
{ƳƛǘƘΩǎ όнллфύ binary opposition concerns in ŀǎǎŜǎǎƳŜƴǘ ƛƴ ǿƘƛŎƘ άǾŀƭǳŜ of 
assessment [should be] to enhance learning compared with asǎŜǎǎƳŜƴǘ ƻŦ ƭŜŀǊƴƛƴƎέ 
(2009; p.73). In other words, assessment for learning rather than of learning. A 
debate which is clearly bringing issues of reliability and validity amongst education 
stakeholders when discussing the current SEC and the proposed reform. Issues of 
reliability brings us back to the idea of risk when changes are proposed to the 
bŀǘƛƻƴŀƭ ŜȄŀƳƛƴŀǘƛƻƴ ǎȅǎǘŜƳΦ IƻǿŜǾŜǊΣ ǘƘŜ ŀŘƳƛƴƛǎǘǊŀǘƻǊΩǎ ǊŜǎǇƻƴǎŜ ŀƭǎƻ shows a 
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lack of confidence to embrace validity as a valuable part of the assessment process, 
and instead choosing what is known to be a safe and reliable system. He explains that 
currently students are prepared for the same summative examination and thus it 
limits the risk variables in the assessment process. In another part of the interview, 
thŜ {9/ !ŘƳƛƴƛǎǘǊŀǘƻǊ ŜȄǇƭŀƛƴǎ Ƙƻǿ άƴŜǿ ŀǎǎŜǎǎƳŜƴǘ ŦƻŎǳǎŜǎ ƻƴ ŎƻǳǊǎŜǿƻǊƪέ ŀƴŘ 
άƳŜǘƘƻŘǎ ώƻŦ ŀǎǎŜǎǎƳŜƴǘϐ Ŏŀƴ ƛƴŎƭǳŘŜ ǾƛǎƛǘǎΣ ŘŜōŀǘŜǎΣ ǇǊƻƧŜŎǘǎΣ ŀƴŘ ǇǊŜǎŜƴǘŀǘƛƻƴǎέΦ 
However, he envisages that the new system will also bring with it the risk of 
introducing new assessment variables that for him could influence the credibility of 
ǘƘŜ ǿƘƻƭŜ ŀǎǎŜǎǎƳŜƴǘΦ IŜ ŜȄǇƭŀƛƴǎ Ƙƻǿ άǿŜ ƴŜŜŘ ǘƻ ōŜ ǾŜǊȅ ŎŀǊŜŦǳƭέΣ ǎƘƻǿƛƴƎ Ƙƻǿ 
the SEC Administrator, like teacher 2 and parent 2, is cautious and possibly also 
protective about reforming the current examinations and the idea of introducing 
subjectivity in modes of assessment. This reveals another binary perception between 
subjectivity and objectivity in the assessment process. It can be argued that 
subjectivity in standardized assessment is also present, but the process is not 
transparent to the end-user. This also clearly shows that for him the idea of giving 
more students entitlement to perform well in the SEC might be taking away from the 
{9/Ωǎ ŜƴǘƛǘƭŜƳŜƴǘ ƻŦ ǊŜǘŀƛƴƛƴƎ ƛǘǎ ŎǊŜŘƛōƛƭƛǘȅΦ Lƴ ŀƴƻǘƘŜǊ ǇŀǊǘ ƻŦ Ƙƛǎ ƛƴǘŜǊǾƛŜǿΣ ƘŜ 
ŜȄǇƭŀƛƴǎ Ƙƻǿ άŎƻǳǊǎŜǿƻǊƪ Ŏŀƴƴƻǘ ōŜ ǎŜŜƴ ώōȅ ǎǘŀƪŜƘƻƭŘŜǊǎϐ ŀǎ ŀƴ ΨŜŀǎƛŜǊΩ ƻǇǘƛƻƴ ǘƻ 
Ǉŀǎǎέ ǘƘŜ {9/Σ ōŜŎŀǳǎŜ ŦƻǊ ƘƛƳ άŎƻǳǊǎŜǿƻǊƪ ǊŜŘǳŎŜǎ ǊŜƭƛŀōƛƭƛǘȅέΣ ǘƘǳǎ ŦƻǊ ƘƛƳ ƭŀŎƪǎ 
the intensity and high stakes of a terminal examination - qualities which the Maltese 
education community has traditionally, culturally and systematically considered as 
proxies for value. The administrator states that άƻǳǊ Ƨƻō ƛǎ ǘƻ ƪŜŜǇ ŎƻƴǘǊƻƭέΣ ǎƘƻǿƛƴƎ 
a defensive, protective and precautionary state, and a resistance to risking the 
credibility and the reliability that the SEC has striven for. 
 
From the responses given by the teacher, parent, SEC examiner, and policymaker, it 
is clear that there is some resistance to the reforms; their perception of loss clearly 
outweighs the idea of gain that the authorities believe is right for the future of 
Maltese education. Thus, it presents a contrast of ideals for the future of education. 
This is significant because it creates anxieties that embody a sense of threat or loss 
amongst stakeholders characterised by fears to commit to the unknown, despite the 
supposed benefits.  This reveals clear indications of mistrust between education 
professionals and the measures that are set to change the current SEC examination 
ǎȅǎǘŜƳΦ ¢ƘŜ ŀōƻǾŜ ǾƛŜǿǎ ǊŜŎŀƭƭ ǘƘŜ ǎŀȅƛƴƎ ΨōŜǘǘŜǊ ǘƘŜ ŘŜǾƛƭ ȅƻǳ ƪƴƻǿΩ ǿƘƛŎƘ ŜƳōƻŘy 
an emotional impediment for the teacher, parent and SEC administrator to agree 
with change because they lack trust in the value of the new system which, for them 
is still unknown; they fear that it will diminish the value that the current system 
enjoys.  
 

5.4.2 Trusting the Maltese education authorities 

As explained in chapter 2, the Maltese education system is currently and has 
traditionally been led by the Ministry of Education. One of the objectives of this 
reform is to start the process for schools through the LOF to become autonomous by 
managing their own processes of developing course content and assessment: 
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άώǊŜŦƻǊƳϐ intended to eventually lead to more curricular autonomy of 
colleges and schools, so as to better address the learning needs of 
ǘƘŜƛǊ ǎǘǳŘŜƴǘǎέ ό[hCΣ нлмсύ.  

 
But it emerged clearly from the interviews that there are underlying issues that are 
holding back schools from achieving more curricular and assessment autonomy. 
When participants were asked how they feel about the new reforms, particularly the 
teachers, headteacher and policymaker showed that there are issues between the 
MƛƴƛǎǘǊȅΩǎ ŘǊƛǾŜ ŦƻǊ ŎƘŀƴƎŜ ŀƴŘ ǘƘŜ ǎŎƘƻƻƭǎΩ ǿƛƭƭƛƴƎƴŜǎǎ ǘƻ ǊŜŦƻǊƳΦ ¢ƘŜǎŜ ƛǎǎǳŜǎ seem 
to revolve around: matters of communication between the educational authorities 
and schools; emotional labour amongst school teachers; and political influence in 
the Ministry. These issues will be discussed in this final section of this chapter. 
 
¢ƘŜ ǇƻƭƛŎȅƳŀƪŜǊ ŀǊƎǳŜŘ ƛƴ Ƙƛǎ ƛƴǘŜǊǾƛŜǿ Ƙƻǿ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƛŘŜŀ ƻŦ ǘƘŜ ŦǳǘǳǊŜ ƛƴ 
aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎƘƻǳƭŘ ƭƻƻƪ ǘƻǿŀǊŘǎ ΨŦǊŜŜƛƴƎ ǎŎƘƻƻƭǎΩ ŦǊƻƳ ŀ ŎŜƴǘǊŀƭƛǎŜŘ ǎȅǎǘŜƳΦ 
For him, this is because: 
 

ά²Ŝ ŎǳǊǊŜƴǘƭȅ ƘŀǾŜ ƛƴ ƻǳǊ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ƭƛŦŜƭƻƴƎ ƭŜŀǊƴƛƴƎ ŀƴŘ 
ǊŜǎŜŀǊŎƘΣ ǎƻ ǿŜ ƘŀǾŜ ǘƻ ƘŀƴŘƭŜ ǇƻƭƛŎȅ ƻƴ ǎǘǳŘŜƴǘǎΩ ƭƛŦŜƭƻƴƎ ƭŜŀǊƴƛƴƎ 
education and at the same time the limited research that we can do 
as a department plus operations. Now there is a whole debate about 
whether we should be involved in operations or focus on policy only, 
ǘƘŀǘΩǎ ŀƴ ƛƴǘŜǊŜǎǘƛƴƎ ŘŜōŀǘŜέ όtƻƭƛŎȅƳŀƪŜǊύ 

 
¢ƘŜ ǇƻƭƛŎȅƳŀƪŜǊ ŀƎǊŜŜǎ ƻƴ ƎǊŀƴǘƛƴƎ ƳƻǊŜ ΨǇƻǿŜǊǎΩ ǘƻ ǎŎƘƻƻƭǎ ǎƘƻǳƭŘ ōŜ ǘƘŜ ǿŀȅ 
forward and he explains how his departƳŜƴǘΩǎ Ǿƛǎƛƻƴ ƛǎ ǘƻ ŜǾŜƴǘǳŀƭƭȅ ƳƻǾŜ ŀǿŀȅ 
ŦǊƻƳ ǘƘŜ ƻǇŜǊŀǘƛƻƴŀƭ ǊƻƭŜ ǘƻ ŦƻŎǳǎ ƻƴ ǇƻƭƛŎȅƳŀƪƛƴƎΦ .ǳǘ ƘŜ ŜȄǇƭŀƛƴǎ Ƙƻǿ ΨŘŜōŀǘŜǎΩ 
are on the agenda and this signifies how empowering schools with such 
ǊŜǎǇƻƴǎƛōƛƭƛǘƛŜǎ Ŏŀƴ ōŜ ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǾƛǎƛƻƴΣ ōǳǘ ƴƻǘ ƴŜŎŜǎsarily something to be 
taken as final. This move implies empowering schools with more/full autonomy to 
run school operations and curriculum development, thus also requires a specific 
strategy and will from all stakeholders particularly the teachers to accept more 
accountability.  
 
Front-line educators agree that the objectives set by the Ministry will bring about 
change in schools that they might not feel prepared for. Participants explained how 
the reform might affect their profession and indicated how the challenges of 
reforming the SEC are not necessarily only operational in nature but also ideological. 
 

άL ŀƎǊŜŜ ƛƴ ǇǊƛƴŎƛǇƭŜ ǿƛǘƘ ǘƘŜ ǊŜŦƻǊƳ ŀƴŘ Ƙƻǿ ǘƘŜ {9/ ƛǎ ōŜƛƴƎ 
rethought from scratch. But it is not enough to say that Ψwe [the 
Ministry] want to introduce the idea of ownership in schoolsΩ, this 
cannot be imposed from the top. It should be the other way around 
[bottom up] and the purpose of re-thinking the SEC is for schools to 
take more ownership of what to teach. But the message is not clear 
ŜƴƻǳƎƘέ όIŜŀŘǘŜŀŎƘŜǊύ 
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άL ǘƘƛƴƪ ǘƘŀǘ ǿŜϥǊŜ Ƨǳǎǘ ŀǘ ǘƘŜ ōŜƎƛƴƴƛƴƎ ƴƻǿΦ L ŦŜŜƭ ƭƛƪŜ ŀǘ ǘƘŜ ǇǊŜŎƛǇƛŎŜΣ 
what's going to happen? Well, the unknown always terrifies people, 
you know, because it's like we don't know what's going to happen so 
they [the MiniǎǘǊȅϐ ǘǊȅ ǘƻ ǊŜŀǎǎǳǊŜ ǳǎέ ό¢ŜŀŎƘŜǊ мύ 
 
άL ǎŜŜ ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŀǎ ƻƴŜ ōƛƎ ŜȄǇŜǊƛƳŜƴǘΦ ²Ŝ ŀǊŜ 
always trying new things and hoping for the best. But from time to 
time, we always want to introduce changes or even go back to things 
that we used to do in the past. Unfortunately, in this big experiment, 
there are political agendas. If government A, they introduce certain 
things, if government B then everything needs to change (Teacher 2). 

