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FOREwORD

These proceedings are a collection of papers presented at the 62nd TEFLIN International 
Conference held in conjunction with the celebration of the 53rd Dies Natalis of Udayana University 
held in Sanur Paradise Hotel from 14th through 16th September 2015. The theme of this year’s 
conference is Teaching and Assessing L2 Learners in the 21st Century. The papers were selected 
out of 503 papers presented covering issues of English-language teaching from the perspectives 
of (1) Language Policy and Planning in Assessment, (2) Quality Assurance in ELT, (3) 21st Century 
Language and Communication skills, (4) Assessment in Character Education, (5) Rotes of ICT in 
Teaching and Assessing L2 Learners, (6) English for Young Learners, (7) Innovations in Teaching 
and Assessing, (8) Best Practices in L2 Teaching and Research, (9) School-based Assessments, (10) 
English for Specific Purposes, (11) Standardized Tests of English Proficiency (e.g. KLTS, TOEFL), 
(12) English for General Purposes, (13) The National Examinations and their Impact on L2 Learning, 
(14) Translation in Language Teaching, (15) Teacher’s Professional Development, and (16) Literature-
Based in Language Teaching. 

We would like to express our sincere thankfulness to those who presented their papers 
at the conference. We also wish to thank the students at the English Department, Faculty of Let-
ters and Culture, Udayana University who have assisted us with the typesetting for the format of 
the proceedings. More importantly, we express our gratitude to the board of reviewers who have 
worked hard in reviewing the submitted papers selected for the proceedings. 

Denpasar,   September 2015

The Committee
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THE USE OF PEER TUTORING TO IMPROVE THE STUDENTS’ 
wRITING SKILLS

Dwi Fita Heriyawati
dwifitaheriyawati@yahoo.com / dfhfita@gmail.com

English Education Department
Faculty of Teacher Training and Education

Kanjuruhan University of Malang, East Java
Jl. S. Supriadi No. 48 Malang-Indonesia

ABSTRACT
Myriad of studies have shown that writing is a very crucial part of language skill. To overcome 
this problem I try to implement peer tutoring technique to teach writing for the students who take 
writing I. Peer tutoring is the development of peer learning, but in this occasion the tutor comes 
from the students in the different level of education. The tutors are not the professional teachers; 
they are chosen based on some qualifications especially their results of academics scores and their 
ability in English writing. Besides,there are some characteristics of peer tutoring as explained by 
Topping (1996). They arecross-year small-group tutoring, the personalized system of instruction, 
supplemental instruction, same-year dyadic fixed-role tutoring, same-year dyadic reciprocal peer 
tutoring, dyadic cross-year fixed-role peer tutoring, same-year group tutoring, peer assisted writing, 
and peer assisted distance learning (Topping, 1996). Furthermore, this small research isconducted 
for the second semester students of English Education DepartmentKanjuruhan University. It is 
hoped that by applying peer tutoring in the teaching writing, students may develop strategies for 
collecting, synthesizing, and interpreting new information from their tutors and teachers as this 
promote students’ autonomy in improving their writing skill as one of the significant principles to 
meet international standards of language learning.

Keywords: peer tutoring, writing skill

1. INTRODUCTION
English is an international language that should be acquired by the students in all levels of 

education. The students have to master all the language skills well. In reality, in EFL classroom, 
the students still find difficulties to write. They get stuck on their idea whenever the lecture 
asked them to write. The students cannot express their idea into a good paragraph. The students 
probably do not have sufficient knowledge to write.

The students’ problems in writing appear because the students are not familiar with 
the theme and topic given by the lecturer. The students do not understand some background 
knowledge related to the topic that they should write. Furthermore, writing an essay in English 
is not part of their culture, because most of the students prefer to express their idea in the spoken 
form rather than in the written form. Most of the students think that to write they need to know 
more about the content of the paragraphs, organization, mechanism, and correct grammatical 
rule. 

Writing is a part of learning process that has to be mastered by the students. Writing is an 
important skill that has to be learned besides the other language skills (Derewianka, 1990:14). 
The activity of writing begins by brainstorming to get the ideas of writing. These ideas should 
be explained in written form (Allen, 1998:16). Writing is an essential ingredient in taking, 
retaining, and expressing information.
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In English department Kanjuruhan University of Malang, writing courses are offered 
from the second semester to the fifth semester. The writing courses include Writing 1 to writing 
4 which starts form the very basic of writing to the complicated one. The teacher of writing 
always trained the students to write well in English, but the students still get confused to start 
their writing. The second semester of university students are obliged to learn writing skills. In this 
case, they have to learn about capitalization, sentences, paraphrase, summarize, topic sentence, 
paragraph and body of the paragraph and also creating outline of the paragraph. Besides, the 
students also learn some texts such as descriptive, narrative, expository, and argumentative 
text. 

Unfortunately, many of university students are not good enough in writing. For example, 
they cannot write a simple composition in writing class. They are still influenced with their 
own first language. The students consider that writing is one of the most difficult language 
skills because they are demanded to express their ideas in written English appropriately. This 
phenomenon is caused by many factors and one of them is the way the teacher teaches writing 
lesson to the students. The teacher tends to focus on finishing the materials and ignore the 
results and she/he may also focus on one aspect only, for example the grammatical structure, 
so the students get less attention in the writing class (Wahyuni, 2003:17). The teacher has a 
role not only to teach in the class but also to make some important decisions, for example, in 
selecting appropriate method, material, and media that will be used in teaching in the class. The 
students have their own proficiency levels and learning styles that affect their comprehension 
to grasp the material.

In order to help the students solve their problem in writing, I considered employing peer 
tutoring as one of the interesting methods in writing.Peer tutoring is the development of peer 
learning, but in this occasion the tutor comes from the students in the different level of education. 
The tutors are not the professional teachers; they are chosen based on some qualifications 
especially their results of academics scores and their ability in English writing. Besides, there 
are some characteristics of peer tutoring as explained by Topping (1996). They arecross-year 
small-group tutoring, the personalized system of instruction, supplemental instruction, same-
year dyadic fixed-role tutoring, same-year dyadic reciprocal peer tutoring, dyadic cross-year 
fixed-role peer tutoring, same-year group tutoring, peer assisted writing, and peer assisted 
distance learning (Topping, 1996).

The basis for peer tutoring to teaching writing skill is the concept of Second Language 
Acquisition (Krasen, 1985). The concept maintains that, in order to learn a language well, one 
must also learn context in which language is conventionally used in order to attain the language 
and the course simultaneously. It focuses more on the “meaning” than the “format” of the 
language as the ability to understand the language would motivate the learners to continue with 
learning. The main purpose is the students are able to communicate in the target language; they 
will be able to understand the contents; and subsequently see improvement in their writing skill 
(Suppawan & Chuchart, 2010:88-89).

The activity of peer tutoring has the advantages for the students, for example the students 
will more active, interactive, participative, and also responsive in the teaching and learning 
process.Furthermore, this strategy also has the advantages to make the students feel free from the 
tension in the teaching and learning process. In this case, peer tutoring increasing the student’s 
awareness in correcting their own mistakes.The lecturer can employ the treatment of matter of 
form including organization, grammar, and mechanism through the tutors.

The peer tutoring strategies can be more effective means to develop the requisite skills 
because it deals with writing in a manner similar (or identical) to how writing is assigned, 
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prepared for, and reacted to in real academic courses. In this method, the implementation to 
teaching writing still follows the four stages of teaching writing; prewriting, writing the first 
draft, revising, and publishing (Shih, 1986). In this approach, the contexts of the various contents 
are transformed into language learning tool. 

A preliminary study conducted in the second semester students of English Department, 
Kanjuruhan University of Malang, at the first meeting of sentence writing course. In this 
occasion, the students get difficulties to develop their idea into good sentences. In addition, 
they get difficulties in constructing good sentences. The students only sit and do not know what 
they should write in their paper.

Based on the students’ difficulty in developing their idea in good sentences, this research 
aims to help the students raise their ability to write and to develop their idea and their knowledge 
into a good paragraph through peer tutoring in sentence writing course. Moreover, the research 
question in this study is “How can peer tutoring improve the students’ writing skill in the second 
semester of university students?”

2. METHOD
Based on the objective of the research is implemented peer tutoring in the sentence writing 

course or writing I to the second semester of English Education Department, Kanjuruhan 
University of Malang, a classroom action research design was utilized. The design was 
implemented to know the improvement of the students writing ability and reducing the student’s 
difficulties in writing sentences.

The classroom action research (CAR) conducted in the second semester students of 
English Education Department, Kanjuruhan University of Malang. 25 students of English 
education department were involving to be the participant of this research. This small research 
was implemented in the first month of the writing subject. The researcher conducted the 
research for about 8 meetings only, in the first, second, until eight week of the writing course the 
researcher implementing the peer tutoring approach as a technique to teaching sentence writing.
The lesson includes pre-writing, whilst-writing and post-writing. In the pre-writing activity, the 
researcher gave brainstorming to the students, then the researcher asked the students to make 
a group, each groups will accompanied by one of the tutor from the six and eight semester of 
English Education department. In whilst-writing, the researcher grouped the students into 4 
groups, and then the students were discussing the topic they read accompanied by tutor. After 
conducting 15 minutes discussion in group then, the lecturer asked the students to write their 
sentence by synthesizing and composing their idea into a paragraph guided by the tutor. It took 
about 40 minutes to write. Furthermore, in the post-writing, the teacher asked the students to 
share their difficulties in writing sentences, by asking questions related to their difficulties and 
share their results of writing. 

In this part of activity, the lecturer and the tutor give the students correction and feedback 
related to the students’sentence writing, and asked the students to revise their works, and in 
the next following week the students submitted the result of their revision to be published 
in the classroom. In the week 8 in the first week of April 2015, the researcher conducting 
post-test aims to know the progress of the students in their writing ability. Furthermore, to 
know the students’ opinion about the implementation of peer tutoring in sentence writing, 
the researcher conducting questionnaire to the students which consist of 10 items related to 
the teaching of writing by using peer tutoring approach. The results of questionnaire were 
described qualitatively. The interviews with some of the participant were conducted to support 
the research data. Furthermore, to obtain truly data, the researcher was recording the teaching 



e 4   f 

Proceedings 
The 62nd TEFLIN International Conference 2015

learning process and ticking the observation sheet.
All the data were analysed throughout the research. Therefore, the researcher obviously 

analyses the result of the students writing test to measure the progress of the students writing 
ability. Meanwhile, the supporting data related to the student’s opinion in the implementation of 
peer tutoring in sentence writing were collected from questionnaire, interview, and the lecturer 
observation sheet. 

3. FINDINGS
This part covers the results of the classroom action research based on the observations 

which were taken during the implementation of the action research which is supported by the 
students’ answers on the questionnaire. The findings functioned to know the results of research. 
The research presented only one cycle that consists of eight meetings including the test.The 
materials were taken from the textbook, supplementary material, and encyclopaedia based 
on the theme provided. The findings were also supported by the students’ responses on the 
questionnaire which is about the teacher’s and the students’ activities during the writingactivity. 
Besides, it covers the research findings on the problems that rose during the implementation of 
peer tutoring in the teaching of writing.

Implementation of the Research
Planning

From the previous experience of writing class, the researcher knows that the students get 
difficulties in writing. Based on this observation, the researcher planned to apply the action 
research in improving the students writing ability through peer tutoring approach.

Acting
This phase needed to be done simultaneously to have clear description of what happened 

during the implementation of this strategy. In realization to the learning strategy, the lecturer 
proposed in orientation and procedure of students’ works as an open activity or introduction. 
Then, the lecturer distributed the material to the students. In the main activity of learning, the 
lecturer divided the class into groups of 5, and then asked the students to discuss the result of 
their difficultieswith the tutor for 15 minutes. After the discussion session, the lecturer asked the 
students to write a good paragraph, by following the rule of writing which includes organization, 
mechanism, and correct grammatical rule. In the post writing activity, the lecturer asked the 
students to submit their work, and invited some of the students to write their result of writing, 
so that it will be easy to give the students feedback and comment related with the students work. 
In the next following week the lecturer asked the students to revise their work and publish it in 
the classroom wall.

Meeting 1 to 5
The first until the five meeting were conducted on 18th February 2015, 25th February 2015, 4th 
March 2015, 11th March 2015, and 18th March 2015 with the following activities.

Pre-writing activity
Greeting and introduction were done for about 5 minutes and then the lecturer and the students 
conducted brainstorming session related to topics discussed in that day; later, the lecturer asked 
the students to discuss about capitalization, kinds of sentences, coordinating conjunction, and 
sentence combination. The materials in the first until fifth meetings are focused on the grammar 
and capitalization.  The whole time for conducting pre-writing activity was 15 minutes
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Whilst-writing activity
Main activity was done for about 60 minutes by discussing the subject matter to the class, 
forming the class into a group of five. The members were chosen randomly. Then, the lecturer 
placed one tutor in every group and asked them to assist the students to discuss in the group 
related with the material they discussed. Furthermore, after 15 minutes discussion, the lecturer 
gave the students’ time to write their sentences based on the result of their discussion into a 
paragraph for about 40 minutes. Most of them were very busy to elaborate their idea into a 
paragraph. The students use the rest of the time (5 minutes) for correcting and submitting their 
work. 

Closing activity
This activity was done for about 15 minutes. It was focused on concluding and giving the 
feedback related with the result of the students’ works. Then, she closed the meeting.
Meeting 6 to 7
The sixth and seventh meetings were conducted on 25th March 2015 and 1st April 2015 with the 
following activities.

Pre-writing activity
Greeting and introduction were done for about 5 minutes and then the lecturer and the students 
conducted brainstorming session related with topics discussed in that day, later, the lecturer asked 
the students to discuss the material about grammar and commas, this including Subject–verb 
agreement, Adjective clause, Noun clause, Rules of commas. The whole time for conducting 
pre-writing activity was 15 minutes

Whilst-writing activity
Main activity was done for about 60 minutes by discussing the subject matter to the class, 
forming the class into a group of five. The members were chosen randomly. Then, the lecturer 
placed one tutor in every group and asked them to assist the students to discuss in the group 
related with the material they discussed. Furthermore, after 15 minutes discussion, the lecturer 
gave the students’ time to write their sentences based on the result of their discussion into a 
paragraph for about 40 minutes. Most of them were very busy to elaborate their idea into a 
paragraph. The rest of 5 minute that the students have in whilst writing was used for correcting 
and submitting their work. 

Closing activity
This activity was done for about 15 minutes. It was focused on concluding and giving the 
feedback related with the result of the students’ works. Then, she closed the meeting.
Meeting 8
The eighth meeting was conducted on 8th April 2015 with the following activities.

Pre-writing Activities
Greeting and introduction of the activity were done for about 15 minutes. Then, the teacher 
made some appraisal to the previous activity.

Whilst-writing Activity
Main activity was done for about 60 minutes. The lecture asked the students to write the 
descriptive paragraph in right composition of writing, including the content of the paragraph, 
organization, mechanism, and correct grammatical rule, as the test of writing for the students. 
The test was done individually. The purpose of the test was to find out the students’ improvement 
in the writing ability.

Closing activity
Closing activity was done for about 15 minutes to conclude the result of learning by giving 
feedback related to the students’ works. Then, she closed the activity.
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Observing
In the implementation of the strategy, the lecturer focused on the observation of classroom 

condition globally. The interaction happened during implementation of peer tutoring approach 
was recorded.

On the first meeting, the discussion session was cantered on some members of the groups 
who had prepared themselves with the writing materials to be discussed. These students did 
most of the group tasks. Other group members were busy with other matters. Other students 
tended to rely on their friends and ignored the group discussion and their tutor. 

At first, the students needed to be assured that they were allowed to ask the teacher or 
the tutor whenever they had problems in doing the tasks. They needed encouragement. These 
phenomena showed the researcher that it was important for the students to know the form 
of the sentences in order to help them writing the sentence for writing easily. Moreover, 
their comprehension also became important for them because that will support their writing 
composition.

On the second and third meetings it ware found that the lecturer asked all group members 
to note down the result of their discussion to overcome this problem. Then, all group members 
directly wrote down the results of the discussion even though they did not join the discussion. 
Right after that, the lecturer asked the students again to write their paragraph.

On the fourth, fifth, sixth, and seventh meeting, the researcher found the phenomena that 
during the discussion assisted by the tutor, the students feel very interested in writing. Applying 
this strategy in writing, the lecturer had a wider chance to approach the students and guided 
them whenever they found problem. Moreover, they would feel that they had the responsibility 
to produce their paragraph.

At the eight meeting, the teacher conducted the test. The lecturer asked the students to 
write their paragraph in the piece of paper.  During the writing session, it was found that the 
students found it easy to write, perhaps because they know the knowledge of the topics and 
grammatical rule. The students did the test for 60 minutes. The result of the test showed that 
the average students’ score was 7.6 (see appendix 3). It meant that students’ writing skill was 
improved. 

Reflecting
From the observation which had been done, the researcher found some problems which 

disrupted in the discussion session. Some students did not join the group discussion, relied on 
other group members to do the group tasks, and made noise. The researcher tried to analyse 
these problems and found out that the problems arose because they were not concentrating on 
the group due to the reasons; some students were lazy, passive, and ignorant students. For the 
first time, the students did not give the attention to their tutor, perhaps they thought that the tutor 
do not have sufficient knowledge to guide them. Furthermore, this condition was influenced by 
their ability to write their paragraph. Besides, the implementation of peer tutoring strategy in 
the teaching of writing can enrich the knowledge of the students, than, make the students write 
easily.

Based on the analysis of the observation and the reflection of the implementation of peer 
tutoring approach, the researcher concludes that the students get improve in their writing skill.

The Result of Questionnaire
From the result of questionnaire the researcher can conclude that the students feel joyful 

and happy in the implementation of peer tutoring in the writing class. The students found 
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it easy to write their paragraph, because they already have the knowledge related to their 
topic of writing from the tutor. Furthermore, the students also have the knowledge about the 
organization, mechanism and correct grammar to support their paragraph. In conclusion, the 
implementation of peer tutoring strategy in the teaching of writing really help the student to 
write their paragraph, because this strategy provided the students with the sufficient knowledge 
to compose their sentence and paragraph.

4. DISCUSSION
From the finding of the research, it can be showed that the implementation of peer tutoring 

could improve the students’ writing especially for sentence writing to a simple paragraph.  This 
could be viewed from the result of the analysis of process and product implemented throughout 
the research. The writing test was administrated by the researcher at the end of each cycle. The 
materials of the test were taken from the topic.

After the researcher implemented peer tutoring strategy for about 7 times in the teaching 
of writing, the researcher know that the students’ ability in writing a sentence to a simple 
paragraph increased. It can be seen from the result of the students writing product in every 
meeting which become better. In the implementation of peer tutoring, the students feel easy to 
write their sentence and paragraph after they have small discussion with the tutor. The students 
get the knowledge from their reading and discussion. So, it really helps the student to compose 
their paragraph.

Furthermore, the result of the research is closely related to a study by Benware danDeci 
(1984) who conducted a research to the small group of students in the teaching of reading 
stated that peer tutoring have positive effect for the tutor, that they can learn through teaching 
learning activity. The tutors also get better understanding than the advisee.Besides, peer 
tutoring have the power from the students to actively involved in the teaching and learning 
process. Anotheradvantage is the students who became the tutor will have a good cognitive and 
metacognitive ability. They also have a good experience to implementing their knowledge. 

Peer tutoring is the development frompeer learning (PL). PeerLearning have wide 
point of view where the students who come from the different level of proficiency working 
together in one group to help one another in order to reach the target of knowledge, meanwhile, 
peer tutoring should have the position to assist their junior. (Topping, 2005). Besides, there 
are 13 elementsto create peer tutoring in the classroom. They are the number of the group, 
social status,the student’s age, the students’ ability, and the role of the students,time, place, 
particular character from the tutor and the students, and the strongest of the team. (Slavin, 1996 
& 2005).

Peer tutoring have some characteristics, such as: cross-year small-group tutoring, the 
personalized system of instruction, supplemental instruction, same-year dyadic fixed-role 
tutoring, same-year dyadic reciprocal peer tutoring, dyadic cross-year fixed-role peer tutoring, 
same-year group tutoring, peer assisted writing, and peer assisted distance learning(Topping, 
1996). 

Peer tutoring strategy differ from traditional approaches to teaching sentence writing in 
at least four major ways: (1) Writing from personal experience and observation of immediate 
surroundings is de-emphasized; instead, the emphasis is on writing from sources (readings, 
lectures, discussions, etc.), on synthesis and interpretation of information currently being studied 
in depth. Writing is linked to ongoing study of specific subject matter in one or more academic 
disciplines and is viewed as a means to stimulate students to think and learn. (2) The instructor 
who guides and responds to writing must know the  subject matter well  enough to  explain it,  
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field questions,  and  respond  to  content  and  reasoning in  papers. Treatment  of  matters  of  
form  (organization,  grammar, mechanics)  and  style  do  not  dictate  the  composition course 
syllabus, but rather follow from writers’ needs. (3) Students listen, discuss,  and  share  about  a  
topic  before  writing  about  it as contrasted to  the  traditional belief  that  in  a  writing  course, 
students should only write. (4) Extended study of a topic (some class treatment of core material 
and some independent and/or collaborative study/research) precedes writing, so that there is 
“active control of ideas” and “extensive processing of new information” (Anthony, 1985, p. 4) 
before students begin to write.

In the implementation of the research, the student found the new environment in the 
teaching of sentence writing. The students also get the new experience which can help them 
in their writing. In the implementation of peer tutoring strategy in the teaching of writing, the 
students have to practice guiding the junior to write the topics in order to explore the knowledge 
related to their writing. Then, the students also have a discussion session related with the topic 
they read. In this case the students get chances to think and gain a lot of information that will 
very useful for their writing.

While the reading, writing, and discussion were implemented together, then the students 
have to learn about the organization, mechanism, and the rule of the grammar use. By having 
adequate knowledge about this, the students can explore more their idea in the depth of their 
writing. Even in the discussion session there was a problem with the poor students were only 
rely on others, but at least they still get the information from the discussion. The students still 
gain the knowledge from the lecture and tutor related with their topic.

Moreover, the implementation of peer tutoring can change our mind that in the writing 
class the students not only doing writing. But they can also do reading, listening, and speaking 
integrated before they write. It means that in the writing class the students will not feel depressed 
because they should practice writing for the whole time and commonly they got stuck on their 
idea because they do not have adequate knowledge to write. Additionally the students also fell 
depressed because they should also give the attention to the organization, mechanism, and the 
grammatical rule based on the theory provide by the teacher. By implementing peer tutoring 
strategy, the students feel free to ask their difficulty to their tutor without any burden because 
the tutor is their senior whom they meet every day.

Thus, it can be considered by the teacher to use peer tutoring strategy as an alternative 
ways to improve the teaching writing because this strategy can make the students interested 
to write, read, and speak. When the students practice all the component of the language skill 
together, it will enable the students to memorize the information they get longer than the 
students only see it. The use of this strategy in teaching writing is more interesting and it can 
give motivation to the students to understand about the lesson longer and automatically. The 
peer tutoring strategy can give the chance for the students to discuss their difficulties in group 
with their tutor, and also give the students understanding about the vocabulary and the grammar 
use. It was to improve the students’ motivation and their writing ability. 

5. CONCLUSION
From the findings of the research and also the discussion part, it can be seen that the 

implementation of peer tutoring strategy in the teaching of writing really helps the students in 
improving their writing ability. The students find it easy to compose their paragraph, because 
they got sufficient knowledge related to their topic. Their writing organization, mechanism, and 
grammatical rule were improved significantly, because they had the model through their tutor. 
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In addition, these parts of writing were not distracting their time to write. On the other hand, in 
the implementation of peer tutoring, the students got not only the adequate knowledge related 
to the content of the text but also the vocabulary use and the grammar. Overall, the students’ 
writing ability was improved as it can be seen from the result of the students writing test. The 
average score of the students’ writing test were 7.6, from 25 students in the writing classroom. It 
means that the students really enjoyed and got the benefit in the implementation of peer tutoring 
strategyin the teaching of sentence writing.

The result of this research explains the useful strategy in the teaching of sentence 
writing and it describes the implementation of the strategy. This is supported by the result of 
the students writing score and their opinion about the implementation of this strategy in the 
teaching of writing.  Since this research was only small scale classroom action research with 
the very limited time to implement the research due to peer tutoring strategy, the researcher 
suggests other researchers to explore more about the implementation of peer tutoring in large 
scale research, with other various types of text, material to be explored, and also with the 
adequate time to employ. Future researchers can also implement peer tutoring strategy as one of 
the strategies for teaching other language skills. In addition, lectures should know the students’ 
level of proficiency in writing, in order to help the students solve their writing difficulties in 
EFL classroom.
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ABSTRACT
We are now living in the digital era. Our students have changed radically. They think and process 
information fundamentally differently. They need to learn to use digital tools to empower their 
learning so that they can compete in our ever-changing world. Digital technologies and education 
are both recognized as essential to a global future. Communities throughout the world, including 
students and teachers, have access to knowledge, tools, resourses that were only dimly imagined 
even 30 years ago. How can we encourage our students to improve their knowledge through the use 
of digital technologies? Quipper School ( QS) an e-learning service that is designed comprehensively 
for teachers and students to help the learning process continues effectively with the benefit of digital 
technology. Using this service, teachers can manage classes and assign classwork or homework 
easily and efficiently. Students can learn and finish their homework anywhere while earning rewards, 
as well as isolating their strengths and weaknesses, at anytime. Quipper School has proven to be 
essentially providing new learning experience to teachers and students all around Indonesia, with 
many schools reporting that student’s results has significantly improved. In pre task, introduce topics 
to students to discuss. Then, teachers can quickly see student’s performance, analyze where their 
strengths and weaknesses lie, so that teachers can help them to improve and flourish. During the task, 
students work in pairs. They are able to share the ideas of a new material one to other students.  

Key words : Digital era, process information, QS, homework. 

1.  INTRODUCTION
Information and communication technology (ICT) is the number one phenomenon in 

human progress of this century . ICT or ICT -based computer, very rapid growth , both hardware 
and software and strategic function , penetrated into various sectors. If, initially computer 
functions only as a means of data processing and administration, especially in the world of 
business or industry . Now , the computer experiencing growth and development in the world of 
education . Not only for the data processing and administration, but also as a means of learning 
activities (KBM) or the transfer of knowledge.Teaching and Learning using computer media 
commonly referred to as multimedia-based learning or any other term E -learning system . The 
presence of computers as a learning tool is felt. Although a variety of reasons expressed , there 
is claimed to be afraid of, do not have time to spare, even principled feel old computer already 
can not then do not bother to learn it. But, in essence causing low ICT competence of teachers 
due to low awareness or willingness of teachers to learn. Appropriate ICT curriculum one of 
the subjects in school . Ironically , teachers emphasize students to master ICT only through ICT 
subject teachers . In fact , the need for teachers’ ICT competence over many benefits. As for the 
administrative work of teachers , began to manufacture Learning Implementation Plan ( RPP) , 
the processing value, to the preparation of research reports a class action (PTK).

More importantly, as mentioned above, as a means of multimedia-based learning or E 
-learning system. We know, school is the basis for the development of science and technology 
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and teachers who are directly involved in it . In the midst of the rapid progress of ICT, it is 
still very underdeveloped teacher. The question is, where the role of education as a center of 
science and technology, or as an agent of change? According to the Pew Research Center, 
95 percent of American teens use the Internet. Even if teens are not on a digital device, they 
are surrounded by images, links, and references related to staying connected and begin in the 
“know” through the Internet, cell phones, and other devices.Young people of this generation 
have been labeled digital natives because of their heavy reliance and use of the Internet and 
digital technology. Many of the Internet sites adolescents visit are related to social media and 
the ability to communicate with others. Many teens stay connected to each other through texts, 
Twitter, Facebook, Instagram, Tumbler, and other social media platforms, and their digital use 
has become a natural extension of their lives. The ability to “control” their social world, express 
themselves, and connect with others, fulfills developmental needs adolescents have at this time 
in their lives. It is difficult to find research proving whether connectedness through digital 
means has a positive or negative effect on teens’ lives.

2. STEREOTYPES TEACHING PROFESSION
According to the Law on Teachers and Lecturers teacher is a profession. The reality is 

that many teachers are not professional . The teaching profession is still not aligned with other 
professions, such as managers, lawyers, doctors, and accountants. Stereotypes that the teacher 
is not a profession that coveted remain attached.

Teacher certification programs do not show a positive impact, but add a small portion 
of income teachers who pass the certification. According to the Chairman of the Indonesian 
Independent Teachers Federation (FGII), Supaman, of approximately 2.7 million teachers 
in Indonesia, only 550 thousand teachers who have been certified . Even then, the new 351 
thousand teachers who already have the decree. That is, the new number of 351 thousand 
teachers who have received professional allowance ( Pikiran Rakyat : 29/11/2010 ). To become 
a professional teacher should continue to improve their competence . In the information age, the 
role of  ICT is very beneficial for the education world,  of course with all consequently. Thus, 
computer literacy for teachers a necessity. Compensation, allowance is intended to improve the 
competence to support their professionalism, including competence in the field of computer.

In fact, increasing the welfare of teachers, allowances obtained is used for purposes 
outside by profession. However , to patch up the necessities of life , not to improve the quality, 
such as, training, purchase of books supporting, or buy a computer. This was due to economic 
conditions they are forced , because the government has not met the teachers’ welfare, especially 
for a private teacher.

3. MULTIMEDIA BASED
Multimedia-based learning or E-learning system has many advantages. Due to limited, it 

has been a lot of schools that develop the learning models. Although the computer is no longer a 
privilege, there are many schools that have not implemented a multimedia-based teaching. The 
main cause is the cost factor and the low competence of teachers in the field of ICT.There are 
at least three pedagogical theories related to the learning process. First, the theory of Bloom’s 
taxonomy, namely the cognitive (intellectual skill competency). Consists of six levels, namely; 
knowledge, comprehension, application, analysis, synthesis, and evaluation. Second, taxonomy 
Trathwohl (affective), include the introduction or acceptance, giving a response, respect for 
the values, organization, and experience. Third, taxonomy Harrow (sphere psikomotoer) 
comprising, imitate, manipulate, precision motion, articulation, and naturalization.
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Multimedia-based learning log with the help of computer devices connected to a network 
or the Internet will accelerate and enrich students’ understanding of the learning process. Because 
with the help of computer technology combination of several elements, such as text, sound, or 
image, (graphics, movies, or animation) with viualisasi different colors. Thus, students can 
receive course materials through several senses at the same time. Hear, read and see. Effects 
of multimedia-based learning process of students not only taken on the cognitive but also 
affective, psychomotor even. In contrast conventional learning, where the level of efficiency 
is limited. Educates participants could not imagine further, only the cognitive domain.Within 
the framework of educational equity, there should be no difference between elite schools and 
normal schools, between schools in the city and schools in remote corners, or between public 
schools and private schools. It is ironic, if learners are not not enjoy the use of the computer as 
a medium of learning for teacher competence factor as a major constraint. One key, the teacher 
must seek to improve their competence. Governments need to develop policies that encourage 
teachers to improve their competence in the field of computers simultaneously conducting the 
training. 

3.1 21st - CENTURY SKILL
The term “21st-century skills” is generally used to refer to certain core competencies such 

as collaboration, digital literacy, critical thinking, and problem-solving that advocates believe 
schools need to teach to help students thrive in today’s world. Twenty-first-century learning 
means that students master content while producing, synthesizing, and evaluating information 
from a wide variety of subjects and sources with an understanding of and respect for diverse 
cultures. Students demonstrate the three Cs: creativity, communication, and collaboration. 
They demonstrate digital literacy as well as civic responsibility. Virtual tools and open-source 
software create borderless learning territories for students of all ages, anytime and anywhere. 
Powerful learning of this nature demands well-prepared teachers who draw on advances in 
cognitive science and are strategically organized in teams, in and out of cyberspace. Many 
will emerge as teacherpreneurs who work closely with students in their local communities 
while also serving as learning concierges, virtual network guides, gaming experts, community 
organizers, and policy researchers. Twenty-first-century learning embodies an approach to 
teaching that marries content to skill. Without skills, students are left to memorize facts, recall 
details for worksheets, and relegate their educational experience to passivity. Without content, 
students may engage in problem-solving or team-working experiences that fall into triviality, 
into relevance without rigor. Instead, the 21st-century learning paradigm offers an opportunity 
to synergize the margins of the content vs. skills debate and bring it into a framework that dispels 
these dichotomies. Twenty-first-century learning means hearkening to cornerstones of the past 
to help us navigate our future. Embracing a 21st-century learning model requires consideration 
of those elements that could comprise such a shift: creating learners who take intellectual risks, 
fostering learning dispositions, and nurturing school communities where everyone is a learner. 
Success in the 21st century requires knowing how to learn. Students today will likely have 
several careers in their lifetime. They must develop strong critical thinking and interpersonal 
communication skills in order to be successful in an increasingly fluid, interconnected, and 
complex world. Technology allows for 24/7 access to information, constant social interaction, 
and easily created and shared digital content. In this setting, educators can leverage technology 
to create an engaging and personalized environment to meet the emerging educational needs of 
this generation. No longer does learning have to be one-size-fits-all or confined to the classroom. 
The opportunities afforded by technology should be used to re-imagine 21st-century education, 
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focusing on preparing students to be learners for life. The Internet, which has enabled instant 
global communication and access to information, likewise holds the key to enacting a new 
educational system, where students use information at their fingertips and work in teams to 
accomplish more than what one individual can alone, mirroring the 21st-century workplace. 
Students in the 21st century learn in a global classroom and it’s not necessarily within four 
walls. They are more inclined to find information by accessing the Internet through cellphones 
and computers, or chatting with friends on a social networking site. Similarly, many teachers 
are monitoring and issuing assignments via virtual classrooms.

3.2 GLOBAL PROBLEMS OF TEACHER
Lack of time 
Homework takes too much teacher time : 10% of class time , 20% of time at school, 

Unable to  provide for star/struggling students.
Poor use of IT.
Lack of IT adoption within the classroom .
Lack of good supplementary materials.

