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Abstract 
Differentiated instruction is increasingly promoted as a response to learner diversity in 
Malaysian primary schools and is broadly compatible with the student-centred orientation of 
the Revised Primary School Standard Curriculum (KSSR Semakan), which integrates 
curriculum standards, classroom-based assessment (Pentaksiran Bilik Darjah, PBD), higher-
order thinking skills and 21st-century learning. However, curriculum expectations do not 
automatically translate into differentiated classroom practice. Malaysian studies report 
moderate to high levels of teachers’ curriculum understanding, whereas differentiated 
practice remains at a moderate level in some contexts. Drawing on a narrative review of 
Malaysian and international literature, this issue paper examines the curriculum-to-classroom 
translation gap across four dimensions: teacher capacity and professional readiness, 
classroom feasibility, assessment and curriculum demands, and school-level implementation 
conditions. The review suggests that differentiated practice depends not only on teacher 
knowledge but on the interaction of pedagogical skill, assessment literacy, classroom 
conditions, resources, workload and organisational support. Five directions are proposed: 
aligning curriculum, pedagogy and assessment; providing sustained practice-based 
professional learning; improving classroom and school conditions; strengthening the use of 
PBD for instructional decisions; and establishing continuous feedback mechanisms for 
curriculum implementation. The experience of KSSR Semakan offers timely lessons for the 
2027 School Curriculum. 
Keywords: Differentiated Instruction, Revised KSSR, Curriculum Implementation, Classroom-
Based Assessment, Primary Education 
 
Introduction 
Primary school classrooms are characterised by considerable diversity in pupils’ prior 
knowledge, readiness, interests, learning profiles and pace of learning. This diversity creates 
a central educational challenge which are teachers must maintain common curriculum 
expectations while providing appropriate opportunities for all pupils to access and 
demonstrate learning. Differentiated instruction responds to this challenge by adapting 
content, process, product and the learning environment to pupils’ readiness, interests and 
learning profiles while maintaining meaningful learning goals (Tomlinson, 2014). 
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In Malaysia, this challenge is directly relevant to the Revised Primary School Standard 
Curriculum (Kurikulum Standard Sekolah Rendah Semakan, KSSR Semakan). Implemented in 
stages from 2017, KSSR Semakan emphasises student-centred and flexible learning, 
classroom-based assessment (Pentaksiran Bilik Darjah, PBD), higher-order thinking skills 
(HOTS) and 21st-century learning (Ministry of Education Malaysia [MOE], 2013, 2017). These 
expectations require teachers to interpret curriculum standards and make pedagogical 
decisions that respond to pupils’ needs. Curriculum implementation therefore involves 
interpretation and enactment rather than document compliance alone: teachers make sense 
of educational change through their understanding of its purposes and through their existing 
knowledge, beliefs and experiences (Fullan, 2016; Spillane et al., 2002). 
 
Against these curriculum expectations, Malaysian studies provide a mixed picture of 
implementation. Teachers have reported moderately high perceptions of KSSR Semakan and 
DSKP implementation in a large national survey (Narinasamy et al., 2020), high levels of DSKP 
understanding among primary Visual Arts Education teachers (Shahudin & Jamaludin, 2024), 
and a strong relationship between KSSR Semakan knowledge and general teaching 
implementation (Mansor & Jamaludin, 2024). However, differentiated practice remains 
moderate in some contexts (Mustaffa et al., 2021), while time, class size, differences in pupils’ 
mastery and inadequate resources have been identified as barriers (Omar & Jamaludin, 2024; 
Radi & Amran, 2023). Because these studies involve different samples and measures, their 
findings do not establish a knowledge practice gap within the same group of teachers. 
Nevertheless, considered together, they raise an important issue which is favourable 
curriculum understanding does not necessarily ensure responsive, differentiated classroom 
practice. 
 
The specific problem addressed in this paper is therefore how curriculum intentions are 
translated into instructional decisions under actual classroom and school conditions. Teachers 
must identify pupil differences, interpret assessment evidence, select suitable responses, 
prepare materials and monitor learning, often within constraints on time and resources. This 
paper uses the term curriculum-to-classroom translation gap to describe the difference 
between curriculum intentions and the extent to which they can be enacted as responsive, 
differentiated practice. The term serves as an organising concept rather than an established 
theoretical construct. The analytical focus is on the interaction between teacher capacity, 
assessment practices, classroom feasibility and school-level support, rather than on teacher 
knowledge alone. 
 