 
In the above, it is apparent that there are issues of communication from both 
viewpoints of the headteacher and the teaching professionals. As discussed in 
chapter two, issues of communication between education stakeholders and 
education authorities are historically fraught in Malta. The headteacher reveals an 
interesting interpretation of the power relationship between schools and education 
authorities. He proposes the idea that ownership should not be imposed on schools 
by the Ministry. Instead, he explains how schools are ready to take ownership of what 
schools set out to teach without the intervention of education authorities. The 
headteacher explains how in his view, the reform proposed by the Ministry of 
Education requires more than just changes in the SEC syllabus. Although he agrees 
with the reforms in principlŜΣ ƘŜ ŀǊƎǳŜǎ ǘƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǘƻǇ-down approach was 
wrong as measures seem to be imposed on the school, and disagreed with how the 
authorities communicated this reform. It suggests that the Ministry might not have 
ƎƛǾŜƴ ŜŘǳŎŀǘƛƻƴ ǎǘŀƪŜƘƻƭŘŜǊǎ ŀ ΨŦǳƭƭ ǇƛŎǘǳǊŜΩ ƻŦ ǿƘŀǘ ƴŜŜŘŜŘ ǘƻ ōŜ ƛƳǇƭŜƳŜƴǘŜŘ ŀƴŘ 
how to the promises set in the reform could be maintained, which has created issues 
of mistrust between what is being informed by the Ministry about the reforms and 
the stakeholders.  
 
In another part of the inteǊǾƛŜǿΣ ǘƘŜ ƘŜŀŘǘŜŀŎƘŜǊ ŀǎǎŜǊǘǎΣ άƘƻǿ ǘƘƛƴƎǎ ŀǊŜ ŀǘ ǘƘŜ 
ƳƻƳŜƴǘΣ ǘƘŜ ƻōƧŜŎǘƛǾŜǎ ǿƛƭƭ ƴƻǘ ōŜ ƳŜǘΦέ ¢ƘǳǎΣ ƛǘ ƘƛƎƘƭƛƎƘǘǎ ǘƘŜ ƳƛǎŀƭƛƎƴƳŜƴǘ 
ōŜǘǿŜŜƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǊƘŜǘƻǊƛŎ ŀƴŘ ǘƘŜ ǇǊƻŎŜǎǎ ƻŦ ŎƘŀƴƎŜ ƛƴ ǿƘƛŎƘ ǘƘŜ ǿŀȅǎ ǘƘŀǘ ǘƘŜ 
SEC is expected to reform from both the Ministry and the front-ƭƛƴŜǊǎΩ ǾƛŜǿǇƻƛƴǘǎ ŀǊŜ 
not necessarily ready to be taken on board by everyone. For example, the 
ƘŜŀŘǘŜŀŎƘŜǊ ŀƭǎƻ ŜȄǇƭŀƛƴǎ ǘƘŀǘ ǘŜŀŎƘŜǊǎΩ ƳŜƴǘŀƭƛǘƛŜǎ ŀǊŜ ǎǘƛƭƭ ƴƻǘ ǎŜǘ ŦƻǊ ǘƘŜ ƻōƧŜŎǘƛǾŜǎ 
ƻŦ ǘƘƛǎ ǊŜŦƻǊƳ ōŜŎŀǳǎŜ άǘƘŜ ǇƘŜƴƻƳŜƴŀƭ ƻƳŜƴ ŀbout extra work that teachers have 
ǘƻ ŘƻΦέ Here the head teacher implies that it is not within his remit to convince 
teachers to change their mentalities. I argue that this is stimulating a culture of 
avoidance by blaming other stakeholders about who is responsible for implementing 
the objectives of the proposed reform.  
 
¢ƘŜ ŀōƛƭƛǘȅ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ ǘƘŜ ƳŜŀƴƛƴƎ ŀƴŘ ǘƘŜ ǇǳǊǇƻǎŜǎ ƻŦ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǊŜŦƻǊƳ 
to the teachers is a key factor that is generating issues of mistrust. This featured 
clearly in the interview with teacher 1. She explains her struggles in understanding 
ǘƘŜ ƻǳǘŎƻƳŜǎ ŀƴŘ ƻōƧŜŎǘƛǾŜǎ ƻŦ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƳŜŀǎǳǊŜǎ ǘƻ ǊŜŦƻǊƳ ǘƘŜ aŀƭǘŜǎŜ 
education system as she is unsure about the meaning of educational objectives set 
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in policies. In another part of her interview, she also shows her disapproval of how 
ŀǳǘƘƻǊƛǘƛŜǎ ŀǊŜ ǘǊȅƛƴƎ ǘƻ ΨǎŜƭƭΩ ǘƘŜ ƛŘŜŀ ƻŦ ŎƘŀƴƎŜ ōȅ ǎǘŀǘƛƴƎ Ƙƻǿ ƛƴ ƘŜǊ ǾƛŜǿ ǘƘŜ 
aƛƴƛǎǘǊȅΩǎ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ƛǎ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎŀƭƭȅ άŘŜŎŜƛǾƛƴƎΧ ώǳǎƛƴƎϐ Ǝƭƻǎǎȅ ǇƻƭƛǘƛŎǎ 
ƳƛǎƎǳƛŘƛƴƎ ǇŀǊŜƴǘǎέΦ For her new initiaǘƛǾŜǎ ŀǊŜ άŦŀƛǘ ŀŎŎƻƳǇƭƛ ƛƴƛǘƛŀǘƛǾŜǎ ŦǊƻƳ 
ŀǳǘƘƻǊƛǘƛŜǎέ ǿƛǘƘ άƴƻ ŎƭŜŀǊ ǇŀǘƘǿŀȅ ƻŦ ǇǊƻƎǊŜǎǎƛƻƴέ ǿƘƛŎƘ ǊŀƛǎŜǎ ƘŜǊ ǎǳǎǇƛŎƛƻƴǎ 
about power and scope of the changes proposed in the reforms.  This reveals a sense 
of dissatisfaction and helplessness of how in her view policymakers communicate 
their agenda. Although the teacher seems to admit that there have been attempts 
by authorities to reassure teachers that things are under control, it is implied that 
ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƛƴŀōƛƭƛǘȅ ǘƻ ŎƻƳƳǳƴƛŎŀǘŜ ǿŜƭƭ ƛǘǎ Ǿƛǎƛƻƴ ōǊƛƴgs fear amongst the 
teaching community.  
 
Lǘ ƛǎ ŀƭǎƻ ƛƳǇƻǊǘŀƴǘ ǘƻ ƻǳǘƭƛƴŜ ǘƘŜ ǳǎŜ ƻŦ ǘƘŜ ǿƻǊŘ ΨŜȄǇŜǊƛƳŜƴǘΩ ǘƘŀǘ ƛǎ ǳǎŜŘ ōȅ ǘŜŀŎƘŜǊ 
2. This connotes a sense of irony about how changes and/or reforms in the Maltese 
education system can be perceived by teachers as forms of non-finalised exercises. 
Lǘ Ŏŀƴ ōŜ ŀǊƎǳŜŘ ǘƘŀǘ ΨŜȄǇŜǊƛƳŜƴǘǎΩ ǘŜƴŘ ǘƻ ǘŜǎǘ ǘƘŜƻǊȅ ŀƴŘ ǊŜǎǳƭǘ ƛƴ ǎƻƭǳǘƛƻƴǎ, 
however, it is clear that not everyone is willing to be part of an experimental exercise 
even though in principle everyone agrees that a change is needed. This  suggestion 
can also create anxiety for educators who need to invest more effort and 
commitment for uncertain outcomes. Teacher 2 claims that changes are on-going, 
implying that attempts to reform the Maltese education system may be unrealistic 
which could bring more helplessness, distress, and emotional labour in the teaching 
community. It is also clear how the emotional impact of change in Maltese education 
requires more research, as it is evident how the policy objectives to bring change in 
schools is overwhelming the school community. Furthermore, research is an area 
ǘƘŀǘ Ŧŀƭƭǎ ǳƴŘŜǊ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊΩǎ ŘŜǇŀǊǘƳŜƴǘΦ Lƴ Ƙƛǎ ƛƴǘŜǊǾƛŜǿΣ ƘŜ ŎƭŜŀǊƭȅ ŜȄǇƭŀƛƴŜŘ 
that his department is not coping with the workload. He suggests that research 
provided by his department is not substantial enough for the needs of the Maltese 
ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ŀǎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŀǊŜŀǎ ƻŦ ƳŀƴŀƎŜƳŜƴǘ ŀǊŜ ǘƻƻ ōǊƻŀŘ ŀƴŘ 
resources need to focus on both policy and operations of schools. This also shows 
that the lack of resources for research brings a sense of helplessness from both the 
Ministry and the teaching community, perhaps even because stakeholders may know 
where the problems in the education system are, and a resistance to 
ΨŜȄǇŜǊƛƳŜƴǘŀǘƛƻƴΩ is not allowing further exploration in this field to identify potential 
solutions. 
 
Lǘ ǿŀǎ ŀƭǎƻ ŘƛǎŎǳǎǎŜŘ Ƙƻǿ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇƻƭƛǘƛŎŀƭ ŀƎŜƴŘŀ ƛǎ ŀƭǎƻ ŀ ǎƛƎƴƛŦƛŎŀƴǘ ƛǎǎǳŜ 
ŦǊƻƳ ŀ ǘŜŀŎƘŜǊΩǎ Ǉƻƛƴǘ ƻŦ ǾƛŜǿΦ CǊƻƳ ǘŜŀŎƘŜǊ нΩǎ ǇŜǊǎǇŜŎǘƛǾŜΣ ǎƛƴŎŜ ǘƘŜ ŎǳǊǊŜƴǘ 
education system is still driven by the Ministry of Education, the political agenda 
overshadows other priorities in Maltese education. He argues that the Maltese 
education system is in a state of continuous change and experimentation because of 
άǇƻƭƛǘƛŎŀƭ ŀƎŜƴŘŀǎέΦ The statement reveals another perceived binary between 
ǇƻƭƛǘƛŎŀƭ ǊŜŦƻǊƳ ŀƴŘ ΨƎŜƴǳƛƴŜΩ ǊŜŦƻǊƳΦ But it also implies how the idea of reforming 
the Maltese education system is more politically driven rather than ΨƎŜƴǳƛƴŜƭȅΩ 
focused on the needs of the students and the schools to provide education. Teacher 
нΩǎ ŀǘǘƛǘǳŘŜ ǘƻ ǘƘŜ ƛƴƛǘƛŀǘƛƻƴ ƻŦ ǎƻ-called educational reforms by political leaders and 
non-educationalists, which overwork students, teachers, schools, and parents, is 
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ŎȅƴƛŎŀƭΥ άprobably we are doing this only for statistƛŎǎΧ ǎƻ ǘƘŜ aƛƴƛǎǘŜǊ ƻŦ 9ŘǳŎŀǘƛƻƴ 
ƭƻƻƪǎ ƭƛƪŜ ƘŜ ƛǎ ŜŦŦŜŎǘƛǾŜέΦ  
 
 
5.5 Conclusion 
 
This chapter has captured modes of thought which emerged during interviews with 
participants about their current experiences in the SEC and about how they see the 
future of the S9/Φ tŀǊǘƛŎƛǇŀƴǘǎΩ ǘƘƻǳƎƘǘǎ ƛƴŎƭǳŘŜŘ: a desire for more self-
empowerment, for more trust in leadership, appeals to lessen the fear of failure, 
less political influence, more effective guidance, and the need for more self-
management. These modes of thought reveal complex forms of power that 
contribute to a state of flux in the Maltese education system today. Forms of power 
that are characterised by awareness of educational labour and responsibility for 
ǎǘǳŘŜƴǘǎΩ ǎǳŎŎŜǎǎ ōȅ ǾŀǊƛƻǳǎ ǎǘakeholders. However, these interviews also revealed 
that power relationship between different stakeholders is complex and problematic. 
Participants seem to contradict themselves in relation to the idea of change. The 
desire for change was clearly important for every participant, but participants also 
show resistance to change particularly when they do not understand the logic of the 
implementation of change.  
 