4. QUIPPER SCHOOL
Quipper School is an E-learning service that is designed comprehensively for teachers 

and students to help the learning process continues effectively with the benefit of digital 
technology. Using this service, teachers can manage classes and assign classwork or homework 
easily and efficiently. Students can learn and finish their homework anywhere while earning 
rewards, as well as isolating their strengths and weaknesses, at anytime. Then, teachers can 
quickly see student’s performance, analyze where their strengths and weaknesses. Of course 
teachers nowdays face big challenges, large classes, full of paper works. Quipper School is 
here to help. Quipper School makes managing, monitoring multiple classes containing hundred 
assignments. Takuya, Marketing Director at Quipper made a speech at Bett, world’s biggest 
edtech convention in London. He was one of the few speakers talking about edtech in South 
East Asia. The title of the presentation is “Why South East Asia is Leading the World in Mobile 
Learning” - Quipper School is growing rapidly across the world, but Takuya feels that when 
it comes to mobile learning, South East Asia has 3 defining characteristics that may lead the 
region to the most advanced m-learning hotbed. The first one is growth. Everyone knows that 
SEAsia is one of the fastest growing regions in terms of population and GDP. And mobile 
learning is not an exception. Mobile penetration is expected to grow fivefold between 2013 
and 2019, and mobile data consumption is expected to grow more than eightfold, one of 
the fastest pace in the world. Also, SEAsia is a ‘mobile first’ region. Since mobile devices 
and network are much more advanced and faster than traditional computers and wifi there, 
everything is being build around mobile. This includes mobile payment, agriculture, healthcare, 
and of course learning. There many mobile learning sprouting up in the region as well, such 
as Kalase from Indonesia. The second distinctive feature is ‘BYOD - bring your own device’.  
We know that this trend is growing quickly. However, when it comes to ‘mobile’ BYOD, it’s 
not yet become mainstream. Takuya said that after having talked with many edtech leaders, 
government officials, school principals and teachers, mobile BYOD is not widely accepted, 
because of security, lack of application, effectiveness etc. He estimates that only around 10- 
15% of the students have ever done any significant learning related activities with their own 
mobile devices at school. However, the situation is very different in SEAsia. When Takuya 
visited schools in Indonesia, he was surprised to see that working on Quipper School with their 
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own devices at school is very common. When Quipper surveyed more than 1,000 students and 
200 teachers, mind-blowing 95% of the students said that they’re allowed to bring their own 
devices to complete the Quipper School tasks at school, and 55% of the students are already 
actively doing so. This trend is driven by some factors. One is that the region leapfrogging the 
old technologies such as laptop and wifi, because, as previously mentioned, the new mobile 
technologies are much more advanced. Secondly, government officials are very supportive. 
They not only allow students to bring devices, they actively encourage them to do so. This is 
because they acknowledge that mobile learning is key to improving their country’s education, 
and hence the economy. Lastly, Takuya says “at Quipper, we always say that teachers are at the 
core of driving the edtech revolution. When someone doesn’t have a mobile device to work 
on Quipper School, teachers actively share their own devices. They’re not fighting against 
new technologies. They’re embracing them.” - With the BYOD trend, students now can learn 
anywhere, and anytime.  - The third characteristics, is “Test Prep”. Asian countries are famous 
for having very competitive test prep cultures. For example, in Japan, their entrance exams 
start when they’re 3 years old (for kindergarten), and parents send their kids to cramming 
school to pass the exams. New York Times and Washington Post wrote very compelling articles 
describing this culture in China and South Korea, as well. And it’s growing very quickly in 
SEAsian countries as well. A lot of review centres and private tutorial centres are being built.  
And the students naturally expect this to happen on mobile as well.  When Quipper surveyed 
its users, more than 70% of the students expect to receive private tuition online, stating that 
it’s much more convenient and fun. Nearly 80% parents agreed too. Takuya says that it won’t 
be too long before we start to see many interesting innovations in this field. Mobile learning 
will play very important roles in SEAsia, and a lot of innovations will be born here. There are 
some questions posed by this, Takuya warns. For example, with mobile learning and the BYOD 
trend, most of students’ learning activities will become online and all the data will be stored 
in the cloud. We don’t know yet to whom the data belong, and who has access to it.  Mobile 
learning is surely catching on, and many interesting things will happen. Help them to improve 
and flourish. Quipper School has proven to be essentially providing new learning experience to 
teachers and students all around Indonesia, with many schools reporting that student’s results 
has significantly improved. Another positive switch of habit is that students tend to ask for 
homework before teachers actually assign it. Students find online learning as a fun way to learn 
and do assignment, especially because Quipper School present gamified features, which is as 
challenging as playing any online games. What Quipper School can provide :

Save time for teachers, improve results
National curriculum aligned rich contents 
Basic functions are free
Fun way to learn

How can start Quipper School?
Sign up : Input basic information, choose job title / subject / school types.
Create class : Input class name, select the course, and have successfully 
created the class. Please check a class code, give the class code to the students and then 

the students are able to enter their class. 
Create assignment : Drag topics you’d like to select as assignment,  set assignment 

schedule and choose either of assignment/Examination, then send to students.
Here the students are able to study anytime, anyplace, meanwhile the data result resend back to 
their teacher. 
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5. CONCLUSION
Digital technologies and education are both recognized as essential to a global future. 

After more than a decade of investment, many countries report slow adoption of digital 
technologies in their education sector, especially in schooling and in the teacher education, 
while uptake in the general community, where the students spend most of their lives , continues 
to outstrip projection. After the invention of Personal Computer and the internet, smart phones 
and tablet PC are the common gadgets can be easily found among people in the world. Besides 
it advantages, these instruments change the way users communicating to the others. Teachers 
use gadgets mostly for supporting their job and routine activities such as checking e-mails, 
sending text message and browsing for information in the internet. When teachers were asked 
about the students sending them text message, all of them said that they are welcome to be 
contacted by them. They said that messaging makes their work efficient. All students admit that 
they ever send short text messaging to the teachers. Furthermore, they said that prefer to send 
messages when they want to discuss about assignments or anything related to their study. 

Quipper School is here to help teachers in managing, monitoring multiple classes 
containing hundreds students doing assignments or exams. Using this service, teachers can 
manage classes and assign classwork or homework easily and efficiently. Students can learn and 
finish their homework anywhere while earning rewards, as well as isolating their strengths and 
weaknesses, at anytime. There are three services in Quipper School : learn, create and link. The 
teachers are able to be a students in order to know what the teachers have given to the students, 
and also can train himself to master anykind of lesson. In create service the teachers are able 
to create their own assignments or exam that would be given to the students not depend on the 
materials that quipper school had inside. Of course here the students have to do the assignments 
or exam online anywhere, anytime they like. It is called the digital world, no limitation to do. 
The students can do many times until they find the right answer to the questions that given. 
Here the teacher can monitor the progress of students score classically and individually in 
detail. There are many advantages of having quipper school both teachers and students. While 
the teacher is going out the class and the students are easily checked by the teachers what have 
the students done without afraid of making mistakes because it is done systematically by the 
quipper school provider. 
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ABSTRACT
In this paper I examine some challenges of assessing character education in the context of TEFLIN. 
Major sources of character education in Indonesia (e.g., Kurikulum 2013)seem to be religious values. 
However, there are two salient problems. First, in religiously inspired character education, there are 
concerns about religious values imposition. Second, it is oftentimes vague what types of, and how, 
character education can be evaluated in English language teaching and learning settings. In the 
context of an EFL teacher education program in a Christian university that I studied,one Christian 
student showed her religious dogmatism in classroom interactionsor elsewhere in which peers having 
different religious views were present. Students’ communicative competence in expressing religious 
values can be assessed by examining their growing self-reflexivity (which problematizes dogmatism), 
among others, in their discourse. Character education assessment rubricsare developed from the 
cases reported here, in light of: (1) the Indonesian government’s guidelines for assessing character 
education; (2) critical ELT; and (3) Celce-Murcia’s (2007) model of communicative competence.

Keywords: character education (CE), assessment, critical pedagogy/ELT, communicative 
competence.

1. INTRODUCTION
In Indonesia, character education (henceforth CE) is inspired by religious values, among 

others. or The Constitution of the Republic of Indonesia of 1945 [2002](a.k.a. UUD 1945) 
clearly states: “The government advances science and technology along with holding religious 
values… to [promote] civilization as well as the well-being of humanity” (chapter 3, article 
31, subsection 5). In Desain Induk Pendidikan Karakter (the blueprint of CE developed by 
the Ministry of National Education; henceforth DIPK, 2010), it is explained that character 
configuration entails “Olah Hati (Spiritual and emotional development), Olah Pikir (intellectual 
development), Olah Raga dan Kinestetik (Physical and kinestetic [sic] development), [and] Olah 
Rasa dan Karsa (Affective and Creativity development)” (p. 9, italics in original).Furthermore, 
“pendidikan karakter mempercayai adanya keberadaan moral absolute” [CE believes in the 
existence of moral absolute] (p. 10). DIPK (2010) justifies its stance on moral absolute by stating 
that “sesungguhnya terdapat nilai moral universal yang bersifat absolute… yang bersumber 
dari agama-agama di dunia… contohnya… hormat, jujur, bersahaja, menolong orang, adil 
dan bertanggung jawab” [actually there are values of universal morality that is absolute… 
which originates from religions in the world, e.g., respectful, honest, modest, helpful, just, 
and responsible] (p. 10).Furthermore, from DIPK’s perspective, character education is more 
profound than moral education, because the former not only teaches what is right and wrong, 
but it also instills habit – or “habituation” in the document (p. 10) – of good things. Through 
habituating oneself to doing good things, DIPK believes that learners are able to understand 
which one is right and wrong (cognitive domain), feel good values (affective domain), and be 
accustomed to doing them (behavioral domain). 
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In another document derivative of the Indonesian Constitution (i.e., Panduan Pelaksanaan 
Pendidikan Karakter [Guidelines for Implementing Character Education], 2011), the Ministry 
of National Education enumerates 18 “nilai-nilai pembentuk karakter” [values that form 
character] (p. 7) which originate from religions, Pancasila (i.e., the state’s five principles), 
cultures, and the goal of national education: (1) religiosity, (2) honesty, (3) tolerance, (4) 
discipline, (5) hard work, (6) creativity, (7) independence, (8) democracy, (9) curiosity, (10), 
patriotism, (11) nationalism, (12) appreciation towards others’ achievements, (13) friendliness/
communicativeness, (14) peace, (15) love to read, (16) environment awareness, (17) social 
awareness, and (18) responsibility (p. 8). 

Unlike in Indonesia where CE cannot be separated from religious views, the place of 
spirituality, especially those inspired by religions, has been disputed in the literature of TESOLin 
the West. Buzzelli and Johnston (2002), for instance, contend: “our use of the word moral 
has nothing in common with its use by the Moral Majority [in the United States] and other 
right-wing Christian organizations” (p. 4). Reluctance to include religiosity in second language 
pedagogy is not without a reason. In fact, both non-Christian (Edge, 1996, 2003; Kubota, 2009; 
Pennycook & Makoni, 2005) and even Christian ELT scholars (Chamberlain, 2009; Ferris, 
2009; Loptes, 2009) have reservations about evangelization or proselytization, especially by 
many Western Christian English language educators in non-Western host countries.Shaaban 
(2005), a Lebanese ELT scholar, also expresses his secular view when saying that “[a] glance 
at the divisive role played by ‘politicised’ religion in places like Indonesia… and Lebanon 
clearly demonstrate the dangers of basing moral education on religion” (p. 214). However, non-
Indonesian (including Western) scholars’ (excessive) fear of proselytization through ELT or of 
centering moral education on religion has not been substantiated by more in-depth analyses of 
challenges, not simply impossibilities, in implementing character education in highly religious 
societies like Indonesia and its educational institutions.

In the context of TEFLIN, CE has been discussedby some scholars (e.g., in a position 
paper by Sugirin, 2011), but specific attentions to inter-religious negotiations of CE and how 
it can be assessed democratically in inter-religious contacts among ELT stakeholders have yet 
to be sufficiently examined. Qoyyimah (2014), in her ethnographic study in Indonesian state 
junior-high schools, found out that four EFL teachers in the schools have nuanced views of the 
role of religious values in their ELT practices. She delves into the tensions these teaches had 
to encounter when they integrated moral (or character) education from secular and religious 
perspectives. Apart from what teachers can do or have done in class, Hapsari (2013) investigated 
to what extent reading sections of the English e-book for senior high school students contained 18 
character values (see Panduan Pelaksanaan Pendidikan Karakter[Guidelines for Implementing 
Character Education], 2011). In my earlier study (Mambu, 2014), findings related to CE are the 
by-products of my larger question of how spirituality was negotiated by EFL teacher educators 
and students in a Christian university.One case from my findings in the 2014 study (i.e.,students’ 
religious dogmatism and religious tolerance) will be selected here as bases for expanding on the 
specific question of how CE can be assessed through TEFL.

Prior to addressing this question, I will synthesize insights into assessment from (a) the 
blueprint of CE developed by the Ministry of National Education under Muhammad Nuh (i.e., 
Desain Induk Pendidikan Karakter [DIPK], 2010); (b)critical ELT perspectives; and (c) a 
communicative competence model (Celce-Murcia, 2007). 

The Ministry of National Education in 2010 through its DIPK (2010) has provided some 
indicators for assessing students’ processes of character building. Teachers can base their 
assessmenton observations and anecdotal notes of students’ behaviors, as well as students’ 
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assignments or reports. Teachers’ considerations can be expressed qualitatively based on 
these incremental progress indicators: (a) Belum Terlihat (Yet to be Seen); (b)Mulai Terlihat 
(Emerging);(c) Mulai Berkembang (Developing), and (d) Membudaya (Part of Students’ Culture/
Habit) (pp. 35-36). In the first stage, students do not seem to understand the meaning of a value. 
The second phase is indicated by early signs of expected behaviors because students begin to 
understand, but these behaviors are not yet consistently done. In the third stage, students’ expected 
behaviors are more consistently performed, especially because there is better understanding 
and awareness, as well as reinforcement from people close or distant from the students. The 
final phase is signaled by students’ continuous performances of expected behaviors due to 
fuller understanding and awareness, with stronger reinforcement from people surrounding the 
students. The students show moral maturity in this fourth stage. Overall, assessment framework 
based on DIKP is applicable to a myriad of behaviors expected to be performed by learners/
students. However, there is no concrete examples of how this is utilized in the context of ELT. 

Attending to learners’ own social, political, or economic realities to be critically 
investigated has been a central principle in Paulo Freire’s critical pedagogy (see e.g., his seminal 
work, Pedagogy of the Oppressed). However, practical procedures of critical language/ELT 
assessment, as Crookes (2013) indicates, are few and far between. Crookes, however, cited the 
work of Keesing-Styles (2003), an Early Childhood teacher educator. In Crookes’s and my view, 
Keesing-Styles’s argument (as cited in Crookes, 2013, p. 68) can be extrapolated in ELT: 

To achieve a critical approach to assessment, it must be centered on dialogic interactions 
so that the roles of teacher and learner are shared and all voices are validated… [A critical 
approach to assessment] must value and validate the experience students bring to the classroom 
and importantly, situate this experience at the centre of the classroom content and process in 
ways that problematize it and make overt links with oppression and dominant discourses. [The 
critical approach to assessment] must reinterpret the complex ecology of relationships in the 
classroom to avoid oppressive power relations and create a negotiated curriculum, including 
assessment, equally owned by teachers and students. 

Students’ voices can be based on their own realities or experiences (e.g., of dealing with 
a dishonest person, of facing a racist person, of encountering a discriminatory treatment, of 
marginalizing other people, etc.). When a student’s experience, upon his/her self-reflection, is 
such that s/he makes others suffer, then the student is expected to problematize it. Regarding 
negotiated assessment, it is pivotal that teachers provide opportunities for students to either 
develop their own assessment criteria (or rubric)or do self-assessment. “Student-generated 
[assessment] criteria” (Keesing-Styles, 2003, p. 13) will not be discussed here; it deserves at 
least another paper in its own right. In this paper, I will focus on teacher-generated assessment 
rubrics.

DIPK (2010) has provided stages of CE-related learning behaviors to be assessed, but 
the assessment framework appears very teacher-centered. The critical ELT perspectiveenriches 
the understanding of narrowing power differentials between students and teachers with regard 
to assessment. Still unclear is how language-related behaviors in spoken or written discourse 
are assessed by students themselves and teachers. To address this, I will use the construct of 
“communicative competence,” especially the one which has been modeled by Celce-Murcia 
(2007). Her currently developed model provides quite a comprehensive elucidation of language 
learning aspects that can be tangibly observed and assessed. 

Refining previous models of communicative competence, Celce-Murcia (2007) suggested 
six components in the current model: (1) sociocultural competence; (2) discourse competence; 
(3) linguistic competence; (4) formulaic competence; (5) interactional competence; and (6) 
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strategic competence. I will summarize the first three only, because they are the most relevant 
components in this current study.

First, sociocultural competence constitutes “the speaker’s pragmatic knowledge” or 
competence (Celce-Murcia, 2007, p. 46). Pragmatic knowledge enables a person to convey 
thoughts or feelings in ways that are suitable according to (target language) norms of sociocultural 
contexts of where communication takes place. Second, discourse competence indicates a 
person’s ability in choosing, sequencing, and arranging words, sentences, and utterances that 
can be understood by others. Four sub-areas of discourse competence include (a) cohesion 
(e.g., “reference [anaphora/cataphora], substitution/ellipsis, conjunction, and lexical chains”); 
(b) deixis (e.g., “spatial terms [here/there…], temporal terms [now/then…], textual reference 
[the following table…]; (c) coherence; and (d) generic structure or “formal schemata that allow 
[someone] to identify a… segment as a conversation, narrative, interview, … lecture, sermon, 
etc.” (Celce-Murcia, 2007, p. 47). Third, linguistic competence can be identified by a person’s 
capacity in using phonological, lexical, morphological, and syntactical knowledge.

2. METHOD
In a larger eight-month ethnographic study in a Christian university (i.e., Jawara Christian 

University [henceforth JCU] – a pseudonym) in Java(Mambu, 2014), I recruited 17 focal 
participants (i.e., six students and 11lecturers) who come from various religious backgrounds, 
especially Islam and Christianity. One of the major criteria for recruiting them is their overt 
religiosity, which was apparent during my preliminary observations in their classes or was based 
on teachers’ and/or students’ reports or stories. I elicited data from some of these participants 
through focus group discussions, individual interviews, and classroom observations. 

In this paper, I selectdata from five participants. These five people brought up the themes 
of religiosity and tolerance, either in class or elsewhere (i.e., focus group discussions or 
interviews). They are (1) Calantha (a Christian female student from outside Java); (2) Tono 
(a Muslim male student from Java); (3) Ellie (a Christian female student from out of Java and 
a social activist); (4) Franz (a Christian male student from Java); and (5) Celeste (a Christian, 
non-Javanese female instructor). These are not their real names. Calantha and Tono participated 
in one focus group discussion together on the same day (March 4, 2014). Calantha, Ellie, and 
Franz belonged to the same class (i.e., Communication Across Cultures), with Celeste being 
their instructor.Participants’ responses are transcribed verbatim. As regards students’ responses, 
verbatim transcription will indicate areas of students’ linguistic competence, among others, that 
need improving. 

For the current paper, I selected video- and/or audio-recorded data that contain divided 
views surrounding an issue ofexpressing religious faiths in ELT settings. The existence 
of overlapping and conflicting views on this issue accounts for how challenging it is to 
assess(religious) tolerance as a CE-related theme. This theme will be analyzed by a theoretical 
framework I synthesized in the introduction from the perspectives of DIPK (2010), critical ELT 
(Crookes, 2013; Keesing-Styles, 2003), and Celce-Murcia’s (2007) model of communicative 
competence.

3. FINDINGS AND DISCUSSION
Assessing students’ religious views expressed in English can be daunting. Let me begin 

with a student’s dogmatic views. In a focus group discussion,Calantha had a dogmatic view of 
spirituality, after I asked her “What does spirituality mean to you?” This is her response: “It’s 
something that holy. Holy and there is right and wrong. You have to do this, and you don’t 
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have to [i.e., must not] do this” (Focus group discussion, March 4, 2014). Binary oppositions 
like “right” versus “wrong,” and “you have to do this” versus “you must not do this” are verbal 
indicators of this dogmatism. 

In another thread of conversation, I asked students in the focus group discussion to 
comment on a curriculum document that in my opinion contain some Christian bias. Tono 
expressed his feeling as part of the minority in JCU. Tono was already a member of the students’ 
body, but as a Muslim, he could not be promoted to general or commission chairpersonship. 
Then he asked: “What if a Muslim or Hindu, or other that’s not Christian is more capable to be 
a leader, right?” Calantha raised her right hand, ready to take the floor, but Tono still managed 
to continue on his comment: “Like [what] Calantha said that we have to realize that we live in 
Christian university. You can’t change the rule that they created. So we have to adapt not they 
adapt to us” (Focus group discussion, March 4, 2014).

Calantha’s dogmatism was accentuated in full sway afterwards. She not only stressed the 
word “rules,” but she also repeated it across utterances: “Because we have to look the rules. 
… The university was born or was made in Christian rules”(Focus group discussion, March 4, 
2014, italics added). Furthermore, the constructed dialogue “What is tritunggal?” [i.e., What is 
Holy Trinity?] only widened power differentials between Calantha and Tono. The same stance 
on not allowing non-Christian to be leaders at structural positions in JCU was even maintained 
in a follow-up interview. As she said in an interview two weeks following the focus group 
discussion(i.e., on March 18, 2014): “And I want to ask him, like ‘Do you know the rules of 
JCU? Like tritunggal [i.e., trinity]. Can you explain it?’ Maybe I just want to prove [that] he 
cannot answer my question. Something like that.” Then I challenged her: “And then if he cannot 
answer the question? What’s next?” Calantha replied: “Ya it is prove that he has to be Christian, 
to be a leader in this university.” Her next statement only makes her power gap with a non-
Christian like Tono, despite his absence, more noticeable: “Do you know about like tritunggal 
or takut akan Tuhan adalah permulaan pengetahuan [i.e., the fear of God is the beginning of 
wisdom/knowledge]?” (March 18, 2014).  

In a Communication Across Cultures class (April 2, 2014), Calantha remained dogmatic. 
The class was discussing a drama script (from Kaleidoscope Eyes) written by a Singaporean 
female author, Theresa Tan (1998). Kaleidoscope Eyes, briefly speaking, contains a fiction 
of a Catholic wife of Chinese descent (Clare) who was restless about her husband’s being a 
homosexual, which she knew only after they got married.

When Ellie her fellow Christian friend seemed to be open to homosexual or lesbian 
friends, Calantha protested strongly: “But how about if the Bible said that God just create 
woman and man in this world!?”
Ellie resumed her talk:

Ya. Like I said before, from my religious perspective, I agree that homosexuality is forbidden. But as myself, 
I very open to them. I mean I have a lesbian friend... . My experience is more open-minded. Because, if you 
make relationship with them, you will know their reason. So sometimes their situation change their identity. 
So we can’t judge them. (Communication Across Cultures class, April 2, 2014)

Noticing the dispute between Calantha and Ellie, Celeste (the instructor) provided her in-situ 
formative assessment. Unlike Calantha, Celeste planted some seeds of tolerance in her views 
expressed in an academic tone:

So as a person, you comprise your personal belief from different sources. Right? And one of them is religion. 
But I think this is interesting this morning to find out that you share different ideas. Yes. Like on the basis 
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of your religious affiliation or belief, you say you disagree with homosexuality. But as a person you maybe 
not on the level of agree or disagree, but at least you provide room for this issue. Am I right? Maybe in 
order to say I agree or disagree is too big. Ya? Unless you spend closer time with the person, like Ellie say, 
you can understand the reason. Then you can say you agree or disagree. (Communication Across Cultures 
class, April 2, 2014)

Calantha remained noncompliant to tolerance for the homosexuals. She asked Celeste: 
“Ma’am. I just [have a] question. How about if we give them time, or give them space to live,... 
it will increase their homosexual?” Addressing the rest of the class, Celeste clarified Calantha’s 
question: “She thinks that accepting the fact of homosexuality will facilitate the growth of 
homosexuality. What do you think of this?” Franz, an opponent of homosexuality, had the 
following remark: 

I’m agree with Calantha that we can increase the homosexual if we have the room for [them]. Because in 
the Bible, as I Christian, God have told me, told us that we cannot accept the homosexual. Because it’s 
straight that God want. It’s man and woman. It’s not like Sodom and Gomorrah. So I cannot accept that 
about homosexual and lesbian living. (Communication Across Cultures class, April 2, 2014)

Celeste asked her question again: “including providing room for them?” Franz was 
resolute: “Ya. Including providing room... .” Ellie joined the conversation again: “I think only 
God can judge.” Calantha picked up on Franz’s idea: “It will related to the Bible that God 
only creates man and woman... . Can you say that after they pass away they can go to the 
heaven?” The remaining heated debate between Calantha and Ellie was eventually interrupted 
by Celeste.

In a follow-up interview on the following day, I played the video recording and asked 
Celeste why she decided to interrupt Calantha. She explained: “the main reason is I sense... 
resistensi, gitu. Yang satu resisten sana, aku resisten ini. Na kalo dilanjutkan, nanti kan akan 
menjadi kurang dialogis lagi [resistance. One was unwavering about her opinion, the other was 
adamant with her own opinion. If it had been continued, it would have been less dialogic.]” 
Besides that, Celeste would like other students to participate (Interview, April 3, 2014).

Religious tensions in the above snippets may resonate with many people, including 
(some) ELT stakeholders in Indonesia, who negotiate either their fundamentalist (a.k.a. 
dogmatic) perspective (recall Franz and Calantha) or (more) “liberal”/tolerant views (recall 
Ellie and Celeste).With these two conflicting views present in ELT settings, be it in classroom 
discourse or focus group discussions and interviews, assessing character education becomes 
more challenging. It is therefore incumbent upon EFL teacher educators/researchers to, first of 
all,think of a core value that forms a desirable character. That Calantha and Franz sound very 
religious is undoubtable. However, when a student’s (e.g., Calantha’s) religiosity is likely to 
hurt other people who either have a different religion (e.g., Tono) or a secular view, performing 
religiosity per se might not constitute a desirable character. In the narrative, tolerance seems 
to be shown by Ellie and Celeste, and the antithesis of tolerance is dogmatism, like that of 
Calantha and Franz. Let us assume then that (religious) tolerance is the core value (see Panduan 
Pelaksanaan Pendidikan Karakter [Guidelines for Implementing Character Education], 2011, 
p. 8) being focused on to be assessed. The next step I suggest is figuring out a cluster of values 
relevant to religious tolerance.From the perspective of Panduan Pelaksanaan Pendidikan 
Karakter (2011), the cluster of values shape a “character configuration” of “Olah Hati” (spiritual 
and emotional development), “Olah Pikir” (intellectual development), and “Olah Rasa dan 
Karsa” (Affective and creativity development).1According to the Panduan, relevant values in 

1 Olah Raga (literally sports) or Physical and Kinesthetic Development is irrelevant here. 
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Olah Pikir include being critical, open(-minded), and reflective; in Olah Hati having empathy, 
and in Olah Rasa dan Karsa being tolerant (p. 9).

Certainly I was not in the position of givinggrades to my research participants, especially 
in the contexts of focus group discussion or individual interviews. Celeste was. However, 
assuming that interacting with a student like Calantha is not atypical situation in ELT settings, 
I can still build up a model of how to assess students’ character development through English 
language use over time. After determining the core value (e.g., [religious] tolerance) with its 
related values (e.g., being critical, open[-minded], reflective, and having empathy), the next 
step is delineate observable language-related behaviors, seen through the perspective of 
communicative competence, that reflect the core and related values being assessed. 

The selection of components of communicative competenceis certainly at an individual 
teacher’s discretion. However, to illustrate the development of a model for assessing religious 
tolerance in TEFLIN contexts, I will elaborate on my selections of communicative competence 
components that I emphasize and my justifications for doing so. In terms of sociocultural 
competence, Celce-Murcia (2007) argues that “a social or cultural blunder can be far more 
serious than a linguistic error when one is engaged in oral communication” (p. 46). Although 
Celce-Murcia seems to limit the sociocultural aspects within the purview of learning “target 
language” norms (e.g., the sociocultural norms of English as a foreign language being learned), 
in the cases of Calantha and Franz the communicational blunder on their part is more on their 
insensitivity, regardless of the language being used or learned. Still, if Calantha and Franz had 
been addressing competent English users (including the so-called English “native speakers”) in 
a highly secular academic context in, say, a state university in the United States, their audience 
(particularly those who are non-Christian and proponents of homosexuality) could have felt 
very uncomfortable. By asking “but how about if the Bible said that God just create woman and 
man in this world!?... How about if we give… [the homosexuals] space to live... it will increase 
their homosexual?” (Communication Across Cultures class, April 2, 2014), Calantha is very 
likely to be perceived (at least by me and Ellie) as an oppressor who threatens the existence 
of homosexual people. No matter how strongly Calantha claimed “even though I say that I 
disagree [with homosexuality], [it] doesn’t mean that I judge them… I only just disagree… with 
their life as a homosexual” (Interview, April 3, 2014), the way she constructed her discourse 
in the class on the day before the interview suggests otherwise: Calantha sounded judgmental.
Moreover, even in an Indonesian university, Calantha’s dogmatic stance might sound offensive 
to her Muslim friend, Tono. From Celce-Murcia’s (2007) perspective, a student like Calantha 
did not appear to be aware of her religiously associated social (especially power) distance 
between herself, as a Christian in a Christian university, and her Muslim peer.In terms of 
“stylistic appropriateness” under the component of sociocultural competence (Celce-Murcia, 
2007, p. 46), Calantha still had poor politeness strategies, too. Checking Tono’s understanding 
of “tritunggal” (i.e., the Holy Trinity) may be regarded as harsh (or downright impolite).

As regards linguistic competence, it is interesting to notice Calantha’s lexical (or word) 
choices. She used the word “rules” repeatedly, and defined spirituality in a black-and-white 
approach: “right” versus “wrong;” using the modals “have to” and the erroneous “don’t have to,” 
which is supposedly “must not” (Focus group discussion, March 4, 2014).Overall, Calantha’s 
inaccuracy in using “don’t have to” instead of “must not” shows her rather weak linguistic 
competence. Moreover, her lexical repertoire for religious dialogues seems very restricted as 
she kept using rule-oriented words (e.g., “rules,” “have to,” “right,” and “wrong”). As such, 
she did not seem to have some flexibility in expressing a critical stance, empathy, and self-
reflections. 
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In terms of sociocultural competence, Ellie and Celeste conformed to very crucial (target) 
academic language norm: being critical, which is encapsulated in Olah Pikir (intellectual 
development; Panduan Pelaksanaan Pendidikan Karakter, 2011). Being critical has a twofold 
meaning: (1) being objective, as opposed to being too subjective (e.g., Calantha’s one-sided 
view of religion); (2) being aware of power differentials between people having different 
orientations, especially in terms of religious views and sexuality. 

With regard to discourse competence, Celeste and Ellie elaborates on their critical ELT 
orientation through reflection (or, to be used interchangeably here, self-reflexivity). The self-
reflexivity is expressed in discourse of intrapersonal dialogues in which a learner’s or an 
educator’s experience is subject to problematization, especially when the experience is deemed 
colluding with dominant discourses (e.g., religious one-sidedness and dogmatism) perceived 
as oppressive (Crookes, 2013; Freire, 2000; Keesing-Styles, 2003). At a discourse (i.e., across 
utterances) level, Ellie could distinguish between her religious belief (e.g., “from my religious 
perspective, I agree that homosexuality is forbidden”) and her personal secular stance (e.g., “as 
myself, I very open to [the homosexuals]”). Furthermore, showing empathy, which is part of 
Olah Hati (spiritual and emotional development [Panduan Pelaksanaan Pendidikan Karakter, 
2011]), Ellie stated: “… if you make relationship with [the homosexual or lesbian people], 
you will know their reason. So sometimes their situation change their identity. So we can’t 
judge them” (Communication Across Cultures class, April 2, 2014). Celeste, the instructor, also 
exemplifies self-reflexivity through positioning her own religious belief as one source, among 
other sources, which constitutes the totality of her ever-evolving personal belief. Implied in her 
self-reflexivity is her “constant questioning” (Friedrich et al., 2013, p. 131) of religion as the 
only source of people’s (including her own) ever-evolving personal belief. 

Celeste’s and Ellie’s ability in demonstrating their (a) critical stance, (b) empathy, and (c) 
reflections can be traced by their linguistic competence, especially the use of lexical items like 
“open” or “open-minded” (Ellie, April 2, 2014), despite her inaccurate usage (i.e.., “I very open 
to them”; “My experience is more open-minded”), and a syntactical construction like “But as 
a person you maybe not on the level of agree or disagree [sic], but at least you provide room 
for this issue [of homosexuality]” (Celeste, April, 2, 2014). “Provide room” is particularly a 
powerful verb phrase in this context. It indicates some degree of empathy for marginalized 
homosexual or lesbian people. 

After discussing how DIPK (2010), critical ELT perspectives, and Celce-Murcia’s (2007) 
communicative competence are related in assessing religious tolerance, I will now proceed 
to summarizing it in rubrics for teacher’s part (see Figure 1) and students’ self-assessment. 
Invisible and desirable language-related behaviors depicting students’ character development, 
as far as their constructed discourse in class or elsewhere is concerned, are gleaned from my 
discussion about Calantha’s, Ellie’s, and Celeste’s verbalized responses.  
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Figure 1. A Teacher’s Rubric for Assessing EFL Students’ Character Development on 
(Religious) Tolerance.  

Character Development Rubric

A Specific Character 
being Assessed:

(RELIGIOUS) 
TOLERANCE3

Stages of a Student’s Character Development (DIPK, 2010)

Not Yet Seen

(Belum Terlihat)

Emerging

(Mulai Terlihat)

Developing

(Mulai Berkembang)

Part of Culture/Habit

(Membudaya)

Components of 
communicative 
competence (Celce-
Murcia, 2007)

Sociocultural 
competence
Indicator: Being 
critical1 in an 
academic setting 
(i.e., being objective 
or not one-sided, 
and being aware of 
power differentials in 
people’s orientations, 
especially toward 
religious views and 
sexuality.

The student does not 
seem to understand 
critical and polite 
stances in academic 
settings, especially 
when an audience is 
from another religion 
or is non-religious.

The student begins 
to understand critical 
and polite stances in 
academic settings. 
However, her or his 
discourse suggests 
that such stances are 
not yet consistently, if 
at all, performed.

The student’s critical 
and polite stances 
in academic settings 
are more consistently 
performed, regardless 
of whether there 
is some degree of 
reinforcement from the 
instructor and/or other 
students.

With or without stronger 
reinforcement from the 
instructor and/or peers, 
the student continuously 
performs critical and 
polite stances in academic 
settings due to a full(er) 
understanding and 
awareness of potential 
academic audience’s 
expectations. 

Discourse competence
Indicator: Elaborated 
discourse (i.e., a 
stretch of utterances) 
on reflection (or self-
reflexivity1, 4) that 
shows some empathy2 
toward a marginalized 
group of people. 

The student does not 
seem to be aware 
of the need to be 
self-reflexive and 
show empathy across 
utterances (i.e., at a 
discourse level) in 
academic settings, 
especially when an 
audience is from 
another religion or is 
non-religious.

The student begins to 
understand the need 
to be self-reflexive 
and show empathy 
in academic settings. 
However, her or his 
discourse suggests 
that such reflection 
and empathy are not 
yet consistently, if at 
all, performed.

The student’s 
reflections and 
empathy in academic 
settings are more 
consistently 
performed, regardless 
of whether there 
is some degree of 
reinforcement from the 
instructor and/or other 
students.

With or without stronger 
reinforcement from the 
instructor and/or peers, 
the student continuously 
performs self-reflexivity4 
and empathy in academic 
settings due to a full(er) 
understanding and 
awareness of potential 
academic audience’s 
expectations. 