Examining this implementation issue is particularly timely in view of Malaysia’s transition 
towards the 2027 School Curriculum (Kurikulum Persekolahan 2027) and the priorities set out 
in the Malaysia Education Plan 2026-2035 (MOE, 2023, 2026). The experience of KSSR 
Semakan provides a context for considering the professional and organisational conditions 
needed to translate curriculum aspirations into classroom practice. Lessons from its 
implementation can therefore inform discussion of how teachers and schools may be 
supported during curriculum change. 
 
Accordingly, this issue paper draws on a narrative review of Malaysian and international 
literature to examine how KSSR Semakan curriculum intentions relate to differentiated 
classroom practice. It analyses the curriculum-to-classroom translation gap across four 
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interconnected dimensions: teacher capacity and professional readiness, classroom 
feasibility, assessment and curriculum demands, and school-level implementation conditions. 
On this basis, it proposes practical directions for strengthening curriculum implementation in 
Malaysian primary schools. 
 
The novelty of this paper lies in bringing curriculum understanding, the instructional use of 
PBD evidence, classroom feasibility and school-level support into a single implementation-
focused synthesis of differentiated instruction under KSSR Semakan. Its contribution to the 
social sciences, particularly education and policy implementation, is to explain why teacher 
knowledge alone may be insufficient for responsive practice and to identify interconnected 
priorities for professional learning and organisational support. This is a conceptual and 
practical contribution, not a claim to a new validated theory or new empirical findings. 
 
Methodology 
This issue paper adopts a narrative review approach, drawing on Malaysian and international 
empirical studies, theoretical literature and official Ministry of Education documents relevant 
to curriculum implementation and differentiated instruction. The discussion focuses on how 
curriculum understanding, assessment practices and implementation conditions relate to 
differentiated practice in Malaysian primary schools. International literature is used to inform 
interpretation of the Malaysian context rather than to assume that findings transfer directly 
across education systems. 
 
The literature discussed in the paper is organised across four thematic dimensions, teacher 
capacity and professional readiness, classroom feasibility, assessment and curriculum 
demands and school-level support. The synthesis is interpretive rather than an exhaustive 
systematic review or meta-analysis. It identifies converging issues, differences in study 
contexts and limitations in the evidence, and uses these observations to develop practical 
recommendations and directions for future research. 
 
KSSR Semakan and the Expectation of Responsive Classroom Practice 
KSSR Semakan was introduced as part of Malaysia’s national curriculum reform and is aligned 
with the Malaysia Education Blueprint 2013-2025, which emphasises holistic and balanced 
pupil development (MOE, 2013). It seeks to develop knowledge, skills and values through 
student-centred learning, HOTS, classroom-based assessment and 21st-century learning 
(MOE, 2017), and is operationalised through the Dokumen Standard Kurikulum dan 
Pentaksiran (DSKP), which specifies Content Standards (Standard Kandungan, SK), Learning 
Standards (Standard Pembelajaran, SP) and Performance Standards (Standard Prestasi, SPi). 
 
These standards provide a structure for planning, teaching and assessment, but they do not 
prescribe how every classroom activity should be organised. Teachers must interpret them 
and decide how pupils will access the intended learning. This is where curriculum 
implementation connects with differentiated instruction. Two pupils may work towards the 
same Learning Standard yet require different levels of scaffolding, forms of practice or ways 
of demonstrating learning. In this context, the curriculum defines the expectation, while the 
teacher determines how it is made accessible to pupils with different levels of readiness. 
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PBD reinforces this responsibility. Assessment is integrated into teaching and learning to 
provide information on pupils’ progress and mastery (MOE, 2019), and curriculum, teaching 
and assessment are intended to function as an integrated whole (Arumugham, 2020). In 
principle, curriculum standards provide the basis for gathering assessment evidence, which 
informs instructional decisions and, in turn, differentiated practice. When this process 
functions effectively, assessment information helps teachers identify what pupils have 
learned and what support or extension is appropriate. 
 