Chapter 4 (policy analysis) and chapter 5 (interviews) revealed that although the 
Maltese education system proclaims its principles of inclusivity and value for all, it is 
also dependent upon compliance from stakeholders. Instead, teacher, head teacher, 
and parents showed how to cope with the current system they are reproducing 
individualistic ways for ǎǘǳŘŜƴǘǎ ǘƻ ǎǳŎŎŜŜŘ ƛƴ ǘƘŜ {9/Φ ¢Ƙƛǎ ƭƛƴƪǎ ǿƛǘƘ CƻǳŎŀǳƭǘΩǎ ƛŘŜŀǎ 
about power and governmentality which will be central to the following chapter 
dedicated to the discussion of findings of chapters six and seven.   
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Chapter 6 Discussion of findings 
 
6.1 Introduction 
 
The policy discourse analysis and interviews with key stakeholders focused on 
creating a portrait of current drives and experiences in Maltese education. These 
ƻŎŎǳǊ ŀǘ ŀ Ǉƻƛƴǘ ƛƴ ǘƛƳŜ ǿƘŜƴ aŀƭǘŀΩǎ ŜŘǳŎŀǘƛƻƴ ŀǳǘƘƻǊƛǘƛŜǎ ƘŀǾŜ ǊŜŎŜƴǘƭȅ ƛƴǘǊƻŘǳŎed 
and/or are attempting to introduce new strategies and initiatives to reform. 
However, concerns raised by the stakeholders ŀōƻǳǘ ǎǘǳŘŜƴǘǎΩ ŜŘǳŎŀǘƛƻƴΣ 
particularly in preparation for the SEC examinations have halted the implementation 
of this reform. Thus, this study seeks to understand the key drivers on the 
ǎǘŀƪŜƘƻƭŘŜǊǎΩ concerns. Two forms of information were analysed to conceptualize 
issues at the centre of policy and discussion between education authorities and 
stakeholders in two stages. The first stage involved a critical discourse analysis (CDA) 
ƻŦ ǘƘǊŜŜ ƪŜȅ ŜŘǳŎŀǘƛƻƴŀƭ ǇƻƭƛŎƛŜǎΦ !ŘƻǇǘƛƴƎ CŀƛǊŎƭƻǳƎƘΩǎ όмффнύ ŘƛŀƭŜŎǘƛŎŀƭςrelational 
ŀǇǇǊƻŀŎƘ ƻŦ ŀƴŀƭȅǎƛǎ ǘƻ ƘŜƭǇ ŘŜǇƛŎǘ ŀ ΨǇƻǊǘǊŀƛǘΩ ƻŦ Ƙƻǿ ƪŜȅ ŎƻƴŎŜǇǘǎ ƻŦ ŜŘǳŎŀǘƛƻƴ 
performances in Malta have become consolidated and mobilised in educational 
policy. The three policies were:  
 

4. Framework for the Education Strategy in Malta (2014); 
5. My Journey: Achieving through different paths (2016); 
6. A Policy on Inclusive Education in Schools ς Route to Quality Inclusion (2019). 

 
As discussed in the Methodology chapter (chapter 3), these 3 documents represent 
an important ten-year timeline in contemporary Maltese education. These three 
policies represent a top-down view of how Maltese education, particularly the 
Maltese secondary education, should change to address current challenges. Chapter 
four, explains Ƙƻǿ ǘƘŜǎŜ ǇƻƭƛŎƛŜǎ ŜƳōƻŘȅ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƛŘŜŀ ƻŦ ΨƳƻŘŜǊƴƛǎƛƴƎΩ ǘƘŜ 
Maltese education system. The modernisation that emerged from the policy analysis 
was characterized by the introduction of new systems and measures to widen the 
concept of education amongst stakeholders. The second stage of analysis involved 
ten in-depth interviews with different education stakeholders. Participants included 
a policy maker, two teachers, three students, two parents, a school head teacher and 
a SEC exams administrator. This stage highlights the different perspectives from the 
stakeholder groups regarding the current education system and what they think 
could work in the future.  
 
Figure 6-1 presents diagrammatically analytic themes generated from the analysis 
(chapters five and six).  On the left-hand side of the diagram are main themes were 
identified in the policy analysis, whereas themes on the right-hand side arose from 
the analysis of the in-depth interviews. The analytic themes presented in figure 6-1 
ŘŜǇƛŎǘ ǊŜŎǳǊǊƛƴƎ ΨǘƻǇƛŎǎΩ όƭƛǎǘŜŘ ƛƴ ǘƘŜ ƳƛŘŘƭŜ ǎŜŎǘƛƻƴ ƻŦ ǘƘŜ ŘƛŀƎǊŀƳύ ƛƴ ǘƘŜ aŀƭǘŜǎŜ 
education system that bridge the emergent perspectives from the two sources of 
information and will be at the core of the discussion of findings in this chapter. Any 
statements presented here in this section under each theme are not personal views 
but channelled from the interviews and the policy analysis. Bringing together the 
themes from policy with themes from the interviews and key concepts about 
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Valuable and inclusive education covered in chapter 2 (context and literature review) 
enables the generation of new insights into the research questions: notions of 
practice and theory constructed by the Maltese education system (RQ 2); and the 
future of secondary education in Malta (RQ 3).  
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      Policy Analysis                                             Interviews 
 

 
 

Figure 6-1 Analytic themes and topics (centre) generated from policy analysis and interviews with 
participants 
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6.2 Failings 
 
There is a sense from both policy and interviews that the Maltese educational system 
is failing in addressing deficits in the system. Although there is consensus that 
changes in the current Maltese education system are required, factors leading to this 
assertion are not the same from a policy making perspective and the interviews. 
Given the diagram in figure 6-1, the expectation from a policy making point of view 
is that Maltese education should be of value, competitive, skills-oriented, of high 
standards and compatible with the demands of the industry and international 
standards. On the other hand, the interviews show that participants are more 
concerned about relevance of content that students need to study, particularly for 
their SEC examinations, the purpose of studying that content and finding ways of 
coping with problems created by the current education system. This reveals a 
significant challenging opposition in relation to the underpinning issues relating to 
interpretation and implementation of a valuable and inclusive education for all.  As 
reviewed in chapter 2, the objectives of valuable and inclusive education have been 
characteristically challenging in driving the idea of change in the Maltese secondary 
education. Particularly because of the underlying tensions between focusing 
education structures to promote the principles of human capital as opposed to 
promoting educatƛƻƴ ǘƻ ŜƴƘŀƴŎŜ ǎǘǳŘŜƴǘǎΩ ƭƛŦŜ ŜȄǇŜǊƛŜƴŎŜǎΦ IŜǊŜ ƛƴ ǘƘƛǎ ǎŜŎǘƛƻƴΣ I 
ǎƘŀƭƭ ŘǊŀǿ ƻƴ ǘƘŜ ŜƭŜƳŜƴǘǎ ǎȅƴǘƘŜǎƛǎŜŘ ŀǎ ΨŦŀƛƭƛƴƎǎΩ to critically reflect on how these 
elements embody the idea of change and its implication in the Maltese secondary 
education.  
 
From the analysis of the Framework for the Education Strategy in Malta (2014) policy 
document (chapter 4) it was identified ǘƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ мл-year strategy to change 
ǘƘŜ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ ƛǎ ŘǊƛǾŜƴ ōȅ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ΨōŜƭƛŜŦΩ ŀōƻǳǘ Ƙƻǿ ǘƘŜ 
Maltese educaǘƛƻƴ ǎȅǎǘŜƳ ΨǎƘƻǳƭŘ ƳƻŘŜǊƴƛȊŜΩ ŦƻǊ ǎƻŎƛŀƭ ŀƴŘ ŜŎƻƴƻƳƛŎ ǇǊƻǎǇŜǊƛǘȅΦ 
ThŜ aƛƴƛǎǘǊȅΩǎ ΨōŜƭƛŜŦΩ ƛŘŜŀ embodies .ǳǘƭŜǊΩǎ όмфрпύ concept of value expectancy in 
education, particularly how the idea of value can be in conflict between concepts of 
free-choice education (Ryan & Deci, 1986) and the utilitarian aspect of education 
based on human capital.  The strategy clearly explains that the key to modernization 
is to provide a valuable education for all students by addressing particular failings in 
the education system outlined in figure 6-1 on the left hand side under the theme 
ΨŦŀƛƭƛƴƎǎΩΦ L ŀǊƎǳŜ ǘƘŀǘ ǘƘŜǎŜ ŦŀƛƭǳǊŜǎ ŎƻƴǘǊƛōǳǘŜ ƭŀǊƎŜƭȅ ǘƻ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎΩ ƛŘŜŀ ƻŦ 
valuable education in Malta. Lƴ ǿƘƛŎƘ ǘƘŜ ƛŘŜŀ ƻŦ ΨǾŀƭǳŜΩ ŦƻǊ ǘƘŜ ǇƻƭƛŎȅ ƳŀƪŜǊǎ ƛǎ 
constituted as anything which addresses the failures in the current education system. 
 
As shown in figure 4-9 (pg. 96), from the analysis of the strategy policy published by 
the Ministry, the 2014 document outlines what is perceived to be wrong with 
Maltese education and concludes that specific remedies are required. In the strategy 
policy, this objective is addressed as value-oriented learning and it is clear that the 
Ministry identified a ƭŀŎƪ ƻŦ ŎǳƭǘǳǊŀƭ ŀƴŘ ǎƻŎƛŀƭ ŎŀǇƛǘŀƭ ƛƴ ǘƻŘŀȅΩǎ ŜŘǳcation in a 
Bourdieusian (1993) way. However, the policy does not articulate a specific strategy 
on how to implement this desired objective. Instead lack of cultural and social capital 
is primarily linked with the results published by International quantitative reports 
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ό¢Laa{ нлмсΣ tLw[{ нлмсύ ŀōƻǳǘ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ aŀƭǘŜǎŜ ŜŘǳŎŀǘƛƻƴΦ ¢Ƙƛǎ 
demonstrates how targets of value in education are driven by international statistics, 
particularly EU policies. Furthermore, this represents a conflict between the desire 
to conform with international standards but does not necessarily address the multi-
faceted issues of cultural capital that challenge educational institutions from 
providing cultural and social capital in Maltese education. The desire to conform to 
international-based statistics is driven by the large number of early school leavers in 
Malta and the international comparisons of student performances. This has 
demonstrated a significant issue for Malta and is clearly influencing decision-making 
and policy in Maltese education, and this notion of international parity is clearly 
idealized as a proxy for quality and value in education. In the interviews, however, 
this does not feature as significant from a participantsΩ point of view. This reveals a 
binary conflict between education authorities and education front-liners, whether 
the new reform should focus on achieving international parity or address pedagogical 
concerns. 
 