Linguistic competence 
Indicators: Mastery 
in using lexical and 
syntactical forms 
indexing critical1 
stance (including 
open-mindedness1), 
empathy2, and 
reflections1.  

The student has yet 
to use lexical items 
or syntactical forms 
that show critical 
stance, empathy, 
and reflections in 
academic settings, 
especially when an 
audience is from 
another religion or is 
non-religious.

The student begins 
to use lexical items 
or syntactical forms 
that show critical 
stance, empathy, 
and reflections in 
academic settings. 
However, her or his 
discourse suggests 
that such reflection 
and empathy are not 
yet consistently, if at 
all, performed. 

The student’s use 
of lexical items or 
syntactical forms 
that show critical 
stance, empathy, 
and reflections in 
academic settings are 
more consistently 
performed, regardless 
of whether there 
is some degree of 
reinforcement from the 
instructor and/or other 
students.

With or without stronger 
reinforcement from the 
instructor and/or peers, 
the student continuously 
utilizes lexical items or 
syntactical forms that 
show critical stance, 
empathy, and reflections 
in academic settings due 
to a full(er) understanding 
and awareness of potential 
academic audience’s 
expectations. 

Notes:
1 Olah Pikir (Intellectual Development): Being critical, open(-minded), and reflective.
2 Olah Hati (Spiritual and Emotional Development): showing empathy.
3 Olah Rasa dan Karsa (Affective and Creativity Development): being tolerant.  
(Based on Panduan Pelaksanaan Pendidikan Karakter [Guidelnes for Implementing Character Education], 2011)
4 The notion of self-reflexivity is in line with the critical pedagogy/ELT perspective (Crookes, 2013; Keesing-Styles, 2003). 



e 26   f 

Proceedings 
The 62nd TEFLIN International Conference 2015

In the teacher’s rubric (Figure 1), I do not include the word “dogmatism” explicitly, 
because at the end of a learning process (e.g., at the end of a semester), the rubric will be shared 
with students, and it is likely to be too face-threatening on the part of the students (like Calantha 
or Franz) if they are labeled as “dogmatic.” It will be more fruitful, therefore, that desirable 
values forming a composite character like “religious tolerance” are elucidated in the rubric, 
especially at the indicator sections (under each component of communicative competence). 
Besides that, by saying “with or without stronger reinforcement from the instructor and/or peers” 
(under “Membudaya” column) I attempt to provide some space for EFL teacher-researchers to 
analyze the extent to which (religious) tolerance discursively constructed by a peer like Ellie 
and an instructor like Celeste is internalized in due course by a student like Calantha. When 
students ask an instructor to elaborate on her or his rationales behind marking certain columns 
in the rubric, the instructor can make use of their notes, which are ideally as detailed as my 
transcribed video-recorded data I presented above. One example of elucidating the rationale is 
for an instructor to bring the notion of linguistic modalities of necessity (e.g., “must,” “have to”) 
to the student’s attention. In so doing, students’ awareness of lessening dogmatism in academic 
discourse can be increased.

The teacher’s version of rubric (Figure 1) can be used for formative assessment once or 
subsequently. To illustrate, the rubric allows a teacher/researcher like me – Celeste has never 
used it – to trace whether or not, or the degree to which, Calantha developed her religious 
tolerance as a desirable composite2 character. I will first document how many times I met 
her. Based on the reported findings above, I met her on three major events: (1) a focus group 
discussion (March 4, 2014), when she challenged Tono, her Muslim friend; (2) a class session 
(Communication Across Cultures class, April 2, 2014); and (3) a follow-up interview (April 3, 
2014). In these three events, her sociocultural competence as elucidated in Figure 1 are “Not 
Yet Seen,” “Not Yet Seen” and (probably?) “Emerging” respectively. In the first two events, she 
combatively attacked Tono and an imagined homosexual community respectively. Only in the 
third event did Calantha incorporated what Celeste said about providing room for homosexuals, 
but she did not frame it an elegantly academic way, because she was insistent on rejecting that 
idea altogether. Concerning discourse competence and linguistic competence, “Not Yet Seen” 
prevails in three events, in my opinion. 

4. CONCLUSION AND SUGGESTIONS
In this paper, the challenges of assessing character education in ELT have been addressed 

through my working models of assessment rubrics for teachers and students. These rubrics 
incorporate insights from the findings of my larger ethnographically framed case study, in light 
of DIPK (2010), critical pedagogy/ELT, and Celce-Murcia’s (2007) model of communicative 
competence. The most challenging part in developing the assessment rubrics is the necessity 
of coming to terms with the controversy of incorporating religious and critical views into 
ELT settings, including an English language classroom like Celeste’s Communication Across 
Cultures class. Some Indonesian state policy makers (e.g., authors in DIPK, 2010) favor moral 
absolute, especially that which is religiously inspired, over relativizing morality. However, 
DIPK itself endorses “tolerance” as a value that shapes a desirable character. From a critical 
pedagogy/ELT perspective, tolerance can be nurtured through providing space for EFL students 
to have interactional dialogues of controversial issues like homosexuality in class or elsewhere. 
With regard to assessment, the critical pedagogy/ELTperspective encourages me to develop 

2  By “composite” here I refer to related values (e.g., being critical, being reflective, and showing empathy)constructing the 
character of religious tolerance.
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rubrics for both teachers and students, on the grounds that the voices of both parties need to 
be “validated” (Keesing-Styles, 2003, as cited in Crookes, 2013, p. 68). Central to the rubrics 
are elaborated indicators of values (e.g., being critical, reflective/self-reflexive, open[-minded], 
and showing empathy) that are supposed to shape a desirable composite character of (religious) 
tolerance. These indicators are translated from my research participants’ elicited data, in view of 
Celce-Murcia’s (2007) model of communicative competence. The degree to which these values 
become internalized in the students’ language-related behaviors at sociocultural, discourse, 
and linguistic levels can be observed in four stages, following DIPK (2010): Not Yet Seen, 
Emerging, Developing, and Part of Culture/Habit. 

Challenges in assessing character education in ELT settings do not end here. The working 
assessment rubrics I present in this paper are inductively generated from my findings in a larger 
study (Mambu, 2014), and so they have not been used by the research participants whom I 
assessed with the rubrics. In future studies, the rubrics can be used and refined not only by me 
and my research participants, but also by other teacher-researchers working in EFL teacher 
education programs and schools at primary and secondary levels. One aspect of refinement 
is integration of communicative competence components that have yet to be explored here 
(i.e., formulaic competence, interactional competence, and strategic competence). Apart from 
prospective use and refinement of my suggested rubrics here, Indonesian-based ELT practitioners 
can explore CE-related themes other than religious tolerance. For instance, based on my 2014 
study, two major CE-related themes emerged: academic honesty and love to read. How teachers 
develop and utilize formative assessment rubrics on a regular basis in order for students to 
avoid plagiarism and to become avid readers are crucial issues to address. 
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ABSTRACT
writing is skill that is difficult to teach because it requires understanding about grammar, mechanics of 
writing, diction and style in writing. Those are needed to make students able to write in an organized 
manner and the message can be transferred to the reader. In teaching writing, it is hoped the students 
not only able to produce a text, but through writing  they also can develop their social networks, 
support their personal and spiritual growth, communicatie professionally and academically and 
build relationship with others. Process-genre approach is the methodology that not only focus on 
the product but also the process. Thus, this study aimes to investigate the process-genre approach in 
teaching writing. The case study research design was used in this study. Observation and interview 
were employed in this study to collect the data. . Then the data were analyze by organizing data, 
transcribe data, coding the data, representing findings and then interpreting the findings. The 
findings revealed that process-genre approach is the suitable approach to teach writing in an EFL 
classroom. This approach not only make students able to produce a text, but also make them involve 
a lot in process of writing so they can develope their writing ability. Therefore it is recommended to 
used proses-genre approach in the teaching writing

Keywords: Process-Genre Approach, Writing

1. INTRODUCTION
Writing is skill that is difficult to teach because it involves proper accumulative 

knowledge of grammar, mechanics of writing (spelling, punctuation & capitalization) and 
diction (vocabulary to be used); it also involves style (way of writing to meet the expectations 
of the English reader), merit (ability) to write in an organized manner and finally imagination 
(Khalil, 2010). Then, Writing is also considered to be one of the most difficult skills that learners 
are expected to master (Sabouri, Zohrabi, & Vafa, 2014). The aim of teaching writing is not 
only the students able to produce a text but through writing, perhaps they can develop social 
networks; engaging in civic discourse; supporting personal and spiritual growth; reflecting on 
experience; communicating professionally and academically; building relationship with others, 
including friends, family and like-minded individuals; and engaging in aesthetic experiences 
(The Writing Study Group of NCTE Executive Communitee, 2004). Since it is difficult, the aim 
of teaching writing has not been achieved. Thus, the teachers need a good teaching strategy in 
order to achieve the aim of teaching writing. 

The success of learning can come from the strategy used by the teacher (Saputra, 2015). 
There are two kinds of approach that usually used by the teacher in teaching writing; process 
approach and product approach (Tribble, 1996). The product approach is one of the most practiced 
approaches in schools around the world (Pincas, 1982). This writing approach encourages 
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students to world. This writing approach encourages students to essay or the essay normally 
provided by teachers. The main aim of the approach is to provide some linguistic knowledge 
about to language student(Palpanadan, Salam, & Ismail, 2014). The product approach has four 
stages: 1) familiarization; 2) controlled writing; 3) guided writing; and 4) free writing. (Badger 
& White, 2000; Palpanadan, Salam, & Ismail, 2014). 

Tompkins (2008) defined the writing process as a way of looking at writing instruction 
in which the emphasis is shifted from students’ finished product to what they think and do as 
they write. Ho (2006) stated that process approach in teaching writing emphasizes on linguistic 
skills such as planning and drafting rather than on linguistic knowledge such as grammar. This 
approach focus on what happens while student write. There are four stages in process approach: 
1) Planning), 2) drafting, 3) Revising and Editing, and 4) Publishing (Cavkayta & Yasar, 2010; 
Tribble, 1996; Harmer, 2007)

Table 1. A comparison of genre and process orientations
(Source: Hyland, 2003; Badger & White, 2000 cited in (Yanghee & Jiyoung, 2005))

Attribute Process Genre

Main Idea Writing is thinking process concerned with 
the act of writing

Writing is a social activity concerned with the final 
product

Teaching Focus
Emphasis on creative writer skills in using 
languages

Emphasis on reader expectations and product
Knowledge about language
Knowledge of the context in which writing happens

Advantages
How to produce and link ideas
Makes processes of writing transparent
Provides basic for teaching

How to express social purposes effectively
Makes textual conventions transparent
Contextualizes writing for audiences and purpose

Disadvantages

Assume L1 and L2 writing similar
Overlooks L2 language difficulties
Insufficient attention to product
Assumes all writing uses same
processes

Requires rhetorical understanding of texts
Can result in prescriptive teaching of texts
Can lead to over attention to written products
Undervalue skills needed to produce texts

The product and process approach, focus on different things. The product approach focus 
more on the reader, and on the conventions that a piece of writing needs to follow in order to be 
successfully accepted by its readership (Yanghee & Jiyoung, 2005). While the process approach 
focuses more objective and it also focuses on the process of writing rather that the end-product 
of writing (Palpanadan, Salam, & Ismail, 2014). Though both approaches has different focus, 
but the aim of those approach is same that is to achieve the aim of teaching writing. Yanghee 
and Jiyoung (2005) provide a new approach that combine both approach; process and product 
approach called process-genre approach. This approach was used to make students realize that 
in writing, they also need focus on the end product, not only their progress in the writing. 

The focus of the process-genre approach is to make students not only able to produce a 
text, but also make them involve a lot in process of writing so they can develope their writing 
ability. Hence, the main purpose of this research is to investigate the implementation of the 
process-genre approach in teaching writing. 

2. METHOD 
2.1 Research Design

Case study research design is used in this study because this study focus on a case that 
involve in bounded context happened in one of private college at Garut (Bogdan & Biklen, 
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1992; Malik & Hamied, 2014; Cresswell, 2012). The sample of the research is one lecturer who 
teaches in one private college at Garut. He has taught writing using the process-genre approach 
for 5 years. It is selected by using purposive sampling; in this case participant is chosen because 
of who they are and what they know (Malik & Hamied, 2014). 

2.2 Data Collection
The data is collected by conducting interview; in form of semi structured interview 

and observation. Semi-structured interview is used to obtain the information that can later be 
compared and contrasted (Fraenkel, Wallen, & Hyun, 1932). Then, the interview is done in one 
on one interview in order to know the teachers’ belief regarding to the implementation of the 
process-genre approach in teaching writing. The process of the interview is recorded to make 
the researcher easy to recheck the data. While, non-participant observation was conducted by 
video recording and fields note to get complete activities of teaching writing. The observation is 
conducted to confirm the Interview result of the implementation of the process-genre approach 
in teaching writing. 

2.3 Data Analysis
To identify the findings then the data are analyzed by applying five steps according to 

Cresswell (2012), the steps are as follows:
1. Organizing data, the researcher organizes the data by type from the interview and the 

observation. 
2. Transcribe data, the data that has been organized are being transcribed. The results of 

interviews and observation are converted from audiotape into text data, which is called 
transcription.

3. Coding the data, coding is the process of segmenting and labeling text to form descriptions 
and broad themes in the data. The transcriptions are read carefully to find the major themes 
of findings that must be related to the research questions.

4. Representing the findings, the major themes that have been found as findings are represented 
by creating sub theme and then reported it in narrative discussion. 

5. Interpreting the findings, the findings that have been reported in narrative wars are interpreted 
in the meaning of the research. The interpretation consists of advancing personal views, 
making comparison between the findings and the literature, and suggesting limitations and 
future research.

3. FINDINGS AND DISCUSSION
3.1 Findings

After analyzing the data, it was found there are four stages in the process-genre approach 
in teaching writing in an EFL classroom: 

1. Familiarization
2. Controlled writing
3. Guided writing
4. Free writing

a. Prewriting
b. Composing
c. Revising and editing
d. Publishing 
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3.2 Discussions
In the process teaching writing, it was found that the lecturer emphasize first on the 

product, and then after the students aware what product they are going to write, the lecturer 
emphasize on the process approach. There are two sessions in this approach: product session 
and process session. 

3.2.1 Product Session
In the product session, there are three stages that happened in the teaching writing 

process;

2.2.2 Familiarization 
The familiarization stage aims to make learners aware of certain features of a particular 

text. In this stage, the lecturer explained about an essay argumentative as a main product of the 
writing. 

3.2.3 Controlled Writing and Guided writing sections
The controlled and guided writing stages was conducted integratedly by the lecturer. In 

this stage, the students were divided into 10 group (each group consist of 3-4 members). They 
were given task to make an essay in group, step by step; beginning with choosing the topic; the 
lecturer explain how to choose a topic and sub-topic by conducting the brainstorming, body 
paragraph; they have to make arguments about the topic and conclusion; the last statements 
about the topic. Here, they practise the skills with increasing freedom until they are ready for 
the free writing section. 

3.2.4 Process section
In the process section, the lecturer explores the free writing stage in the product section. 

Different from the product section that done in group, in this section the students write 
individually. Here, the lecturer divided the free writing stage into the four stages of the process 
approach; planning, composing, revising/editing, and publishing. 

3.2.5 Planning
In this stage, same as when choosing topic in the controlled writing, the lecturer used 

brainstorming to explore students’ idea. Here, they are explored what they want to write. This 
process was conducted individually to make students’ more active and to make lecturer aware 
about students’ difficulties, since it was found that when write in group, there are a few students 
who active in the teaching process. 

Firstly, the lecturer gave them the theme; movie. Then, the lecturer gave them 15 minutes 
to make planning about what they want to write. The lecturer also asked them to make an 
outline. The themes that lecturer gave also interested, since almost all students love movie. This 
method was effective to be used in getting students’ express their idea. It also can make students 
realize that it is not hard to get an idea. 
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Table 2. The Activities conducted in planning stage 
Activity Data From Interview Data from Observation

Planning “... in the planning stage, the students 
are exploring their ideas, it is done in 
individually different from the product 
section which was done in group. But, 
the process is the same, to explore 
their ideas, I conducted brainstorming 
then they are asked to make an outline 
in order to make them easier in 
writing their essay...”

In the first, the lecturer didn’t explain what genre they have to 
produce since it was done last week, in the product session. 
He directly explained how to explore idea by conducting 
‘brainstorming’ to the students. 
These are the process of planning stage from the observations 
result:
The lecturer given student theme ‘movie’
The lecturer explain the brainstorming, clustering, mind mapping
The students make outline for their writing

3.2.6 Composing / drafting
After they planned what they are going to write in the planning stages, they are asked to make 

paragraphs from the outline. They are guided to make an essay, step by step in this process. 
Firstly, the lecturer asked them to make introduction paragraph. While they are making 

the paragraph, the lecturer are guiding them how to make their paragraphs have the coherence 
and unity. Then, after they are finishing their introduction paragraph, they are asked to make 
body paragraph and conclusion.

In making paragraph also, the lecturer gave them the rules such as the limitation of 
paragraph and sentence; they have to make an essay consist of 4 paragraph (minimum), each 
paragraph consist of four sentences. 

In this stage almost all students involved in the process. In the end, before continuing 
to the next stage, there are some students that chosen randomly to present their essay in front 
of the class. Since they do not know who will be asked by the teacher, so they worked hard to 
make the good essay on their own.

Table 3. The Activities conducted in Composing/Drafting Stage 
Activity Data from Interview Data from Observation

Composing / 
Drafting

“…after each of students has 
their outline, I asked them to 
make an essay based on their 
outline. After that, I asked 
three or four persons randomly 
to present their result.” 

The teacher asked students to make an essay based on the theme given. 
These are the process of the composing stage from observation results:
Each student are asked to make /paragraph individually 
Lecturer gave the rules in making paragraph 
Students make their essay 
Each students represent their essay in front of class (randomly)

3.2.7 Revising
In this stage, the students are asked to re-read again then revise their writing if there is 

mistake they did. While revising their own writing, since the lecturer cannot help all students 
work one by one in the class, so the lecturer used peer-feedback method. When the students 
finished their writing, they have to collected it to the class leader, then the class leader distribute 
their work, and then each students has to correct or comment their friends writing.  They are 
given about 10 minutes to correct or comment their friends writing. After that, they have to 
collect it again to the class leader, and then the class leader gave the writing back to their own. 
The peer feedback writing was an effective method since the lecturer cannot revise all the 
students’ writing. But it has the weaknesses, not all the students have the ability to correct the 
writing. In order to solve this problem, then the teacher made a consultation session in the end 
of class. If there are students who have problem in their writing, they can consult directly to the 
lecturer. In this consultation session, the lecturer gave the direct feedback to the students.
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Table 4. The Activities conducted in Revising/Editing Stage
Activity Data from Interview Data from Observation

Revising/ 
Editing

“… the most difficult to do is the 
revising stage. In this stage, the 
most thing need by students is 
my revision. But because there 
are many students, I conducted 
the peer-feedback among 
students. Each student has to 
give revision or comment to their 
friends.”  

The lecturer asked student to check and read again their writing. 
After that they collected it to the class leader. Then the class leader 
distributed it to all students. Then the lecturer asked students to 
revise or give a comment.
These are the process of the revising stage from observation result: 
After they finished their writing, students have to collect their 
writing to the class leader
The class leader distribute the students’ writing
Each students have to revise or give comment 

3.2.8	 Publishing	/	final	version
The last stage of this process in teaching writing is the final version or publishing. As Harmer 
(2007) stated that publishing or final version is the last stage of the writing process. In this stage, 
the students share the text they have written with the readers they determined in the prewriting 
stage. Since the lecturer know that writing is not easy. The lecturer did not directly ask students 
to collect their writing, but he gave them time, to revise it in their home. They were given more 
time because they also have to revise their writing after peer-feedback and consultation they 
did. There is also deadline, which they have to collect their writing 3 days after class meeting 
to lecturer’s email. 

Table 5. The Activities conducted in Publishing/ Final Version Stage 
Activity Data from Interview Data from Observation

Publishing / 
Final Version 

“… the students do not collect their 
writing directly in the class after the 
teaching process. I gave them more 
time to finish their writing. besides that, 
they also have to revise their essay after 
peer-feedback. Usually I gave them 3 
or 4 days, then they have to send their 
writing to my email.”

The teacher did not ask students to collect their writing. 
he asked students to revise their essay then send it to his 
email. Then, before ending the teaching process, rather 
than asked them to collect their job, He asked students, if 
they want to consult their writing. in this consultation, he 
revised the students’ writing and gave them comment. But, 
this consultation was only for 5 or 6 students because the 
limitation of the time. 

4. CONCLUSION AND SUGGESTIONS
4.1 Conclusion

In conclusion, in the process-genre approach there are two session; product and process 
session, happened in the teaching writing process. In the product session, there are three stages; 
familiarization, controlled writing and guided writing, while in the process session, there is only 
one stage that is free writing. In the free writing, there are four stages that involve the process 
approach; planning, composing, revising/editing and publishing. 

The first stage is the planning, in this stage the lecturer conducted the brainstormingthen 
asked students to make outline. The second stage is composing, in this stage the students make 
an essay based on the theme given. The third stage is revising or editing, in this stage the students 
revised their essay, and there is also a feedback whether from the teacher or students. The last 
stage is publishing or final version, in this stage the students have to collect their writing. 

4.2 Suggestions
Since this research is a case study that occurred in one private college at Garut, so the result 

of this research will not be same as the other college. Besides that, the samples in this research 
are only one lecturer who has taught writing more than 10 years, so his opinions will not be 
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same as the lecturers who have taught for 1 year or more than 5 years. So it is recommended to 
do a deep research with more samples and more procedures in collecting data.
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ABSTRACT
Today’s world requires the Teaching English As Foreign Language (TEFL) should improve 
students’ communicative skills in speaking. However, for many years the method of teaching has 
been undervalued and continued to teach speaking just as a repetition of drills or memorization of 
dialogues. To promote speaking English in a foreign language setting, an investigation on various 
activities are necessary to contribute a great deal in developing basic interactive skills. These 
activities make students active in the learning process, and their learning is more meaningful and fun 
for them. Through this process students can express themselves and learn how to follow the social 
and cultural rules appropriate in each communicative circumstance. The ability to communicate 
clearly and efficiently contributes to the success of the learner in school, later in every phase of life. 
Speaking is the process of building and sharing meaning through verbal and symbols, in variety of 
contexts. The method to promote activities speaking English not merely recommended to ESL, but 
also to EFL especially to the classroom settings in Indonesia, and suggestions for teachers who 
teach English language. 

KEYWORDS: Teaching Speaking, Speaking Activities, EFL Setting.

1. INTRODUCTION
EFL classroom is in a country where English is not the dominant language. Therefore, 

their local students share the same language and culture. The teacher may be the only native 
English speaker they have been exposure, and outside of the classroom students have very few 
opportunities to use English. For some, learning English may not have any obvious practical 
benefit.  Students have limited exposure to English-speaking culture, most often through a 
distorted lens like TV or music. Based on these definitions, we can see that there are important 
differences in the student population. An effective lesson plan must take them into account as 
EFL students need lots of practice using English, especially orally. Get them speaking in the 
classroom, but also teach them where to find opportunities to practice speaking English outside 
of class, and reward them for doing so. Exposure to living English, never lead students to 
believe English is a set of rules and words to memorize. It is the living, breathing creation of 
cultures and communities around the world. Pen pals, non-traditional teaching materials, and 
field trips are great ways to make English come alive for students.

2. DISCUSSION
Teaching speaking is to teach ESL/EFL learners to produce the English speech sounds 

and sound patterns. It is to use word and sentence stress, intonation patterns and the rhythm of 
the second language. Students select appropriate words and sentences according to the proper 
social setting, audience, situation and subject matter. Besides, they organize their thoughts in 
a meaningful and logical sequence, and use language as a means of expressing values and 
judgments. Use the language quickly and confidently with few unnatural pauses, which is called 
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as fluency (Nunan, 2003).

2.1 How to teach speaking
Many linguistists and teachers agree on students learning to speak a language by 

“interacting”. Communicative language teaching and collaborative learning serve best for 
this aim. Its teaching is based on real-life situations that require communication. By this 
method, students will have the opportunity of communicating with each other in TL. Teachers 
should create a classroom environment where real-life communication, authentic activities, 
and meaningful tasks promote oral language. It occurs when students collaborate in groups to 
achieve a goal or to complete a task.

2.2 Element of speaking
The ability to speak fluently presupposes not only a knowledge of language features, but also 

the ability to process information and language ‘on the spot’. Among the elements necessary for 
spoken production are Connected Speech, Expressive Divise, Lexis and Grammar, and Negotiation 
Language. In Connected Speech, effective speaker of English needs to be able not only to produce 
individual phonemes as in saying, “i would have gone” but also to use fluent connected speech 
(I’d’ve gone). In connected speech, sounds are modified (assimilation), ommited (elision), added 
(linking r), or weakened (through contructions and stress patterning). 

For the Expressive Divise, native speakers of English change the pitch and stress of 
particular part of utterences, vary volume and speed, and show by other physical and non-verbal 
(paralinguistic), means how they are feeling (especially face-to-face interaction). Meanwhile 
Lexis and Grammar, spontaneous speech is marked by the use of numbers of common lexical 
phrase, especially in the performance of certain language functions. Such as agreeing or 
disagreeing, expressing surprise, shock, or approval. Where students are involved in specific 
speaking context such as a job interview, we can prime them, in the same way with certain 
useful phrases which they can produce at various stage of an interaction.

As in Negotiation Language, effective speaking benefits from the negotiatory language 
we use to seek clarification and to show the structure of what we are saying. We often need to 
‘ask for clarification’ when we are listening to someone else talk. For students this specially 
crucial. A useful thing teacher can do, therefore, is to offer them phrases such as the folowing: 
(I’m sorry) I didn’t quite catch that; (I’m sorry) I don’t understand; What exacly does X mean?; 
Could you explain that again, please?

3.3 Mental/Social processing
Success is also dependent upon the rapid processing skills that talking necessities. Effective 

speakers need to be able to process language in their own heads and put it into coherent order 
that it comes out in forms that are not only comprehensible, but also convey the meanings that 
are intended. Most speaking involves interaction with one or more participants. This means that 
effective speaking also involves a good deal of listening, an understanding of how the other 
participants are feeling, and a knowledge of how linguistically to take turns or allow others 
to do so. While (On-the-spot) information processing, quite part from our response to others’ 
feeling, we also need to be able to process the information they tell us the moment we get it. 

3.4 Classroom speaking activities
Many of the classroom speaking activities which are currently in use fall at or near the 

communicative end of the communication continum. Some of the most widely used is as follows. 
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1. Communication Games
Games to provoke communication between students 
frequently depend on an information gap. (communicative 
approach) or Communicative Language Teaching. 

Students talk to a partner in order to solve a puzzle, draw 
a picture (describe and draw), put things in the right order 
(describe and arrange), or find similarities and differences 
between pictures. 

2. Discussion
Teacher can form groups of students, preferably 4 or 5 
in each group, and provide controversial sentences to be 
discussed. 

Best ways students to reach decision or a consensus, often as 
a result of choosing between specific alternatives. It provides 
enjoyable and productive speaking. 

3. Prepare Talks:
A student (s) makes a presentation on a topic of their own 
choice. 

Such talks are not informal spontaneous conversation; they 
are more ‘writing-like’. 

4. Speaking Lesson Sequences:
The class chooses four or five students to be a panel of 
‘expert’ to deliver chosen subjects.

The class chooses the subjects for example: from transport 
policy to film musik, from fish to football. In pairs or groups, 
the class also write down the questions to ask the expert about 
these particular subjects. 

5. Role Play
Teacher gives information to learners, “You are David, 
you go to the doctor and tell him what happened last 
night, and…” (Harmer, 1984)

Students pretend they are in various social contexts and have 
a variety of social roles. 

6. Simulations 
Students can bring items to the class to create a realistic 
environment. They increase the self-confidence of 
hesitant students (Harmer, 1984).

If a student is acting as a singer, s/he brings a microphone to 
sing and so on. Since they are entertaining, they motivate the 
students. 

7. Information Gap
Students are working in pairs. One student will have the 
information and the partner will share their information. 

Information gap activities serve many purposes as solving a 
problem or collecting information.  

8. Brainstorming:
Students are not criticized ideas; they will be opened to 
sharing new ideas.

On a given topic students produce ideas in a limited time. 
Either individual or group brainstorming is effective and 
learners generate ideas quickly and freely. 

9. Storytelling
Students briefly summarize a tale or story, tell riddles 
or jokes  they heard, or they may create their own to tell 
their classmates.

It fosters creative thinking and helps students express ideas in 
the format of beginning, development, and ending, including 
the characters and setting a story has to have. 

10. Interviews
Teacher provides a rubric to students so they know 
what type of questions to ask or what path to follow, yet 
students should prepare their own interview questions. 

It gives students a chance to practice their speaking ability 
not only in class but also outside and helps them becoming 
socialized. After interviews, each student can present his or 
her study to the class. 

11. Story Completion
This is a very enjoyable, whole-class, free-speaking 
activity for which students sit in a circle. 

A teacher starts to tell a story, after a few sentences the 
teacher stops narrating. Then, each student starts to narrate 
from the point where the previous one stopped. Each student 
is supposed to add from four to ten sentences. Students can 
add new characters, events, descriptions and so on.

12. Reporting
Before coming to class, students are asked to read a 
newspaper or magazine.

Students report to their friends what they find as the most 
interesting news, or talk about whether they have experienced 
anything worth in their daily lives. 

13. Playing Cards
Students should form groups of four. Each suit represents 
a topic i.e., Diamonds: Earning money; Hearts: Love and 
relationships; Spades: An unforgettable memory; Clubs: 
Best teacher

Each student in a group chooses a card and write 4-5 
open-ended questions questions of the topic. For example: 
“Diamonds: Earning Money”,…Is money important in your 
life? Why? What is the easiest way of earning money? What 
do you think about lottery? etc.

14. Picture Narrating
It is based on several sequential pictures and rubrics can 
include the vocabulary or structures they need to use 
while narrating.

Students are asked to tell the story taking place in the 
sequential pictures by paying attention to the criteria provided 
by the teacher as a rubric. 

15. Picture Describing
Each group of students is given just one picture, and 
having them describe what it is 

Students discuss then describes the picture to the whole class. 
It fosters creativity, imagination, and public speaking skills.

16. Find the Difference
Students work in pairs and are given two different 
pictures of picture of boys playing football, and picture of 
girls playing tennis. 

Students in pairs discuss the similarities and/or differences in 
the pictures.



e 40   f 

Proceedings 
The 62nd TEFLIN International Conference 2015

3.5 The role of teacher

Teachers need to play a number of different roles – the role may change from one activity 
to another, or from one stage of an activity to another. However, the three speaking activities 
above have particular relevance if we are trying to get students to speak fluently. 1. Prompter: 
students sometimes get lost, cannot think of what to say next, or in some other way lose the 
fluency we expect of them. 2. Participant: teachers should be good animators when asking 
students to produce language. 3. Feedback Provider: The vexed question of when and how to 
give feedback in speaking activities is answered by considering carefully the effect of possible 
different approaches. 

4. CONCLUSIONS
It is essential that language teachers pay great attention to teaching speaking rather 

than leading students to pure memorization. Provide students with a rich environment where 
meaningful communication takes place is desired. With the aim, various speaking activities 
as listed above can contribute a great deal in developing basic interactive skills necessary for 
life. These activities make students active in the learning process, and their learning is more 
meaningful and fun for them.

5. SUGGESTIONS  
Here are some suggestions for English language teachers to provide maximum opportunity 

to students to speak the TL by providing a rich environment that contains collaborative work, 
authentic materials and tasks, and shared knowledge. Additionally, this journal would provide 
information to researchers in related discipline who are interested in conducting research in the 
field. As an illustration, other dimensions in writing could be explored with more subjects to 
obtain more valid and reliable data.This journal, hopefully gives some insight into the teaching 
speaking problems, especially in TEFL as a clue for teachers. That, Try to involve each student 
in every speaking activity; for this aim, practice different ways of student participation. Reduce 
teacher speaking time in class while increasing student speaking time. Involve speaking activities 
not only in class but also out of class; contact experts and other people who can help. Diagnose 
problems faced by students who have difficulty in expressing themselves in the TL and provide 
more opportunities to practice the spoken language.
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ABSTRACT
Teaching English to young learners is unique because young learners have different characters 
with other learners. These characters should be accommodated in learning activities to encourage 
the young learners enjoy the lessons. This enjoyment makes them involve in the lesson so they get 
opportunities to practice their language skills. One of the characters of young learners is rich of 
imagination. The lessons will be more interesting if they have opportunity to use their imagination. 
Imagination can be included in the lesson with the use of representational language (Mc Rae, 1991). 
Representational language can be found in some types of texts such as stories and poems. Stories are 
commonly heard and read by young learners. Some types of stories such as folklore are popular in 
children world over the course of time. This study aims at investigating students’ attitudes towards 
the use of folklore in learning English. The participants of the study were 126 fifth graders in a 
private school in Jakarta. In four weeks, they attended the lessons in which folklore was used as the 
learning material in teaching English. They filled the open-ended and close-ended questionnaire. 
The questionnaire was used to gather some information such as students’ interest and involvement. 
The result of the study shows that more than a half of the students have positive attitudes. Around 
30 percent to 40 percent students have neutral opinions. A number of students want to study English 
again using stories because it is fun and they like the activities. It can be seen that using stories is 
useful and in line with children’s characteristics. It also shows folklore as the authentic material can 
be applied in the language class for young learners.

Keywords: literature, attitude, young learners

1 INTRODUCTION
A number of primary schools especially in the big cities provide English classes for the 

students. It may be done because the schools realize a need to learn English to prepare the 
children for the globalization era. Besides, they believe the earlier the students learn English, 
the better their English proficiency will be. Teaching English to primary students is categorized 
as teaching English to young learners. Those who are interested in this area have learnt that 
young learners’ characteristics should be considered in conducting the lessons to create language 
learning activities that help young learners learn language effectively. Some scholars explain 
how English should be taught to young learners regarding their characteristics.

Pinter (2006) emphasizes the importance of opportunities to interact in English during the 
lesson. This interaction could be done among students or with teachers. Having this opportunity 
gives the students experience the real language use especially in the EFL context where the 
opportunity to use spoken English outside the English class is rarely found (Shin, 2014).  By 
doing so, they use English for the purpose of communication. 

Some characteristics of students in primary schools are discussed by Halliwell (1992). The 
students are able to interpret meaning even though they do not know all meanings of the words. 
They also have a good ability to imagine. Imagination and fantasy help them to be creative. The 
lesson that gives them opportunity to use imagination and fantasy makes them enjoy the lesson. 
In addition, they like to talk in the class. It makes some of them prefer activities that do not 
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focus on doing written exercises. Besides, they enjoy the lessons by having fun. To make them 
fun, they need to be involved in projects that attract their attention. 