The existence of this framework, however, does not guarantee that the process operates 
consistently. Teachers may understand the DSKP but struggle to use PBD evidence to redesign 
instruction, they may understand differentiated instruction but lack the time or resources to 
prepare different learning pathways, and they may recognise pupil differences but find 
flexible grouping difficult in large classes. The curriculum-to-classroom translation gap 
therefore emerges from the interaction between what teachers are expected to do and what 
they can realistically implement. 
 
Teachers’ Understanding of KSSR Semakan: From Knowledge to Application 
Teachers’ understanding is an important foundation for curriculum implementation. In this 
paper, curriculum understanding refers to teachers’ knowledge, curriculum literacy and 
clarity regarding the purposes and requirements of KSSR Semakan, including the relationships 
among SK, SP and SPi, PBD and student-centred learning. Teachers actively interpret policy 
rather than simply receive it (Spillane et al., 2002), and meaningful educational change 
requires changes in both teachers’ understanding and their practice (Fullan, 2016). 
 
Malaysian evidence indicates that teachers generally report moderate to high levels of 
curriculum understanding. In a national online survey of 61,642 primary and secondary 
teachers, Narinasamy et al. (2020) reported moderately high perceptions of KSSR Semakan 
and DSKP implementation. Shahudin and Jamaludin (2024) found high levels of DSKP 
understanding (M = 4.33) and teaching implementation (M = 4.31) among 246 primary Visual 
Arts Education teachers in Selangor, while Mansor and Jamaludin (2024) reported high levels 
of knowledge and implementation of KSSR Semakan among 140 primary teachers in Rompin, 
Pahang, with a strong correlation between the two (r = 0.75). Implementation difficulties 
therefore cannot be attributed solely to inadequate curriculum knowledge. 
 
The distinction between knowledge and application becomes clearer when assessment and 
pedagogical skills are examined. Ng et al. (2023) found that teachers’ PBD knowledge was 
high (M = 4.17), whereas their PBD skills (M = 3.98) and readiness (M = 3.95) were only 
moderately high. Md. Yatim et al. (2020) similarly reported moderately high pedagogical 
content knowledge among primary Malay language teachers (M = 3.83) and highlighted the 
need for continued strengthening. Teachers may thus know what the curriculum requires 
without always possessing the practical skills and readiness needed to decide how those 
requirements should be translated into specific classroom decisions. 
 
This distinction matters for differentiated instruction because differentiation is inherently 
decision-intensive. Teachers must judge which pupils need additional support and which are 
ready for greater challenge, which aspects of a task to modify, how much scaffolding to 
provide, how to group pupils, what evidence to collect and how to adjust subsequent 
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instruction. Curriculum understanding should therefore be regarded as a necessary 
foundation but not a sufficient condition for differentiated practice. 
 
Differentiated Instruction in Malaysian Primary Classrooms 
Differentiated instruction recognises that pupils vary in readiness, interests and learning 
profiles and that teaching may need to respond to those differences (Tomlinson, 2014). Four 
elements are commonly differentiated. Content concerns how pupils access the knowledge 
and skills specified by the curriculum, for example through different materials, 
representations or levels of scaffolding. Process refers to how pupils engage with learning, 
such as through flexible grouping, cooperative learning, learning stations and tiered activities 
(Pozas et al., 2020). Product concerns how pupils demonstrate learning, which, depending on 
the objective, may take the form of written responses, presentations, projects or diagrams. 
The learning environment refers to the physical and psychological conditions that support 
pupils’ engagement and participation (Tomlinson, 2014). 
 
These dimensions make differentiated instruction relevant to heterogeneous Malaysian 
classrooms, yet the literature suggests that it remains difficult to implement consistently. 
Mustaffa et al. (2021) reported moderate levels of differentiated pedagogy practice among 
361 Islamic Education teachers in the Southern Zone of Malaysia, and Omar and Jamaludin 
(2024) identified challenges related to knowledge, time and resources among Malay language 
teachers. A recent systematic review of differentiated approaches in language teaching 
similarly found that, although teachers generally view differentiated instruction positively, 
classroom implementation remains limited, constrained by insufficient time, overcrowded 
classrooms, limited professional training and conceptual misunderstandings of its principles 
(John & Mohamad Nasri, 2025). Ramli and Mohd Yusoff (2020) found a significant positive 
relationship between teacher self-efficacy and differentiated instruction among 428 teachers 
in the East Coast Zone, suggesting that confidence, as well as knowledge, may influence 
practice. 
 