In the interviews, participants focused on pedagogic aspects, mainly the relevance of 
content that students are expected to study and the purpose of studying it. Thus, a 
tension lies in the experiential aspect of value as described by Butler (1954). 
Particularly the relationship between the student, the school, the teacher, curricula 
and their household environment. Such concerns amongst pupils were also outlined 
seventeen years ago in a study by Cutajar, who identified a ǇǊƻōƭŜƳ ƻŦ ǇǳǇƛƭǎΩ ƭŀŎƪ ƻŦ 
identification with content, specifically in the SEC Maltese Language examination, 
which went  ōŜȅƻƴŘ ǇǳǇƛƭǎΩ ƭŀŎƪ ƻŦ ƭŀƴƎǳŀƎŜ ǎƪƛƭƭǎΦ !ƭǘƘƻǳƎƘ ǘƘƛǎ ǎǘǳŘȅ ǿŀǎ ǇǳōƭƛǎƘŜŘ 
17 years ago, the results from the interview analysis show that nothing has really 
changed in this regard as participants claimed that they still cannot understand the 
relevance of what students need to study for their SEC examinations. This links with 
/ǳǘŀƧŀǊΩǎ ǊŜǎǳƭǘǎ ǿƘƛŎƘ ǎƘƻǿ Ƙƻǿ ǇǳǇƛƭǎΩ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴ ǘƘŜ {9/ aŀƭǘŜǎŜ [ŀƴƎǳŀƎŜ 
examination could in theory improve if pupils and learning stakeholders could 
identify the importance of what they are learning. Sultana (1999), for example, 
suggests that since its introduction, the Maltese independent education system has 
ŎƻƴǘƛƴǳŜŘ ǘƻ ǎŜŜƪ ǘƻ ŘŜŦƛƴŜ ŀƴŘ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ƳƛƭŜǎǘƻƴŜǎ ǘƘŀǘ ŎƘŀǊŀŎǘŜǊƛȊŜ ǇǳǇƛƭǎΩ 
educational development in terms of quality, standards and equitable education. 
 

ά! ǎǘǊŀǘƛŦƛŜŘ ŀƴŘ ǎŜƭŜŎǘƛǾŜ ǎǘŀǘŜ ǎŎƘƻƻƭ ǎȅǎǘŜƳ ǿƘƛŎƘ ǇǊŀŎǘƛŎŜǎ ƛƴǘǊŀ 
and inter school streaming from primary school onwards, and which 
is intent on channelling students to different educational spaces 
offering different curricular diets, creating a hierarchical system of 
ǇǊŜǎǘƛƎŜ ŦƻǊ ōƻǘƘ ǘŜŀŎƘŜǊǎ ŀƴŘ ǘŀǳƎƘǘέ ό{ǳƭǘŀƴŀΣ мфффΣ ǇΦмпсύ 

 
It is clear that interview participants, particularly teachers, parents and students feel 
helpless to find alternative ways of progressing in the current education system. This 
state of helplessness can be discussed in light of DŀǊŘƴŜǊΩǎ όнлммύ ǘƘŜƻǊȅ ƻŦ ƳǳƭǘƛǇƭŜ 
intelligences and learning styles.  Interviews with students reveal the gap between 
ƻƴŜ ƻŦ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōjectives, i.e. to increase relevance of teaching and learning to 
reach the needs of individual learners (NCF, 2012) and what the current situation 
truly brings to the lives of those who experience the SEC preparation phases. 
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Students claimed that there are several challenges in the current system to reach 
their ideals of valuable education, particularly in certain subject areas where learning 
feels redundant. This translates into a situation where students and parents find 
remedial ways to cope with the situation, such as attending private lessons which are 
over and above their school hours (and school fees) and teachers opting for rote-
learning strategies to help students succeed in examinations. This reveals a form of 
docile acceptance particularly by students, where success is more achievable for 
those who can afford private tuition and for who can adapt to rote-learning strategies 
to memorize content for examinations. Moreover, the result from this issue is 
behavioural in nature. As reviewed in chapter 2, Piaget (1950) argues how 
achievement needs to be a harmonisation of two important aspects in education; the 
ŜŦŦŜŎǘƛǾŜ ƭƛŦŜ ŀƴŘ ǘƘŜ ŎƻƎƴƛǘƛǾŜ ƭƛŦŜΦ IŜǊŜ ƛǘ ƛǎ ŎƭŜŀǊ ǘƘŀǘ ŦǊƻƳ ǘƘŜ ǎǘǳŘŜƴǘǎΩΣ ǘŜŀŎƘŜǊǎΩ 
ŀƴŘ ǘƘŜ ǇŀǊŜƴǘǎΩ Ǉƻƛƴǘ ƻŦ ǾƛŜǿΣ ǘƘŜ ŎǳǊǊŜƴǘ {9/ ŎǳǊǊƛŎǳƭŀ ŦƻŎǳǎ ƳƻǊŜ ƻƴ ǘƘŜ ŎƻƎƴƛǘƛǾŜ 
aspect and does not leave much opportunity for life-effective education.  As a result, 
the front-line stakeholders need to opt for rote-learning methods to cope with the 
cognitive demands of the curriculum. What is revealed here is not a mismatch of 
goals, but a mismatch of understanding and implementation of structures to address 
current curricular failings in the Maltese secondary education; on both sides there is 
a sense that the education system is failing, but a difference in belief about the nature 
of this failure. Clearly, this shows the need to examine the impacts of rote-learning 
for examinations in light of the purpose of education in Malta from a policy 
perspective but also from the wider pedagogic perspectives.  
 
Parents and the headteacher also argued that a substantial part of the current 
curriculum is pointless (see the discussion on pgs.117-118). Reasons attributed for 
this assertion are the unrealistic amount of content that students need to learn for 
certain subjects and the redundancy of certain topics that students are expected to 
learn. This also reveals another binary opposition between experiential aspect of 
valuable and inclusive education and internal conflicts. Particularly from students, 
and different perspectives on the function of education, about whether to opt for 
teaching and learning that is specific for examinations, or for life (as stipulated in the 
life-ƭƻƴƎ ƭŜŀǊƴƛƴƎ ƻōƧŜŎǘƛǾŜǎ ǇǊŜǎŜƴǘŜŘ ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ мл-year strategy discussed in 
chapter 4). As a result, to cope with the situation various interventions are self-
initiated, outside the strictures of the formal education system. Such self-initiated 
interventions take place in class, at home and also by school administrations in order 
to seek a balance between the demands of the exam-led system and providing an 
educational experience that can be valuable for all students. This also reveals how 
the current system is failing students in not providing them with a healthy 
ŜŘǳŎŀǘƛƻƴŀƭ ΨŘƛŜǘΩ ǘƘŀǘ ǊŜǿŀǊŘǎ ǎǘǳŘŜƴǘǎ ǿƛǘƘ ŀ ǾŀƭǳŀōƭŜ ŜŘǳŎŀǘƛƻƴŀƭ ŦƻǊ ƭƻƴƎ-term 
life experiences. For example, to cope with a one-size fits all system and to satisfy the 
requirements of formal examinations, state secondary schools have self-introduced 
a tracking system that segregates students depending on their school exam 
achievements with little or no opportunities of progression for students in the lower 
tracks. This reveals another significant opposition when attempts are made to 
ŀŘŘǊŜǎǎ ǘƘŜ ǎȅǎǘŜƳΩǎ ŦŀƛƭǳǊŜ ǘƻ ǇǊƻǾƛŘŜ ŀ ŦŀƛǊ ŀƴŘ ƛƴŎƭǳǎƛǾŜ ŜŘǳŎŀǘƛƻƴ ŦƻǊ ŀƭƭ ǎǘǳŘŜƴǘǎΦ  
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I argue that in principle, there may be a high degree of accord between the language 
and stated principles of policy and stakeholders, but this is falling apart when it 
comes to implementation. The tracking system is one example of this. The tracking 
system in schools clearly goes against the principles of inclusive education as set in 
aŀƭǘŀΩǎ 1988 education legislation (chapter 2) because it segregates students 
depending on the school examination performances. However, even though policy is 
clearly against such initiatives, the tracking system is accepted by the teachers as an 
instrument that helps them coping with the pressures of preparing students for the 
SEC examinations. In fact, from the analysis of the My Journey (2016) policy (chapter 
4) it was revealed Ƙƻǿ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ƻōƧŜŎǘƛǾŜ ƛǎ ǘƻ ǊŜŦƻǊƳ ǘƘŜ aaltese education 
system to address the deficits created by the system. However, no interview 
participant, except for the policy maker, was against the tracking system, presumably 
because they believe that in such a situation it is necessary to make certain sacrifices 
as a way to cope in a system that they feel that is failing. This also outlines the gap 
between the principles set in policy and the realities stakeholders can experience in 
schools. 
 
 
6.3 Parity 
 
ΨtŀǊƛǘȅΩ ƛǎ ƛŘŜƴǘƛŦƛŜŘ ƛƴ ōƻǘƘ ǇƻƭƛŎȅ ŀƴŘ ƛƴǘŜǊǾƛŜǿ analysis chapters as a desire to 
promote fairness of the educational processes, to enable students much more 
flexibility in order to achieve rather than the one size fits all academic approach. From 
a policy perspective, to achieve this objective, students are to receive an education 
that is equivalent to other international education systems, which the Ministry 
proposes to bring about with a new educational system that aims to bring parity 
between academic, vocational and applied type of education. On the other hand, 
interviews reveal a different facet of how objectives of parity in Maltese education 
could be achieved ǘƘǊƻǳƎƘ ŀ ΨŦŀƛǊŜǊΩ ǎȅǎǘŜƳ ŦƻǊ ŀƭƭ ǘƘŀǘ Ǉǳǘǎ the student at the centre 
of the system with less pressure on them. Education stakeholders may use the same 
word, parity, but they refer to it in different ways. Mainly parity with between 
different types of learning styles and preferences to help students achieve their full 
potential ƛƴ ŀ ΨƘŜŀƭǘƘȅΩ ƳŀƴƴŜǊ. This conflict embodies .ǳǘƭŜǊΩǎ όмфрпύ ŎƻƴŎept of 
value achievement in which it is underpinned by DeweyΩǎ όмф38) argument of how 
education should embody both the effective and the cognitive life aspirations in 
curricula. Lƴ ǘƘƛǎ ǎŜŎǘƛƻƴ L ǎƘŀƭƭ ƭƻƻƪ ƛƴǘƻ ƳƻǊŜ ŘŜǘŀƛƭ ŀǘ Ƙƻǿ ΨǇŀǊƛǘȅΩ ƛǎ acknowledged 
as a key factor towards achieving a valuable education from both policy and 
stakeholders stand points, but understood differently. 
  
The policy analysis reveals that lack of parity in the Maltese education system is 
making it less competitive with other international education systems. In the 
aƛƴƛǎǘǊȅΩǎ ǇƻƭƛŎƛŜǎ ŀ ƴǳƳōŜǊ ƻŦ ŘŜŦƛŎƛǘǎ ŀǊŜ ƳŜƴǘƛƻƴŜŘ ŀǎ ŀ ǊŜǎǳƭǘ ƻŦ ƭŀŎƪ ƻŦ ǊŜƭŜǾŀƴŎŜ 
in subject curricula, however, policy makers make particular reference to lack of 
compatibility between employment demands and content that students need to 
study for their SEC exams. This is presented by policy makers as a nation-wide 
problem which translates into parity issues amongst Maltese graduates. There is 
particular reference to how the current SEC system is unable to address specific skills 
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on-demand by various industries, thus not enabling Maltese students to be 
competitive with foreign nationals (MEDE 2014, p.5). This shows how valuable 
education from a policy perspective is also linked to the efficacy of a system in 
ΨǇǊƻŘǳŎƛƴƎΩ ǎǘǳŘŜƴǘǎ ŦƻǊ ǘƘŜ ǿƻǊƭŘ ƻŦ ǿƻǊƪΦ !ƴŘ ǿƘŜǊŜ ǘƘŜ ǎȅǎǘŜƳ ŘƻŜǎ ƴƻǘ ƭƛǾŜ ǳǇ 
to this objective, policy refers to it as failure towards the commitment of providing 
an equitable education for all. From a policy perspective, the road towards delivering 
its mandate, the Maltese education system needs to be on a par with international 
ǎǘǳŘŜƴǘ ǊŜǘŜƴǘƛƻƴ ǎǘŀǘƛǎǘƛŎǎ ŀƴŘ ǘƻ ǇǊƻǾƛŘŜ άopportunities to increase relevance of 
ƭŜŀǊƴƛƴƎ ǘƻ ǘƘŜ ƭŀōƻǳǊ ƳŀǊƪŜǘέ όнлмпΤ ǇΦрύ. However, interviews show that, for some 
stakeholders, achieving parity in Maltese education is not only about strategies to 
increase student retention and preparation for the job world. Although the idea of 
parity from both policy and personal views similarly link with achievement of SEC 
examinations, the interviews revealed how this idea of parity, is characterized by 
failures in the system that prevents students from reaching their full potential.  
 