Moon (2004) mentions that children use language creatively. In addition, they also use 
representational and referential language. According to Mc Rae (1991), referential language 
focuses on delivering information.  Representational language appears when the texts represent 
meanings for the students. It is necessary to use the texts that have both representational and 
referential language. Some examples of such texts are stories, poems, brochure, etc. Using these 
texts also gives benefit for students because they contain things related to imagination and it 
suits to young learners’ characteristics. It could appear as stimulus in language learning. The 
use of stories, songs, videos, and comics facilitates the students to imagine many things. 

Some scholars also propose the use of stories in the class. Using literature in teaching 
English also has an important role in children learning. Vale (1999) focuses on the use of 
literature that can give contribution in social and emotional values of the students. Through 
these values, students’ language and literacy are developed.  One of the simple examples of 
literature is story. Through stories, they do some processes that help them learn language those 
are picturing and imaging, predicting and recalling, identification and personalizing, and making 
value judgment. 

Mixon and Temu (2006) argue that the benefit of using stories in language class exists 
because stories are close to what children experience every day. Stories also contain some 
moral values that are needed to be possessed by the young generations. Therefore, values are 
important points in the story-based lessons. The lessons do not only focus on language aspects 
such as grammar, expressions, vocabulary, or language strategies but also good values that are 
necessary to have. Folklore is good to be used in such lessons because folklore has universal 
theme. Wherever the stories come from, they have universal themes that can be accepted by 
people from all countries (Campbel in Mixon and Temu, 2006).

Other scholars explain the good points of using stories in the language class. According to 
Ellis and Brewster (2014), the use of stories could motivate and give challenge and pleasure to 
the students. By doing so, students’ positive attitudes towards language learning are increasing. 
Using stories also gives them opportunity to use imagination that is a part of children’s 
characteristics. While listening to stories, the students share responses such as happiness, 
sadness, or excitement. They try to share their feelings. In language learning strategies, they 
practice some skills such as listening for general meaning, predicting, guessing meaning, and 
making hypothesis. They learn how to apply those skills when they are exposed to the stories. 
Moreover, stories have authentic language that supports the process of language acquisition. 
Stories based lessons facilitate the students to be aware of language use, learning strategies, and 
sociocultural values. 

Martinez (2007) applies story based lessons to a class of a bilingual school. The result 
shows the role of stories to attract students’ attention in learning particular topics, vocabulary, 
and grammar. Such lessons also provide engaging activities. With more engagement, the 
students learn more effectively. It is successful to motivate the students learn better. 

Based on the review of literature, the scholars mention the benefit that can be gained 
if the characteristics of children are included in the lesson. It is also found that children’ 
characteristics can be accommodated well through the use of stories. However, children’ 
attitudes themselves towards this issue have not been investigated well. This study focuses 
on the use of stories especially folklore in the EFL class for primary school students. Folklore 
was chosen because usually it exists for years and passes from one generation to another one. 
It shows that it is interesting because it can survive for years. In addition, it has good moral 
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value which gives benefits to students characters’ development. This study seeks to answer this 
research question: 

What are students’ attitudes towards the use of folktale in the English class?

2. METHOD 
The study was conducted in the EFL setting with 126 fifth graders as the participants. 

They studied in a bilingual school in which English was used as the medium of instruction of 
some subjects besides Indonesian. They had studied English since they were in kindergarten. 
For four weeks, various folklore from different countries was given in the English lesson. The 
titles of the folklore are a baker’s dozen, the empty pot, the story of Mr Dungu, and Alladin. 
They were taken from some websites in the internet and story books. 

Based on the folklore, they did some activities such as listening, reading, watching, 
discussing, acting out, creating a comic, giving comment on others’ works, and reading a 
poem. After that, they were asked to fill the questionnaire that has two parts i.e. open-ended 
questionnaire with three scales and close-ended questionnaire. In the second part, they were 
free to answer the questions. The result of the first part was analyzed using descriptive statistics. 
It was presented in the form of percentage and numbers. After that, it could be seen whether the 
result is in line with what scholars say. The second part of the questionnaire investigated about 
what the students remembered most and whether they wanted to study English again using 
folktale. In every question, the students were expected to give the reasons.

3. FINDINGS AND DISCUSSION
In this part, the finding of the study that was first reported is the result of closed-ended 

questionnaire. Then, the result of the open-ended questionnaire was presented. In discussing 
both results, the findings were compared directly to the findings in the literature. 

In the first item that asked whether using folklore in the English class gives pleasure or 
not, 69 students (54.8%) agreed and 47 (37.3%) students felt neutral. There are 10 students 
(7.9%) that did not agree with this statement. It can be seen that more than half of the students 
still enjoy the lesson. The lesson still attracts their attention. This finding is in line with what 
Brewster (2014) and Martinez (2007) mention. Having pleasure in the lessons makes the 
students feel comfortable during the process of learning. For young learners, they do not realize 
that what they do are learning activities. They do not have any burden that might cause them 
anxious or depressed. 

The second item required the students to state whether students’ emotional values are 
included in the lesson. The findings show that the number of students that chose agree and 
neutral options are same. The number of students who agreed is 51(40.5%), disagree is 24 
(19%) and neutral is 51 (40.5%). Based on literature, stories can sharpen students’ emotional 
value (Vale, 1999; Mixon & Temu 2006). They become sensitive with what others feel. In this 
case, only some students are involved emotionally. Even though it is not a half of the students 
agreed, the number of the students who agreed is still significant. Some student participated 
cognitively and emotionally. 

In the third item, in which they were asked to give responses towards whether it is fun 
to act out the folklore, 66 students (52.4%) agreed, 46 students (36.5%) felt neutral, and 14 
students (11.1%) disagreed. Acting out the folktlore was designed to make the students actively 
participated in the lessons. Besides, they are kinesthetically active. They enjoy the lesson that 
makes them use their body movement. This item was used to measure what they felt while 
doing hand out activities like acting out. In this activity, they used spoken English to interact 
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when they performed. It was expected that they felt happy with the activities in which acting out 
was done based on folklore. This finding is relevant with what is mentioned by Pinter (2006) 
that the young learners enjoy interacting with others.  

In the fourth item that investigated whether they learn better through folklore, 69 students 
(54.8%) agreed, 51 students (40.5%) were not sure, and 6 students (4.8%) disagreed. Vale 
(1999) explains that some processes that support the language learning happen when stories are 
used. It helps them learn better. Based on the finding, around half of the students stated that they 
can learn better through stories. It is in line with what Vale (1999) explains. The students view 
that it is more effective for them to learn language using folklore. The use of authentic language 
and interesting topics encourage them to learn better.   

Responding to the fifth item whether they use creativity, there were 64 students (50.8%) 
who agreed, 50 students (39.7%) were in the middle position, and 12 students (9.5%) disagreed. 
Although it is only around a half of the students that agreed with the statement, this finding 
is still relevant with what Moon (2004) states. According to her, children have capacity to be 
creative. This finding shows a support to use folklore in English class in relation to students’ 
creativity development. The students try to use their creativity to accomplish the tasks. 

In the sixth item in which the students were asked whether they like to discuss the 
stories or not, 55 students (43.7%) agreed, 52 students (41.3 %) were neutral, and 18 students 
(14.3 %) disagreed. The purpose of discussion is to encourage the students to use English for 
communication goals and identify some elements of the stories. They discussed the characters, 
the settings, and the moral values. This finding also shows that 43.7 per cent of the students 
have positive attitudes towards discussing the stories. According to Halliwel (1992), children 
enjoy talking to others. They might enjoy this activity because it gives them opportunity to talk 
when they share ideas. 

In the seventh item asking whether they use imagination, it shows that 60 students (47.6%) 
agreed, 51 students (40.5%) were neutral and 15 students (11.9%) disagreed. This finding is 
relevant with what McRae (1991) & Halliwell (1992) discuss that the use of stories can give 
positive effect because it encourages the students to imagine. Even though, it is not until half 
of the students agreed with this statement but among three scales (agree, neutral, and disagree), 
more students agreed than felt neutral and disagreed.   

In the last item, the students were required to give responses whether they enjoy the 
activities in which they create other stories based on the main ideas in the folklore given. There 
are 67 students (53.2%) who agreed, 48 students (38.1%) were neutral, and 11 students (8.7%) 
did not agree. In this activity, they learn English especially in productive skill. Based on the 
result of this finding, more than half of the students enjoy this activity. 

There are two questions of open ended questionnaire. The first question asking about what 
the students remember most, their answers vary i.e. the folklore, characters, and activities (act 
out the folktale, sing, make stories with friends, make comics, and tell the story). They remember 
those things most because the lessons are funny and make laugh, exciting, interesting, and easy 
to remember. In addition, they were also impressed by particular activities related to the stories 
such as drawing, rapping, reading a poem, and watching other groups’ performance in reading 
a poem or acting out. Two students answered nothing in the question what you remember most. 
One of them answered that s/he was not good in remembering folklore and the other wrote that 
the folklore is not interesting. 

Responding to the second open ended question whether they want to study English using 
folktale, among 126 students, 21 students did not want, 5 students were not sure, and 4 students 
did not really want. For those who enjoyed the activities, they wanted to use folklore again 
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because they felt happy and excited, learned better and easier, and knew more folklore. Those 
who did not want have negative attitudes. Three students stated the problems are with the 
folklore. One of the student mentioned that h/she knew the folklore (Alladin) before it was 
learned in the school. Another student gave reason because the folklore was horrible. It can 
be said that using new folklore that the students do not know anything about it has particular 
benefit. It attracts more attention. It makes the students feel curious. They may not think that 
they know and then they feel that they do not need to pay attention. Some students mentioned 
it is boring. Moreover, they did not like stories or English, had stories at home, preferred other 
activities such as watching movie, learning from textbook, or playing games. Some students 
gave answer that shows that they did not like stories before and the lessons could not change 
their attitudes. 

From the findings, in each item of the open ended questionnaire, there are 40.5-54.8 % of 
the students gave positive attitudes to the use of the folklore. They enjoy the lessons and have 
fun in the class. Their emotional values are also developed through the folklore they read or 
listened. This process makes them feel that they learn English better. In the process, they use 
their imagination that makes them creative. In some learning activities such as discussing the 
folklore and writing stories, they use English for the real purpose. 

The usefulness of using folklore also depends on the activities. Majority of the students 
like the activities such as drawing comics based on the stories, acting out, reading out the poem, 
and discussing the folklore with friends. It also shows that such activities encourage them to 
involve in the lesson. They practice their language skills and use vocabulary and grammar by 
doing some projects. However, a few numbers of the students prefer other activities. It can be 
implied that the activities provided are not appropriate for a few students. 

Folklore used in this study can be categorized as story that was not created for language 
teaching activities. The folklore is authentic materials. The students were exposed to real 
language use. The result of open ended questionnaire shows there is no statement indicated 
students’ difficulty dealing with authentic materials. As has been stated by (Ellis and Brewster, 
2014) such use of materials with appropriate learning activities help students to acquire English. 
They use English to accomplish some tasks that have a goal. The acquisition process is also 
supported by the learning activities. The learning activities were designed to make the students 
practice the language by considering young learners’ characteristics. In this acquisition process 
there is no particular place in which the students learn grammar and vocabulary. Vocabulary 
was learnt incidentally. In some lessons, paper works such as word search was still given to the 
students. It aimed at giving more practice opportunity for the students. Having such learning 
activities makes the students practice their English without thinking so much on language 
aspects. These activities also help them to focus not only on written languages but also spoken 
languages. The English class is the most possible place for them to use spoken English. In 
the learning activities, they practice some points of spoken languages such as pronunciation, 
intonation, and communication skills that help to share their ideas and understand others. These 
processes might be what make the students feel that they learn better. Working with groups or in 
the pairs also has influence on students’ learning process. They interact with friends and through 
this interaction they learn how to use language for communication. They help each other and 
discuss what to do in order to do the tasks. This activity also encourages the students to acquire 
language.

As a number of students mentioned so many times about feeling fun, interesting, and 
exciting and a few students wrote negative attitude shown by the use of words boring and 
shame, it can be stated that what develops their feeling or emotion in the lesson is important. 
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It influences whether they want to learn with this particular materials or not. The students did 
not write clearly what parts of the lessons that make them have particular feeling. It could be 
the learning activities that did not suit to them. There are 34 to 36 students in the class and they 
have different learning styles and preferences. One of the students mentioned feeling shame. 
Most activities in the lesson required them to study in a group to do a project or perform. It 
could be the case in which the student does not have enough confident to do the projects. In this 
case, the teacher or friends may support the students to do the activities confidently.  

From the open ended questionnaire, the aspect of imagination can be seen in one of the 
students’ answer. The student gave answer towards the reason of why they remember most. 
This student remembers the story of Alladin most because Alladin flew with the magic carpet. 
This part of the story is in line with his imagination to fly. Another student answered that s/he 
remembered most the story of empty pot because when learning this story, s/he imagined that 
s/he was in China in which the setting of the story happened. The importance of imagination 
has a pivotal role in children’s learning. In this case, the power of imagination encourages the 
students to learn. From the students’ answers, it is proved that children tend to use imagination 
and the use of imagination is effective enough to arise students’ interest. When they imagine, it 
is also related to something that gives particular feeling that is exciting and interesting to them. 
In this case, it is something that the students dreamt about.  

In the aspect of emotional value, the student remembered most the story of Mr Dungu 
because of the value that was learned from the story. From this story, three students learnt to 
be honest. They realized the importance of having honesty. They learnt this character based 
on what the main character in the story did. Based on the folklore, the students concluded that 
the honest character is the role model. To achieve this understanding, the students follow some 
processes including synthesizing. Synthesizing information makes them able to understand the 
values in the story. Besides honesty, another value written by one of the student is wise. This 
student remembered most one of the character of the folktale because s/he learnt to be wise to 
solve problems. From the examples, it is not only students’ cognitive but also students’ emotion 
is involved. 

4. CONCLUSIONS AND SUGGESTIONS  
In each questionnaire item, around a half of the students (40.5-54.8%) had positive attitudes 

towards the use of folktale in the class. Around 36.5-41.3% of the students were not sure. A 
few of the students (7.9-19%) gave negative responses. Based on close-ended questionnaire, 
more than a half of the students enjoyed learning English by using folktale. They were still 
enthusiastic to learn English using folktale. Besides, a number of the students were involved in 
learning activities. They felt excited to learn. However, there was a few of students did not suit 
to the learning activities. Therefore, it is suggested to provide more various learning activities 
that cover all students learning styles. The folklore has moral values and the students understand 
the values through the lessons delivered. The lessons encouraged them to understand message, 
setting, plot, and the content. It is an effective method to help the students learn important values 
to develop their characters. Having the students listen to the folklore that they never listen or 
read before is also necessary. It might keep them paying attention and become more curious. 
The use of folklore also proves the benefits of using authentic materials. Authentic language 
use does not discourage the students to learn. Even though they do not understand all meaning 
of the words, no one of them mentioned that it was hard. It is in line that meaning interpretation 
does not need require the students to understand words by words.
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ABSTRACT
The previous research have shown that when students are given choices in selecting texts, they are 
more encouraged to read. Silent reading was formerly developed to promote a love of reading while 
synchronously supporting students’ reading skill. The purpose of this research is to find the effect 
of Sustained Silent Reading (SSR) to the sixth semester English Department students of Almuslim 
University. To conduct thisresearch, one group pre-test post-test design experiment research was 
done by randomly selected 28 students in sixth semester English Department students of Almuslim 
University. Students in the classroom should be tested at the beginning of the SSR experiment on 
reading comprehension. There was variety and opportunities of students’ choice of informational 
texts for student during SSR. Informational texts have the potential to greatly benefit readers at 
all levels.Researcher should also devote the same amount of time toward SSR each day and each 
week in 6 days. After the SSR treatment, all subjects took the post reading comprehension test. Data 
was analyzed quantitatively. The one-tailed paired samples t-test was used to examine the effect of 
SSR on students reading comprehension skill. Data analysis showed higher gains on the reading 
comprehension test in all areas for experimental participants. Researcher claimed to have found 
evidence that SSR could indeed have positive effects on students’ reading skill.

Keywords: sustained silent reading, reading skill, informational text

1. INTRODUCTION
Many university involve struggling readers in some form of Sustained Silent Reading 

(SSR). In such programs, all students, including struggling readers, read silently for some 15 to 
45 minutes daily. As they read silently, so does the teacher. The teacher models silent reading, 
showing that she values it and enjoys it. If done right, sustained reading is important practice for 
students, an important way for teachers to communicate they value reading, a way of helping 
students become competent, motivated readers. Sustained silent reading goes under different 
names, such as Drop Everything And Read (DEAR), Super, Quiet, Uninterrupted, Independent 
Reading Time (SQUIRT), Sustained Silent Reading (SSR), and Uninterrupted Sustained Silent 
Reading (USSR).

As reading teachers, we recognize the joy that comes from getting lost in the pages of a 
good book. We fondly recall the books that inspired and changed us as students and that still 
influence us as adults. As teachers, we want to awaken that love of literacy in our students and 
invite them to experience that magic in our classrooms. We want them to grow into “skilled, 
passionate, habitual, and critical readers” (Atwell, 2007).

The effect of SSR has been shown by many teachers and practitioners as motivating 
students to read and developing their reading proficiency in their native language (L1) (e.g., 
Henry, 1995: Pilgreen, 2000; Trelease, 2001). SSR is also effective for second and foreign 
language learners in motivating them to read an abundance of books with concentration 
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(Furukawa et al., 2009; Takase, 2008), helping reluctant readers to continue reading (Mason 
& Krashen, 1997; Takase & Otsuki, 2012), and bridging the gap between the beginning and 
advanced level by consolidating the learners’ foundation in the language, and thereby allowing 
them to acquire higher levels of proficiency (Krashen). It produces “the most beautiful silences 
on earth” (Henry, 1995) in the classroom.

Fostering a love for reading was the original purpose of sustained silent reading (Yoon, 
2002). Researchers have shown that when students are given choices in selecting texts, they are 
more motivated to read. More motivation leads to more time spent on-task reading. Additionally, 
the theory of self-determination and intrinsic motivation explains that students’s’ desire to learn 
is fueled by a natural curiosity while the self-determination theory suggests that students are 
motivated when given choice and ownership in what they read. Both theories correlate with 
cultivating a love of reading. Therefore, silent reading was originally developed to promote a 
love of reading while simultaneously supporting student achievement in reading (Yoon, 2002), 
especially informational texts reading.

Many students prefer informational text and are more motivated to read this type of text 
(Caswell & Duke, 1998).  Self-selection of nonfiction texts can improve students’ motivation to 
read (Moss & Hendershot, 2002). The search for answers to questions about our world through 
informational text is motivating to students (Palmer & Stewart, 2005).  Informational texts 
“capitalize on students’ interests and whet their appetite for more information” (Yopp & Yopp, 
2000, p. 412). Gambrell (2007) suggested that many newer innovations to SSR may actually 
enhance the benefits of silent reading. In addition, such innovations can afford teachers some 
degree of student monitoring so they are not pushed too far outside their comfort zone and 
compliance with standards and mandates. For example, many teachers and researchers have 
documented the importance of conversations as a way of extending students’ thinking, even as 
book clubs for adults can deepen their appreciation for and understanding of literature (Atwell, 
2007; Cole, 2003; McLaughlin & DeVoogd, 2004).

Considering the benefit of SSR, the researcher is interested in implementing this technique 
to overcome some problems faced by the English students in teaching and learning reading at 
English Department of Almuslim University. Based on the above assumption, the researcher is 
eager to investigate a classroom experiment using SSR in reading class for the sixth semester 
of English Department at Almuslim University. Therefore the research problems are formulated 
as follows:

Is the post-test average reading score of the students after being treated using Sustained Silent 
Reading(SSR) higher than their pre-test scorefor the sixth semester students of English 

Department at Almuslim University?
To what extent does the use of SSR influence students’ reading skill for the sixth semester students of 

English Department at Almuslim University?

2. METHODS
This study is one group pre-test post-test design experiment research. All participating 

students were pretested using a reading comprehension test. The pre reading comprehension 
test conducted to get the scores of reading skill before SSR treatment. After SSR treatment, the 
students will get the post reading comprehension test to get the scores of reading skill. Finally, 
this study has only one independent variable specifically reading strategy using SSR and one 
dependent variable namely reading skill. 
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Participants met 8 times during the year, out of which two sessions were utilized for the 
pre- and the post-tests, leaving 6 sessions for class work. They had SSR for approximately 45 
minutes. Students were also required to read as much as possible outside of class. Students 
were required to check out books from the library and bring them into class to read. Students 
were suggested to read approximately15 easy books which are lower than Flesch Reading Ease 
30 score begin with in order to unlearn the word-by-word rigid translation habit that they had 
acquired during the prior seven or more years of formal English classes.

Objective difficulty in reading is assessed by readability, which is determined by the 
complexity of text features, such as sentence structure, cohesion, and word length (Benjamin, 
2012). In this study, readability was measured usingFlesch Reading Ease which establishes text 
difficulty based on sentence length and word frequency.In the Flesch Reading Ease test, higher 
scores indicate material that is easier to read; lower numbers mark passages that are more 
difficult to read. Scores can be interpreted as shown in the Table 1.

Table 1. Flesch Reading Ease Scores Interpretation
90.0 – 100.0 easily understood by an average 11-year-old students

60.0 – 70.0 easily understood by 13 to 15-year-old students

0.0 – 30.0 best understood by university graduates
Source: Edit Central, 2012.

After becoming used to reading easy books fluently, they were instructed to gradually 
read books in higher levels. The requirement of the course was to keep a reading log after 
finishing. each book, including dates, word counts of each book, the time spent for reading the 
book, reading speed (WPM = word per minute), interest level, and short comments on the book. 
At the beginning of the course reading comprehension test was administered as the pre-test, and 
the same test was conducted at the end of the course as the post-test, which was approximately 
nine 2weeks later. The pre and post reading comprehension test consisted of six informational 
texts adapted from http://englishnewspaper

For research question number onethe one-tailed t-test was used to examine the effect 
of SSR on English students’ reading comprehension. For research question number two a 
descriptive statistics will be used to show the students’ achievement in scores and the number of 
books that have been read in 6 days. In this case, for all the right answers, would be given score 
of 100. All analysis was performed by using SPSS statistic package for Window Version 16.0.

3. FINDINGS AND DISCUSSION
3.1 Findings

Table 2 showed that mean difference in two pre- and post-reading comprehension tests 
were significant. This was the one-tailed t-test. In order to probe the null hypothesis for the 
research question one and examine the effect of SSR on students’ reading skill, two paired 
samples t-tests were conducted. As the level of significance showed that it was .000 × 2 = 
.000 for one–tailed (.000 for 2-tailed), it is still smaller than .05. Therefore, SSR have positive 
effect on reading comprehension skill. It could be concluded that the null hypothesis cannot be 
accepted.
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Table 2. Pairwise Comparisons of the Before and After Tests
Paired Samples Test

Paired Differences

t df
Sig. 

(2-tailed)Mean
Std. 

Deviation

Std. 
Error 
Mean

95% Confidence Interval 
of the Difference

Lower Upper
Pair 

1
SSR_Before 
- SSR_After -1.60714E1 7.74084 1.46288 -19.07301 -13.06984 -10.986 27 .000

In Table 3 showed descriptive statistics for the reading skill achievement using SSR. The 
achievement include pre- and post-test reading comprehension, sum of books and words that 
students have read in 2 weeks.

Table 3. Descriptive Statistics for the Reading Skill Achievement using SSR
Num. Student’s 

Name
Pre-test of Reading 

Comprehension Score
Post-test of Reading 

Comprehension Score
Sum of 
Books Sum of words

1. M 55 70 14 65828
2. L 60 70 12 45612
3. IF 65 80 13 47463
4. RH 55 60 10 48750
5. A 65 80 14 71876
6. SD 45 70 15 78180
7. U 40 60 10 54330
8. J 45 55 11 60973
9. Z 50 65 12 55332
10 AKS 70 75 13 69472
11. AN 65 80 13 60216
12. S 65 75 13 69342
13. RH 65 70 14 63924
14. NS 45 60 12 61464
15. F 40 60 10 51110
16. M 45 70 11 56254
17. YS 50 60 14 73262
18. OD 70 80 14 63308
19. HH 65 80 13 54743
20. MA 65 70 12 50784
21. RJ 60 80 15 81315
22. J 55 75 14 78834
23. NF 40 70 12 57732
24. SW 45 70 12 49260
25. A 40 75 12 60804
26. MD 45 60 11 46211
27. FR 50 75 13 55913
28. MAA 70 85 11 44132

3.2 Discussion
The present study examined the effect of SR Son reading comprehension skill.The null 

hypothes is predicting that the post-test average reading score of the students after being treated 
using Sustained Silent Reading (SSR) is the same or lower than their pre-test score cannot be 
accepted.Astheresultsshowedtheafter SSR treatment outperformed thebefore SSR treatment. 
This is in accordance with the results found by previous researchers.

Researchers have demonstrated that SSR is an activity that students find pleasant and 
worthwhile (Ivey & Broaddus, 2001; Kyung & Dong, 2008; Yoon, 2002). Researchers have 



e 55   f 

Proceedings 
Teaching and Assessing L2 Learners in the 21st Century

suggested that student motivation is a factor in reading achievement (Yoon, 2002). There is 
little question that SSR promotes positive reading attitudes when student choice and variety 
of texts are available in the classroom. Positive reading attitudes and a drive to read have been 
linked to reading achievement, so SSRcould be suggested consequently alone.  Meanwhile, 
a number of researchers have attempted to show evidence that SSR is effective in increasing 
students’ reading fluency, comprehension, and test scores. 
Based on the results of the test administered to the students, all the students were got higher 
score than before. Accordingly, it can be expressed that SSR reading strategies have a great 
influence in the reading skill since that was proved through the good results got in specific parts 
of the test.
Finally, in a data analysis of another study which showed similar results to this study, researchers 
demonstrated confirmation that traditional SSR yields expanded reading test scores. As a case, 
in classrooms in which SSR was set, students outscored their classmates not participating in 
SSR by 0.6 of a year (Fisher, 2004). Researchers showed evidence that SSR and modified silent 
reading can increase students’ test scores in reading (Fisher, 2004).

4. CONCLUSIONS AND SUGGESTIONS
4.1 Conclusion

The post-test average reading score of the students after being treated using Sustained 
Silent Reading (SSR) is higher than their pre-test scorefor the sixth semester students of English 
Department at Almuslim University. 

The principle of SSR has shown evidence that SSR is effective in influencing students’ 
reading skill including comprehension and test scoresfor the sixth semester students of English 
Department at Almuslim University.

4.2 Suggestion
SSR is part of these last two components: lots of opportunities for readers to independently 

apply their abilities and to read, read, read. As indirect instruction, it can supplement, but not 
replace direct instruction, such as a reading strategy instruction. It is advisable to analyze the 
independent variable‘time’ in SSR treatment to improve reading skills
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ABSTRACT
Academic vocabulary has been identified as one of the main challenges for learners of English 
as a Foreign Language (EFL). Nowadays, many institutions offer formal education programs by 
employing English immersion, however, big gaps appear when the students are required to read 
academic texts as well as to write academic writings. This study is a corpus-based lexical study 
which aims to explore the use of words in Coxhead’s (2000) Academic Word List (AWL) in student’s 
academic writing at Sampoerna University, Jakarta. It examines adjectives thatappear before the 
word ‘friendship’, which is also one of the topics of essay writing being suggested in class. The 
analysis was conducted by comparing students’ writing between male and female, and between 
students from Java and outside of Java to see what adjectives were being used to describe the 
word ‘friendship’. The result shows that female group utilized the words ‘good’ and ‘important’ to 
describe friendship, while male group used the words ‘real’ and ‘great’. Surprisingly, according to 
category Java and non-Java, those adjectives which describe the word ‘friendship’ mostly appeared 
for non-Java students. There are also some similar features appeared in COCA and BNC that are 
related to students’ language background and cultural belief.

Keywords:English forAcademic Purposes (EAP), Academic Word List (AWL), COCA and BNC.  

1. INTRODUCTION
In reading and writing academic discourse, the mastery of academic vocabulary  has been 

identified as one of the mail problems for learners of English as a Foreign Language (EFL)In 
particular, the increase number of Indonesian students who willing to pursue their study abroad 
requires the students to be able attending classes delivered in English, reading textbooks which 
are mostly written in English and writing report and essay with a good standard of academic 
English. On the other hand, most teachers of academic English would agree that it is crucial to 
include vocabulary as part of their courses.

Cobb & Horst (2004) underlined that knowledge of AWL words as well as the knowledge 
of words of General Service list (GSL) initiated by West in 1953, are important to understand 
academic texts and write academic papers in English. Furthermore, Alderson, 1984; Shaw, 
Perfetti&Laufer, 1991; Coany, Magoto Hubbard, Graney &Mochtary, 1993; and Nation, 2001, 
have conducted several research on reading and writing for ESL/EFL students (as cited in 
Shabani&Tazik, 2014), and they conclude that many students, both native and non-native, find 
difficulties with their vocabulary proficiency.

In 2000, Coxhead identified another concept of academic vocabulary, which refers to 
words appeared in texts across several disciplines or academic domains. He developed the 
Academic Word List by analyzing the corpus of 3.5 million words consisting of texts in Law, 
Arts, Commerce, and Science. The AWL comprises 570 word families or headwords in total 
and ideal academic texts or academic writing should contain academic words for about 10% 
of the total tokens. This study aims to examine students’ academic essays, and in particular to 
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examine how academic words (adjectives) were usedbefore the word ‘friendship’.

2. METHOD 
The subjects of the study are students of the Sampoerna University (USBI) from cohort 

2014. They were attending 3 credits of English for Academic Purposes (EAP) during the first 
semester. They were selected based on purposive sampling method, that all of them were 
learning essay writing. Furthermore, the subjects are students from two different classes under 
supervision of the researcher. From 35 total students, there were 15 students wrote explanatory 
essay with the same topic, i.e. ‘friendship’. All the 15 students are representing barely the same 
number of male and female students, as well as their place of origin, i.e. Java and non-Java. The 
following table is detail information about the subject.

Table 1 Summary of the subjects

Class
Gender Place of Origins

Male Female Java Non-Java

ENG 101 C 4 5 5 4
ENG 101 D 2 4 3 3
Total 6 9 8 7

There are 6 male and 9 female students involved as the subject of the study.  In terms of 
their place of origin, there are 8 students from Java and 7 of them from outside of Java. Those, 
who are from Java, do not merely come from Jakarta or other big cities, but are from several 
remote areas along the island, such as Blora, Indramayu, Tuban and Malang. On the other 
hand, those who are from outside of Java are from West to East of the country such as Padang, 
Palembang, Bali, Kupang, and Ambon. Most students are originally from underprivileged 
families that because of their excellent performance during high school, they are allowed to 
receive a financial support from the PuteraSampoerna Foundation. This opportunity made them 
come to Jakarta and enroll in the Sampoerna University.

2.1 Data Analysis
The analysis of data begins with an identificationof the adjectives which followed the 

word ‘friendship’ in students’ writing and compare them with the Academic Word List (AWL) 
introduced by Coxhead (2000). Second, the data were analyzed according to main groups, i.e. 
male-female and Java-Non Javaaccording to Nation’s theory on the classification of academic 
vocabulary (2001) i.e. Key Word in Context (KWIC). Third, the discussion was continued by 
comparing the highly frequently word (adjectives) which follow the word ‘friendship’ with 
Corpus of Contemporary of American English (COCA) and BNC.

In brief, the Corpus of Contemporary American English (COCA) is one of a freely-
available corpus of English, and the only large and balanced corpus of American English. 
COCA was released in 2008 and it is now used by tens of thousands of users every month 
(linguists, teachers, translators, and other researchers)(Davies, 2008). On the other hand, the 
British National Corpus (BNC) is a 100 million word collection of samples of written and 
spoken language from a wide range of sources, designed to represent a wide cross-section of 
British English, both spoken and written, from the late twentieth century (Hoffmann, 2014)
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3. FINDINGS AND DISCUSSION
The word ‘friendship’ in students’ writing appears differently for both male and female 

group, as well as Java and non-Java group. Furthermore, adjectives which followed the word 
‘friendship’ were also variedamong the groups. Here is the distribution of the findings.

Features
Gender Place of Origins

Male Female Java Non-Java
Freq. of ‘Friendship’ 35 44 28 50

Adjectives 

real (2) good (2) good (1) real (2)
great (1) best (1) great (1)

important (1) important (1)
best (1)
good (1)

It is interesting to know that female students used different types of adjectives before the 
word ‘friendship’ than male students, such as good friendship, best friendship, and important 
friendship. On the other hand, male students utilized the word ‘real’ and ‘great’ to describe 
‘friendship. According to Oxford Advanced Learner Dictionary, the words ‘good’, ‘best’ and 
‘important’ refer to high quality or an acceptable standard. While the word ‘real’ in ‘realfriendship’ 
refers to something actual and not imagined or pretended.Such a choice of words shows that 
male students have different value in expressing their feeling about friendship.

In terms of Java and non-Java features, the adjective appeared in students from Java 
surprisingly only once, i.e. good friendship, while those who are from outside of Java wrote 
in 5 different words, i.e. real, great, important, best and good. Although ‘best’ and ‘good’ were 
derived from the same word family, however, the students from outside of Java seems to have 
more variations in expressing their thought about friendship. Being away from home seems to 
force them to have a good relationship among their peers, who they may consider as impromptu 
family members in Jakarta.

3.1 COCA and BNC Analysis
After considering the frequency of its appearance, only one phrase ‘good friendship’ 

was selected and compared between COCA and BNC. According to Corpus of Contemporary 
American English, the phrase ‘good friendship’ appears 29 times in several contexts such as 
in spoken, news, magazine and also academic field.Meanwhile in British of National Corpus 
(BNC) noted that ‘good friendship’ only appears one time. This is interesting that British people 
seems to express the quality of friendship more firmly such as ‘strong friendship’, ‘exclusive 
friendship’.

4. CONCLUSIONS AND SUGGESTIONS
In a nutshell, male and female students have different way of expressing their feeling 

about friendship. Male students seem to use more actual word while female students tend to 
focus on the quality of the friendship itself. On the other hand, students from outside of Java 
seem to consider friendship as a crucial element that they can rely on. Therefore, with a lot 
number of hits, they were able to express varied quality of friendship. Finally, American people 
seem to valuethe quality of ‘good friendship’ more compared to British people. The study would 
be more remarkable if there are bigger data and more features being administered.
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ABSTRACT
English as a Lingua Franca (ELF) is the use of English among speakers of different first languages 
for whom English is the communicative medium of choice, and often the only option (Seidlhofer, 
2011). Our Japanese students have the opportunity to use ELF with teachers and tutors who have 
different first languages. As many students may go on to work in multicultural and multilingual 
situations, our goal is to raise student language awareness of ELF contexts. This study, which is 
part of a larger research project on ELF-oriented curriculum development, focuses on student 
assessments of listening and speaking using insights from the literature on ELF and project-based 
learning (PBL). A range of pedagogical implications has been identified by ELF researchers. 
Björkman (2013) advocates incorporating listening and speaking materials with a variety of non-
native accents, examples of negotiation of meaning and the use of communicative strategies. Kaur 
(2014) suggests that teachers should encourage students to be explicit at the outset and to pursue 
understanding through the use of communication strategies such as paraphrasing and repetition. 
PBL is a pedagogical approach which provides a platform for self-awareness and critical thinking 
within the framework of 21st century skills (Buck Institute of Education, n.d.; Partnership for 21st 
century skills, n.d.). Formative and summative assessment protocols and rubrics have been developed 
to assess student progress in listening and speaking. Critical analysis of video or audio recordings 
of student interaction with their tutors and student focus group discussions track developments in 
language awareness in the students. 