International literature further highlights the complexity of the practice. Definitions and 
frameworks of differentiation vary considerably, making comparisons across studies difficult 
(Bondie et al., 2019; Graham et al., 2021), and differentiation involves a continuous cycle of 
identifying learning needs, planning, monitoring and adapting instruction (van Geel et al., 
2019). Evidence on achievement also requires cautious interpretation: reported effects are 
positive but generally small to moderate, and are stronger when differentiation is embedded 
within broader, well-organised teaching rather than achieved through grouping alone (Deunk 
et al., 2018; Smale-Jacobse et al., 2019). 
 
Differentiated instruction should therefore not be treated as a simple classroom technique. 
It requires teachers to coordinate curriculum knowledge, knowledge of pupils, pedagogy and 
assessment. Difficulties in coordinating these elements contribute to the curriculum-to-
classroom translation gap. 
 
Issues and Challenges in Translating Curriculum Intent into Practice 
Teacher Capacity and Professional Readiness 
The first issue concerns teachers’ capacity to translate curriculum knowledge into classroom 
decisions. Curriculum understanding provides a foundation, but differentiated instruction 
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requires teachers to apply it flexibly, understanding not only what pupils are expected to learn 
but also how different pupils can achieve the intended learning outcomes. This draws on 
knowledge of curriculum standards, pupil readiness, differentiated strategies, assessment, 
scaffolding, flexible grouping and instructional adaptation. Malaysian evidence suggests that 
teachers’ knowledge may be stronger than some aspects of their practical skills, as illustrated 
by the contrast between PBD knowledge and PBD skills reported by Ng et al. (2023). 
 
Self-efficacy is a further factor. Teacher efficacy has been positively associated with 
differentiated instruction in several studies (Dixon et al., 2014; Ramli & Mohd Yusoff, 2020; 
Suprayogi et al., 2017), and teachers’ attitudes towards differentiation have also been 
identified as an important predictor of practice (Letzel et al., 2020). A recent large-scale study 
of 1,954 primary and secondary teachers in China further found that self-efficacy was 
associated with differentiated practice both directly and indirectly through peer collaboration 
and teachers’ attitudes towards differentiation (Bi et al., 2026). Teaching experience has been 
associated with differences in teachers’ sense of efficacy for differentiation, although not with 
their knowledge or implementation of it (Moosa & Shareefa, 2019). Teachers who lack 
confidence in managing diverse learners may therefore be less willing to experiment with 
differentiated approaches, particularly under demanding conditions. The issue is not simply 
whether teachers know about differentiation, but whether they have the professional 
readiness and practical confidence to enact it. 
 
Classroom Conditions and Practical Feasibility 
The second issue concerns the feasibility of differentiation in everyday classrooms. 
Differentiation can require additional planning, varied materials, flexible grouping, 
monitoring of different activities, continuous assessment and ongoing adjustment. These 
demands become more difficult to manage with large classes, limited lesson time and wide 
differences in pupil mastery. Primary teachers have reported that the more demanding 
differentiation strategies are particularly difficult to implement (Gaitas & Alves Martins, 2017), 
and national data from Germany indicate that teachers implement differentiation practices 
only occasionally (Pozas et al., 2020). Gibbs (2023) identified time pressure and mixed-ability 
classrooms as significant challenges, and Maphumulo and Biccard (2024) described 
interconnected constraints involving time, resources and class size. In Malaysia, teachers in 
Muar identified time as the most significant barrier, followed by large classes, differences in 
pupils’ mastery and inadequate teaching materials (Radi & Amran, 2023), and Omar and 
Jamaludin (2024) reported similar time and resource constraints. 
 