Interviews reveal other aspects of parity amongst participants. Although 
achievement of SEC examinations is also undoubtedly a priority for all the 
participants, the struggles and fears of not being competitive enough during 
ǎǘǳŘŜƴǘǎΩ ǇǊŜǇŀǊŀǘƛƻƴ ŦƻǊ ǘƘŜǎŜ ŜȄŀƳƛƴŀǘƛƻƴǎ ŎƻƳŜ ŦǊƻƳ ǾŀǊƛƻǳǎ ŀǎǇŜŎǘǎΦ !ƴŘ ǘƘƛǎ 
creates an unequal situation between those students who can deal with the 
pressures created by the SEC exams and those students that cannot. A study by 
Camilleri et al. όнлмфύ ŎƻƴŦƛǊƳǎ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǎŜƴǎŜ ƻŦ ǇǊŜǎǎǳǊŜ ŀƴŘ ǎǘǊŜǎǎ ƛƴ aŀƭǘŀ 
ƘŀǾŜ ŀƴ ŀŘǾŜǊǎŜ ŜŦŦŜŎǘ ƻƴ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ ǘƘŜ {9/Φ Interviews also confirm 
how in the eyes of participants, particularly students, exams are not necessarily a bad 
thing, but the competitive mentality around the exams can make the experience an 
ǳƴƘŜŀƭǘƘȅ ƻƴŜΦ !ǎ ŜǎǘŀōƭƛǎƘŜŘ ƛƴ /ŀƳƛƭƭŜǊƛΩǎ ǎǘǳŘȅΣ ǘƘŜ ǇǊŜǎǎǳre is mainly a product 
of how traditionally the Maltese education system asserts idea that passes in SEC 
ŜȄŀƳƛƴŀǘƛƻƴǎ ŘŜǘŜǊƳƛƴŜ ǎǘǳŘŜƴǘǎΩ ŦǳǘǳǊŜΣ ǿƘƛŎƘ ŎƻƴǘǊŀŘƛŎǘǎ ǘƘŜ ǎǘŀǘŜŘ ǇǊƛƴŎƛǇƭŜǎ ƻŦ 
ǇŀǊƛǘȅ ƛƴ ŜŘǳŎŀǘƛƻƴ ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇƻƭƛŎȅ όa959Σ нлмсύΦ ¢Ƙƛǎ ǳƴǾeils a notional 
ƳŀǘŎƘ ōŜǘǿŜŜƴ ǘƘŜ ǇǊƛƴŎƛǇƭŜǎ ƻŦ Ψŀ ƭŜǾŜƭ ǇƭŀȅƛƴƎ ŦƛŜƭŘ ŦƻǊ ŀƭƭΩ ōȅ ǇǊŜǇŀǊƛƴƎ ŜǾŜǊȅƻƴŜ 
for the same examinations, but a mismatch in implementation because in practice 
ǘƘƛǎ ǎȅǎǘŜƳ ŘƻŜǎ ƴƻǘ ǊŜŀƭƭȅ ǇǊƻǾƛŘŜ ŀ ΨŦŀƛǊΩ ƻǇǇƻǊǘǳƴƛǘȅ ŦƻǊ ŜǾŜǊȅƻƴŜΦ 
 
All interview participants explained how in their view secondary education in Malta 
ƛǎ ŀƴ ǳƴŜǉǳŀƭ ǇƭŀȅƛƴƎ ŦƛŜƭŘ ŦƻǊ ǎǘǳŘŜƴǘǎ ōŜŎŀǳǎŜ ƻŦ ΨǎǘǊǳŎǘǳǊŀƭ ƛƴŜǉǳŀƭƛǘƛŜǎΩ ǘƘŀǘ ŀǊŜ 
produced by a one-size fits all school system that promotes selectivity as opposed to 
diversityΦ ¢ƘŜƛǊ ŜȄǇŜǊƛŜƴŎŜǎ ŀƭǎƻ ǎƘƻǿ Ƙƻǿ ǘƘŜ ƴƻǘƛƻƴ ƻŦ ΨŎƻƳǇŜǘƛǘƛǾŜ ƳŜƴǘŀƭƛǘƛŜǎΩ ƛƴ 
this setting is multi-dimensional. This translates into a number of competitive 
mentalities that have come to represent the idea of valuable education amongst 
stakeholders but impose challenges on the objectives of achieving parity. These are: 
the competitive mentality of parents who insist that their children should or have 
ǘƻ ōŜ ǾŀƭǳŜŘ ŀǎ ΨŜǉǳŀƭΩ ŀǎ ŀƴȅƻƴŜ ŜƭǎŜ; the competitive mentality of schools that 
want to qualify amƻƴƎǎǘ ǘƘŜ ΨōŜǎǘΩ ƛƴǎǘƛǘǳǘƛƻƴǎ ǘƻ ǊŜƎƛǎǘŜǊ ǿƛǘƘ ǘƘŜ ƘƛƎƘŜǎǘ ǎǘǳŘŜƴǘ 
SEC exam success rates; the competitive mentality of teachers who feel 
ŀŎŎƻǳƴǘŀōƭŜ ŀƴŘ ǊŜǎǇƻƴǎƛōƭŜ ŦƻǊ ǎǘǳŘŜƴǘǎΩ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ ǘƘŜƛǊ ŜȄŀƳǎ; the 
competitive mentality of the exam boards that have to prove their ǎǳōƧŜŎǘǎΩ validity 
by differentiating students by their abilities to perform for an exam; the 
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competitive mentality of students who believe that their futures are determined 
by the number of SEC examination passes; and, finally, the competitive mentality 
of policy makers who are on a mission to make sure that the Maltese education 
system does not differ much from other international systems. Therefore, I argue 
that this situation presents a fundamental contradiction between comprehensive 
and selective approaches in which parity entails competition. Whilst everyone 
believes and agrees the same principles of comprehensive parity in education as 
argued by Dewey (1938), the problem arises from practising such principles in a 
culture that is still too reliant on the idea of selectivity in education. 
 
This shows how competitive mentalities, particularly during the SEC preparatory 
phase, create conflicting responses towards achieving a state of comprehensive 
parity as prescribed and often referred to  in the education policies. These mentalities 
embody a sense of a competitive classification amongst education stakeholders 
which can be self-fabricated. Thus, stress and fear can also be self-fabricated by those 
who want to gain the best possible outcomes from the SEC examinations whilst 
excluding much room for other priorities as argued by Dewey (1938) in life and in 
education. 
 
 
6.4 Mind Shift 
 
The analysis of policy and interviews revealed that the current tensions holding back 
the implementation processes to modernise the Maltese education system are 
characterised by an idea of mind-shift. The ideals of mind-shift from a policy 
ǇŜǊǎǇŜŎǘƛǾŜ ŀǊŜ ŎƘŀǊŀŎǘŜǊƛǎŜŘ ōȅ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŘǊƛǾŜ ǘƻ ōǊƛƴƎ ŀƴ ŀǘǘƛǘǳŘƛƴŀƭ ǎƘƛŦǘ 
amongst stakeholders. Particularly from teachers and parents to break away from 
past ways and methods in mainstream secondary ŜŘǳŎŀǘƛƻƴΦ /ƭŜŀǊƭȅΣ ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
drive is to change a culture of education which is embodied by the principles of an 
exam-led system. This type of culture of education ŜƳōƻŘƛŜǎ .ǳǘƭŜǊΩǎ third frame 
suggesting how the idea of value in education also needs to be tied with its processes. 
It is also clear how in policy the drive is to move away instructive educational 
processes and to move on towards the ideals of a Vygotsky (1986)-constructive type 
of education. Both policy and interviews revealed how constructive type of education 
is more connected with the principles of comprehensive education as opposed to 
instruction in the selective exam-led systems. However, the analysis clearly shows 
how the move towards comprehensive/constructive type of education in formal 
secondary education is underpinned by issues that require a particular mind-shift by 
all stakeholders in which not everyone might be ready to do so. Such ideals are 
significant because, as discussed in chapter 2, matters of mind-shift in Maltese 
education have also been historically problematic when policy makers tried to 
introduce comprehensive education in the Maltese secondary education system in 
the past. As discussed at the end of the policy analysis (chapter 4), the analysis unveils 
how education authorities in Malta tend to tackle issues relating to the provision of 
valuable and inclusive education by introducing novel additions into the system. 
However, it is clear that this approach is still not encouraging people within the 
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education community to take the necessary leaps needed to modernize Maltese 
education. There continues, therefore, to be a resistance to change. 
 
As reviewed in chapter 2, the introduction of comprehensive education in Malta 
between 1972 and 1981 was a case in point. The introduction of comprehensive 
education in Malta was motivated by the idea of an education system that should be 
ΨǾŀƭǳŀōƭŜΩ ŀƴŘ ΨŜǉǳŀƭΩ ŦƻǊ ŀƭƭ aŀƭǘŜǎŜ ǇǳǇƛƭǎ ŀƭƛƪŜ ό.ŀǊōŀǊŀΣ мффсύ. Which also links 
with the principles of the My Journey (2016) policy. However, the introduction of this 
education system brought an ongoing ideological tension between traditionalist and 
progressive mentalities about how the principles of comprehensive education should 
translate into practice (Zammit Mangion, 1992). Marmarà, (2001) explains that these 
tensions eventually led to the eradication of this system in 1981 because the 
principles of comprehensive and equitable education were not agreed upon, mainly 
by parents, who fought to revert to a one-size fits all system. Marmarà also explains 
how parents were clearly more comfortable to cope with the challenges created by 
the traditional selective system rather than shifting to a new one. After several 
attempts to modernize the Maltese education system in more than 20 years, the 
Ministry of Education has once again relaunched its vision to implement an education 
strategy that can make Maltese education valuable and inclusive for all students 
(MEDE, 2016). However, as discussed in chapter 2 section 2.5Σ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǎǘǊŀǘŜƎȅ 
is also challenged by clashes of ideologies amongst stakeholders.  
 
From the policy analysis (chapter 4), various consultation initiatives were outlined by 
the policy makers on the three policy documents that were analysed. This shows how 
from a policy making perspective, the Ministry shows commitment to involve 
stakeholders, particularly those who experience education day by day, to address the 
challenges that the reform brings with it. However, interviews show otherwise, as 
participants, particularly students, parents and teaching professionals made it clear 
that they do not feel they have a voice in the  aƛƴƛǎǘǊȅΩǎ Ǿƛǎƛƻƴ for the future and 
policy making processes. Therefore, it can be argued that although consultation 
processes were organized they were poorly executed. As a result, school 
communities feel alienated from policy.  
 