Keywords: English as a Lingua Franca, Project-Based Learning, assessment, listening and 
speaking

1. INTRODUCTION
The Center for English as a Lingua Franca (CELF) at Tamagawa University is the first of 

its kind in Japan. In line with Tamagawa University’s educational philosophy to harmoniously 
integrate societal and cultural values into the character and disposition of Tamagawa students, 
the CELF promotes teaching and learning from global perspectives. The goal of the CELF 
program is to help students communicate effectively and intelligibly with people from all over 
the world by means of English as a Lingua Franca (ELF).

At the CELF, we strongly encourage the exchange of teaching ideas and collaboration on 
research among our teachers. The CELF research agenda is to develop a curriculum that takes 
into account the teaching and learning of language from an ELF perspective. The present study 
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focuses on listening and speaking assessment. The authors, all full-time CELF instructors, gained 
insights from ELF research and Project-Based Learning (PBL) to develop a task which would 
both allow teachers to effectively assess listening and speaking skills, and student development 
in language awareness. 

1.1 The CELF students and teachers
In 2015, nearly 2,500 students from the Colleges of Business Administration, Humanities, 

Tourism and Hospitality, Arts and Sciences, Arts, Education, Engineering, and Agriculture 
were enrolled in the ELF program. The CELF offers classes in four levels from elementary 
to intermediate. Classes are held 200 minutes weekly for 15 weeks of study in each semester. 
English is the main medium of communication but the use of other linguistic resources, such 
as Japanese, is supported in ELF-aware teaching. In addition to regular classroom activities, 
CELF students have the opportunity to experience intercultural communication through the 
CELF Tutor Service which provides students with on-campus tutoring in order to assist them 
with their English studies. The students sign up with or without their teachers’ referral for a 15-
minute tutor session. The tutors, all CELF teachers who are of various language and cultural 
backgrounds, offer students additional opportunities to engage in ELF communication. 

Teachers at the CELF are not required to be native speakers of English but are hired 
based on their teaching experience and academic achievements. CELF teachers are encouraged 
to promote language awareness in their lessons and expose their students to various kinds of 
English. Through the multicultural atmosphere at the CELF, it is hoped that students become 
more receptive to the use of English beyond the norms of native-English speakers (NES),  and 
be more prepared to adapt to global trends. In the following sections we will introduce our 
understanding of ELF and briefly discuss Project-Based Learning. The paper continues with our 
methodology and concludes with the findings, analysis of data, and discussion of the first stage 
of our study, which included a pre-project survey.  

1.2 ELF proficiency and assessment
ELF is the “use of English among speakers of different first languages for whom English 

is the communicative medium of choice, and often the only option” (Seidlhofer, 2011, p.7). 
Although ELF includes interactions between NESs and non native-English speakers (NNESs), 
the majority of ELF communication occurs among NNESs. The use of English for intercultural 
communication is observable not only in simple interpersonal settings but also in highly 
specialized domains or influential frameworks, including global business, politics, higher 
education, and so forth (House, 1999).

Given the characteristics of ELF, the traditional view of English proficiency is called 
into question. English proficiency is widely equated with conformity to the language norms of 
people who speak English as a first language (Leung, 2005), and thus adherence to NES norms 
has been regarded as crucial in English learning. Any deviance from NES norms is considered 
an error or deficiency to be corrected no matter how successful the outcome is. However, this 
traditional view of language proficiency overlooks the fact that ELF interactions often take 
place with no NESs present. Even when NESs are present, their variety of English is less likely 
to constitute the linguistic reference norm (Seidlhofer, 2014). In fact, a number of empirical 
studies have found that intelligibility in ELF settings does not require conformity to NES norms 
and that NES proficiency per se does not guarantee successful ELF interactions (e.g., Björkman, 
2008; Jenkins, 2006). Proficiency is viewed by Canagarajah (2006) as meaning “the ability 
to shuttle between different varieties of English and different speech communities” (p. 233). 
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Therefore, ELF researchers emphasize the use of communicative strategies, which are useful 
in negotiating meaning and preventing communication breakdown, rather than adherence to 
native linguistic forms. Examples of such communicative strategies include accommodation 
(manipulation of linguistic forms according to the interlocutor), repetition, paraphrasing, 
non-verbal strategies, hypothesis forming (Cogo & Dewey, 2012), seeking clarification, and 
checking for understanding (Kaur, 2013).

Although the definition of English proficiency has been revisited as such, L2 English 
learners’ speaking performance tends to be assessed based on conformity to NES norms (Jenkins 
& Leung, 2014). In addition, the Common European Framework of Reference (CEFR) (Council 
of Europe, 2001), an influential framework for language assessment, assumes that learners need 
to be able to comprehend only NESs, excluding the ability to understand varieties of English 
spoken by NNESs (McNamara, 2011). Since successful intercultural communication depends 
on the use of communicative strategies, in speaking and listening assessment it is appropriate 
to emphasize the use of such strategies in the achievement of mutual understanding, rather than 
only focusing on linguistic accuracy based on NES norms.

1.3 PBL and communication strategies
Project-based Learning (PBL) is an effective approach for engaging students with 

meaningful, motivating, and real-life challenges through extensive collaborative work (Bender, 
2012). PBL can be distinguished from regular projects in that it uses essential product design 
elements (Buck Institute for Education, n.d.) including a non-Googleable driving question that 
focuses on authentic problems or issues. Larmer and Mergendoller find that the hallmark of 
virtually all PBL experiences typically increases student motivation to actively participate in 
the projects (as cited in Bender, 2012). The question is followed by sustained inquiry which 
fosters critical thinking, thoughtful decision making, and reasoned judgments as well as more 
authenticity, student voice and choice, reflection, critique and revision in the final presentation 
of the product or solution (Buck Institute for Education, n.d.). PBL focuses on the learning 
goals of acquiring key knowledge, understanding issues and gaining 21st century skills through 
collaborative and creative investigative problem-solving and decision-making activities.

Researchers have also found evidence of increased motivation and improved student 
attitudes toward learning through PBL. A study by Walker and Leary showed that students exhibit 
more engagement, are more self-reliant, and have better attendance than in more traditional 
settings (as cited in Bender, 2012). Also, in the PBL process, students obtain authentic, up-to-
date material through online research by scanning, evaluating, and synthesizing information, 
which leads to further discoveries. Bender (2012) claims that the use of modern technological 
tools is changing the very fabric of schooling by reformulating the teaching/learning process 
in a fundamental way - rather than being passive consumers of knowledge, students become 
producers of knowledge.  

Björkman (2013),in her study of ELF interactions in a higher educational context, found a 
range of pedagogical implications for the classroom. First, teachers should consider the current 
needs and expectations of learners, moving beyond dated descriptions of English. Second, 
comprehensibility should be prioritized in language teaching especially for those who will be 
using ELF. Third, learners should be exposed to a wide range of English and be provided with 
a broader, more modern view of language. Also, in her study on lecture-style classrooms and 
group-work sessions, she found that lectures are largely monologic and riskier in terms of 
communicative effectiveness because speakers have little room for maneuvering and making 
use of discursive strategies. Monologic events offer few opportunities to the listener to negotiate 
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meaning or check their understanding and these situations are where misunderstandings 
most likely occur.  On the other hand, group-work involves dialogic speech which provides 
opportunities for learners to enhance communication and understanding. Björkman found 
that interactions in group-work sessions involved the use of pragmatic strategies, and the 
negotiation of meaning, helping learners to understand how communicative effectiveness is 
actually achieved.   

Another ELF researcher, Kaur (2014), advises teachers to help their students avert 
communication problems from the outset by teaching them to be more explicit. Students might 
be taught, for example, to replace general terms with more specific ones, and to replace pronouns 
with their referents.  She also states, “collaborative problem-solving tasks and role plays, again 
based on ELF-type situations which are both meaningful and realistic, can provide learners 
with opportunities to use (various pragmatic) strategies (2014, p. 68).” Such measures for 
teachers to consider, particularly the prioritizing of comprehensibility, and a focus on effective 
communication through the use of pragmatic strategies, can be practiced in classrooms through 
the authentic and meaningful collaboration among students which PBL affords. PBL can help 
students to increase language awareness and to notice the use of communication strategies in 
ELF contexts.

2. METHOD 
This study, as part of a larger research project on ELF-oriented curriculum development, 

focuses on assessing student listening and speaking skills through the tool of PBL methodology. 
As many of our students will go on to work in multicultural and multilingual situations, our 
pedagogical goal is to develop student awareness of how speakers may use strategies for 
effective communication in these ELF contexts. Our research is thus concerned with tracking if 
there may be language awareness development in our students. 

2.1 Participants
Forty-seven first-year students in two classes majoring in Education participated in this 

study. There were 23 students at level 101 and 102 in one class and 24 students at level 102 in 
the other class. Both classes were held in the spring semester of 2015 and instructed by two 
of the authors. The TOEIC Bridge is used to assess the proficiency of all incoming first-year 
students before their first semester in order to place them in the appropriate ELF level. The 
students in level 101 had TOEIC Bridge scores of up to 110 and those in level 102 had scores 
between 112 and 124. Each class was divided into five groups of four to five members for the 
PBL task. 

2.2 The PBL Task
Each group from the two classes was given this driving question:

Small sized devices have helped enhance people’s lives in many ways. For example, smartphones have 
transformed how we communicate. You are a company that has been asked to increase the survival rate 
of people during natural disasters. What kind of new, unique product will you develop that can help you 
survive during a natural disaster?

The task took approximately four to five class sessions. The task gave a role to each member 
of the group which required the use of the 21st century skills of collaboration, critical thinking, 
communication, and creativity. Students continued with online research and watching videos 
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about natural disasters and the hardships of living in temporary housing shelters. Each group 
had a chance to consult with a CELF tutor to receive timely advice on how to improve their 
product. Every PBL group member was then required to prepare for a speaking role in a final 
presentation which introduced the group’s unique new product to an audience which included 
students from each of the two classes and several CELF teachers. The instructors used formative 
and summative assessment protocols and rubrics to assess student progress in listening and 
speaking 

3.3 Data Collection
Before the start of the PBL task, all students in both classes were asked to take a pre-

project survey. The students were then given instructions on how to proceed with and complete 
the task.

Tutor sessions were held during the following class session. Each tutor session included 
a CELF tutor and two students, the group leader and assistant leader of the PBL task group. 
Tutors were provided with a sheet of questions to support and elicit communication strategies 
from the students during the tutor session. Each session was a maximum of ten minutes in 
length and was audio and video recorded.

The student PBL task groups completed the project with group presentations held during 
class sessions. These presentations were video recorded. A Focus Group Discussion (FGD) was 
held in each class and conducted immediately after the group presentations. The FGDs were 
video recorded. All students completed a post-project survey in the following class session.
Verbal consent for the use of the audio and video recordings for research purposes was obtained 
from the students and tutors.

2.4 Survey Instruments
The bilingual (English and Japanese) pre-project and post-project surveys were 

online questionnaires. Five Likert-style questionnaire items asked students about their use 
of communication strategies and eight items elicited student perceptions about PBL. When 
responding to each statement presented in the questionnaire, students could choose between 
the following five responses: strongly disagree, disagree, neither disagree nor agree, agree and 
strongly agree.  The results of the pre-project survey are summarized in the following section. 

3. FINDINGS AND DISCUSSION
Forty-seven students (response rate 100%) completed the pre-project survey. Student 

responses to the items on the use of communication strategies indicated that about a third of the 
students have a neutral perception of their ability to use communication strategies (see Table 
1). About half of the students perceive that they can use repetition, check for understanding, 
and seek clarification. About 70% agreed or strongly agreed that they can replace general terms 
with more specific ones. However, only a quarter of the students agreed or strongly agreed 
that they could use paraphrasing to communicate effectively. The student responses show that 
some of these students may need more help in using communication strategies and suggest that 
they may not be as critical of how they are communicating in English as they could be. Their 
teachers may need to implement more activities that raise student awareness of communication 
strategies and encourage them to be more critical of their language use in interaction.
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Table 1 Student response to items on communication strategy use (n=47)
Item SD

 %
D
 %

N
 %

A 
%

SA
 %

1. I can use repetition to help me communicate effectively. 0.0 19.2 36.2 42.6 2.1

2. I can use paraphrasing to help me communicate effectively. 4.3 36.2 34.0 21.31 4.3

3. I can check for understanding to help me communicate 
effectively.

0.0 23.4 25.5 42.6 8.5

4. I can seek clarification to help me communicate effectively. 2.1 23.4 25.5 36.2 12.8

5. I can replace general terms with more specific ones to help 
me communicate effectively (e.g., using ‘dog’ instead of 
‘animal’)

0.0 6.4 23.4 61.7 8.5

Note: SD=Strongly Disagree, D=Disagree, N=Neither Disagree nor Agree, A= Agree, SA= Strongly Agree.

The results of the questionnaire items on PBL revealed that students for the most part 
have a positive perception of PBL skills and project group work (see Table 2). Almost all of the 
students agreed or strongly agreed that they can collaborate with their peers and that through 
collaboration they can learn English.  Most of the students also appear to believe that group 
presentations can teach them about presentation structure and that they can learn presentation 
skills through group presentations. A majority also perceives that group projects motivate them 
to learn English. 

Not all of the items received positive responses - less than half of the students (40.5%) 
responded that they could think critically about a problem. This is interesting because more 
than half of the students perceived that a group project would help them to think critically 
about a problem. A substantial majority of students also appears to believe that they gain 
creative thinking skills through projects. These findings suggest that group work may help to 
increase critical and creative thinking. Furthermore, the implementation of more group work or 
collaborative tasks may be a solution to the issue of students’ lack of critical awareness in their 
use of English. 

Table 2 Student response to items on PBL (n=47)

Item SD
 %

D
 %

N
 %

A 
%

SA
 %

1. I can collaborate with peers on projects. 0.0 0.0 2.1 63.8 34.0

2. Collaboration is helpful for me to learn in English. 0.0 2.1 0.0 57.5 40.4

3. I can think critically about a problem. 0.0 8.5 51.1 36.2 4.3

4. Group project work helps me to think critically about a 
problem.

0.0 0.0 31.9 61.7 6.4

5. I can gain creative thinking skills through the projects. 0.0 2.1 21.3 57.5 19.2

6. I can learn about presentation structure through group 
presentation. 

0.0 0.0 6.4 68.1 25.5

7. I can learn about group presentation skills through group 
presentations.

0.0 0.0    2.1 61.7 36.2

8. Working on a group project motivates me to learn English. 0.0 2.1 12.8 66.0 19.2
Note: SD=Strongly Disagree, D=Disagree, N=Neither Disagree nor Agree, A= Agree, SA= Strongly Agree.
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The results of the pre-project questionnaire indicate that some of these students are 
somewhat uncertain about how they can use strategies to communicate effectively. The 
application of PBL and collaborative activities appears to represent an opportunity to create 
deeper learning opportunities for CELF students. These students appear to enjoy group projects, 
and more importantly these students feel that they have the potential to increase both their 
English skills and critical thinking, and to learn presentation skills. 

To summarize: (1) some of the students may need more help in using communication 
strategies; (2) they may not be as critical of how they are communicating in English as they 
could be; (3) students for the most part have a positive perception of PBL skills and project 
group work; (4) group work may help to increase critical and creative thinking as well as 
improving language awareness; (5) students are somewhat uncertain about how they can use 
strategies to communicate effectively.

3 CONCLUSIONS AND SUGGESTIONS 
The aim of this study was to investigate from an ELF perspective the assessment of student 

listening and speaking skills, and the development of language awareness - how languages are 
used for effective communication - in students. Students dealt with an authentic and meaningful 
issue through collaborative group work on a PBL project. Pre-project and post-project surveys, 
group work, tutor sessions and the FGD (feedback) sessions were incorporated to help focus 
student attention on the use of communication/pragmatic strategies.

The data from the pre-project survey appear to show that even though the students may 
not be fully aware of how to use communication strategies, they believe that group projects may 
help improve their critical thinking and creativity. Therefore, if more group projects are carried 
out in the classroom, the students will have more opportunities to think creatively and critically, 
and at the same time utilize communication strategies to elicit their ideas in English. 

In this multi-tiered research project we will continue to collect and analyze student and 
student-teacher interaction for the use of communication strategies through video and audio 
verbal protocol. Also, the authors plan to further develop listening and speaking assessments 
by reviewing the use of verbal and nonverbal strategies in dialogic situations. Communicative 
strategies like repetition help to increase the communicative effectiveness of spoken English by 
fulfilling important functions in ELF settings. According to Lichtkoppler, speaking assessments 
could further incorporate different types of repetition (exact repetition, repetition with variation, 
for example) or the functions of repetition, such as repetition for time-gaining, repetition that 
ensures accuracy, and repetition for indicating prominence (as cited in Björkman, 2013). 

The authors, recognizing the unique resources specifically the multilingual and 
multicultural teachers at the CELF, see PBL as an important approach for classroom projects 
as one of the methods to assess their students listening and speaking skills and development of 
language awareness. At the later stage of this study, they will present on post-project surveys, 
tutor sessions, and FGD reflections. The authors plan to continue to develop rubrics for the 
assessment of listening and speaking skills.  The hope is that this further research on the effective 
use of communication strategies through the tools of PBL in an ELF setting will contribute to 
English education in Japan. 
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ABSTRACT
This study aims at finding out the implementation of paraphrasing strategy in teaching reading 
comprehension for the students at Mts Ummul Mukninin Makassar and the interest to the use of that 
strategy in the teaching and learning process. The subject consisted of 30 students for experimental 
group and 30 students for control group. The instruments consisted of a reading comprehension 
test and a questioner. The result shows that paraphrasing stratgey significantly enhances the 
students’ reading comprehension (.000 < .05).The students’ interest is categorized in high category 
for experimental group which is proved by the mean score of students’ interest 71.87. Finally, 
paraphrasing strategy contributes to the enhancement of reading comprehension achievement and 
the students are interesting in using that strategy in teaching and learning process. The students are 
interested in reading English texts. 

Key words: Paraphrasing strategy, reading comprehension, achievement

1. INTRODUCTION
Most countries in the world put English as an important subject in their school curriculum. 

In Indonesia, English becomes a compulsory subject in every school from junior high school to 
university with the main purpose is to develop communication skills both in oral and written. 
Reading as one of the skills has become a very important factor for successful in academic 
purposes, the success of their study will depend on the greater part of their ability to read, no 
subject without reading. 

Reading comprehension is still a problem for most Indonesian students (Hamra &Syatriana 
(2012). The problem is generated from different factors, among others: the students lack of 
English knowledge, global knowledge, and reading strategies.This phenomena also happens to 
the students of Mts Pondok Pesantrean Ummul Mukminin, Makassar. The preliminary survey 
indicated that the English achievement of the students based on the teacher’s teaching strategy 
is below the minimum target criteria (75) of the English curriculum. In this case, teachers 
should be able to create a new strategy to solve the learning problem. 

One of appropriate strategies in improving the students reading comprehension 
achievement is paraphrasing. The paraphrasing strategy helps students learn to read and recall 
information in their own words. Students work with short passages to identify key points and 
then reword them. This technique builds students’ confidence in their ability to remember details 
accurately and state the meaning of new terms or sentences.

Previous studies have been conducted in relation to the paraphrasing strategy. Achmad 
(2011) states that paraphrasing strategy improve students’ vocabulary, reading and writing 
ability by paraphrasing reading passage, and they are interested in the use of the strategy; 
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although paraphrasing activities is difficult to do, but they realize that they are very useful for 
comprehension. Lee (2003) from University of Kansas conducted a research with the tittle:“The 
effect of instruction in the paraphrasing strategy on reading fluency and comprehension” with 
a conclusion that a positive effect was found on comprehension and reading rate following 
the instruction. Hadijah (2009) conducted a research entitles “Teaching writing by using 
paraphrasing reading passage strategy to the second years students of SMA Wahyu Makassar 
with a conclusion that  the use of paraphrasing reading passage is interesting and applicable to 
improve the writing skills of the students.

The present study explored the use of paraphrasing or rephrasing strategy in teaching 
reading comprehension, and the research questions are as follows:

1. Does paraphrasing strategy improve the students’ reading comprehension achievement?
2. Are the students interested in studying reading by using paraphrasing strategy?

The outcome of this research is expected to be a piece of useful references toward learning 
and teaching process in improving the students’ reading comprehension achievement. 

Richards and Schmidt (2002, p.293) argue that listening, speaking, reading, and writing 
are generally called language skills. Speaking and writing are called the active/productive skills 
and reading and listening are the passive/receptive skills. Harmer (2003) in The Practice of 
English Language Testing states that“Reading is an exercise dominated by the eyesand the 
brain.”. Patel and Jain (2008, p.113) state that reading is understanding the meaning of printed 
words i.e. written symbols. 

A simple conclusion can be presented that reading is an act of getting information through 
the eyes and the brain of the readers. Readers before reading should realize the purpose that can 
lead them to get meaning. Byner (1998, p.9) argues that determining the reading purpose before 
reading will help readers obtain comprehension: perceptive, selective, interactive and extensive.

Extensive reading is intended for long texts, usually for fluency and pleasure to get global 
understanding (Grellet, 1983, p 2). Nunan (2003, p.72) states that extensive reading is reading 
for longer texts) without focus on classroom exercises for comprehension skills. Therefore, 
extensive reading involves reading different texts (journal articles, reports, long essays, short 
stories, and textbooks. Carrel and Carson (1997) in Richards and Renandya (2002, p.295) 
state that extensive reading is generally involves quick reading of large quantities for general 
knowledge. 

Snow and Chair (2002, p.11) state that reading comprehension as a process of constructing 
meaning at once through the interaction and involvement of the written language. Lems, Miller 
and Soro (2010) state that in general, reading comprehension is the ability to acquire meaning 
from a written text.. Cooper (1987) states that comprehension is a process in which the reader 
may construct meaning by interacting with the text. In reading comprehension, a reader should 
have knowledge about understanding the reading passage. 

Lapp & Flood (1986); Richard & Renandya (2002) divide three levels of reading 
comprehension: literal reading comprehension, inferential reading comprehension, and critical 
reading comprehension. Literal comprehension refers to reading for recalling or remembering 
about the fat or information in the texts. Inferential comprehension refers to an understanding 
of information that is not explicitly stated in the texts, information is implicitly stated through 
inferences. Critical comprehension refers to the readers’ view or global knowledge. 

The word, paraphrase (New Oxford American Dictionary) comes from Greek, a 
combination of prefix, “para” means “expressing modification” and “phrazein” means “tell”.
Bailey (2003, p. 21) states that helpful paraphrasing is very essential for academic writing, 
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effective in avoiding plagiarism. A good paraphrase does not change the meaning at all, and it is 
significantly different from the wording of original source. Paraphrase is a parallel text, one that 
goes alongside an original writing (Simon & Schuster, 1997). Paraphrase is a powerful method 
that teachers can use to improve content understanding, learning, interest, communication, or 
creative skills. This strategy not only gives students a reason to read but also to encourage 
them to keep on reading and learning. Larson (2004, p. 45) presents some reasons for using 
paraphrasing strategy in reading: (1) to restate a difficult passage that the reader may not 
understand. (2) to explain or interpret concepts or unfamiliar term. (3) or to make abstract 
facts and concrete ideas. Harris (2014) states that paraphrasing is a useful learning strategy for 
some reasons. The act of changing of words, phrases, grammar, or paragraph into other words, 
phrases, grammar, or paragraph and writing them down engage learner’s mind and body with 
the text content. 

In paraphrasing a passage, paraphrasers first read the passage and try to find the main idea 
and some details of the texts. They have to be selective in altering the words and sentences, and 
they are not necessary to paraphrase the entire passage instead of choosing and summarizing the 
material that helps them to make a point for their papers, and think of their own words. Larson 
(2004, p. 5) presents two ways of paraphrasing: (1) literal paraphrase allows paraphrasers 
to substitute the original words of each sentences with synonyms as the first step in drafting 
paraphrasing. Since paraphrasing by sentences the overall structure may be awkward, and it may 
result greater risk of plagiarism. To avoid this the paraphrasers may use free paraphrasing for 
all of the final results.  In this case, paraphrasers can use synonym and rearrange the sentences 
structure. Using the main ideas without necessarily keeping the same organization. This kind 
of paraphrasing sounds more natural and is recommended. There are some steps to get useful 
paraphrase.  Read passage several times so that you can good comprehension of the passages. 
Set the original source aside, and write your paraphrase on a note card. Jot down a few words 
below your paraphrase to remind you later how you use the material. At the top of the note 
card, write a key word or phrase to indicate the subject of theparaphrase. Compare the length 
of what you have paraphraseto the original text. Use quotation marks to identify any unique 
terms.Record the source (including the page) on your note card so that you can credit it  into 
your paper.

Bailey in  Paltridge & Starfield (2007, p. 111) prepares three techniques in paraphrasing 
strategy: changing the words (for example, study to research), changing the word class (for 
example, arrange (verb) to arrangement, noun), and changing the word order (we need to be 
flexible to flexibility is necessary for us).

This study is based on team based-learning (Hamra & Haryanto, 2015) in which the 
students should read the instructional reading materials first at home (outside of the classroom). 
While reading they are to prepare reading notes by finding/underlining the main ideas, some 
details, and to answer comprehension questions. When the students come to the class they have 
to meet their groups and discuss the instructional materials. Each group has to submit the best 
work from the group as a weekly submission. The last procedure is one group is to present the 
work in front of the class. The teacher is to control the group work and the class presentation.

2. METHODOLOGY
2.1 Design

The method used in this study was quasi-experimental with one experimental group, 30 
students and one control group, 30 students. The population was the second graders of MTS 
Ummul Mukminin, and the subject was chosen through cluster sampling technique. 
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2.2 Variables
The use of paraphrasing strategy is independent variable, and the reading comprehension 

achievement is dependent variable.The students’ interest to the use of the reading strategy is 
extraneous variable, not relating to the purpose of the study.  The students’ reading comprehension 
achievement is the improvement of the students’ reading comprehension after treating with 
paraphrasing strategy. Paraphrasing strategy is a strategy used to improve the students reading 
comprehension achievement by restatement of the original words, word order, and grammar 
without changing the meaning.

2.3 Procedure
Based on the previous descriptions about paraphrasing strategy, the present study 

implemented three techniques in paraphrasing texts or sentences in the teaching and learning 
process: (1) the first strategy uses different words with the same meaning, for example: It is very 
difficult to choose a suitable place to study mathematics becomes: It is very hard to selectan 
appropriate place to learn mathematics. (2) the second strategy changes the word order. If the 
sentence consists of two or more clauses, alter the order of the clauses, and if the sentence has 
an adjective and noun, change the adjective into the relative clause, for example:  Speaking 
English is a challenging task for me becomes:  Speaking English is a task which is challenging 
for me. (3) the third strategy uses different grammar. Change the words in the original sentence 
into different parts of speech, change the order of the words and some other words. Active 
sentence can be changed into passive one or passive into active sentences, for example: You 
should learn English becomes: English should be learned. 

2.4 Collecting data
A reading test with 25 multiple choice items was administered to see the reading 

comprehension achievement and a questionnaire with 20 items was administered to explore the 
information about the students’ interest to the use of paraphrasing strategy. The collected data, 
reading comprehensionused percentage score and it was analyzed by using SPSS version 20 
(Santoso, 2011) to test the hypothesis, and the questionnaire used percentage analysis.

2.5 Teaching treatment
Treatment applying paraphrasing strategy on the experimental group was conducted for 

eight times or two months with the following procedures:
1. The teacher introduced paraphrasing strategy and explained the procedures in the teaching 

and learning process.
2. The class wasdividedinto groups, 5 students for reach group.
3. Students read the texts individually to find the main ideas and some details.
4. Students discuss the text in group bychecking the difficult words of the passage, finding the 

main idea and some details,and answering the comprehension questions.
5. Students paraphrase the sentences or passage by applying the three strategies described 

previously.
6. In group presentation, students presented result of the group activity in front of the class.

The control group treated without using paraphrasing strategy, the teaching steps are the 
same, but there is no paraphrasing activity. Posttest was administered to all groups and reading 
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interest questionnaire (20 items) to the control group. To analyze the test result, the researcher 
used percentage analysis. The use of percentage analysis aimed to know the percentage score 
of reading comprehension test, and t-test was used to test the null hypothesis through SPSS 
program. This study used Likert like scale survey to see the interest of the students to the use of 
paraphrasing strategy (Gay, et al. 2006, p. 130). The interest is ranged from very high (85-100), 
high, (69-84) moderate (52-68), low (35-51), and very low (0<35).

3. FINDINGS AND DISCUSSION
3.1 Students’ reading comprehension in the pretest of the control and experimental 

groups
Before conducting treatment using paraphrasing strategy, a pretest was conducted 

forcontrol group and experimental group.  

Table 1 The frequency and  percentage score of students’ reading comprehension  in the 
pretest of the control and experimental groups.
Evaluation Range of score Control group Experimental group

Frequency Percentage Frequency Percentage

Excellent
Very good
Good
Fairly Good
Fairly
Poor
Very Poor

96-100
86-95
76-85
66-75
56-65
36-55
0-35

0
0
6
11
5
5
3

0
0

20%
36,7%
16,7%
16,7%
10 %

0
0
6
14
4
4
2

0
0

20%
46,7%
13,3%
13,3%
6,7%

Total 30 100 30 100

Chart1 The frequency and percentage score of students reading comprehension in the pretest 
of control group and experimental group.

 

Table1 and chart 1 show that in the control group, there are 3 students(10 %) classified as 
very poor category, 5 students (16,7 %) are poor and fairly, 11 students (36,7 %) are fairly good, 
6 students (20 %) are good, and no one students are in the category of very good and excellent. 
Besides that, the in experimental group, there are 2 students(6,7 %)are very poor, 4 students 
(13,3%) are poor and fairly, 14 students (46,7 %) are fairly good, 6 students (20 %)are good 
and no one students are very good and excellent. Based on the presented data before treating 
the students, most of the students are in fairly and good classification, and means the students 
are ready to apply the paraphrasing strategy.  
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3.2 Percentage score of students’ reading comprehension for the posttest of control 
group and experimental group

After treatment of paraphrasing strategy, a posttest of reading comprehension was administered 
for control and experimental groups.

Table 2 The frequency and  percentage of students reading comprehension on posttest of 
control group and experimental group.

Evaluation Range of score Control group Experimental group
Frequency Percentage Frequency Percentag

Excellent 
Very good
Good
Fairly Good 
Fairly 
Poor 
Very Poor

96-100
86-95
76-85
66-75
56-65
36-55
0-35

0
3
8
9
7
3
0

0
10 %
26,7%
30 %
23,3%
10,7%

0

4
3
10
9
2
2
0

13,3%
10%

33,3%
30%
6,7%
6,7%

0

Total 30 100 30 100
Chart 2 The frequency and  percentage of students reading comprehension on posttest of 
control group and experimental group.

Table 2 and the chart 2 show that in the control group, no students are classified as very 
poor category, 3 students (10,7 %)  are poor, 7 students (23,3 %)are fairly, 9 students  (30 %) 
are fairly good, 8 students (26,7 %) are good, 3 students are very good and no one students are 
excellent. Besides that, in experimental group, no one students are very poor, 2 students(6,7%) 
are poor and fairly category, 9 students (30 %) are fairly good, 10 students (33,3 %)are good, 3 
students  (10 %) are very good, and  4 students(13,3%)  are  excellent. Based on the presented data, 
some students in the experimental group are in excellent classification and many students are in 
good classification, and these results surpassed the scores of control group. The paraphrasing 
strategy improves the reading comprehension of the students in general.

3.3 The mean score and standard deviation of the students pretest and posttest
The mean score and standard deviation of the pretest and posttest of the control group and 

experimental group:

Table 3 The students’ reading comprehension in the pretest and posttest
Variabel Group Mean Standar deviation Mean difference
Pretest Control 62.26 12.83 2.53

Experiment 64.80 16.78 2.53
Posttest Control 70.06 10..29 6.93

Experiment 77.00 11.89 6.93
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Chart 3 the students’ reading comprehension in the pretest and posttes

Table 3 and chart 3 show that in the pretest the mean score of the experimental group and the 
control group are almost same reading achievement before giving the treatment (64.80 and 
62.26).After giving the treatment, the mean score of experimental  group shows 77.00 and 
the control group 70.06, and it shows that there is teaching improvement in reading with the 
paraphrasing strategy (Hagaman& Reid, 2008; Firman, 2013). 

3.4 The result of the t-test 
1) The result of t-test from pretest of experimental group and control group

In testing the hypothesis, t-test was used and the data from the reading comprehension test were 
analyzed through Statistical Package for Social Science (SPSS). 

Table. 4 The t-test of students’ pretest of experimental group and control group.
Variable α Probability Value

Pretest 0.05 0.07

Table 4 indicates that the probability value was greater than α (0.07 > 0.05). It means 
that H0 was accepted and H1 was rejected. In other words, there was no significant difference 
of reading achievement of the two groups. In other words,the students almost have the same 
achievement of the control and experimental groups before starting the study.

2) The result of t-test from posttest of experimental group and control group.
The aim of posttest to is to inform if there is any significant effect in applying paraphrasing 
strategy. The data from the posttest was analyzed by using SPSS.

Table 5 Theresult of t-test from students posttest of experiment group and control group
Variable α Probability Value

Posttest 0.05 0.000

Table 5 indicates that probability value was lower than α (0.000 < 0.05), and it means 
that H0  was rejected and H1 was accepted. There is a statistically significant difference between 
the result of posttest of control group and experimental group.  This indicates that paraphrasing 
strategy facilitates students to get comprehension of the reading texts.

Table 6 the t-test of students’ pretest and posttest of experiment group
Variable α Probability Value

Pretest -Posttest 0.05 0.000
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Table 6 show that H1 was accepted and H0 was rejected. It means there isstatistically significant 
difference between the result of pretest and posttest of the experimental group.In other words, 
there is an improvement on the student’ reading comprehension between pretest and posttest in 
the experimental group.

2.5 The result of t-test from pretest and posttest of control group.
The reading achievement of the students’ pretest and posttest in control group before and 

after teaching using paraphrasing strategy.
Table 7 the t-test of students’ pretest and posttest of control group
Variable α Probability Value

Pretest -Posttest 0.05 0.000

Table 7 shows that H1 was accepted and H0 was rejected. It means there is statistically 
significant difference between the result of pretest and posttest of control group. There is an 
improvement on the students reading comprehension between pretest and posttest in control 
group.