These findings highlight the difference between pedagogical and practical feasibility: a 
strategy may be educationally appropriate yet difficult to sustain under particular classroom 
conditions. Moderate levels of differentiated practice should therefore not automatically be 
interpreted as evidence of weak teacher commitment, since the conditions of 
implementation matter. 
 
Assessment and Curriculum Demands 
The third issue concerns the relationship between PBD, curriculum expectations and 
differentiated instruction. PBD is intended to provide ongoing information on pupils’ progress 
and mastery (MOE, 2019), and formative assessment has long been recognised as a means by 
which teachers identify learning gaps and adapt instruction (Black & Wiliam, 1998). In 



INTERNATIONAL JOURNAL OF ACADEMIC RESEARCH IN PROGRESSIVE EDUCATION AND DEVELOPMENT  
Vol. 1 5 , No. 4, 2026, E-ISSN: 2226-6348 © 2026 

646 

principle, PBD evidence can help teachers identify pupils who require additional scaffolding, 
need further practice, have achieved the expected level or are ready for extension. 
 
Assessment evidence, however, is useful only when teachers can interpret it and act upon it. 
Teachers’ PBD knowledge has been found to exceed their PBD skills and readiness (Ng et al., 
2023), readiness for PBD depends on both knowledge and skill (Hajmi & Jamaludin, 2022), 
and teachers continue to need guidance in implementing PBD as intended (Arumugham, 
2020). The critical question is what a teacher does differently in response to the assessment 
evidence. If PBD becomes primarily a recording or reporting exercise, its contribution to 
differentiation is reduced; for differentiation to occur, teachers must connect performance 
evidence, interpretation and instructional response. PBD literacy may therefore function as a 
link between curriculum understanding and differentiation decisions, but the evidence 
discussed here does not establish this relationship in the KSSR Semakan context; it is therefore 
treated as an open research question rather than an established causal mechanism. 
 
School-Level Support and Implementation Conditions 
The fourth issue concerns the school environment. Teachers implement curriculum within 
organisational settings shaped by leadership, resources, professional learning, collaboration 
and workload, and educational change requires time, support and continuous capacity 
development (Fullan, 2016). Positive beliefs about differentiation do not necessarily translate 
into consistent practice when contextual support is limited (Whitley et al., 2019). In a review 
of 29 studies, Langelaan et al. (2024) found that effective professional learning programmes 
for differentiation tended to involve active learning, collaboration and reflection, were often 
sustained over time, and were strongly influenced by school-level facilitators and barriers. 
Sustained professional development has also been associated with greater teacher efficacy 
for differentiation (Dixon et al., 2014), and teachers’ beliefs may change after they observe 
improvements in pupil learning following the implementation of new teaching practices 
(Guskey, 2002). 
 
Together, these perspectives suggest that teachers need opportunities to try, observe, reflect 
on and refine new approaches. School-based professional learning communities offer one 
context for doing so. Differentiated instruction should therefore not be framed solely as an 
individual teacher responsibility, since school conditions shape teachers’ opportunities to 
develop and sustain the practice. 
 
Evidence and Measurement Limitations 
A further issue concerns the evidence base itself. Although differentiated instruction is widely 
discussed, reported effects on achievement are positive but relatively small to moderate, with 
considerable variation across study designs (Deunk et al., 2018; Smale-Jacobse et al., 2019), 
while definitions and measures of differentiation vary widely (Bondie et al., 2019; Graham et 
al., 2021). This has implications for interpreting Malaysian evidence, much of which relies on 
teachers’ self-reported data collected through questionnaires. Such measures capture 
teachers’ perceptions but may not fully reflect classroom practice; teachers may report high 
curriculum understanding while classroom observations reveal different patterns of 
implementation. In addition, studies examining curriculum understanding typically use 
general teaching implementation as the outcome (Mansor & Jamaludin, 2024; Shahudin & 
Jamaludin, 2024), rather than measuring specific differentiated practices across content, 
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process, product and the learning environment. Future research should therefore combine 
self-report with classroom observation, lesson plans, teaching materials, pupil work, 
assessment records, teacher interviews and, where appropriate, pupil perspectives. 
 