Clearly there is frustration about lack of voice and influence in policymaking (as 
revealed in the discussion with the state school teachers, head teacher, students and 
the SEC administrator on pgs. 128-130). For a successful implementation of an 
ƻǊƎŀƴƛǎŀǘƛƻƴŀƭ ǊŜŦƻǊƳ ƳƻǊŜ ǎǘŀƪŜƘƻƭŘŜǊǎ ƴŜŜŘ ǘƻ ŦŜŜƭ ǇŀǊǘ ƻŦ ŎƘŀƴƎŜ ό¸ƤƭƳŀȊ ϧ 
YƤƭƤœƻƐƭǳΣ нлмоύΦ ¢Ƙƛǎ ǊŜǾŜŀƭǎ ŀ ǎŜƴǎŜ ƻŦ ŘƛǾƛŘŜ ƻǊ ŀƴ ΨǳǎΩ Ǿǎ ΨǘƘŜƳΩ ƳŜƴǘŀƭƛǘy between 
education authorities and those who experience education on daily basis. This 
mentality was clearly presented by teachers who explicitly showed their frustration 
for not having enough opportunity to voice their concerns to the Ministry about the 
proposed reforms (p.129). It is also evident that not knowing what is causing 
ǎǘǳŘŜƴǘǎΩ ƭƻǿ ǇŜǊŦƻǊƳŀƴŎŜǎ ƛƴ ǘƘŜ {9/ ƛǎ ŦƻǊŎƛƴƎ ǎŎƘƻƻƭ ŀǳǘƘƻǊƛǘƛŜǎ ŀƴŘ ǘŜŀŎƘŜǊǎ ǘƻ 
Ǉǳǘ ǎǘǳŘŜƴǘǎΩ {9/ ǊŜǎǳƭǘǎ ŀǎ ŀ ǇǊƛƻǊƛǘȅ above other educational experiences. This also 
indicates contradictions between some of the key qualitative objectives about 
ŜŘǳŎŀǘƛƻƴ ǎŜǘ ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇƻƭƛŎƛŜǎ ŀƴŘ ǘƘŜ ǇǊŜǎǎǳǊŜǎ ƻƴ ǎŎƘƻƻƭǎ ǘƻ ŎƻǇŜ ǿƛǘƘ 
quantitative issues such as student retention. 
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6.5 Progress 
 
¢ƘŜ aƛƴƛǎǘǊȅΩǎ ǊƘŜǘƻǊƛŎ ƛƴ ǘƘŜ ǘƘǊŜŜ ǇƻƭƛŎƛes analysed (chapter 4) are also 
characterized by the idea of progress in the Maltese education system. However, the 
policy analysis revealed  gaps of information in the policies which create uncertainty 
for teaching professionals, parents and students who are still unaware of how 
proposed changes will impact them directly or indirectly. The interviews reveal the 
ŦǊǳǎǘǊŀǘƛƻƴǎ ƻŦ ǘŜŀŎƘŜǊǎΣ ǇŀǊŜƴǘǎ ŀƴŘ ǎǘǳŘŜƴǘǎ ōŜŎŀǳǎŜ ǘƘŜȅ ŦŜŜƭ ǘƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
policies do not represent their own ideals of progress and realities experienced in 
school and at home. This explains why lack of voice and influence in policymaking, 
ǇŀǊǘƛŎǳƭŀǊƭȅ ōȅ ǘƘƻǎŜ ǎǘŀƪŜƘƻƭŘŜǊǎ ǿƘƻ ŀǊŜ ƴƻǘ ǇŀǊǘ ƻŦ ǘƘŜ ǎȅǎǘŜƳΩǎ ŀŘƳƛƴƛǎǘǊŀǘƛƻƴΣ 
is still an issue. ̧ ƤƭƳŀȊ ϧ YƤƭƤœƻƐƭǳ όнлмоύ ƛŘŜƴǘƛŦȅ ŜŘǳŎŀǘƛƻƴ ŀƴd communication as 
critical elements towards an effective implementation of an organisational reform in 
ŜŘǳŎŀǘƛƻƴΦ ¢ƘŜȅ ŜȄǇƭŀƛƴ Ƙƻǿ ǘƘŜ άƭƻƎƛŎ ƻŦ ŎƘŀƴƎŜέ, particularly what is meant by 
failing to provide a valuable and inclusive education, needs to be clearly outlined by 
policy makers to limit disagreements and misunderstandings amongst stakeholders. 
Lƴ ǘƘƛǎ ǎŜŎǘƛƻƴ L ǿƛƭƭ ǳǎŜ ΨƭƻƎƛŎ ƻŦ ŎƘŀƴƎŜΩ ŀǎ ŀ ŎƻƴŎŜǇǘǳŀƭ ŦǊŀƳŜ ǿƘƛƭǎǘ L ǿƛƭƭ ŀǊƎǳŜ ǘƘŀǘ 
lack of awareness of this concept vis a vis the proposed reform is stopping progress 
from happening.  
 
The policy analysis chapter, particularly in the analysis of My Journey (2016) policy, 
ǊŜǾŜŀƭŜŘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŎƻƴŎŜǇǘ ƻŦ ǇǊƻƎǊŜǎǎ connects with the principles of 
comprehensive education. The policy refers to current system characterized by 
ΨǘǊŀŘƛǘƛƻƴŀƭ ŎƭŀǎǎǊƻƻƳǎΩΣ ΨǎŜƭŜŎǘƛǾŜ ŜŘǳŎŀǘƛƻƴΩΣ Ψƴƻ ǇŀǊƛǘȅ ƻŦ ŜǎǘŜŜƳΩΣ ΨǎǳƳƳŀǘƛǾŜ 
ŀǎǎŜǎǎƳŜƴǘΩΣ ΨŘŜŀŘ-ŜƴŘǎΩ ŀƴŘ ΨƛǎƻƭŀǘƛƻƴΩΣ ǿƘƛŎƘ ŎƭŜŀǊƭȅ ŦǊŀƳŜǎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ΨƭƻƎƛŎΩ 
that processes in the current education system, particularly in secondary education, 
are ƻƭŘ ŀƴŘ ƻǳǘŘŀǘŜŘΦ ¢ƘŜ ǇƻƭƛŎȅ ǇǊƻǇƻǎŜǎ ŀ ƴŜǿ ǎȅǎǘŜƳ ŎƘŀǊŀŎǘŜǊƛȊŜŘ ōȅ ΨƛƴŎƭǳǎƛǾŜΩΣ 
ΨŎƻƳǇǊŜƘŜƴǎƛǾŜΩ ŀƴŘ ΨŜǉǳƛǘŀōƭŜΩ ǇǊŀŎǘƛŎŜǎΦ ²Ƙƛƭǎǘ ǿƛŘŜƭȅ ŀŎƪƴƻǿƭŜŘƎŜŘ ǘŜǊƳǎΣ ǎǳŎƘ 
ŀǎ ΨƛƴŎƭǳǎƛƻƴΩΣ ΨŎƻƳǇǊŜƘŜƴǎƛǾŜΩ ŀƴŘ ΨŜǉǳƛǘȅΩ ƛƴ ŜŘǳŎŀǘƛƻƴ ŀǊŜ Ŏƻƴǘƛƴǳƻusly used as the 
solutions for the lack of conformity with international standards, local and 
international statistics are often used as reference points to legitimize the need to 
introduce the proposed reform. ¢Ƙƛǎ ǊŜǾŜŀƭǎ Ƙƻǿ ǘƘŜ ƛŘŜŀ ƻŦ ΨǇǊƻƎǊŜǎǎƛǾŜƴŜǎǎΩ ŀǎ ŀ 
desired objective for the Ministry of education to change the Maltese education 
system is often opposed with conservatism. Whilst in policy the interpretation of 
progressiveness may seem more straightforward, future-facing and growth-oriented, 
the interviews reveal quite a conflicted mindset about progress. 
 
! ŎŀǎŜ ƛƴ Ǉƻƛƴǘ ƛǎ ǘƘŜ aƛƴƛǎǘǊȅΩǎ objective towards achieving progress in Maltese 
ŜŘǳŎŀǘƛƻƴ ǎŜǘ ƛƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇƻƭƛŎȅ ƛǎ ǘƻ ōǊƻŀŘŜƴ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ŜŘǳŎŀǘƛƻƴΦ ¢ƘŜ 
strategy policy (MEDE, 2014) promises the involvement of a number of stakeholders 
in its policies that are not necessarily directly involved in Maltese education. The 
Ministry does not only refer to educators, parents and students as sole contributors 
in education but refers to ƻǘƘŜǊ ǎƻŎƛŀƭ ǇŀǊǘƴŜǊǎ ǎǳŎƘ ŀǎ ŜƳǇƭƻȅŜǊǎΣ ǳƴƛƻƴǎ ŀƴŘ bDhΩǎ 
and other professional bodies and institutions, as potential partners in the education 
ǎȅǎǘŜƳΦ !ƭǘƘƻǳƎƘ ǇƻƭƛŎƛŜǎ ƻǳǘƭƛƴŜ Ƙƻǿ ǘƘŜ ƛƴǾƻƭǾŜƳŜƴǘ ƻŦ ƻǘƘŜǊ ǇŀǊǘƴŜǊǎ ƛƴ ǎǘǳŘŜƴǘǎΩ 
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education may have many positive outcomes, the policies fail to provide information 
about the ways in which such alliances may affect stakeholders individually. This 
reveals how there are key issues of communication between administration and 
teaching professionals that trigger conflicted mindsets about progress. I argue that 
this is also impeding effective implementation of reform in Maltese education. 
 
This also explains why all participants (including the policymaker) expressed their 
concerns about how the new reform can be logically implemented in terms of: 
assessment; content provision; administration; resources and quality assurance, 
specifically for SEC examinations. Although participants during the interviews felt 
that the current system does not enable all students to perform well, the participants 
ŀƭǎƻ ŦŜƭǘ ǘƘŀǘ aƛƴƛǎǘǊȅΩǎ Ǿƛǎƛƻƴ ƻŦ ǇǊƻƎǊŜǎǎΣ ƛΦŜΦ pushing towards introducing new 
curricular and assessment reforms with critical changes to the current SEC syllabi is 
still not clear how it will be implemented. Therefore, progress is held back by the 
discursive conflicts about how the reform will affect stakeholders at schools and 
homes.  
 
Discursive conflicts between education authorities and teaching professionals are 
also creating issues of trust in the Maltese education system. It was argued in the 
interviews, particularly by students, parents, teachers and the head teacher, that it 
is not enough that stakeholders learn from policies what change will entail. 
Therefore, on one hand the Ministry of Education drives the idea of progress in the 
Maltese education system by widening participation and reforming the exam-led 
system. On the other hand, whilst stakeholders are not arguing that change is not 
needed, there is reluctance to commit to new reforms because they still cannot 
understand the logic behind them and their role in them. During interviews, 
participants revealed their current experiences and how they see the future of the 
Maltese education system showing a desire for more self-empowerment, for more 
trust from leadership, appeals to lessen the fear of failure, less political influence, 
more effective guidance and the need for more self-management. This revealed 
another bottleneck situation in which the authorities, professionals, students and 
parents might feel the need for change but they also resist it at the same time. Clearly 
issues of trust are mainly created by contradictions between education authorities 
and professionals. Although both parties desire change, they are also resisting it 
because of conflicts between thŜ ŀǳǘƘƻǊƛǘƛŜǎΩ ŘǊƛǾŜ ǘƻ ŀŎƘƛŜǾŜ ǇƻƭƛǘƛŎŀƭ ǊŜŦƻǊƳ ƛƴ 
ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǘƘŜ ǇǊƻŦŜǎǎƛƻƴŀƭǎΩ ǇƭŜŀ ŦƻǊ ƳƻǊŜ ǇƻǿŜǊ and freedom. This contributes 
to a state of flux in the Maltese education system today that prevents progress from 
taking place. This also reveals the need for more research focusing on issues of power 
and governance in the Maltese education system. 
 