3.6 Students’ interest in reading using paraphrasing strategy
In order to know whether the students are interested in the application of paraphrasing 

strategy, the researcher distributed questionnaire to the students. The expression of interest 
are: very high, high, moderate, low, and very low andthe percentage score can be seen in the 
following table.
Table 8 Students’ interest to use of paraphrasing strategy

No Interval score Category Frequency Percentage

1
2
3
4
5

85-100
69-84
52-68
36-51
20-35

Very high
High
Moderate
Low
Very low

7
14
9
-
-

23,3%
46,7%
30 %
-
-

Table 8 shows that most students (70%) are interesting in the use of the strategy, and some 
(30%) of the students are moderate. The mean score of the interest is 71.87. It indicates that the 
interest of the students toward the use of the strategy is high.  High interest in reading can be a 
good contribution to the reading comprehension of the students as Khairuddin (2013) states that 
the reading interest of students can influence the reading comprehension of EFL students.  

4. CONCLUSIONS AND SUGGESTIONS
The application of paraphrasing strategy improves the students’ reading comprehension. 

English language teachers need to encourage learner to develop learning strategies. Karbalaei 
& Amoli (2011) state that reading comprehension of college students can be improved by the 
development of their paraphrasing abilities. This result indicates the implementation of teaching 
reading by using paraphrasing strategy is better than the teaching reading strategy without 
paraphrasing activity. Teaching with paraphrasing strategy provides creative activities: finding 
synonyms, changing word order, changing grammar without changing the meaning of the texts. 
It is an effective tool in helping students to be creative in getting meaning from reading texts. 
By working in groups students have opportunities to comprehend the text easily and change the 
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texts without changing the meanings. This reading strategy increases vocabulary and reading 
comprehension of the students. They can build their own words, automatically make them 
easy to understand meaning of the words or sentences. Learning to read becomes meaningful, 
students are able to increase their understanding through paraphrasing the sentences from the 
texts. Therefore, teachers should be able to develop learning strategies that are appropriate for 
students (Khonbi & Sadeghi, 2013).

The questionnaire was given to the students covered the statement about wether or not 
the students are interested in the use of paraphrasing strategy. The questionnaire result shows 
that the use of paraphrasing strategy in teaching reading improves their interest in reading 
comprehension. In other words the students have high interest  to the use of paraphrasing 
strategy in learning reading. Paraphrasing is valuable skill because it is better than quoting 
information from a passage, and it trains students to grasp meaning from the original text.

Since the use of paraphrasing strategy improves the students’ reading comprehension this 
strategy can be an alternative strategy for teachers in teaching reading comprehension. It is also 
suggested that other researchers can conduct further research on paraphrasing strategy forother 
language skills. 
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ABSTRACT
Reprimanding is an action that potentially threatens a hearer’s face badly; accordingly, using 
appropriate politeness strategies in reprimanding is important in order to safe one’s own face or 
other’s. People use different politeness strategies in different situations. The type of politeness 
strategies employed in reprimanding are affected by social distance and social power (Brown 
and Levinson, 1987). Speakers of different cultures also use different strategies for reprimanding 
(Garcia, 2009). This study was intended to investigate the politeness strategies used by Indonesian 
EFL learners when reprimanding in English in different conditions. The participants were 22 
undergraduate students of an international university in Jakarta. The data were collected by using 
DCT questionnaire adapted from Ahmadian and Dastjerdi’s (2010) study, which required the 
participants to reprimand an interlocutor in the four made-up situations. The results indicate that, in 
Indonesian community, social distance and social power affect the choice of politeness strategies in 
reprimanding. In addition, the fact that the participants generally used bald on record and positive 
politeness strategies in the four conditions understudy suggests that Indonesians prefer to threaten 
the interlocutor’s face rather than their own in reprimanding. 

Keywords: Reprimanding, politeness strategies in Indonesia, speech act

1. INTRODUCTION
Politeness is a crucial aspect in communication. It shapes how we behave and talk in 

a certain community. Holmes (2013: 4) defines politeness as an action performed to show 
respect with the purpose of not offending the hearer. People use different politeness strategies 
in different situations and with different people. According to Brown and Levinson (1987), 
social distance and social power are some of the factors that can affect the politeness strategies 
used in a given context. 

Politeness is reflected in a speech act, which can be defined as all actions which are 
conducted while speaking (Schmidt & Richards, 1980). Searle (1969) classified speech acts 
into five types: assertive, directives, commissives, expressives, and declaratives. In this study, 
we focus on one of the expressive speech acts, i.e. reprimanding. Vanderveken (1990, as cited 
in Garcia, 2009) defines reprimanding as an act that shows accusation that might threaten the 
hearer’s face because of the misconduct caused by the hearer. Reprimand is generally produced 
in an asymmetrical situation, which is from superior to inferior. There are various strategies of 
reprimanding; cooperative and coercive strategies are some of the instances. In the cooperative 
strategy, the speaker respects that the hearers’ face (i.e. the right to be treated fairly and free from 
imposition); in contrast, the coercive strategies strike the hearers’ face (Garcia, 2009, p. 462). 

Reprimanding strategies are different in different cultures. Garcia (2009) found that 
Peruvians, Argentineans, and Venezuelans used different strategies when reprimanding in an 
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asymmetrical situation (i.e. boss/employee context). The Peruvians bosses emphasized on the 
power differences between boss and employee and preferred to use the coercive strategies 
rather than cooperative. The Venezuelans bosses were somewhat similar to the Peruvians 
bosses as they also asserted their authority control; however, they also showed some interest in 
establishing interdependence by expressing desire for involvement, empathy and respect. The 
Argentinean bosses showed a great respect in their strategy when conducting reprimand. They 
expressed a reprimand by showing empathy in the form of accepting excuse or explanation 
from the employee. According to Garcia, the three groups of speakers were similar only in the 
emphasis on threatening their interlocutor’s face rather than their own face. 

The current study is conducted to explore the kinds of politeness strategies Indonesian 
students employed when they reprimand in English in four different conditions with respect to 
the social power and social distance. The writers believe that there would be differences and 
similarities between the reprimanding strategies employed by Indonesians and those who speak 
other languages although they all reprimand in English. To analyze the data, the writer followed 
Blum Kulka’s sentence categorization (1984) and Brown & Levinson’s politeness strategies 
(1987).

2. METHOD 
This was a survey-based study. 22 undergraduate students with different majors from an 

International University in Jakarta participated in this study. The average TOEFL score of the 
participants was 550 or above. To gather the data, the writers used Discourse Completion Test 
(DCT), which was adapted from Ahmadian and Dastjerdi’s (2010) role-play situations. The 
present DCT consisted of the following four different situations:

1) The first situation, i.e. low grade, represented a condition in which both social power 
and social distance existed between the speaker and the hearer. The speaker, who was 
a student, had lower power than the hearer, who was a lecturer. The student wanted to 
complain about his/her grade to the lecturer because the lecturer graded his/her exam 
inaccurately. 

2) Similarly to the first situation, the second situation, i.e. playing cell phone, also represented 
a condition in which both social power and social distance existed. However, in this 
situation, the speaker, who was a chairman of an event, had higher power than the hearer, 
i.e. the subordinate. The chairman was upset with his/her subordinate because he/she 
played with his/her mobile phone during a meeting. 

3) The third condition, i.e. coming late, represented a situation in which both social power 
and social distance were absence. Both the speaker and the hearer were students at the 
same levels and they were friends. The speaker reprimanded the hearer because he/she 
came late. 

4) The fourth condition, i.e. smoking cigarette, represented a situation in which social 
distance existed, however social power was absence. The speaker and the hearer barely 
knew each other. The speaker reprimanded the hearer, who was a stranger, because he/she 
was smoking
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The data of this research were the respondents’ responses to DCT. In line with Blum 
Kulka et al (1989, as cited in Garcia, 1996), to analyze the data, the writers first separated each 
response into head act (i.e. the core of the sentence) and supportive moves (i.e. the external 
sentence of speech act that might aggravate or mitigate the impact of the sentence). As the 
limitation of this study, in the rest of the analysis, the writers focus on the head acts. Afterwards, 
in accordance with Garcia’s (1996) study (based on Brown & Levinson’s (1987) theory of 
politeness strategies, the head acts were categorized into bald on record, positive politeness, 
negative politeness, off record, and do nothing. Do-nothing means that the speaker said nothing. 
Responses which did not contain any sentences that could be considered as the head act of 
reprimand were excluded from the analysis.

3. FINDINGS AND DISCUSSION
As shown in Table 1, the respondents used somewhat similar reprimanding strategies 

in the situations in which social distance existed, i.e. the first, second and fourth situation. In 
these three situations, negative politeness strategies were used the most frequently. On the other 
hand, in the third situation, in which social distance is absence, the respondents never used 
negative politeness strategies; instead, they tended to use positive politeness and bold on record 
strategies. The fact that respondents used different reprimanding strategies in different social 
distance contexts corresponds to Brown and Levinson’s argument that social distance affects 
the use of politeness strategies. 

The frequent use of positive politeness strategies in the third situation, in which the 
speaker and hearer are friends, is expected. As mentioned by Brown and Levinson (1987, p. 
67), this type of strategies is generally used when the speaker considers the hearer as important 
as the speaker. By using positive politeness strategies, the respondents could reprimand their 
friends for being late without hurting their friends’ feeling. However, the fact that bold on 
record strategies were used almost as frequently as the positive politeness strategies is somewhat 
interesting. According to Brown & Levinson (1987), a speaker generally employs bald on record 
strategies when he/she wants a quick result from his/her action without being afraid of hurting 
the hearer’s feelings. The respondents who used this type of strategies to reprimand their friends 
were not afraid that their friends would get offended by their action. There are two possible 
explanations for this finding. Firstly, the respondents considered that the relation between the 
speaker and hearer was very close so that they could speak to each other straightforwardly. The 
second possible explanation is that the respondents thought that the hearer was a ‘not-so-close’ 
friend of the speaker so that the speaker did not mind to lose that friend.

The effect of social distance on the politeness strategies is noticeable in the absence of 
negative politeness strategies in the third situation and their presence in the fourth condition. This 
finding corresponds to Brown & Levinson’s (1987) argument that a speaker will use negative 
politeness strategies to establish a distance between the speaker and hearer in a conversation. 
In the third situation, the respondents did not use negative politeness strategies because the 
speaker and hearer were friends. On the other hand, in the fourth situation, the speaker and 
hearer did not know each other. It is possible that the respondents frequently used this type of 
strategies in the fourth condition because they imply formality and respect (Garcia, 1996).
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Table 1. Head act used in reprimanding by Indonesian students

Head act

I  (S< H) II (S> H) III IV

+ P; +D +P; +D -P; -D -P; +D

 n n n n

Bald on record strategies

Accusation 4 0

b. Presentation of facts                           0 0 6 0

c. Warnings/ threats                               0 4 2 1

d. Claiming of authority 0 0 1 0

Total                                                             4 (20%) 4 (16%) 9 (37%) 1 (4%)

Positive politeness strategies

e.. Expected behaviour 0 5 2 4

f. Request for justification                    4 0 8 0

Total 4 (20%) 5 (20%) 10 (42%) 4 (17%)

Negative politeness strategies

g. Indirect 4 0 0 0

h.  Question_request 3 16 0 15

Total 7 (35%) 16 (64%) 0 15 (67%)

Off record strategies

i. Indirect 4 0 5 0

Total 4 (20%) 0 5 (21%) 0

Do nothing                                        1 0 0 4

Total  1 (5%) 0 0 4 (42%)
S= speaker; H= hearer; P= power; D= distance

4. CONCLUSIONS AND SUGGESTIONS  
The results of the present study showed that the respondents used different reprimanding 

strategies in the four situations understudy. This finding suggests that social distance and social 
power affected the choice of politeness strategies in Indonesian community. In addition, the 
findings of the research also reveal that the Indonesians generally use negative politeness 
strategies when reprimand someone. They only use bold on records and positive politeness 
strategies when they reprimand a person who has the same level of power and is close to them. 
This outcome is different from the result of Garcia’s study (1996) on the Peruvian Spanish 
speakers. 



e 83   f 

Proceedings 
Teaching and Assessing L2 Learners in the 21st Century

For further research, the writers suggest that the data should be gathered in two-ways 
of conversation in a natural situation. According to Bardovi-Harlig (1996: 242), study of 
interaction could only be learned in the form of interaction as well. In addition, oral data is 
more convenient because the interlocutor’s language becomes more varied in which provides 
more data to be analyzed in depth (Dahl & Kasper, 1991: 245). 
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Abstract
The main purpose of this paper is to discuss the importance of cultural contents in English Language 
Teaching (ELT) in Indonesian context. ELT in Indonesia aims at empowering students to develop 
competence in communication, to increase students’ awareness about the importance of English in 
the globalization era, and to develop students’ understanding related to the relevance between the 
target language and its culture. Based on the fact that every language is unique structurally and 
culturally, it is important to present cultural contents in ELT for some reasons. Furthermore, realizing 
the inseparable relationship between language and culture, it is crucial to present intercultural 
contents covering both local and target cultural contents in ELT activities to make students realize 
similarities and differences between L1 and L2 to raise their awareness that there are varied worlds 
around them to inculcate cross-cultural respect. The present paper also provides some tips which 
are helpful for developing cross cultural understanding (CCU).

Keywords: cultural and linguistic relativity, cultural contents, cross cultural understanding, 
English language teaching.

1. INTRODUCTION 
Linguistic relativity or the Shapir –Whorf  hypothesis is the idea that culture, through 

language, affects the way we think (Gumperz and Levinson, 1999:1). As a result, language, as 
a system of arbitrary vocal and visual symbol, has its own uniqueness in terms of structure and 
culture (Kadarisman, 2009:214). This concept implies that there are no languages which are 
alike. Meanwhile, English language teaching (ELT) in Indonesia aims at enabling students to 
develop competence in communication, to increase students’ awareness about the importance of 
English in the globalization era, and to develop students’ understanding related to the relevance 
between the target language and its culture (Irmawati, 2013:153). In addition, an emphasis on 
developing students’ moral and ethical character is evident in the 2013 National Indonesian 
Curriculum (Welsh, 2014:233). The facts imply that ELT is not only a matter of acquiring 
English competencies in terms of its systems but also how the students behave accordingly 
when using English in a communication with others across different nations and cultures.

Based on the fact that every language is unique structurally and culturally, it is important 
to present cultural contents in ELT for at least three reasons. First, language is a part of culture, 
and culture is a part of language (Brown, 2001:133). Second, since language and culture are 
inseparable, ELT should be cultural content-oriented to make students able to use English 
correctly. Last but not least, understanding differences and similarities between two different 
cultures promotes students to be aware of cross-cultural understanding. As a result, the materials 
of English teaching-learning process should be able to facilitate students to understand the 
target language culture better, so they will be able to produce English utterances which are 
structurally and culturally accepted since according to Kadarisman (2009:205), in discussing 
the relationship between language and culture, most scholars in Teaching English as a Foreign 
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Language (TEFL) agree with the widely accepted view that language exists in culture and that 
cultural values express themselves, among other things, by means of language. Accordingly, 
a question to be answered is which cultural contents must be covered in ELT: local culture 
contents, target culture contents, or intercultural contents? 

2. DIFFERENT LANGUAGES, DIFFERENT STRUCTURES AND CULTURES
The notion that each language has its own culture is probably best represented by the idea 

of Edwards (2003:176),who avows that the existence of different languages implies the existence 
of different cultures. In addition, the exact nature of the relationship between language and 
culture has fascinated, and continues to fascinate, people from a wide variety of backgrounds 
(Wardhaugh, 2006:221). It indicates that there are no two languages in the world which are 
the same. There may be some languages which are alike, but they are different. Furthermore, 
with regards to English Language Teaching (ELT) in Indonesia, the notion that every language 
is structurally and culturally different may be illustrated clearly by comparing and contrasting 
between English and Indonesian.

Structurally, Indonesian is different from English. Basically, there are many differences 
between English structure and Indonesian structure. One such difference deals with the forms 
of singular and plural nouns. For instance, Indonesian applies repetition or reduplication to 
show plural forms or without changing the form, but English has regular and irregular nouns to 
show singular and plural forms (see Table 1).  

Table 1. A Comparison between Singular and Plural Forms in English andIndonesian
NO Singular Plural
1 I               have                a          pen.

Saya     mempunyai   sebuah    pena.
I          have              two              pens.
Saya   mempunyai    dua buah    pena.

2 She             has       a               box.
Dia       mempunyai sebuah    kotak.

She       has                three        boxes.
Dia       mempunyai   tiga          kotak.

3 The       fish     is        cute.
Ikan     itu               menggemaskan.

The           fish          are               cute.
Ikan – ikan    itu           menggemaskan.

4 The       man               came.
Orang          itu           datang.

The           men                      came.
Orang-orang      itu              datang.

Table 1 shows that English has regular and irregular plural nouns, and the plural of most 
English nouns is formed by adding final – s, such pens (No.1). In contrast, Pena(No 1)in 
Indonesian does not change from a singular form into a plural one. Also, final – esis added to 
plural nouns that end in –sh, - ch, - s, and x, such as box – boxes (No. 2), yet the word kotak 
does not change from a singular into a plural form. The addition of final –sand – es, or the plural 
of words that end consonant + y is spelled iesis called regular forms. Meanwhile, the same 
form of fish (No. 3) both for singular and plural noun and the change of man into men (No 4) 
are called irregular plural noun forms. On the contrary, the word fish (singular) is translated 
into ikan, and fish (plural) is translated into ikan – ikan, using reduplication in the Indonesian 
system. 

The complexity of plural formation may result in grammatical errors made by Indonesian 
students. For instance, a sentence “My uncle has three childs” shows that there is an error of 
plural formation resulting from overgeneralization of adding – s for plural noun. The sentence 
should be “My uncle has three children” because the plural form of child is children. In this 
case, the error is caused by intralingual transfer since learners have just begun to acquire only 
insufficient parts of L2 system, and more intralingual transfer or overgeneralization within L2 
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commonly happens (Brown, 1987:178). 
Regarding structural differences, Table 1 is a good thing to present to make students 

understand English structure better. In this respects Contrastive Analysis (CA) may take its 
important roles. CA basically is the analysis of L1 and L2 structures to find out their similarities 
and differences (Kadarisman, 2009:193), so learners will be able to master L2 much better. 
CA probably takes beneficial roles to overcome the problems as diagnostic and prognostic 
providers. Diagnostic deals with sources of errors, so teachers may be able to anticipate possible 
errors produced by learners. On the other hand, prognostic provides teachers’ awareness to plan 
and construct materials and methods needed by students to achieve the target language rules. 
Somehow, errors are evidences that learning takes place (Darus, 2009).

On the other hand, culturally, English is also different from Indonesian. As language is a 
mirror of the culture (Duranti in Kadarisman, 2009:172), the way Americans behave towards 
an issue will be probably different from what Indonesians do. For example, when asking a 
question in a class, an American student probably raises his or her left hand or right hand. It 
implies that American people believe that there is no significant difference between using a left 
hand or a right hand in various situations.  In contrast, Indonesian students always use their 
right hand when asking a question.  It shows that Indonesian people believe that kanan (right) is 
the symbol of good (polite) things, and kiri (left) reflects bad (impolite) ones. So, in Indonesian 
culture there is an utterance (song lyric by Ari Wibowo – an Indonesian singer) “Madu di tangan 
kananmu, racun di tangan kirimu” (Honey is in your right hand, and poison is in your left hand). 
Another example is that the term “golongan kanan and golongan kiri” to differentiate between a 
good party and a bad one is commonly used in some situation in Indonesian culture. 

What is the implication? Indonesian people should use their right hand when offering 
something to another. In case they have to use their left hand, they have to say “Maaf – Permisi” 
(excuse me). Even an Indonesian left-handed child, for example, is considered a little bit odd and 
should be trained to use his/her right hand to write or hold something. In contrast, Americans or 
people of other English speaking countries do not differentiate between the importance of using 
left and right hands in community.  

3. INTERCULTURAL CONTENTS IN ELT
Providing similarities and differences between L1 and L2 related to culture is considered 

an important wisdom to be taken by English teachers. This activity assesses students how the 
two languages are culturally unique and different. In addition, related to cultural similarities and 
differences, basically, there are three different cultural contents in ELTactivities: local culture 
contents, target culture contents, and intercultural contents (Cahyono, 2013:xi). Furthermore, 
Welsh (2011:40) states that learning an L2 automatically results in intercultural understanding. 
In addition, Byran & Morgan (1994:39) mention that:

There exists today a widespread consensus concerning the justification of the demand that foreign language 
teaching should not just be limited to the mediation of competence in understanding and using other 
languages, but that, in addition or closely linked to this, foreign language teaching should include the 
mediation of knowledge about the culture, from which the language arises, and attitudes towards members 
of the culture. 

The following two examples figure out a failure in verbal communications between an 
Indonesian student with an English native speaker resulting a misunderstanding.
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(2-1) Example 1 (On a street somewhere in Indonesia).
Indonesian  : Hello, mister. Where are you going?
Native Speaker : It’s none of your business (annoying).
Indonesian  : ??? (confused)

The Indonesian basically tries to speak English, but he lacks of understanding the 
importance of applying an appropriate cultural content. As a result, there is a misunderstanding 
existing in the communication since he does not realize that asking ‘where someone is going 
to’ is considered very impolite in English speaking countries. In contrast, this kind of question 
commonly happens in Indonesian context.

(2-2) Example 2 (At an airport somewhere in United States).
Native speaker  : What a beautiful necklace.
Indonesia  : Oh, it is very cheap.
Native speaker  : I don’t care with the price (annoying).
Indonesian  : ??? (confused)

Example 2 describes the result of the failure in responding to an appreciation. In Indonesian 
context, an utterance “Wah kalungmu sungguh indah(What a beautiful necklace)” might be 
responded by saying “wah ini murah kok (It is very cheap)”. Thus the Indonesian uses English 
with an Indonesia cultural convention which causes annoyance for the native speaker since the 
common acceptable response in English speaking countries might be ‘thank you’. 
Actually, a meaningful and successful communication can be carried out if there are mutual 
understandings between a speaker and a hearer by involving contexts of utterance (Chapman & 
Rutledge, 2009:86) even though they come from different nations or different cultures. It implies 
that it is of paramount importance to develop cross cultural understanding in a communication 
across nations or cultures.

To sum up, realizing the inseparable relationship between language and culture, it 
is crucial to present intercultural contents in which they cover both local and target cultural 
contents in ELT activitiesto make students realize similarities and differences between L1 
and L2 to raise their awareness that there are varied worlds around them to inculcate cross-
cultural respect (Edwards, 2003:188).In other words, intercultural contents are the substances 
of language learning in which similarities and differences between two different cultures should 
be presented in a balanced way.In addition, communicating across cultures is a difficult pursuit 
for many students because they need to apply the right values or norms of different cultures. 
Probably, a certain action is considered a normal convention in one particular culture, but it is 
possibly rejected in the other culture. 

Meanwhile, regarding some differences and similarities between L1 and L2 cultural 
contents, the question arising is that how to familiarize intercultural contents to promote cross-
cultural understanding (CCU) since CCU is a part of a successful interaction between a  speaker 
and a listener coming from different countries or cultures. The following tips may be helpful for 
developing cross-cultural understandings as suggested by Welsh (2011:41-42):

3.1 Exploring Definitions of Culture
Culture is the integrated pattern of human knowledge, belief, and behavior that depends 

upon man’s capacity for learning and transmitting knowledge to succeeding generations 
(Webster, 1989:314). The definition simply refers to the notion that language has two functions: 
(a) integrating knowledge and belief as the basics of a culture and (b) transforming a specific 
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culture from one generation to the next ones (Kadarisman, 2009:23). However, according to 
Welsh (2014:239, if teachers promote a traditional notion of culture, then students are likely to 
view the world as a place with static cultural borders that reinforce a sense of ‘us’ and ‘them’ 
as being separate and constantly in opposition to each other. Thus providing the perspectives 
of culture in English Language Teaching activities, accordingly, will help students understand 
the existence and importance of culture in language teaching. Students will understand better 
that English language classroom should not only discuss utterances but also the dimension of 
culture – how culture influences language and how language conveys culture. This perspective 
will lead students to learn sociolinguistics. One such example is that students should understand 
why people living in a certain area speak faster than those living in other parts of the world or 
why they have different dialects and varieties, and such variation is a basic fact of linguistic 
style (Wardhaugh, 2006:25). Understanding this fact, students will be able to give an appropriate 
respect to others who have different ways of speaking in a communication across different 
cultures.

2.1 DiscussingHow Language Reflects Micro Culture 
A discussion on how to use language in a particular situation will be beneficial to help 

students to realize that even though they use a particular language they need to use the language 
properly in a specific situation. They have to understand that the way they speak with their 
friends is quite different from the situation when they have to speak to their headmaster. In this 
respect, they need to have adequate sociolinguistic competence. 

The following examples reflect how to use formal and non-formal communications in 
both English and Indonesian contexts. In English context, for instance, an utterance “Sorry, I’ve 
to leave ye. See ya…” is surely conducted by two close friends or two persons having a very 
close relationship. In this case they have a non-formal dialogue. In contrast, the utterance is 
considered very rude if it spoken by a student to his headmaster. In this respect, the student has 
to apply a formal communication by saying “I am sorry, Sir. I have to go now. See you again, 
Mr. Edwards.”

In Indonesia context, an expression of “when did you come?” is translated into  “Kapan 
kamu datang?” in an acceptable non-formal communication conducted by two close friends. 
Yet, the utterance is not appropriate if it is addressed to the headmaster, so the student will then 
say “Maaf, kapan Bapak datang?”. It shows that someone needs to understand to whom he or 
she is talking, and he or she adjusts the appropriate modes of communication in specific contexts. 
The two examples prove that in communities, a good speaker must be able to understand kinds 
of communication settings he or she is facing.

3.2 ExploringCross-Cultural Similarities and Differences
Students need to know that there must be some differences and similarities between their 

own culture and the target culture. Thus teachers should provide intercultural contents as the 
materials of language teaching. The teachers, for instance, may provide similar contents such 
as “Sukuran” which represents Indonesian cultural contents and “Thanks Giving Party” which 
is originally taken from English/American culture. The teachers guide the students to find 
differences and similarities between the two events. Also, it is important to discuss moral values 
in the events, so the students understand that even though the events are different, but in some 
cases they are similar – both convey some good messages. Here nonverbal languages/behaviors 
across cultures include kinesics (facial expressions, eye contact, gestures, touch and posture 
and movements) and proxemics (the use of space, such as the distance people sit or stand) 
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should be discussed (Gebhard, 2000:119). Videos or films are possibly appropriate sources to 
be discussed in a classroom to identify some specific features of a culture both for verbal and 
non-verbal language. 

3.3 PromotingTolerance of Differences
After knowing similarities and differences between the two different cultures, the 

students should be motivated that they need to understand and tolerate differences between 
the two cultures. In this respect, the ability and willingness to tolerate differences will lead 
them to build their cross-cultural understanding. For example, after discussing similarities and 
differences between “Sukuran” and “Thanks Giving Party” and realizing that both are different 
in processions but convey similar messages, they never judge which one is much better. Instead, 
they are aware that they live in the world where similarities and differences are easily and 
normally found. Welsh (2014:241) suggests that if students are to truly become global citizens 
and agents of transformational change for a better world, they will require an understanding of 
other cultures but more importantly they will also need to be able to engage constructively in 
inter-cultural spaces. In other words, students need to understand how they behave accordingly 
in a heterogeneous society consisting of people having different cultures.

4. CONCLUSION AND IMPLICATIONS ON ELT
Since every language is structurally and culturally unique, it is logically significant to 

discuss similarities and differences between Indonesian and English in English Language 
Teaching (ELT) settings. Regarding the uniqueness of structure, Contrastive Analysis (CA) 
should be a part of ELT to make students aware of the similarities and differences between 
structures of L1 and L2 because structurally English is different from Indonesian. Applying CA 
helps teachers a lot to predict the difficulties students may encounter.  

In addition, as language and culture are intertwined and inseparable, it is strongly suggested 
that teachers be aware of the importance of presenting intercultural contents in ELT activities. 
The intercultural- based activities might behopefully effective to make students understand how 
to use English better both for verbal and non-verbal communications. The positive attitudes of 
the students towards similarities and differences between two different cultures also promote 
them to have cross-cultural understanding. In this case, the competence to have cross-cultural 
awareness contributes to increase students’ tolerance towards differences between the two 
cultures.

The most significant implication of this paper is that the needs to provide the students 
with sufficient opportunities to use English language well by having intercultural contents with 
them. The teachers are responsible for familiarizing intercultural contents in English teaching 
and learning process in order to promote cross-cultural understanding. On the other hand, the 
students should be more active to learn not only the English language but also the culture where 
the language is spoken and widely used by its native speakers. Finally, it is absolutely suggested 
that intercultural contents take greater exposures in ELT since language and culture are two 
inseparable substances. 
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OPTIMIzATION OF ICT IN LEARNING ENGLISH FOR SPECIFIC 
PURPOSES (ESP) AT SHARIA AND LAw FACULTY

Ummi Kultsum
Sharia and Law Faculty, UIN Syarif Hidayatullah Jakarta

1. BACKGROUND 
As the language of international and global business communication, English becomes 

very important to be learnt. This is a main tool for people to communicate their business and 
academic knowledge. Also, English is needed in order to fulfill the international knowledge 
and other international information. Because English is a tool, it needed in all areas of science 
including (Islamic) Law. 

English for Specific Purposes (ESP) is one of the programs in which to learn English 
tailored to the needs of science students. ESP is the teaching by using a special topic appropriate 
with the occupied areas of learners’ study. ESP program combines scientific fields with English. 
It can motivate students because they can learn English at the same time they apply their 
knowledge based on their scientific field. Their skills in a particular field will ultimately improve 
their English achievement. Subject / materials used to provide the context of understanding that 
they need to learn English (David. 1983; Hutchinson dan Waters. 1990; Mackay and Mountford, 
1992; Morrison. 2001; Robinson. 1988, ). 

The term “Specific” in ESP refers to the specific purpose in learning English. Students 
approach the English language through a field of science that is relevant to their field. This means 
they can use what they learn in the ESP classroom directly in their studies. ESP approach will 
provide information on the relevance of what they learn through English, so learning English 
will be a very fun and easy for them.

Faculty of Sharia and Law is a barometer of Islamic economy and law in Indonesia. 
Therefore, it is necessary to increase the quality of student learning and apply it in a curriculum 
development that fits the needs of teaching and learning in the faculty. However, the problem 
is most of lecturers using many references that taken from books that using a foreign language 
(English), while students still hard to earn their English achievement.  This is of course become 
an obstacle for them in understanding the English texts.

Improving the quality of learning and teaching English to synergize the needs of students 
in the learning materials will meet their needs in understanding English-language reference. 
Thus, a need analysis should be done before the process of teaching and learning in English.  It 
is intended that students have focused on their language acquisition, especially in understanding 
English-language reference.

Thus, ESP is required as the program which can elaborate among materials, methodology 
and strategy in learning English for specific students.  The convenient materials are a must in 
learning ESP. However, the accuracy of learning strategies becomes prominent in delivering 
ESP program. Indonesia has already had appropriate materials of ESP which are built based 
on the needs of occupational learners. But, still most learners have difficulties in achieving 
the lesson. This problem found because teacher could not deliver the material in appropriate 
strategy. Teacher center becomes the favorite way in teaching it. Other reason, learners just try 
to understand the text and translate it into their native language (Dewi. 2012; Fahriany. 2009; 
Kultsum. 2012).  This weakness makes the ESP teaching in the field failed. Whereas, Dudley-
Evans (1998) emphasize ESP purpose should related orientation. This regards to the strategy of 
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learning, such as business, marketing, creating logo and so on (Carver. 1983). Afterwards, a self 
direction which is about ‘what, when and how’ also important in part of learning ESP (Dudley-
Evans. 1998). Therefore, the emphasis in the ESP program is not only on teaching materials but 
also teaching strategies.

 ICT (information and communications technology - or technologies) is an umbrella 
term that includes any communication device or application, encompassing: radio, television, 
cellular phones, computer and network hardware and software, satellite systems and so on, as 
well as the various services and applications associated with them, such as videoconferencing 
and distance learning (Victoria, 2002). Information and communication technologies(ICTs)—
which include radio and television, as well as newer digital technologies such ascomputers and 
the Internet—have been touted as potentially powerful enabling tools foreducational change and 
reform. When used appropriately, different ICTs are said to help expand access to education, 
strengthen the relevance of education to the increasingly digitalworkplace, and raise educational 
quality by, among others, helping make teaching andlearning into an engaging, active process 
connected to real life (Victoria, 2012).

The Internet which is an integral aspect of the Information and Communication Technology 
(ICT) is becoming an indispensable tool for quality teaching, learning and research in an 
academic setting. Internet is a tool that can be used as an effective aid in teaching. The internet 
is defined as a network of networks of millions of computers in the world, communicating and 
sharing information with each other. It is an information superhighway that provides unlimited 
access to a wealth of information on different topics contributed by people throughout the world 
(Griffith. 2002; Leiner, et al. 2002; Scholastic. 2003).

Currently, almost all students have and understand the use of technological means and 
make it as important needs in their lives. Similarly, in the study, many students rely on the use 
of technology. They do a lot of browsing, communication and reading through the internet 
and other gadgets that supply the information about the subject. Therefore, In teaching ESP 
which requires a lot of resources and unfamiliar terms language, technology is considered very 
necessary to be used. The use of ICT is expected to improve their English language learning and 
changing the model of student learning.  

For further study, I will explore ICT program more complete, it’s not only for reading 
materials but also for writing. ICT can be used for both students and teacher as major tool in 
the teaching of ESP in order to help teacher who does not have the background knowledge in 
accordance of occupation. Teacher will compile the occupation English materials through ICT 
and students access them before the class begins. These materials will also provide teacher content 
knowledge then he/she can develop their occupation information before he/she starts teaching. 

Furthermore, theuse of ICT provides Task-based learning that focuses of classroom 
activity which students use to complete it. The task is an activity in which students use language 
to achieve a specific outcome. The activity reflects real life and learners focus on meaning, they 
are free to use any language they want (Bowen. 2000). 

1.1 Limitation of the Problems
This research aims to optimization the use of ICT at Sharia and LAW Faculty, UIN 

Syarif Hidayatullah Jakarta. It will integrated English subject with other subjects in various 
departments in the Faculty. It will incorporate the elements of  Work-Integrated Learning, 
Content and Language Instructional Learning (CLIL).  English subject is purposively selected 
because every departments in every university includes the subjects in their curriculum.
However, English subject in various department still have a dim direction in terms of goals and 
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instructional  materials (Dewi 2012). 
 A. Research Question

The objectives of this study are:
1. Whether the optimization of Information and Communications Technology - or Technologies 

(ICT) in teaching ESP can provide students’ improvement.
a. Does ICT improve students’ comprehension in Reading ESP?
b. Does ICT improve students writing skill?

2. What is the merit/demerit of optimization of Information and Communications Technology 
- or Technologies (ICT) in teaching-learning ESP program?

 B.  Research Objectives 
This research would  serve as aprototype modelof using ICT in various departments at 

UIN SyarifHidayatullah. Further, a  lucid information  of the impacts of integrated subjects can 
be utilized to enhance  other similar  program.  