The Interaction Among the Challenges 
These challenges do not operate independently. A teacher may have strong curriculum 
knowledge but limited time; another may understand differentiation but lack suitable 
materials; a third may understand PBD but struggle to use assessment evidence because of 
workload. Self-efficacy may influence whether teachers attempt differentiation, while 
successful or unsuccessful classroom experiences may in turn shape their confidence (Guskey, 
2002). The translation gap therefore cannot be reduced to a single variable; it reflects the 
combined influence of teacher capacity, assessment literacy, classroom conditions, resources 
and school support. In this paper, the notion of implementation capacity is used to describe 
this broader implementation environment, as an interpretive concept rather than a new 
formal construct requiring validation. 
 
Bridging the Curriculum-to-Classroom Translation Gap 
Strengthen Curriculum, Pedagogy and Assessment Alignment 
The first direction is to strengthen alignment between curriculum expectations, differentiated 
pedagogy and assessment. Rather than being treated as separate responsibilities, KSSR 
Semakan, PBD and differentiated instruction can be viewed as interconnected: the curriculum 
identifies what pupils are expected to learn, assessment provides evidence of what they have 
learned, and differentiated pedagogy offers flexible pathways towards the intended learning. 
For example, a teacher working with a single Learning Standard may use previous PBD 
evidence to identify different levels of readiness, so that one group works with concrete 
materials and worked examples, another with guided practice, and a third with tasks involving 
application, explanation or problem-solving. The Learning Standard remains common while 
the learning pathway is adjusted. This matters because differentiation should not mean 
lowering expectations; its purpose is to provide appropriate support and challenge while 
maintaining meaningful curriculum goals (Tomlinson, 2014). Exemplar lesson plans showing 
how a single Learning Standard can be differentiated on the basis of PBD evidence would offer 
teachers practical support. 
 
Develop Sustained, Practice-Based Professional Learning 
The second direction concerns professional learning. One-off workshops may introduce the 
concept of differentiation, but teachers need repeated opportunities to apply and refine it 
through collaborative lesson planning, analysis of pupil work, peer observation, lesson study, 
classroom-based reflection, joint development of resources, discussion of PBD evidence and 
peer feedback. Effective professional learning for differentiation has been associated with 
active learning, collaboration, reflection and sustained duration (Langelaan et al., 2024), while 
sustained professional development has been associated with greater teacher efficacy for 
differentiation (Dixon et al., 2014). Recent Malaysian evidence points in the same direction: 
among 169 primary school History teachers, readiness to implement PBD was strongly 
associated with professional training (Chandran & Ahmad, 2026). This approach is consistent 
with Fullan’s (2016) emphasis on continuous professional learning, and school-based 
professional learning communities (PLCs) offer a practical platform for it. 
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Create Enabling Classroom and School Conditions 
The third direction addresses structural and organisational conditions. Given that time, class 
size and resources are among the most frequently reported barriers (Gibbs, 2023; 
Maphumulo & Biccard, 2024; Radi & Amran, 2023), teachers who are expected to 
differentiate need reasonable opportunities to plan and prepare. Schools and education 
authorities should therefore consider protected planning time, manageable workloads, 
flexible class organisation, access to teaching resources, collaborative planning and 
supportive leadership. Shared banks of differentiated materials aligned with the DSKP may be 
particularly useful, as they could reduce duplication and allow teachers to devote more time 
to interpreting pupil evidence and making instructional decisions. The aim is not to reduce 
teacher autonomy but to ensure that teachers have sufficient organisational support to 
exercise professional judgement. 
 
Strengthen the Use of PBD for Instructional Decision-Making 
The fourth direction is to strengthen the practical use of PBD. Professional learning should 
help teachers move from asking “What is the pupil’s mastery level?” to asking “What should 
I do next based on this evidence?”, consistent with the view that assessment is formative only 
when its evidence is used to adapt teaching (Black & Wiliam, 1998). This involves showing 
teachers how assessment evidence can inform flexible grouping, scaffolding, task difficulty, 
questioning, additional practice, feedback and extension activities. This direction responds 
directly to the gap between PBD knowledge and PBD skills identified in Malaysian research 
(Ng et al., 2023) and also represents an important area for future empirical study. 
 