This shows how the key issue is not necessarily about reaching agreements in 
principle but to provide adequate channels of communication so everyone can 
understand and agree to logical implementation of the proposed reforms. This key 
issue can be addressed with more communication and education about the logic of 
change in the proposed reform by determining the impacts of the SEC in the new 
system. 
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6.6 Conclusions 
 
In this chapter a number of themes from both sets of data analysis (policy and 
interview) have been discussed in light of ŦƻǳǊ ƪŜȅ ΨǘƻǇƛŎǎΩ and concepts about 
valuable and inclusive education reviewed in chapter 2. These topics bridged the 
emergent perspectives from the two sources of information, the policy analysis and 
interviews with participants with various concepts about the principles of achieving 
valuable and inclusive education reviewed in chapter 2. From this discussion it is clear 
how different notions of what constitutes valuable and inclusive education creates a 
collision of language and perspective. It also highlights the gap between principles 
set in policy and the realities that education stakeholders can experience in the 
every-day life in schools. Moreover, this reveals how the concept and the objectives 
of achieving valuable and inclusive education in Malta is problematic and 
multifaceted. The results of this analysis revealed a distinct divide between both 
sources of information. This divide is characterised by binary oppositions. Mainly by 
ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŀƳōƛǘƛƻƴ ǘƻ ǎƻƭǾŜ ŘŜŦƛŎƛǘǎ ŎǊŜŀǘŜŘ ōȅ ǘƘŜ ŎǳǊǊŜƴǘ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ and 
ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƛŘŜŀ ƻŦ ŎƘŀƴƎŜ ƛǎ ōŀǎŜŘ ƻƴ άǇŜŘŀƎƻƎƛŎ ƪƴƻǿƭŜŘƎŜǎέ (Rose, 1999, 
p.53) which informs theƛǊ ŀǎǇƛǊŀǘƛƻƴǎ ǘƻ ǇǊƻǾƛŘŜ ǎǘǳŘŜƴǘǎ ŀ ΨƘŜŀƭǘƘȅΩ ŜŘǳŎŀǘƛƻƴŀƭ ŘƛŜǘ 
that can reward students with valuable and long-term learning experiences. This 
stark contrast is significant because both aspects capture the essences and the 
motivations that drive the idea of change in the Maltese education system from 
various perspectives.  
 
The following new insights have been generated in this thesis to help me present a 
series of recommendations. These recommendations aim to help in facilitating 
further the process of education reform implementation.  
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Chapter 7 Conclusion and Recommendations 
 
7.1 Conclusions 
 
In this research I set out to explore and to understand why the Maltese education 
system is unable to reform. Despite the recognition of the need to change by the 
general public in Malta as well as politicians and educators, the Maltese education 
system still struggles to bring change to address the high numbers of early school 
leavers. This thesis has revealed repeated attempts by the Ministry of Education to 
introduce reform and despite these attempts early school leaving (ESL) rates remain 
high. Moreover, it has revealed that although in principle the idea of change in the 
Maltese education is agreed upon by many, the implementation of change is a 
problem. 
 
To examine what was impeding reform in Maltese education, I set out to ask three 
main questions. Firstly, I critically reviewed the main characteristics that have shaped 
the Maltese education system. Here I reviewed key literature and historic events 
ǎƛƴŎŜ aŀƭǘŀΩǎ ƛƴŘŜǇendence to understand the principles of policy and education 
practice that drive the Maltese education system today. Secondly, I wanted to 
understand how currently these principles are constructed by the system. To answer 
this question, I looked for key essences that describe tensions between policy and 
practice from a selection of key policy documents and from different educational 
experiences. I finally wanted to learn about the idea of future for the Maltese 
secondary education system, particularly how this is promoted in policy and how the 
idea of future in Maltese education could be conceived by who experiences 
education at face value. 
 
Here I will be explaining the fundamental tensions that came out from history, policy 
analysis and interviews. Mainly the predominant notions of value and inclusivity and 
their significance towards the process of reforming the Maltese education system. 
These key terms have been at stake in the Maltese education debate for a long time 
and it is clear that that the understanding of value and inclusivity is misaligned and 
therefore making it difficult to effect change in the Maltese education system. 
 
RQ 1 What main characteristics have shaped the Maltese education system? 
 
Historically the Maltese education system has struggled to communicate to 
education stakeholders what is meant by valuable and inclusive education. These 
two terms keep resurfacing as problematic in every initiative/policy/reform that the 
aƛƴƛǎǘǊȅ Ƙŀǎ ǿŀƴǘŜŘ ǘƻ ŀŘƻǇǘ ǎƛƴŎŜ aŀƭǘŀΩǎ ƛƴŘŜǇŜƴŘŜƴŎŜΦ IƻǿŜǾŜǊΣ ƛǘ is clear that 
problems created by the implementation of a valuable and inclusive structures of 
education are deeply rooted in conservative ideologies.  
 
The utilitarian dimension of education. Policy makers have tried to find balance 
between the educational needs of the individual student and the needs of the Nation, 
such as industry demands and international statistics. This resulted in on-going 
changes in Maltese education to achieve a valuable and inclusive education for all, 
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but without much significant impact. Initiatives in the past, such as the National 
Minimum Curriculum and the Learning Outcome Framework, brought significant 
changes in policy with the idea to instil more awareness of value and inclusivity. 
Other initiatives, such as the introduction of Comprehensive Education, which 
although policy-wise was considered to be a major game-changer in making the 
Maltese education system more equitable, did not convince stakeholders sufficiently  
that it is the way to go, resulting in failure to move away from  conservative education 
practices. 
 
A competitive culture and attitude in education. Historically, education in Malta has 
tried to provide students valuable and equal opportunities. However, it fails to 
establish a system that welcomes this principle because of a common belief amongst 
stakeholders, particularly teachers, students and parents, that school exam results 
are expected to be comparable with or better than others. The persistence of 
competitiveness  impacts on the possibilities to reform Maltese education. This was 
evident in  reforms which tried to introduce systems to reduce focus on terminal 
examinations by introducing formative teaching and assessment procedures. This 
ŎƘŀƴƎŜ Ƙŀǎ ōŜŜƴ ƘƛǎǘƻǊƛŎŀƭƭȅ ŎƻƴǘǊƻǾŜǊǎƛŀƭ ōŜŎŀǳǎŜ ǘƘŜ ƛŘŜŀ ƻŦ ΨƎƻƻŘ ŜŘǳŎŀǘƛƻƴΩΣ ƛǎ 
tied to competitive attitudes. Particularly when comparisons of exam results are 
drawn to justify teaching, homework, learning abilities and performances. To reform 
Maltese education in the ways the Ministry is currently proposing also means 
reducing competitive attitudes. However, it is clear that not everyone is ready to 
make such a shift.   
 
Lack of dialogueΦ IƛǎǘƻǊƛŎŀƭƭȅΣ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ŘǊƛǾŜ ǘƻ ŀŎƘƛŜǾŜ ŀƴ ŜŦŦŜŎǘƛǾŜ ŜŘǳŎŀǘƛƻƴ 
system has created a significant communication gap with those who experience 
education on daily basis. This created a lack of trust between authorities and 
education front-liners which kept re-surfacing when education reforms were 
introduced by the Ministry. Unless effective channels of communication are  
established to create space for debate for all stakeholders to share their views on 
change, reform in Maltese education will continue being a controversial site of 
disagreements.  
 
 
RQ 2: How are contemporary notions of educational standards, value and 
experiences constructed by the Maltese education system today? 
 
The interviews conducted in this research clearly show that the objective of providing 
a valuable and inclusive education in Malta is still a terrain of controversy and 
disagreement. As a result, policy objectives promoted by  the Ministry  to reform 
education whilst  agreed upon on paper fail at implementation phases. 
 
Addressing failings. It is clear that proposed reforms set out to address various 
failings in the system such as relevance of content and poor student performance. 
These issues kept resurfacing in both the policy analysis and interviews. It is clear that 
policy makers and stakeholders share a common belief that the current education 
system has its flaws and should change its purpose. However, it is also clear that 
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ǘƘŜǊŜ ƛǎ ŀ ǎǘŀǊƪ ŘƛŦŦŜǊŜƴŎŜ ōŜǘǿŜŜƴ ǘƘŜ aƛƴƛǎǘǊȅΩǎ ǇǊƛƻǊƛǘƛǎŀǘƛƻƴ ƻŦ ŀ ǎȅǎǘŜƳ ǘƘŀǘ 
delivers results in-line with international standards and the pedagogical priorities of 
those who experience and deliver education on a daily basis. I argue that the Ministry 
needs to stop trying to seduce stakeholders to agree to what the Ministry believes 
how a valuable and inclusive education should be. Unfortunately, teachers and 
parents will carry on arguing that although the current exam-led system has its 
limitations, it would be better to keep it rather than introducing a new system 
whereby parents and teachers cannot see how its logic and how it acknowledges 
achievement.  
 
Achieving parity. The Ministry policies also instil the importance of fair learning and 
assessment for all, yet there is no clear direction of how this could be implemented. 
The Ministry mobilises issues of parity of esteem to communicate the need to reform 
the current exam-driven system, referring to a history of low student performances 
that can be agreed upon by many that need to change. However, as discussed above, 
the history of Maltese education also shows how competitive attitudes amongst 
stakeholders are strongly rooted in the parents, students and teachŜǊǎΩ ǎŜƴǎŜ ƻŦ 
achievement and from the qualitative data collection it is still evident this remains 
the case. This, then, proves to be a major cultural challenge for the Ministry to reform 
the system unless stakeholders are willing to change their competitive mentalities. I 
argue that such a change in culture may take a long time to happen. However, a more 
transparent approach by the Ministry in policy making and implementation can help 
ensuring all stakeholders to feel part of the reform. Therefore, there should be a long-
term strategy to more explicitly explain what is meant by parity of esteem to young 
ǇŜƻǇƭŜΣ ǇŀǊŜƴǘǎ ŀƴŘ ǘŜŀŎƘŜǊǎΦ ¢Ƙƛǎ ǿƻǳƭŘ ƛƴŎƭǳŘŜ ŜȄŀƳƛƴƛƴƎ ǿƘŀǘ ǘƘŜ aƛƴƛǎǘǊȅΩǎ 
vision is, how it could be achieved and how it is translated into day to day educational 
practices of  course development, teaching pedagogies, homework and assessment. 
All education stakeholders should have opportunity to participate in  this debate 
rather than have parity of esteem mobilised by policy makers to sell the idea of the 
need of reform. 
 
 
RQ 3. What is the future of secondary education in Malta? 
 
The Ministry uses the idea of progress rhetorically in policy to promote the future of 
Maltese secondary education and ȅŜǘ ƛǘ ƛǎ ǳƴŎƭŜŀǊ ǿƘŀǘ ƛǎ ƳŜŀƴǘ ōȅ ΨǇǊƻƎǊŜǎǎΩ ƛƴ ǊŜŀƭ-
life practice. Particularly, what are the pedagogical implications of progress 
communicated by the Ministry? This is making it hard for everyone to identify with 
the idea of progress in schools and take the necessary leap to implement the 
necessary changes in schools. 
 
Tone of voice. Qualitative Interviews revealed  a complex mindset from the 
participants about progressiveness and how this should be featured in the future of 
education in Malta. The idea of progress is often opposed by traditionalist 
comparisons which reveals how the idea of progress is positioned with a betrayal of 
the past which not everyone is willing to do, at least up to this point. This particularly 
happens when the Ministry insists through policy how the education system is out-
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dated and failing to progress would make the Maltese education redundant. I argue 
that this tone of voice has its drawbacks because it suggests that current teaching 
practices are also redundant. Therefore, by implication, the work of teachers, parents 
and studentsΩ ǿƻǊƪ ŀǘ ƘƻƳŜ ŀƴŘ ǘƘŜ {9/ ŀǊŜ ǊŜŘǳƴŘŀƴǘΦ ¢Ƙƛǎ ǘƻƴŜ ƻŦ ǾƻƛŎŜ ƛƴŎǊŜŀǎŜǎ 
conflicts which result in a lack of trust between school front-liners and authorities 
which can only be solved through dialogue and collaborative implementation 
processes. 
 
Political rhetoric: Policy links progress to broad terms such as growth, widening 
participation and employment. This makes the idea of progress from the Ministry 
sound like a political reform rather than an educational one to those who experience 
secondary education every day. This creates mixed-messages amongst stakeholders 
about the purposes of the proposed reform and unless concrete discussion and 
explanation of the purpose of the new reform are in place it will be hard to be agreed 
upon and implemented.  
 
Reform as a disempowering exercise: Although it is stated in policy that consultancy 
with education stakeholders is a central aspect in the development of the proposed 
reform, teachers, students and parents feel that they are alienated from this process. 
Therefore, implementation of reform is seen as a disempowering exercise to those 
who experience secondary education every day. If consultation with stakeholders is 
not addressed critically by authorities, I argue that the future of Maltese education 
will still be characterised by issues of mistrust between those who propose change 
and those who need to implement it. 
 