 C. Significance of the Research
This research is expected to provide benefits and contributions both theoretically and 

practically to the following parties:
1. Theoretical Benefits

This research is expected to provide the optimization of ICT, especially on subjects that 
integrate English with other subjects

2. Practical Benefits
a. For researchers: This study is expected to deepen insight about learning strategy using 

ICT.
b. For the University: This research is expected a result in recommendations for 

improvement in teaching strategy and provide an overview of the courses can be 
integrated with other subjects.

 D. Theoretical Framework and Conceptual
1.	 Definition	of	ESP

English for Specific Purposes (ESP) is the teaching by using a special topic appropriate 
with the occupied areas of learners’ study. ESP program combines scientific fields with English. 
It can motivate students because they can learn English at the same time they apply their 
knowledge based on their scientific field. Their skills in a particular field will ultimately improve 
their English achievement. Subject / materials used to provide the context of understanding that 
they need to learn English (David. 1983; Hutchinson dan Waters. 1990; Mackay and Mountford, 
1992; Morrison. 2001; Robinson. 1988, ). 

The term “Specific” in ESP refers to the specific purpose in learning English. Students 
approach the English language through a field of science that is relevant to their field. This means 
they can use what they learn in the ESP classroom directly in their studies. ESP approach will 
provide information on the relevance of what they learn through English, so learning English 
will be a very fun and easy for them.

In learning English, ESP is more emphasis on the context of the language rather than 
the teaching grammar. In other words, English teaching focused on the needs of each field, 
such as English for tourism, accounting, science, computers, economics, law and many others. 
ESP focus in teaching English that does not separate between subject matter and the fields of 
learners (Jeremy Day and Mark Krazanowski, 2011).
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In Indonesia context, English for Specific Subject are starting from the preparation of 
the subject matter up to the implementation in class. As it is explained above, the objective of 
occupation learning, creating and designing a student with certain skill proficiency used in work 
skill. So the objevtive of the subject matter should also support it. Additionally, BSNP (Badan 
Standar Nasional Pendidikan) defined the content standard of ESP program that are:

1) Mastering the basic knowledge and skills to support the achievement of English 
language competency skills program.

2) Implementing mastery skills in English to communicate both orally and in 
writing at the intermediate level.

Based on the two purposes above, ESP definitely concern to support the skill or proficiency 
in the work field and the teaching learning process in vocational school or department. 

Robinson (1988) stated; there are three characters in ESP programs that different from 
general English:

1) ESP program is oriented in purpose. It means that language is learnt not as 
grammatical rules or as a part of culture. But they learn ESP because it has a 
special purpose, and specific in certain academic fields and professions.

3) The substance of ESP is designed and developed based on the concept of needs 
analysis. The concept of needs analysis aims to specialize, associate, and bring 
what it takes of students in both the academic and professional fields.

4) ESP is more targeted at adult learners (in these case college students) than in 
children or teenagers. This is logical since ESP is generally taught at the middle 
and high levels of academic and professional or workplace.

2. Kinds of ESP
David (1983) defines the three types of ESP:

1) English as a language is restricted;
2) English for academic purposes and employment (English for Academic and 

Occupational Purposes-EAOP);
3) English with specific topics.

English used by the air regulator or by waiters are examples of English as the restricted 
language. Mackay and Mountford (1992) clearly illustrate the difference between the restricted 
language and language in general:

“….the language of international air-traffic control could be regarded as ‘special’ in the sense that reporter 
required by the controller is strictly limited and can be accurately determined situational. As must be 
the linguistic needs of the dining room waiter or air hostess. However, such restricted repertoires are 
not languages, just as a tourist phrase book is not a grammar. Knowing a restricted ‘language’ would 
not allow the speaker to communicate effectively in novel situation or in contexts outside the vocational 
environment”.  

The second type of ESP is English for employment or academic purposes (EAOP). 
Hutchinson and Waters (1990) in the Tree of ELT say that ESP is divided into three branches, 
which are; (1) English for Science and Technology, (2) English for Business and Economics, and 
(3) English for Social Studies. Each subject is divided into two branches: English for Academic 
Purposes (EAP) and English for Occupational Purposes (EOP). Example is the English for 
Technicians EOP and EAP example is English for Medical Study. The third type of ESP is 
English with specific topics. This type of learning with the use of specific topics based on the 
theme of learning that is appropriate to the needs of or related to the knowledge of college 
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students. Topics have been selected and designed in English language learning materials in 
accordance with the development of language skills including speaking, listening, reading and 
writing. The pattern or strategy can be applied in the form of delivery of the reading text. Then 
from the text, students can conduct discussions, comprehension, and others. 

Content and Language Integrated Learning (CLIL) is a learning approach that focuses 
on both content and language teaching. That is, in teaching learning process teacher should 
emphasis the integration between language materials and content materials based on  student’s 
learning outcome in the curriculum (Coyle / Hood / Marsh (2010: 1). 

Achieving this two-fold aim calls for the development of a special approach to teaching in 
that the non-language subject is not taught in a foreign language but with and through a foreign 
language (Eurydice (2006: 8). CLIL has been applied in Europe for about 25 years. Thus, 
government and shareholders supported and liked it. Therefore, this program relatively smooths 
to be run in the country (Clegg, 2012).

2. Information and Communications Technology - or Technologies (ICT)
 a. Technology integrated in teaching learning process 

Technology is essential for today teaching and learning. Teacher, parents and students 
prefer to take technology for educate the children (Eady and Lockyer, 2013). Students today 
may have been born into a technologically rich world; they may not be avid and skilful users 
of technology (Bennett, Maton & Kervin, 2008). Therefore, students today cannot be separated 
from technology not only in their learning but also in their life. 

To face this phenomenon, it is the time for school and teacher to develop the integrated 
ciurriculum where technology takes a part in a learning process. It does not mean students should 
know how to use the technology, but how students can apply technology related knowledge 
and skills (Eady and Lockyer, 2013). In other words, a teacher has many considerations and 
influences in designing learning experiences for students, and the appropriate use of technology 
is but one of those considerations. Just as teachers keep up to date with curriculum developments, 
new educational policies and advances in the art and science of teaching practice, they keep up 
to date with the technological tools that are available to them (Eady and Lockyer, 2013; Heidi, 
2013; Kolb, 2014).
 b. The use of Smartphone or mobile phones in learning language. 

In language education, both teacher and students can do online learning that accomplish 
learning in new and exciting ways by sourcing information from the Internet (Schrum, 2000).

The use of gadgets becomes the favorite equipment for teacher and students to enhance 
the instruction. One of them is Smart phone. Even it is still controversial, the use of Smartphone 
is necessary to help students in finding many sources (Heidi, 2013). Kolb in a research (http://
www.cellphonesinlearning.com/) mentioned that:  

• 88% of teenagers own a Smartphone (with Internet) or basic cell phone (without Internet)
• Most teenagers send about 30 text (SMS) messages per day
• Most popular apps are KIK and WhatsApp
• 91% of teenagers primarily use a mobile device to go online
• If teenagers own a mobile device with Internet access, 94% go online daily, while only 

68% of teenagers who own a mobile device without Internet access go online each day 
(through a standalone computer or other type of device)
The rapid growth of access to mobile phones around the world and in Africa and Middle 

East regions in particular have a potential of improving teaching, learning and institutional 
efficiencies to enable national education system transformation (UNESCO, 2012). Mobilephoes 
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and Smartphones facilitate students not only in accessing web based contents, remix it, and 
share it, but also open collaborative and communicative learning among students and teachers 
(Ferry, 2009).

In learning ESP program for higher education, for example, smart phones give significant 
facility. From there, students can find many related texts, the basic law of a case, and analyze 
a recent issue then discuss it in the class. Thus, students can do learning outside the class when 
they can learn together in using the free chat on their Smartphone. By using their Smartphone, 
students have their motivation in solving their learning problems (Kolb, 2014). 

In ESP class, at Sharia and Law faculty, students elaborated their smart and mobile phones 
to search many issues of law and take one the issue to be discussed with their classmates. Later, 
they start to write an idea about what they have discussed. Also, by using their mobile, they 
sent some message to develop their sentences about a topic. Here, they can learn how to build 
proper simple sentences. 

In discussing a picture, such as a picture of moot court, sequences of procedures, map and 
schemes, teacher and students looked off the picture through internet and their Smartphone, and 
then they described it into a writing task. Here, they start write a descriptive writing. 

2. RESEARCH METHODOLOGY
The classroom action research is used to conduct the application of the teaching strategy. 

Classroom action research is a way to develop teaching strategy to enhance student’s leaning 
achievement. Thus, in classroom action research, we can measure the proper methodology and 
strategy for students learning (Hole and McEntee, 1999).  This is the effective way to improve 
our teaching strategy. Thus, it can help us to discover the best way of teaching for particular 
students. In other words, this study can find out what the exactly need for students in their 
learning habit (Mettetal, 2001). Therefore, in order to achieve students’ goal in learning ESP, I 
try to apply the use of ICT, in this case, the use of Smartphone to facilitate students learning.

This research conducted in Law Science Department semester II, Sharia and Law Faculty, 
UIN Syarif Hidayatullah Jakarta. There are two classes of Law Science Department, class A 
and B. to make more effective, I only take class A as my research sample. Class A consists of 
25 students. 20 persons of them (80%) graduated from public and private general high school 
and other five students (20%) graduated from Islamic school and  Islamic Boarding school 
(pesantren). Their background, in somehow, describe their ability in using English. Therefore, 
I decided to rise up their learning level into writing English. The research was conducetd in 2nd 
February – 25th of May 2015.

3. RESEARCH FINDINGS
There are two cycles in the research. Each cycle consist of four meetings. In the first 

cycle, I introduced them the basic knowledge of writing and explain about how to develop their 
writing habits. In this cycle, students start to describe a picture and write their opinion about 
the picture. Later, students used their Smartphone to find out the picture and start to describe it 
into writing. After that, they share their writing task to others, and let others analyze each other 
tasks. In the evaluation, it was recognized that students have difficulties in developing their 
sentence. Therefore, I give them some homework in the end of the class. The first homework is 
developing sentence through text message. They have one week to sent a word to their friends 
and let others to resentence the words. After that, other will continue the sentence into more 
complete sentence. The second homework was analyzing an issue based on the case that they 
have learned. In this task, students start to make simple and compound sentence. They start 
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develop their writing into longer sentence. In this session, students start writing a paragraph. 
The evaluation of the first cycle was students reached their motivation in learning writing. 

It can be seen that they submit their homework on time and can analyze many different issues 
and discuss them into their paragraph. In analyzing session, they give their high intention on 
reading their friends text. Thus, they also discuss any problems that they have found in the text 
with their lecturer. It can be concluded that they curios and serious to develop their writing task. 
However, ESP faces them with many difficult words that they have less inferences about the 
termination. It can be seen from their writing task, where they have used very limit vocabularies 
of legal terms. Therefore, in the reflection, I tried to let students to use their Smartphone to help 
the language terms. 

The second cycle was made in four meetings and was closed with the writing test. In 
this cycle, students were challenged in writing complex sentence. Furthermore, they use the 
application of Smartphone during the class. This, in fact, helps them a lot to find out many 
termination about legal English. I this session, students also start to write complex sentence 
and make a small essay. The essay is oriented into describing a sequence or procedure. I make 
some map of procedures and they write the description into some paragraph. The process 
start in how using sequences words such as, fisrt, second, and then, later, after that and so on. 
These words should be selected in their writing task. After the lesson, students was asked to 
make a sequence and describe it into a paragraph. In this cycle, Smartphone was very crucial 
to accommodate the writing process. For example, they can look up many example of one 
procedure and find out much information about how to do something. Thus, it also helped them 
to develop the definition about some words such as, moot court, obligation, persecutor, attorney, 
act, regulation and so on. The cycle also completed with  the full essay writing. In this session, 
students were challenged to develop their mind by writing full text of essay in the complete of 
writing procedure including introduction, body and closing. Students were allowed to use their 
smart phone to help their language and find out legal information to support their reasons. At the 
end of the cycle, students made a great achievement compare with the achievement before the 
treatment. The test is made on writing model with writing rubrics. Here are the results:

Respondent Pre test Post test
Student 1 65 72
Student 2 63 70
Student 3 70 75
Student 4 71 76
Student 5 74 75
Student 6 70 72
Student 7 70 70
Student 8 70 70
Student 9 65 70
Student 10 65 70
Student 11 66 70
Student 12 72 75
Student 13 70 70
Student 14 72 75
Student 15 68 70
Student 16 72 80
Student 17 68 74
Student 18 68 72
Student 19 65 70
Student 20 65 72
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Student 21 65 71
Student 22 71 78
Student 23 71 76
Student 24 71 75
Student 25 75 80

Based on the questioner, most students (75%) claimed that learning ESP with smart phone 
as the main facilitation made them enjoy recognizing many terms and information about the 
issue that being discussed in the class. The rest 25% of them believed that Smartphone rather 
help them in learning ESP. According to the students (90%), Smartphone also help them to 
enhance their English vocabulary, they know how to install the online dictionary or cell phone 
dictionary through their Smartphone. However, only less of them (10%) still have difficulties 
on using it. Thus, Smartphone also helps them to update the recent issue, so they can develop 
their knowledge before they start writing their essay.

4. CONCLUSION 
Learning ESP program is the most important think to be applied in non-English department. 

However, students still have difficulties on learning ESP. Therefore, the use of ICT is one of 
the solutions to enhance student’s language achievement. Smartphone is one of the tool of ICT 
become a tool that students can use. Students elaborate Smartphone to find out information, 
language development, communication and searching the regulation and definition that related 
of legal termination. This, finally improve their writing skill. They can write their English task. 
They write many topics related to their field. Even it is not reach the perfect score, students at 
least can take their improvement on writing with a better score.  
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Abstract
Previous studies show that students ’ willingness to communicate ( WTC ) is a predictor of classroom 
participation since students with high rank of WTC participate more in classroom interactions and 
are likely to be ready to involve in any interactions using their L2 outside classrooms.
The main aim of modern language pedagogy is to enable learners to communicate naturally in their 
L2/FL; therefore students’ interaction in their L2/FL is essential.
Employing particular interaction strategies and utilizing certain pedagogical roles can be teachers’ 
attempts to facilitate students’ WTC.
Lee and Ng (2009) propose three teachers’ interaction strategies namely teacher-fronted, facilitator-
oriented and learner-oriented strategies.
Teachers also commonly perform various pedagogical roles such as instructors, organizers, 
counselors and helpers.
Given the important teachers’ contributions in generating and maintaining students’ WTC, it seems 
essential to value teachers’ beliefs about their interaction strategies and pedagogical roles as their 
beliefs define their actual teaching practices.
This small- scale research project was conducted to find out English language teachers’ beliefs 
about their roles and interaction strategies applied in facilitating their students’ WTC.
Four experienced English teachers in language courses in West Java Province, Indonesia were 
asked to answer an open self-completion questionnaire.
The study suggests any pedagogic interventions always depend on good teaching, a method alone 
does not promise success.

Keywords : willingness to communicate, teacher interaction strategies, teachers’ roles, teachers’ 
beliefs

1. INTRODUCTION 
A gamut of researches has indicated that learners’ active involvement in communication 

and interaction in their target language is essential during learning process as modern language 
pedagogy specifically aims to enable learners to naturally communicate in their target language, 
thus speaking becomes an increasingly important part in language learning. This is in line 
with Skehan (1989, cited in Zarrinabadi, 2014) who argues that learners’ talk in the target 
language is fundamental to achieve L2/FL proficiency; therefore the learning process should 
emphasize more on how to utilize classroom tasks largely to encourage students to demonstrate 
their linguistic competence within conversations. A lack of opportunities provided for learners 
to speak would make them remain as ‘mute’ language users regardless extensive linguistic 
inputs they have received.  

Besides the absence of opportunities to interact in target language, another possible reason 
that may hinder language learners from being capable to communicate in their target language is 
that they do not have Willingness to Communicate (WTC). The topic of WTC has been widely 
discussed as a pivotal role in L2/FL learning. It is WTC that generates enthusiasm to seek 
for or even create opportunities to talk in the target language. McCroskey (1987) claims that 
WTC is proven as a predictor of classroom participation since students with high rank of WTC 
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participated more in classroom interaction (cited in Liu and Jackson, 2008) and they are likely 
to be ready to involve in any interactions using their L2 outside classrooms (Kang, 2005). 

Since WTC is considered crucial, a strand of discussions has attempted to formulate the 
impacts of its presence or absence and suggested numerous efforts to facilitate this factor in 
language learning process especially within classroom environment. In EFL/ESL classroom 
context, teachers undeniably exert a significant and determining influence on learner’s 
engagement and WTC (Wen and Clément,2003; Peng,2007; Cao,2011; MacIntyre et al., 2011 
cited in Zarrinabadi, 2014). Experts suggest teachers’ attitude, involvement, and teaching style 
significantly affect learners’ involvement and WTC (Wen and Clément, 2003; Peng, 2007; 
MacIntyre et al., 2011; Cao, 2011 cited in Zarrinabadi, 2014). 

Language teachers’ main task is able to provoke students’ interests and involvement in the 
classroom activities, even when their students do not seem to be interested in participating in 
classroom activities and, perhaps the most important, communicating in their target language.
To do so, teachers should perform suitable pedagogical roles and strategies.

Pedagogically, based on Harmer’s framework (Hedge, 2000), EFL/ESL teachers’ roles 
in language learning process can be identified as follows: as controllers, assessors, correctors, 
organizers, prompters and resources. Richards (2006, 2011cited in Rido et al., 2014) propose 
three other roles:  facilitators, monitors and mediators, while Littlewood (1981 cited in 
Choudhury, 2011) mentions teacher as a facilitator that includes some sub-roles such as: a 
supervisor of students’ learning activities, a classroom manager, a consultant, an adviser, and 
in several occasions as a communicator with learners. Among the list of proposed teachers’ 
roles, teachers generally manage to perform these following roles: instructors, organizers, 
counsellors and helpers (Hedge, 2000). Regarding the many pedagogical roles a teacher may 
perform,Harmer (1998) highlights that the ultimate aim of all roles performed by teachers is to 
facilitate progress of students’ language skills.

Implementing appropriate interaction strategies may also arguably support creating 
communicative English classes. Lee and Ng’s (2009) study underlines three types of interaction 
strategies namely teacher-fronted strategy, facilitator-oriented strategy and learner oriented 
strategy. 

Teacher-fronted strategy is a controlled interaction pattern in which teacher talks most 
of the time and initiates the exchange between her/him and students. This approach is also 
known as IRF sequences, or triadic dialogue. The triplet involve three general steps: teacher 
initiates the questions, students respond to it as a class and teacher gives feedback in the forms 
of correction, acceptance or rejection of students’ answers (Sinclair and Coulthard, 1975 cited 
in Waring, 2008). The F step might also be intended to close a cycle and move to a new cycle 
of IRF marked by teacher posing another question. Although there are studies who criticize its 
rigid structure (van Lier, 2000b cited in Waring, 2008; Miao and Heining-Boynton, 2011), IRF 
is still widely used in language classroom interaction (Kyriacou and Issitt, 2008 cited in Ingram 
and Elliot, 2014). 

The second type of strategy, facilitator-oriented strategy, is a ‘more let go’ version 
of IRF in which the third step, F-move, serves as a follow up for teachers to continue the 
exchange. When applying this strategy, teachers do not attempt to give obvious feedback, but 
focus more on building class discussion (Cullen, 2002), therefore they do not cut the dialog, 
but let it flows by inviting more students to join in the conversation. The strategy involves 
topic personalization, referential questions, reformulation, elaboration, comment, repetition, 
backchannels, content-focused feedback and longer wait time (Lee and Ng, 2009). Wider scope 
of F-move has changed the rigid pattern of IRF to be a more strategic discourse that supports 
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language learning; providing that teachers do not merely evaluate students’ answer but also 
attempt to invite students to collaborate in the discourse.

Thelastinteraction strategy mentioned in this study is learner oriented strategy or can also 
be defined as learner-learner interaction. This type of approach offers opportunity for students 
to speak in the classroom without being fully intervened by their teacher (Lee and Ng, 2010). It 
usually applies when students work as groups or dyads and work together to accomplish a task. 
According to Ryoo (2009) students’ collaborative interactions in the sociocultural framework 
enable them to mediate their understanding and actively seek solution together to reach second 
language development. During students’ group work, teacher gets involved in the interactions 
only when they should, for example, to help their students when they face problems in doing 
their tasks. 

Given the important teachers’ contributions in generating and maintaining students’ WTC 
in L2/FL, it seems essential to value teachers’ beliefs of their roles and interaction strategies as 
their beliefs and perceptions may define their actual practices while teaching target language 
and employing instructional methods (Staub & Stern, 2002 cited in Sadeghi et al., 2014). 

Numerous studies published to date have shed light on direct or indirect correlation of 
teachers in WTC, however how teachers’ beliefs shape their decisions to perform particular roles 
and apply certain interaction strategies related to students’ WTC still needs to be identified. The 
present study investigates teachers’ beliefs of their roles and interaction strategies applied in 
their classrooms within Indonesian EFL learning classroom context. 
This qualitative study examines the following research questions:

(i) What are teachers’ beliefs about their roles and interaction strategies in keeping 
students’ WTC?

(ii) How do teachers apply interaction strategies to maintain students’ WTC?

2. METHOD
This qualitative research was conducted within Indonesian EFL context, involving five 

English teachers from two English language courses in Cirebon city and Bandung city, West 
Java province. The recruitment of participants used purposive sampling based on their teaching 
experience. After all necessary permissions had been granted, including consent form, an open 
ended questionnaire was sent to participants’ e-mails to be filled within 3 weeks. As stated in 
the consent form, their answers might be followed up by other questions for confirmation and 
elaboration.

Throughout this paper, all participants appear in pseudonyms (P1, P2, P3, P4) that were 
created based on the order of the submissions of their completed questionnaire.

2.1 Data Collection Instrument
The data in this research were obtained from an open ended or qualitative questionnaire 

which I distributed to all participants by email and followed by questions to confirm or ask 
further explanations regarding participants’ answers to the questionnaire.Cohen et al., (2007) 
note that open-ended questionnaire is a very attractive device especially to be used in a small-
scale study. It may collect authentic, rich, deep and honest qualitative data. It also allows 
respondents to use their own terms in answering the questions (Bryman, 2008). 

The questionnaire was developed mainly based on the three categories of teacher 
interaction strategies as proposed by Lee and Ng (2010): teacher-fronted, facilitator-oriented 
and learner-oriented and theories of teachers’ beliefs, learners’ WTC and teachers’ pedagogical 
roles. 



e 104   f 

Proceedings 
The 62nd TEFLIN International Conference 2015

The follow up questions were conducted by using instant messenger services such as 
Facebook or Blackberry messengers to confirm and elaborate participants’ answers. Each 
participant was asked different topics and number of questions in this stage depending on their 
previous statements. Creswell (2014: 191) notes that interviews using email or internet are 
‘useful when participants cannot be directly observed’.

Possible disadvantages of the use of email or internet interviews, however, may emerge. 
This instrument is time consuming for both participants and researchers. In addition to that, 
not all participants are able to express their stories in written form, so it is not impossible they 
do not answer the questions clearly and completely (Cohen et al., 2007; Bryman, 2008). To 
anticipate the possible drawbacks, I provided sufficient time for the participants to fill in the 
questionnaire and answer follow-up questions. 

2.2 Data Analysis
The primary data analysis was conducted following Radnor’s (2002) suggestion that 

involves topic ordering, constructing categories, reading for content, completing the coded 
sheet, generating coded transcript and analysis to interpreting the data. To conduct analysis, I 
used Microsoft Excel spreadsheet to store the data.

3. FINDINGS AND DISCUSSIONS
The four participants had similar opinions about willingness to communicate. They noticed 

WTC as the trigger for students to actively participate in any classroom discourses, either with 
the teacher or their peers. They were also familiar with the three interaction strategies proposed 
by Lee and Ng (2009) and used the strategies in their teaching activities.

3.1 Teacher-fronted strategy
Based on their teaching experience, three participants regarded teacher-fronted strategy as 

an effective approach to promote students’ WTC. They used this strategy for several purposes: 
to draw students’ attention in the beginning of the class, to introduce a new topic or to remind 
students of the previously taught subject.  

On the other hand, one participant (P2) wrote that IRF sequence was ineffective as it 
could not invite all students to participate in the discourses. According to P2’s experiences, 
this strategy potentially generated students’ anxiety if it was applied for more than 5 minutes. 
Although P2 had negative perception towards teacher-fronted approach, she still applied this 
strategy in her teaching activities for similar purposes as those of her colleagues. This finding 
is in line with the result of Li’s (2013) study, a teacher may have a firm belief about something, 
but in the classroom might adopt or even use contradictory approaches. 

All participants were aware of the authoritative nature of teacher-fronted strategy, 
therefore to enhance the application of this approach, they used games, realia and audio visual 
media, such as: pictures, short clips or songs as one of their attempts to promote students’ 
active involvement, including reticent ones. They also mentioned that appraising students and 
carefully giving corrective feedback in the F stage were fruitful to develop students’ confidence 
in using English. Feedback, they suggested, should be done in a proper way that would not 
harm students’ self-confidence.

Turning now to the possible domination of active students, the participants’ consider it 
might eliminate less active students’ willingness to participate. P2 admitted that it was not 
an easy job to manage the exchange when the fluent or active students dominated, one of her 
reasons to define teacher-fronted tasks as ineffective. To anticipate this negative situation, 
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besides asking ‘free questions’ –questions to be answered by the entire students-, calling on 
some students, especially those inactive ones, would be effective to share the chances to answer 
their questions. In addition to that, they also provided sufficient wait time to encourage the 
reticent students to answer the given questions.

P1 emphasized on teachers’ good class management skill to have a smooth application 
of teacher-fronted strategy. P2 suggested this approach would be more suitable to apply within 
higher level classes for adults since the students already had sufficient linguistic competence 
and self-confidence so they would participate more actively.

The respondents noted the ultimate pedagogical roles they performed during the application 
of teacher-fronted strategy were as a class manager, controller and prompter. The main goal of 
the implementation of this strategy and the pedagogical roles that entail it was to prepare their 
students for the next step of learning in a current session. 

IRF sequence, that tightly controls the exchanges between teacher and students and is 
dominated by the teacher, has been a common practice within Indonesian EFL classes for years, 
especially in public schools due to the large number of students. The implementation of this 
strategy in language learning courses, where the ratio of teacher and students is low, perhaps 
is influenced by the respondents’ language learning experience and the common teaching 
practice. However, it is obvious that the participants were confident about the effectiveness of 
IRF sequence to develop an active classroom interaction as long as the triplet was supported 
by attractive class activities and limited by time to eliminate its rigid nature. They realize that 
allocating ample opportunities for students to demonstrate their language skills was urgent 
in reaching the main goal of language course; therefore, all four respondents believed that 
classroom activities should be designed to accommodate students’ needs to talk, and their 
pedagogical roles are to provide scaffolding for their students. 

If teachers’ efforts in creating interesting exchanges can be positively accepted by their 
students (the students gain learning benefits), and if the students enthusiastically participate 
in the exchanges (which the respondents in this study regarded as a sign of willingness to 
communicate), teacher-fronted activities, to some extent, may promote students’ WTC and 
facilitate learning. 

3.2 Facilitator-oriented strategy 
Unanimously, all participants deemed the facilitator-oriented strategy as the most effective 

approach to develop communication in the classroom. The loose F-move in this type of IRF 
sequence, as P1 wrote, allowed the topic to be further elaborated while also kept on the track. P4 
echoed the advantages she gained from using facilitator-strategy approach. This is in keeping 
with Cullen (2002) who argues that if the F-move in IRF triplet carries discoursal rather than 
evaluative functions, this strategy would be more student-directed. 

In explaining the implementation of facilitator-oriented strategy, P1 noted this strategy 
was applicable in all levels as long as the students were familiar with the topic and teachers 
were well-prepared to keep the conversation flowing. A similar opinion was proposed by P3 
who also emphasized on the importance of teachers’ preparation.

P2 admitted having a smooth conversation with her students without making them feel 
anxious was not an easy task. Her experiences made her realize the most important thing in 
attempting to build a conversation is to have a good rapport with the students. “They will 
definitely talk to me when they feel close to me” (P2). In his study, Zarrinabadi (2014) found his 
participants would be less anxious and more willing to communicate with teachers who were 
sympathetic and showed interest in their students.  
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   Apparently, the respondents applied two different implementations of facilitator-
oriented strategy: first, a direct conversation which usually occurred without preparation, 
talking about a wide range of topics from daily life to popular issues. The conversation itself 
could also be initiated by students. Second, a prepared conversation that requires teachers to 
give their students sufficient preparation time and assistance. This was usually applied as a 
part of speaking practice. P1 added he also needed to ensure his students’ comprehension and 
familiarity with the vocabulary before carried out the second type of implementation.  This is 
in keeping with Oxford (1997) who identifies the role of teacher as a facilitator or guide and 
the provider of assistance, means they provide any kinds of supports that help their students 
develop their language and cultural skill. 

3.3 Learner-oriented strategy
Learner-oriented strategy, which is manifested in group work (including pair work) 

and presentation, has been widely used in EFL classes due to the shift of ‘teaching discreet 
aspects of language, such as grammar and vocabulary, to developing students’ communicative 
competence’ (Fushino, 2010:700). The respondents understood the main aim of this strategy 
was to allow students to develop the many aspects of communicative competence, which is 
similar to one of their own aims in teaching English. 

Although all of them had strong belief about the effectiveness of this strategy to promote 
students’ WTC, they also noticed that any classroom activities under the umbrella of learner-
oriented strategy required more preparations. For example, they needed to choose a suitable topic 
for the group or pair work which could be taken from their coursebooks or from other sources. 
Sometimes they also let their students choose their topic of interest to be discussed on a session.  

The respondents also had to consider how they grouped or paired their students. P3 let 
her students choose their own team members as it might make them work comfortably. She 
considered a solid cooperation between all members of a group was an important element in 
a group or pair work. On the other hand, P1, P2, and P4 mentioned they grouped or paired 
their students based on students’ ability. P4 pointed out students could learn from their peers’ 
utterances as well as corrected their peers’ mistakes or got feedback; furthermore they would 
also be stimulated to cooperate with their team members to finish the tasks.

Based on their experiences in designing and applying learner-oriented activities, P1 noted 
that higher level students enjoyed working with their peers, either in small groups or dyads. P2 
echoed similar students’ positive responses and reported her students were actively involved in 
discussion with their peers. She understood this response as a sign of students’ higher motivation 
to apply their language skills when they worked with their peers rather than as a whole class. 
Conversely, Garret and Shortall (2014) found although student-centred tasks were more fun, but 
it did not significantly lead to learning the language, and teacher-fronted strategy was regarded 
as promoting more learning. To confirm the actual implementation and students’ responses 
on this strategy in a particular context, observations and interviews with students need to be 
conducted, since each context may result in different research conclusion.  

When using this application, the respondents admitted that they were challenged to ensure 
that all students attempted to use their English during their communication rather than Bahasa 
Indonesia or their regional languages. Without the presence of teachers, students are likely to 
switch the language into their mother tongue (Strong, 1983 cited in Garret and shortall, 2014). 
As the respondents were also aware of it, they usually walked around the classroom to make 
sure their students used English, especially in higher levels.  Freiermuth and Jarrel (2006) accept 
that L1 is useful in the language learning classroom; however, they also point out the reliance 
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on L1 may hamper WTC in FL/L2 and cause little language production in the target language. 
Thus, teachers need to support their students to use their target language most of the time. 

In this occasion, all four respondents put themselves as students’ peers as well as motivator. 
They helped groups or members of groups when they seemed to face difficulties. P4 and P2’s 
responses represented participants’ answers about supervising and motivating students:

The participants called a student-centred activity as a success if all or at least most students 
took active parts in the discussion to finish their task. Based on their various experiences, they 
elicited several possible factors that might become obstacles in this strategy including domination 
of active students in group discussion, uninteresting or unfamiliar topic of discussion, overuse 
of Bahasa Indonesia or regional languages, and insufficient or unclear teacher’s explanation. 
To eliminate drawbacks, they prepared teaching material and gave clear instructions to set an 
interesting yet motivating student-oriented activity.

The participants wrote learner-oriented classroom motivated students to communicate 
with their peers without feeling anxious for being closely supervised by their teachers. Students 
welcomed the chance to work together with their peers within small groups or dyads, for example 
discussion or debate, or do individual tasks as preparing and delivering presentations. 

From students’ point of views that was captured by Garret and Shortall’s (2014:46) study, 
several points might support a well-implemented student-centred task. The students felt a ‘nice’ 
and ‘extroverted’ teacher would be able to apply the strategy and partners who were ‘nice’ and 
‘knows as much as you do’ would be helpful. In addition to that, the whole class should be ‘active’, 
‘interested’, and ‘united’, and the subject should be ‘interesting’(Garret and Shortall, 2014:46).

Learner-fronted strategy requires more complex pedagogical roles. In preparation phase, 
teachers are managers, advisers, prompters, instructors and facilitators. They introduce the topic 
(either from book or from students’ suggestion), explain the procedures of the task and put their 
students in group or dyad. The next step requires teachers to perform as facilitators, advisers, 
mediators and monitors. The last step, when students report the results of their work, teachers 
apply other pedagogical roles such as assessors or correctors.

It can be concluded that all of participants have firm beliefs that successful implementations 
of any interaction strategies to provoke students’ WTC largely depend on the following elements: 
teachers’ choices of teaching techniques, teachers’ understanding on students’ linguistic 
competence, time management,and the rapport between teacher and students. For certain levels, 
students’ chances to choose the topic of discussion may also promote students’ WTC.

The participants explained that they automatically apply certain pedagogical roles based on 
the interaction strategy they use. All pedagogical roles they perform aim to provide scaffolding 
for their students. 

During the implementation of all interaction strategies, it was apparent that the respondents 
seriously considered building their students’ self esteem. This idea is supported by Allwright and 
Bailey’s (1991) statement that any feedback should be delivered to provide affective support and 
to avoid demoralising the learners. To develop and maintain their students’ WTC they motivate 
and support their students by, among other things, ensuring their students’ familiarity with 
the topic and creatively using realia, audio visual media to create interactive and interesting 
classroom activities. 

3 CONCLUSIONS AND SUGGESTIONS
This study indicates a successful communicative classroom task largely depends on good 

teaching. It should be noted that the participants are all experienced teachers that have taught 
various levels of students for years. They are also facilitated with realia, audiovisual media and 
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supported by regular professional development programs. They are also benefited from having 
a small number of students in one class which enables them to manage the class well. It is not 
only their teaching experiences that shape their beliefs (Li and Walsh, 2011), but supportive 
teaching environmentmay also inform teachers’ beliefs and their confident in teaching. 

In the light of the results, teachers as a central part of learning process is entitled to 
fulfil their prominent task, which is to foster learners’ communicative skills, consequently they 
should understand the construct of WTC, recognize the elements that facilitate or debilitate it 
(Zarrinabadi 2014), as well as formulate and apply appropriate strategies to develop it. 