Establish Continuous Implementation Feedback 
Implementation should be understood as an ongoing cycle in which teachers plan, implement, 
assess, reflect and adapt. Curriculum expectations inform planning and differentiation; 
classroom implementation generates PBD evidence; reflection and feedback lead to 
instructional adjustment; and the cycle begins again. Differentiated instruction cannot be 
perfected through a single professional development intervention, since teachers need 
repeated opportunities to test strategies, observe pupils’ responses and adjust their practice. 
Observing improvements in pupil learning can itself strengthen teachers’ commitment to new 
practices (Guskey, 2002). At the school level, PLCs can support this cycle; at the system level, 
implementation feedback can help education authorities judge whether curriculum 
expectations are realistic under different classroom conditions. 
 
Directions for Future Research 
The issues identified in this paper suggest several priorities for future research. First, studies 
should examine whether teachers’ curriculum understanding is specifically associated with 
differentiated instructional practice, measured across content, process, product and the 
learning environment, rather than relying on general measures of teaching implementation 
(Mansor & Jamaludin, 2024; Shahudin & Jamaludin, 2024).  
 
Second, research should investigate whether teachers’ ability to interpret and use PBD 
evidence is associated with their differentiation decisions. A guiding question might be: “To 
what extent does PBD literacy contribute to teachers’ ability to translate curriculum 
expectations into differentiated instructional decisions?” This relationship remains a 
proposition for empirical investigation rather than an established mechanism. 
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Third, future studies could examine whether classroom conditions, including class size, time, 
resources and workload, moderate the relationship between teacher capacity and 
differentiated practice, and whether school-level factors such as leadership, PLC participation, 
professional development, collaborative planning and resource availability contribute to 
sustained implementation (Langelaan et al., 2024). Fourth, as Malaysia transitions to the 2027 
School Curriculum, studies that follow teachers across the transition could examine whether 
implementation capacity developed under KSSR Semakan carries over to the new curriculum. 
 
Finally, given the reliance of the current evidence base on teacher self-report (Graham et al., 
2021), future studies should adopt mixed-methods designs that combine quantitative self-
report measures with classroom observation, lesson artefacts, pupil work and teacher 
interviews. Such designs would provide a more complete picture of how curriculum intentions 
are translated into classroom practice. 
 
Conclusion 
Differentiated instruction offers a useful approach for responding to learner diversity in 
Malaysian primary schools, and its principles are broadly consistent with the student-centred 
and responsive orientation of KSSR Semakan. Curriculum expectations, however, do not 
automatically translate into classroom practice. The evidence reviewed in this paper indicates 
that Malaysian teachers generally report moderate to high levels of curriculum understanding, 
while differentiated practice remains challenging in some contexts. This gap may be shaped 
by differences between knowledge and practical skills, assessment literacy, self-efficacy, class 
size, time, resources, workload and school-level support. 
 
The central issue is therefore not simply whether teachers understand the curriculum, but 
whether they are able to translate curriculum intentions into appropriate instructional 
decisions under real classroom conditions. The concept of a curriculum-to-classroom 
translation gap draws attention to the challenges involved in this process, particularly how 
curriculum expectations are interpreted, connected with assessment evidence, translated 
into pedagogical decisions and enacted within particular classroom and school contexts. 
 
Addressing the gap requires more than increasing teachers’ knowledge of differentiated 
instruction. Five directions are particularly relevant: strengthening curriculum, pedagogy and 
assessment alignment; providing sustained practice-based professional learning; creating 
enabling classroom and school conditions; strengthening the use of PBD for instructional 
decision-making; and establishing continuous implementation feedback. PBD deserves 
particular attention, as its potential extends beyond recording mastery levels to informing 
what teachers do next, although this relationship requires further empirical investigation. 
 
These lessons are timely as Malaysia moves towards the 2027 School Curriculum. The success 
of any new curriculum will depend not only on its aspirations for student-centred learning, 
but also on whether teachers have the knowledge, skills, assessment information, time, 
resources and organisational support to enact those aspirations. The curriculum-to-classroom 
translation gap should therefore be understood not as evidence of teacher failure, but as an 
implementation issue requiring attention at the teacher, classroom, school and curriculum 
levels. 
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