 
7.2 My Contribution: 
 
This is the first time that qualitative research has explored underpinning tensions of 
educational reform in Malta by exploring how and why education reforms in Malta 
seem to be agreed upon in principle but not in practice. What came to light through 
this research is that the debate on reforming aŀƭǘŀΩǎ ǎŜŎƻƴŘŀǊȅ education does not 
stop at solving statistical failings such as problems of ESL; instead it revealed how 
multifaceted are the issues, and how deeply rooted are the traditions that 
characterise the Maltese secondary education system. Value and inclusivity are 
particularly problematic ideas. One might have expected that the main reason why 
the Maltese education system is unable to reform comes from resistance by 
education stakeholders to agree to proposals brought forward by education 
authorities. But my contribution through this research shows how the inability to 
reform the Maltese secondary education is not that simple. For example, one of the 
key factors that creates impediments to reform is failure of effective communication 
between education authorities and education front-liners. Another key factor is the 
different understanding of key terms that characterise the principles of change such 
as value and inclusivity. This incoherence has made it difficult for policy to be 
implemented ƛƴ aŀƭǘŀΩǎ ǎŜŎƻƴŘŀǊȅ ŜŘǳŎŀǘƛƻƴ in the past and also in the present.  
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In the absence of data that describes the experiential factors that lead to high rates 
of early school leavers in Malta this study claims a stance about the need towards a 
shift in mentality and in attitude on how policy and curricular matters should be 
addressed by policy makers and other educational stakeholders. This research 
designed, developed and provided an academic platform for different top-down and 
down-up voices from various perspectives expressing multi-discursively what the 
challenges of curricular reform are in policy and in practice. This study has shown 
how a multi-discursive research approach can connect policy with people, that 
facilitates a better work flow between policy and teaching practice.  
 
 
7.3 Recommendations: 
 
The Ministry: 
 

1. In this research it was identified how conservation of traditional education 
principles are still considered by education front-ƭƛƴŜǊǎ ŀǎ ǘƘŜ ΨǎŀŦŜǎǘΩ ƻǇǘƛƻƴ 
compared to the progressive type of education promoted through policy. The 
Ministry of Education needs to provide teachers, school head teachers, 
parents and students more opportunities to identify the benefits of the 
system that they are proposing. 

2. The study identified trust issues between education authorities and those 
who experience education on daily basis. This issue can only be addressed if 
the Ministry provides effective mechanisms to enable dialogue amongst 
stakeholders. The Ministry needs to ensure that opportunities for discussion 
are truly at the centre of the consultation strategy promoted in policy. 

3. This study has also outlined how difference of opinion about what constitutes 
a valuable and inclusive education in practice is halting the reform. The 
Ministry needs to create space for dialogue to debate about these principles 
and how they can realistically be achieved in schools and at home. 

4. It was established in this research how the Ministry wants to introduce 
progressive measures in education but without any significant shifts in the 
ǎȅǎǘŜƳΩǎ ƘƛŜǊŀǊŎƘƛŎŀƭ ƻǊder. One simply cannot announce the need for 
progressiveness in schools without empowering schools and professionals 
with curricular powers. The Ministry needs to empower schools and 
education professionals with curricular decision-making powers if education 
in Malta is truly to become progressive as communicated through policy. 

 
Schools 
 

1. In this research it was identified how effective dialogue amongst stakeholders 
needs to be central to the debate on change in Maltese education. Schools 
need to have an active role in coordinating space for such a debate to take 
place so that teachers, parents and students can have an active voice in the 
debate. 

2. It is evident from this research how teachers, students and parents feel 
mis/non-informed about the benefits and processes of formative teaching 
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and assessment. Therefore, schools should coordinate training opportunities 
for all education front-liners. Training needs to be attractive and feasible so 
participants can join. 

3. Clearly, the policy objectives cannot be implemented unless curriculum 
changes as well. It is not enough to employ education professionals and 
experts to develop syllabi in-line with the policy objectives. Schools need to 
have an active role in this process so syllabi could be developed for a realistic 
implementation within the needs, limits and resources that schools can cater 
for. 

 
Teachers 
 

1. This research established how hard it is for teachers to commit to change, 
even though many agree change is needed. Teachers need to take on any 
training opportunity to learn how their practice could change and adapt to 
current educational needs. 

2. It is clear that secondary education in Malta suffers from lack of learning 
engagement because teaching methods are perceived by students as 
traditional, safe and conservative. This might suit the learning preferences of 
some but not of many. Teachers need to advocate for change and to 
encourage more student engagement. In order to do so teachers need to be 
open to a liberal teaching philosophy. 

3. Interviews with teachers rŜǾŜŀƭŜŘ ŀ ǎŜƴǎŜ ƻŦ ǇǊƛŘŜ ǘƻǿŀǊŘǎ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎΩ 
achievements. Although this is not a bad thing, achievement should not focus 
only at a level of exam attainment. Teachers should also celebrate other types 
ƻŦ ŀŎƘƛŜǾŜƳŜƴǘ ǎǳŎƘ ǎǘǳŘŜƴǘǎΩ ƎǊƻǿǘƘ ƛƴ ǇŜǊǎƻƴŀƭƛǘȅ and artistic 
accomplishments. 

4. It was established in this research how opportunities for teachers to voice 
pedagogical opinions are limited. Teachers need to take every opportunity to 
voice pedagogic/curricular concerns and ideas during dialogue sessions with 
education authorities. Any change in the system cannot be effective unless 
the implications of change are understood by who will be spearheading 
change. In this case teachers cannot act passively and wait till change 
happens. There should be active involvement from the teachers as to be part 
of the developmental processes. 
 
 

Parents and students 
 

1. This research has revealed how parents and students do not have enough 
voice in education policy. However, they cannot sit and wait for things to 
happen. Parents and students should actively engage in discussion with their 
teachers and school administrators to communicate their views and how they 
are coping with the demands of the system. 

2. It is clear that from the parents and studŜƴǘǎΩ ǾƛŜǿǇƻƛƴǘΣ ǾŀƭǳŜ ƛƴ ŜŘǳŎŀǘƛƻƴ ƛǎ 
understood very differently from those who propose change in education. 
The idea of value in education from parents and students seems to focus on 
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ability of achieving positive SEC exam results. Parents and students need to 
be open to other forms of value in education, such as; critical thinking, 
cultural appreciation, artistic skills, sports and growth in personality. This will 
encourage policy makers to understand the wider scopes of education.  

3. It is also clear how parents and students have competitive attitudes. These 
attitudes can also override other learning priorities of education as discussed 
above. Competition can be healthy but not at the expense of eliminating 
other fundamental principles of education, such as; cultural and social 
wellbeing. 

 
SEC  
 

1. As the idea of empowering schools is clearly on the agenda of policy, SEC 
needs to provide mechanisms of standardisation. This should not mean that 
SEC should employ teachers to do the work (as is currently the case) but to 
provide mechanisms to standardise course content and assessment 
processes that could be developed by the schools for the schools. 

2. It is clear that the SEC has a gatekeeping role regarding validity of SEC 
examination processes. The role of the SEC should change from assessment 
watchdog to a consultatant, helping schools developing content and type of 
assessment in light of the learning outcomes framework. 

3. It is also evident from this research that there are a lot of transparency issues 
when it comes to content development and assessment. SEC should provide 
channels of communication for consultation with schools regarding effective 
assessment without imposing how assessment should happen.  

 
 
Future research 
 

1. Researching past and current issues of quality, standards, principles and 
practices in the Maltese secondary education has clearly provided 
foundations for further debate about how secondary education could change 
towards a better future. It would be worth using the methodological 
framework of this study as a basis for other future studies focusing on specific 
areas in Maltese education such as specific schools, problematic households 
or even specific levels of education. 

 
 
Myself as a researcher 
 

1. It is important to use results from this research in publications to increase 
awareness about the need of more dialogue and debate about the future of 
Maltese secondary education. 

2. As discussed in the methodology chapter of this thesis, interpretative studies 
about the Maltese education system are limited in Malta. Therefore, the 
results revealed in this study from perceptions of who experiences education 
in Malta on daily basis should be shared with Maltese Education Authorities 
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to understand in more depth why the proposed reform fails to be 
implemented. 

3. A post-doctoral research project could also potentially emerge from this 
study focusing on identifying more key areas within Maltese education 
system that require closer engagement with education stakeholders. 
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7.4 Reflective Postscript 
 
Through this study I unveiled a portrait of factors that drive the idea of progress and 
change in Maltese secondary education and how these actually hold back progress. 
It is clear that we are stuck in a repetitive cycle of announcements about reform, and 
the failure to implement reform. Unless we do things differently it seems unlikely 
that progress will take place.  
 
As I was finishing this thesis, yet another example that crystalises this problem 
ŀǇǇŜŀǊŜŘΥ ŀ Ŏƻƴǎǳƭǘŀǘƛƻƴ ŘƻŎǳƳŜƴǘ ŜƴǘƛǘƭŜŘ Ψ9ŀǊƭȅ [ŜŀǾƛƴƎ from Education and 
Training - The Way Forward 2020 ς 2030 (MEDE 2021). It represents, again, a political 
agenda driven by obsession to reduce ESL numbers even though it is known that 
arguments around the causes of ESL are deeply rooted, complex and multifaceted. 
5ŜǎǇƛǘŜ ǘƘƛǎΣ ŀ ΨƴŜǿΩ ǎǘǊŀǘŜƎȅ ǿƛƭƭ ōŜ ƛƴ ŦƻǊŎŜ όǇƻǎǘ-dated from 2020) to ensure that 
numbers of ESL are reduced and in-line with European standards as stated by the 
Minister during the launch. It also represents a tendency to continually issue policy 
regardless of successful implementation ς this new strategy appears just two-thirds 
into the ten-year education strategy that was previously published by the Ministry in 
2014, and analysed in this research. It could be argued that policy in Malta is 
fetishized in the absence of results. 
 
My fear is that the drive to solve the problem of ESL will once again overshadow the 
need to recognize and understand the root causes of this problem.  
 
This study is a step towards recognizing deeply-rooted problems caused by the ideals 
of progress and change when efforts are made by stakeholders to make education 
better in Malta. A good place to start this journey is in establishing a good framework 
for dialogue and consultation for all stakeholders, and this study outlines how this 
framework can be achieved.   
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Appendix 2 Participant Agreement Form for Children 
 

 
  

 
 

Parti cipant Agre ement Form for Children  

 
Resear ch ti tl e:  'Qualit y, standards,  principles  and practices:  An investigation into 

ideological conflicts in Maltese education' 

 

 

Name of re search er:  Ia n At t ar d        Email: iat t ar d@bour nemout h.ac.uk 

 

 

Please t ick t he boxes you agree wit h: 

 

 

I  am happy t o t ake par t  in t he r esear ch. 

 

 

I  under st and t hat  I  do not  have t o t ake par t  in t his 

r esear ch, and I  can change my mind and st op t aking 

part  at  any t ime bef ore th e researc h activities at  t he 

school ar e completed . 

 

If I am in being interviewed , I am happy fo r th e re searc hers   to 

r ecor d t he discussion, and I  under st and t hat  t he r ecor ding will 

only be kept  unt il itõs no longer  needed. 

 

 

I  under st and t hat  my name will not  be used in any of  t he r esear ch 

re ports . 

 
 

 

 

___________________________      ______________     _________________  

Your  name                                              Dat e (dd/ mm/ yyyy)        Signat ure 

 

 

 

____________________________    ______________     ________________  

Name of R esearcher                               Date  (dd/ mm/ yyyy)        Signat ure 

 

 

Thank you J  
 

I donõt  want  t o 

do it  anymor e 
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Appendix 3 Parent/Guardian Agreement Form 
 
 

 
  
