The complexity of teachers’ beliefs and their actual teaching practice needs to be 
investigated using both interviews and observations since the combination of the methods would 
collect clearer data (Li and Walsh, 2014).  This study points to the need for further research that 
offers the breadth and depth of teachers’ beliefs and practices, especially within the scope of 
English language courses. 
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Abstract
The diversity of ethnic groups, race, and culture has made a strong foundation for the view of 
education that Indonesia is a multicultural nation. On the one hand, its educational practices have 
failed to demonstrate these living properties on the pedagogical planes. It follows that there is 
a need for approach that utilizes the living heritage as part of teaching and learning resources. 
In the English Study Program of Artha Wacana Christian University – Kupang, West Timor, the 
curriculum program has guided teacher and studentsto document these properties beyond academic 
projects. To seek for its best practices in English Language Teaching (ELT) and learning of English 
in this institution, this study attempts to implement Cultural Approach Responsive Teaching (CRT) 
in writing classroom application. The approach was introduced by Geneva Gay (2011) emphasizing 
on the importance of learners’ cultural background as of teaching and learning resources. The 
aim of this study is to find out its effect upon the instructional effectiveness. This study presents 
a developed model of CRT-based instruction that promotes teaching and learning of writing 
activities, especially the instructional events that foster teacher and students to realize pedagogical 
interactions. Qualitative approach was employed to develop the model in the light of answering 
students’ need to have analytical schemas when writing different text types in English. Findings from 
this study have indicated that using CRT-based instructional model in writing classroom applications 
stemmed learners’ background knowledge from their local culture; thus, accounts for learning and 
instructional effectiveness.

Keywords: CRT, Writing, Instructional Effectiveness

1. INTRODUCTION
In Indonesia, there has seen the rapid development of character building process in 

education. Curriculum as core component in education places teaching and learning process to 
realize character building procedures. Over the past decades, there has been arisen within public 
discourse the revival movement of the house to face the increasing number of problems occurs 
in youth aged. The problems are, for example, intolerant, racism, bullying, and many others. All 
these prove cultural eruption. These behaviors simply lead the generation into juvenile crimes, 
provoking issues in multicultural society member, et cetera. Behaviors as such colonize their 
life, and so, diminishing their ways from generating the living values of the nation. 

Seeing through the process of educating people in the higher level of education, teachers’ 
teaching practices have been widely concentrated with these problems. In the English Study 
Program of Artha Wacana Christian University- Kupang, Timor, students’ diversity at every 
classroom lies in the range of five to six ethnic groups from the archipelagic regions of East 
Nusa Tenggara province. Strictly speaking, we would find students with shared culture grouped 
sitting in every campus corners. The pattern of social relation simply bases on their shared 
cultures, and so isolated for many reasons. This condition, of course, needs such a pedagogical 
plan that organizes their cultural beings and at the same time benefited to the whole ones on the 
plane of teaching that would account for learning by means of contextual entities (Gay, 2002, 
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Gay & Kirkland, 2003, Sharifian, 2013). 
Over the past decades, the English teachers at the Christian university associate one to 

another to place various teaching and learning practices that subjected to students two thematic 
roles, namely agents and beneficiaries when promoting their own cultures for different learning 
objectives. As this study seeks for governing such a practical writing classroom application 
to contextually realize the predetermined goals, required to convert to the ones in the next 
semester courses whose contents mostly account for learning local beings. The two courses are 
Sociolinguistics and Bilingual Educations, coordinated by a senior lecturer who concentrates 
much on local contents, through which she mediates students to living heritages documentation 
and appreciation. The responsive teaching practices would just end when students’ local product 
hand-made are materialized. Johnson (2004: 118-119) figures out the model of teaching and 
learning process as such on the basis of the activity theory, as proposed by Leont’ev; then, 
rationalizing it by Vigotsky’s sociocultural theory. The theory lists of three concepts, namely 
motive, goal, and operation, as schematized on the process teaching and learning of both courses 
above.  

It is important to note at this point that an educational process which sounds more responsive 
towards the diversity needs educational and pedagogic attributes on the plane of instructional 
plans which promotes conceptual living value constructions. Rather than denoting students with 
cognitive learning paradigm, the present study focuses on regulating them through contextual 
teaching instructions where CRT approach with its comprehensive feature on students’ cultural, 
linguistic, and racial identities to construct learning (Aceves & Orosco, 2014: 10). 

Numerous studies have attempted to explain about Cultural Responsive Teaching (CRT) as 
an approach. For example, Gay (2002: 113) recommend for teachers to develop rich repertoires 
of multicultural instructional examples to use in teaching ethnically diverse students. In the still 
year, Gay (2002:106-114) on the related study found many teachers were ineligibly teaching 
their students with different ethnics. This affects teaching and learning practices. CRT approach 
promotes available factual and detail information on the diversity in the classroom. Gay, then, 
theoretically proposed for teachers on this terms, a curriculum design with cultural inclusion 
in content, promoted to students throughout learning groups, making communication works 
for intercultural understanding, and managing classroom application that serves the diversity.  
For those of teacher candidate, in particular, Gay and Klirkland (2003: 182) there would 
be the challenges and strategies in teaching practices; however, contextualizing ways when 
employing the approach must account for best practices of teaching and learning. To supporting 
these, Sharifian (2013: 10) viewed on the linguistic studies on ELT, where integrating and 
adapting students’ socio-cultural backgrounds account for their metacultural competence. The 
competence promotes basic language skills to communicate with member from other language 
communities. Collectively, these studies have outlined principles, and techniques, strategies, 
and critical roles for teachers to make their teaching answers students with different colors 
learning expectation.  

The present study reports on the implementation of CRT approach (Irisary, 2011: 330-331) 
beyond teaching and learning of Writing 3– a compulsory subject, with its ultimate goal that 
students would have analytical knowledge and writing ability in different text types in English. 
The report focuses its content on the assessment of the instructional effectiveness of classroom 
application. According to (Tenbrink, 2011: 330-331) assessing the instructional effectiveness 
was termed as a milestone for reflecting one’s quality of instruction. While the introductory 
discussion on the development and implementation of the approach, aim of the present study is 
to find out its effect upon the instructional effectivenessof writing 3 classroom applications. 
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2. METHOD
2.1 Approach, Instruments, and Research Subjects

Qualitative approach was employed to develop the model in the light of answering 
students’ need to have analytical schemas when writing different text types in English. While, 
the instruments used were observation checklist and survey with its 16 questions (Q). In utilizing 
the first one, there was a fellow teacher observing the classroom application whilst checking it 
out based on CRT Innovation Configuration designed by Aceves & Orosco (2014). On Survey, 
20 students (Ss) and one more fellow teacher gave their responses due sections and questions 
given. 

Subjects of this study are three English teachers of English Study Program of Artha 
Wacana Christian University-Kupang. Each one plays different roles. The first teacher observed 
the implementation of the first strategy of CRT approach in writing classroom application. The 
second teacher helped delivering the survey to students after implementation. The delivery is to 
manage the study free from bias and/or subjectivity. The third teacher with her expert and high 
interest in local contents assessed the lesson plan design, its implementation, assessment, and 
students’ text writings and products.  This study also involved twenty studentsas subjects of the 
study. Purposive sampling was the technique utilized for recruitment. The recruitment bases 
their Writing 2 scores on the previous course and classwork assignments in the early meeting 
of the present course.

2.2 Developed Instructional Model of CRT approach for writing Classroom Application
This study presents a developed instructional model of CRT approach to foster writing 3 

classroom applications. To begin with, the model of teaching Writing 3 puts on the first section 
four recommended four teaching strategies of CRT approach by Irizarry (2011: 206-207), 
namely: a) Become a member of the community. Here, teacher learns more about the students 
and connect with their communities where teacher lives; b) Asset mapping. Practically, teacher 
makes a list of community-based organizations, resources (human resources, natural resources), 
and other important social networks; c) Student-led tours. Students are guide to demonstrate 
what important aspect of the community they identify important to let their teacher know 
about; d) Immersion experience. In implementing this strategy, teacher takes an opportunity to 
immerse in the community where the students live. Due the referring strategies, teacher plans 
careful appropriation on the lesson plan. Following this, consideration places the instructional 
events in which the strategies would operate for. In so doing, Hofstede, Peterson, and Hofstede 
(2002: xv) recommend for teacher as the cross-cultural educator to include stories and exercises 
that connect between culture theory and learning practices. 

In implementing the first strategy in the classroom, teacher as the outsider observer wishes 
to know the procedures on the making of local things by one to another student. This activity 
ran through the developed lesson plan, though. Yet, for most of the stages of the lesson plan, 
teacher should help a few students whose text writings need editing and/ or revision.  Instead, it 
is considered more objective and, therefore, effective for students to experience on learning to 
write in English (language) where there is teacher who carefully guides. Both of these positions 
have become teacher’s critical concern to change the lesson plan an effective and efficient 
one. 

Next, teacher practiced what the fellow teacher suggested to plan a fixed schedule of 
instruction that would apply the strategies to the following meetings.  Following this suggestion, 
planed on the next three lesson plans one hour meeting outside the classroom (See appendix 
3). Along with this short time, teacher acts as a student who wishes to investigate much more 
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detail on students’ culture; on the other hand, students chaired on source of information. Spoken 
language is the mode used over the meeting promotes students’ real life experience realized on 
different culture contexts. Hinkel (2001: 450) views on EFL activity as such must increase their 
awareness of the significance of the sociocultural dimensions. More, Saville-Troike (2003:89) 
contends that there is an advantage marked over the pattern of investigation, since teacher is 
inclusively studying with SS on their culture to make things explicit a plane of understanding 
which are implicit. Deeply, both partners are ethnographers who enable themselves to 
thematically pack attached content. Dunnet, Dubin and Lezberg (1986: 148) shed light on this 
way of teaching a technique which meets to the principle of cultural understanding, where 
teacher focuses on both students’ background and the materials utilized. 

Come to classroom teaching and learning with 90 minutes Writing Classroom Application, 
teacher adjusts students’ writing to meet the requirements. Here, there is appropriation and 
internalization of input, both from teacher and students. The ultimate goal of this activity is 
to permit acquisition throughout their texts writing. Long cited in Johnson (2004: 12) shows 
adjustment promotes knowledge of context represented on text. Placing varying activities across 
writing classroom application, then, promotes comprehensible input on what and how to write. 
As result, there is acquisition of both cross-cultural knowledge structure and ways that language 
helps communicate them through text writings. 

The implementing practice, on the one hand, comprises teaching writing components; 
such as, there is a plenty of time for organizing students’ content knowledge over good use of 
English writing practices. Although, a number of challenges accompanied teacher’s critical 
period of planning, implementation, and revision, the implementation of the cultural-based 

Figure below shows the developed model of CRT-based instruction in writing 3 classroom applications. 
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approach in this course figures out ready-use content knowledge to organize in classroom 
application. Towards this implementing design, teacher is aware of the playing of such a crucial 
role to students, and so for students, that they have to casually act things out against the vacuum 
style. 

There is text placing the spoken and written zones. Widdowson (2011: 4) contends that the 
realization of a text is in isolation to context of students’ cultural background. So, its production 
should communicate the information on different text types. Bearing in mind that the model 
generates the continuum production of text with the same content from spoken to written, the 
present study focuses on how learners communicate local-based contents on different text types 
writing. Sequence of the activities above follows that planning next activity with different tasks 
among students and students-teacher has been one of other essentials of the model (Johnson, 
2004: 144).

3 FINDINGS AND DISCUSSION
3.1 Results and their relationship with instructional effectiveness 
3.1.1 Students’ responses

Of the study population, 16 of 20 Ss returned the survey.The survey required respondents to 
give information on the sections bellow. First, Environmental Style(Q1-3), the survey indicated 
that all the Ss provided the important structure such as things that should obey, the effects of the 
prohibition, et cetera. Significantly, one subject responded that having cross-cultural knowledge 
surprised her in terms of differences and their effects when disobeying.

Second, Teacher – Students Interaction (Q4-6), most of the subjects felt that it is an 
improving way to do editing and revision. Besides, there is effective classroom management 
where teacher corrects their text writings to meet the language use (rules), and helps exploring 
some knowledge about the content they would write one, and explain things to make 
understanding. 

Third, Instructional Strategies for Cognitive Style (Q7-11),14 Ss (87.5%) said that teacher 
guided them and provided examples. If there is an error in writing, for example, he will tell 
them to do more improvement so the tasks are achieved accordingly. This is about answer 
to Q7. Next, Q8, most of them mentioned that they (7 Ss) are sources to give information to 
friends and teacher. Besides, they would become more capable others when writing (2 Ss). 
Simply when they have problem (3 Ss), then, they are actually learners; and so asking for 
teacher for help is the alternative. From this respect, teacher istheir partner (2 Ss). Follows Q9, 
questioning is the way they addressed to teacher (13Ss) using good and/or correct grammar 
when questioning (4 Ss). Other than questioning, there is discussion with among friends (6 
Ss), while asking for teacher’s explanation (6 Ss). Last on this section, answers place varying 
significant components. There is classroom management (changing students’ sitting position) 
(1 subject). For some purposes, the teacher groups them to learn together (2 subjects), where 
they are learning with more capable others (4 subjects). Indeed, there is idea exploration (1 S). 
In the same way, teacher made them dare to argue and having critical thinking (3 Ss), and this 
sounds motivating for further writings (1 S). 

Fourth, Instructional Design for Cognitive Style Responsiveness (Q12-14). 14 Ss provide 
answer towards Q12. Teacher’s lesson plan includes drawing and explanation (1 subject) and 
instruction for students to know what and how to write every text type, as well as knowing the 
concept of teaching the text types (7 Ss). For 2 Ss, the plan is very difficult, yet, very interesting 
because the teacher with his logical sequence of thoughts (2 Ss) promotes them understanding 
about the text (2 Ss). As result, they are familiar with the task given (1 S).  Next, Q13, mostly, 
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represent the activities beyond the course. There are activities under group discussion. First, 
they prepared topics connecting to their cultures before paragraphing. In doing so, question-
answer follows to make information clear (3 subjects). Teacher gave more examples from daily 
activity and/or daily life (contextual communicative events) (4 subjects). For some reasons, 
he connects the material across the texts (1 subject). This must mean learning different types 
of text (1 subject). Moreover, Q14, teacher used questioning (3 subjects) to get ideas from 
students. Also, providing input on how to become an author (1 subject). Sometimes, he gave 
change for S to explain about the materials or information (1 subject). In every new meeting, 
he explained the material followed by students making new topics (2 subjects). These answers 
demonstrate the nature of activities on the 2013 curriculum-based lesson plan, which includes 
observing, questioning, exploring, associating, and communicating.

Last, Assessment Style(Q15-16), it is a very objective assessment with careful checking 
across paragraphs that make wrong things underlined and changed. So, the score we gained 
represent our capabilities (3 Ss). Also, Ss aware of that meeting outside accesses his background 
knowledge to be background contents for writing types of text inside (2 Ss). More practically, 
in the classroom, teacher introduced the topic withsome description we have share outside, 
then giving tasks. He would come and check out our works before submitting (Classroom 
Observation) at the end of the class. By the next meeting, he returns the text writings with some 
error correction (6 Ss). This makes them understand well and did not feel saturated (1 S). For 
Q16, students mentioned persuasive and argumentative to be difficult with complex written 
language features texts to write on (2 Ss). Nevertheless, the scoring rubricdetailed with features 
is important and help them to write text a good one (6 Ss). For some reasons, they would 
deselect inappropriate vocabularies when writing (1 S). 

3.1.2 Fellow teacher’s response 
The survey results from other fellow teacher indicates that the implementing approach of 

CRT procedurally has given accounts for educational pedagogic which engages learning, and 
so, promotes instructional effectiveness(Appendix 5). It is beyond the instructional events that 
students experienced learning through intensive interaction. Despite of gaining multicultural 
knowledge from their classmates, they would have come up into classroom application with 
what they know before studying how to organize a good writing on one to another text type. To 
put it another way, the approach extends students’ content knowledge (outside)and contributes 
much for learning to write inside as they become source for both friends and teacher as well 
experiencer for one self. 

3.2 DISCUSSION 
Applying this approach is simultaneously doing revision on the planning of activities. 

Concerning the limited time to expose learning experience, the first lesson plan was changed 
accordingly. In so doing, there were some planned activities outside the classroom conducted 
three days ahead of classroom teaching and learning. The planning, on the other hand, answers 
students’ expectation as they have got a plenty of information on the variety of culture.  
Ogiermann (2009: 20) called this information as cross-cultural data, which is benefited for 
one’s pragmatic input. The present study has shown that students are not simply aware of having 
this particular data as of predictable knowledge, but also constructing concepts on one’s own 
culture for others to know. Theoretically speaking, students provide significant information that 
helps them avoiding pragmatic failure. More practically, having the knowledge help one avoids 
culture shock whenever immersed in the new cultures (Hofstede, Peterson, and Hofstede, 2002: 
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20).
The results, as shown in students and fellow teacher’s responses, revealed such a significant 

development of teaching and learning. As mentioned on teacher’s note, “teach them from what 
they know before introduce new things will make students active, (even) reactive.”It was found 
that the interchanging interaction across the instructional events answer students’ expectation. 
The interaction shows a continuum negotiation as there is teacher at one point, while students 
the other, and objectively meet and share to communicate their background knowledge on 
culture on the course accordingly. 

4. CONCLUSIONS AND SUGGESTIONS
The present study on the implementation of Cultural Responsive Teaching (CRT) approach 

has given a model of instructional design for EFL teachers. The design must work best as 
teacher knows how to do what and what next from the initial activities, down to the following 
practices. With regard to outside-inside activities, teachers could manage the interaction due 
context of setting and time to commit learning. Taken together, these results suggest that EFL 
teachers who afford their teaching practices could adapt the approach and/or the model to realize 
learning through such an effective instruction.
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Abstract
For final year students of secondary schools, every year the Indonesian government under the 
Ministry of Education holds an event called the national examination. This paper reviews relevant 
literature on assessment and washback effect and presents a proposal for a research study to explore 
the washback effect of the national examination on the teachers in Indonesia. Washback means the 
influence of testing on the teaching and learning process. In this paper, I focus on the teacher who 
is believed as the most influential person in guiding the students to pass the exam. The pressure of 
having students to be successful in the national examination leads to teachers being pressured from 
three different sources; the school principal, the parents and the students. Conducting a research to 
investigate the teachers’ experiences in teaching the third graders at secondary schools is likely to 
be required to study the main goal of teachers in teaching. Is their main goal focused on the students’ 
success on the exam? If their teaching is driven by the stakeholders’ demands rather than teachers’ 
own professional accountability, what has made this happen? Is it because their accountability is 
determined by the score the students gained in the exam? How might they create positive washback 
effect on their practices? The paper illustrates the correlation between the teaching practice and the 
stake of national examination on teachers and then it explains the possible methods to carry out the 
investigation. By undertaking the research study, identifying the national examination’s influence on 
teachers can lead to explore what the national examination score means for the teachers. Finally, 
the possibility of having a new assessment system based on the teachers’ plea might be explored 
further.

Keywords: washback, teacher, national exam, assessment, Assessment for Learning

1. INTRODUCTION
National examination has been introduced widely in Indonesian classroom practicessince 

1950s to measure students’ achievement. Recently, the new elected government announced 
that the national final examination is no longer a single element to decide students’ graduation. 
How does this policy reflect the teachers’ perception about the power of national examination? 
Does it mean the teachers should be relieved since their professional accountability is not at 
stake anymore? Does it also mean that the negative washback effect of national examination on 
teaching practice is no longer exists? These questions might be a vital factor to be investigated 
more deeply to study how the current policy is put into practice. Investigating the washback 
effect can play an important role to see how the teachers perceive the national examination in 
the classroom. 

It is necessary here to clarify exactly what is meant by washback. The term has been used 
by many literatures to define the influence of a test on teaching and learning process. In the 
field of assessment, various terms to illustrate the influence of a test on a teaching and process 
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are found; measurement-driven instruction (Popham, et.al., 1985), distortion (Madaus, 1988), 
effects (Herman and Golan, 1990, Shepard and Daugherty, 1991 and Mons, 2009), backwash 
(Podromou, 1995) or impact (Klenowski and Wyatt-Smith, 2012). 

A further definition of washbackis firstly given by Buck (1988) who describes the washback 
as the good or bad influence of the test on the classroom. Alderson and Wall (1993: 117) assume 
that “teachers and learners do things they would not necessarily otherwise do because of the test”. 
Messick (1996:241) shows that the washback effect happens when the teacher and learners do 
things beyond the learning to promote the introduction or the use of a test. The washback effect 
also means the influence of testing on teaching and learning (Bailey, 1996:259). Hua (2006) 
concludes that the washback effect means how the test affects all people that are involved in 
the testing, including the test takers and the teachers.While a variety of definitions of the term 
washback have been suggested, this paper will use the definition suggested by Shohamy (1998) 
who saw it as the effect of language test on the teacher’s instruction.

“A single test can only sample a very small part of the content of a programme or course 
and so may not give the student a chance to show what s/he knows and can do. The 
test may come at an inappropriate time for the student, who may not feel adequately 
prepared” (Hutchinson & Hayward, 2005: 242).

A good test may create a positive washback effect on the classroom activities. Teachers 
may have good spirit in teaching the students and the students might be encouraged to study 
in a very convenient atmosphere in the classroom. But what if it is not? The teachers may be 
stuck in examination preparation-cycle where they teach the students based on what needed in 
the national examination. The teachers therefore may emphasize more on certain aspects of a 
subject and put less attention to others depending on which aspects of the subject will be tested 
in the national examination. Inevitably, the students may also have no motivation in learning 
subjects that are not tested in the national examination.

This study is proposed to explore how the teachers find the newest policy regarding to 
the national examination and how put in into their teaching practice. It is assumed that the 
teaching practice remains the same since it takes time for the teachers to adjust the policy into 
the classroom. This paper attempts to show how the study will be conducted in the nearer future 
and what findings are expected after undertaking the study.

1.1 wASHBACK EFFECT ON TEACHERS 
It is believed that washback effect on teaching practice will continue to flourish. There is a 
large volume of published studies describing the impact of a test on teachers. These range from 
time spent by teachers to prepare students for testing (Herman and Golan, 1993), teachers’ 
perception (Cheng, 1997; Rao and Ahmad, 2012) to teaching material (Luxia, 2007).

Herman and Golan (1993) reported that most teachers in the U.S. they had surveyed 
admitted that they spent a week or more in exam preparation classroom. “A majority spend 
at least a few days giving their students commercially produced practiced tests and some old 
forms of the test” (p.22).  

A study was conducted by Cheng (1997) “to discover the implications of the washback 
effect on the teaching of English in Hong Kong secondary schools” (p.41). A questionnaire 
given to 48 teachers resulted that the present teaching situation was most influenced by the 
HKCEE (Hong Kong Certificate of Education Examination in English) and the teachers’ belief 
and experience (p.47).
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In 2012, a questionnaire was delivered to 150 English language upper secondary teachers 
in one district of Punjab area in Pakistan. The aim of the study was at exploring teachers’ 
understanding and perceptions of washback effect on their teaching methodology. Ahmad and 
Rao (2012) found that “The teachers’ main consideration for teaching is not the knowledge 
or practice of the use of language in real life situations, rather how to memorize well and 
prepare exam capsules” (p.179). The questionnaire data also showed that the teachers put more 
emphasis on reading and writing skills since both skills are tested in the national examination. 
As a sole decisive criterion for students’ graduation, the exam also made the students compelled 
the teachers to focus their teaching on the examination preparation only (p.179). 

There were 378 senior English teachers in China took part in Luxia’s study in 2007. 
The question asked by Luxia in her study was “Does the NMET writing task affect teaching 
and learning in the way intended by the test constructors?” (p.54). The data taken from the 
questionnaire demonstrated that the teachers focused only on “the aspects of writing that they 
believed would help to achieve higher test scores, while completely ignoring the need to be able 
to write communicatively in real-life situations” (Luxia, 2012: 65). 

Seeing the results from four studies above, it can be perceived that the teachers are indeed 
influenced by the standardized-test administered within the countries. However, how strong the 
influence of the test puts on teachers or which element of teachers is most influenced by the test 
might be varied from one to another. Therefore it may also an equitable excuse to investigate 
the washback effect of national examination on teachers in Indonesia. 

A little is known about how researchers have studied this issue in Indonesian context. Only 
a few studies have been undertaken in Indonesia to investigate the washback effect (Sulistyo, 
2009; Mardiani and Sukyadi, 2011; and Aprianto, 2013). However, these results were probably 
based upon data from the previous assessment system legalized by the 2009-2014 government 
and it is unclear if the new policy enacted by the newest Minister of Education reflects the 
same implication in the teaching process. Therefore, this indicates a need to understand more 
the various perceptions of the influence of national examination that exist among teachers in 
Indonesia. Due to its large area, conducting a study by asking all Indonesia teachers to take part 
in this study might not be possible. Therefore, this study will be started from a small area to 
examine how the teachers perceive about the washback effect of the national examination on 
their teaching practice. 

1.2 why Discussing washback Effect Should be of Importance
Tests can influence teaching practice positively or negatively. A number of studies have 

shown that certain tests give discouraging impact on teachers. So how can teachers develop 
constructivewashback effect of test in the classroom? For that reason, the purpose of this 
prospective study is also to explore the teachers’ perception on how assessment should be used 
more effectively to encourage students’ learning. Brown (2004: 83) outlines that:

“The assessment tasks need to be integral to the learning process, rather than a subsequent bolt-on and, 
to ensure this, tutors should be able to concentrate equally strongly on giving feedback and on making 
evaluative decisions about performance”. 

A model of assessment called Assessment for Learning (AfL) thus will be initiated as 
an element that might create positive washback effect on classroom practices. AfLis defined 
as “The process of seeking and interpreting evidence for use by learners and their teachers, to 
identify where the learners are in their learning, where they need to go to and how best to get 
there” (Assessment Reform Group, 2002: 2-3 in Stobart, 2008: 146). 
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This model has been greatly widespread through several countries including Scotlandand 
Australia. Scotland initially developed this approach to reform teacher-centered or test-centered 
approach in the classroom (Florez and Sammons, 2013: 3). This approach is also promoted 
by Klenowski (2009) in Queensland, Australia. AfL is intended to reduce “the dependence on 
performance to a single terminal examination as the only determinant of student achievement 
and by giving individuals the opportunity to demonstrate attainment over time and in a variety 
of contexts” (p.81). Those countries have implied that Assessment for Learning indicates to 
increase students’ motivation and improve teachers’ teaching activity. 

The realities that teaching and learning process is making progress, it may lead a further 
research study to understand the relationship between national examination, teaching practices 
and Assessment for Learning. To investigate the phenomena, two research questions are 
purported in this study: 

(i) What impact does the national examination have on the attitude and expectations 
of teachers at lower secondary schools? 

(ii) What do the teachers perceive of the possibility to implement Assessment for 
Learning (AfL) to support students’ learning?

2. METHOD

“I do not want to disregard the attraction of control-and-predict research, particularly for policy, but 
neither do I want to focus on it today. Rather, I want to examine the educational research that raises 
questions about educational practices (including policy making) and how we make sense of them. These 
questions are often future oriented and aimed at developing educational opportunities and practices” 
(Edwards, 2002: 158).

2.1 Participants and Research Setting
Creswell (2012: 16) argues that “A central phenomenon is the key concept, idea, or 

process studied in qualitative research”. Thus this study will use qualitative analysis in order 
to gain insights into teachers’ perception on what impact of national examination give on 
their teaching practice and how they can create positive washback effect on the classroom 
practices. The participants in this study will be selected purposively from lower secondary 
schools in Kabupaten Bandung. One area in Kabupaten Bandung that is believed to be perfectly 
representative for the lower secondary schools will be offered to take part in the study. To 
specify participants that may have different backgrounds, this study constrains only to teachers 
who teach third graders at lower secondary schools in that area. The participants are also limited 
into those whose subjects will be tested in the national examination. So math, Indonesian, 
English and natural science teachers will be taken part in this study. 

Third grader English teachers are nominated since the third graders are the ones who will 
have school-leaving examination (the national examination) by the end of their academic year. 
The third grader teachers therefore tend to be the most influential individuals in preparing the 
students for the national examination. Barksdale-Ladd & Thomas (2000: 395) concludes that 
“Teachers view tests as hurting their performance as good teachers and hurting children by 
forcing teach-to-the-test instruction inflicting unnecessary stress and anxiety. Yet, these teachers 
feel powerless to do anything except prepare children for the tests”.
I will collect data of three kinds:

(i) Classroom observation 
(ii) Focus group interview
(iii) Qualitative Survey
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I do not intend to declare that the data collected will necessarily generalize a particular 
setting where English is the medium used in the classroom as in countries whose English is 
their first language or in international schools. Therefore, it is important to characterize the 
setting in this study. 

The majority teachers in Kabupaten Bandung still use Indonesian and/or local language 
in the classroom. There is very little use of English language even though in English subject 
due to the students’ or even the teachers’ lacking of language. The number of classes in every 
school in the area might be varied as well as its facilities. There are public schools with better 
facilities and also private schools are lack of sufficient facilities or vice versa; public schools 
with insufficient facilities and private schools with better facilities. Comparing the teachers who 
teach at those schools might therefore be potential to see if there is any significant difference 
between teachers in well- and bad-performing schools. 

2.2 Classroom Observation
The classroom observation started in January (about three months before the national 

examination held) will be undertaken at three lower secondary schools selected purposively 
based on their students’ performance in last national examination. It will be taken place in the 
certain week during January to March agreed with the teachers who will participate in the study. 
The teachers who will be asked to take part are English teachers only to keep a tight rein on the 
sample. In addition, I could not also claim that the weeks and the teachers being observed will 
be the same activity happened in the other weeks. 

The teaching practice will be the focus of this classroom observation. The purpose is to see 
how teachers reflect their attitudes on the recent assessment policy. The observation then will 
be audio-videorecorded during the lesson. It will then be schemed to catch sight of the teachers’ 
emphasis about national examination in the classroom. Some advantages in using classroom 
observation as illustrated by Hopkins (2008: 85) are that the observation “can provide powerful 
insights into classroom practice, as well as being a means of professional development and a 
major tool for the classroom researchers”. 

2.3 Focus Group Interviews
Interview in qualitative research can allow the participants to express information in 

detail, “the interviewer also has better control over the types of information received, because 
the interviewer can ask specific questions to elicit this information” (Creswell, 2012: 218). In 
the focus group interview, the participants consist of math, Indonesian, English and natural 
science who teach third graders at the same school. In reducing the difficulty to transcribe the 
recorded data, the interview will be both audio and video-taped to verify the voice of individuals 
in the group. 

There are 13 open-ended questions will be asked during the interview (see appendix 1). 
The time to interview the teachers are dependent upon the teachers’ agreement and principals’ 
permit. The questions mainly focus on the questions about the teachers’ main priority in teaching 
third graders, to what extent the national examination influences the teachers, and what the 
exam score means for the teachers. The interview will be presented in Indonesian language, and 
then it will be transcribed for word analysis and later translated into English.

2.4 Qualitative Questionnaire
“Generally, we use survey interview and questionnaires to find out about attitudes, 

perceptions and opinions in order to answer questions…” (Lynch, 2003: 67). This study will 
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be more interesting if it also includes what teachers’ perception about using assessment more 
effectively to support students’ learning. Assessment for Learning (AfL) may give positive 
impact on teaching practice at lower secondary schools in Indonesia. It can promote a good 
credit to the policy makers to reform the assessment system applied into AfL. Therefore, the 
teachers as “the single most important component of teaching quality as it is the teachers’ 
individual knowledge and skill that strongly influence student learning and achievement” 
(Suryahadi and Sambodho, 2013: 5) will be the first sources to be asked about their perspective 
to the possibility in promoting AfL within the country. 

In certain occasion, the teachers in the area of Kabupaten Bandung will be introduced 
to the concept of Assessment for Learning. After that, they will be handed in a qualitative 
questionnaire consists of three questions asking whether they are interested or not to implement 
the model, and their perspective about what strength and weakness that the model has if it is put 
into practice in Indonesia. The intention is to give the questionnaire to 100 teachers in the area 
of Kabupaten Bandung and it is expected 75% rate to return the questionnaire. To analyse the 
survey data, I will use statistical application (SPSS).

3. CONCLUSIONS AND SUGGESTIONS  
This study will be set out with the aim at assessing the influence of national examination 

on Indonesian classroom practices. The results of this study are expected to show how strong the 
washback effect is on teachers’ practice and attitudes. Since the study has not been conducted, 
the findings could not have been demonstrated. The pilot of the study is being undertaken in 15 
lower secondary schools in one area in Kabupaten Bandung. 

Another ethical application will soon be submitted to conduct main study in exploring the 
teachers’ perception about the Assessment for Learning. Hayward (2007: 258) summarizes that 
“assessment should be integral to learning and teaching and be concerned to improve learning 
and achievement”. If previous studies taken place in Indonesia have shown that the national 
examination indeed created negative washback effect on the classroom activity, it might be 
the time for the government to promote an assessment system that can motivate the students to 
learn. 
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Abstract
Test and examination has been a predominant way of evaluating students’ knowledge, skill and 
development for a long time. Besides bringing about the evaluative result, test also lead to test 
anxiety among students - a phenomenon which recently has caught the attention of many educational 
scientists, researchers and scholar. Test anxiety can appear in many subjects among which foreign 
language speaking is one of the most popular among EFL students.
As one of the first attempts to confirm the existence of speaking test anxiety for a specific group of 
EFL learners, namely the 1st-year students at University of Languages and International Studies, 
National University of Vietnam, Hanoi, this paper aims at calculating the level of test anxiety of 
students to give out an reflection of the real situation related to test anxiety issue among these 
students. Additionally, by identifying the underneath causes of test anxiety, the paper provides several 
pedagogical suggestions to reduce test anxiety among students and thus, helps them to improve test 
performance in the future.
To fully achieve these purposes, 200 students are involved in doing questionnaire and 45 in doing 
interview. The researcher also gives solutions to minimize the level of test anxiety. The findings 
will benefit not only researchers and teachers interested in the topic, but also students who need to 
improve their test result.

1 INTRODUCTION
Throughout years, testing has become one of the key tools to evaluate students’ achievement, 

skills and ability in any stage of education. It seems that school and testing always go along with 
each other and become an “inevitable aspect of most students’ lives in today’s world” (Ergene 
2011). The fact that almost all countries in the world have their own national examinations, the 
result of which play an important role in deciding the students’ abilities in all level of education, 
proves the popularity of testing in the education world today. Zollar & Benchain (1990) even 
states that the world is now in a “test-conscious” era in which test and test performance have a 
great influence on many people lives (cited in Rana & Mahmood 2010).

One of the consequences that the popularity and importance of test brings about is the 
rise of test anxiety – a phenomenon that has attracted a widespread concern from scientists 
and scholars as well as the whole society.  First investigated in the 1960s, until now there has 
been many scientific research conducted by researchers from all over the world investigating 
test anxiety in educational environment makes it a “beyond national and cultural boundaries” 
issue. Many studies from different countries have proved the existence of test anxiety and its 
effect among students. For example, surveys conducted in the UK confirmed that tests are 
“major source of anxiety” among students as the majority of them report “exams” or “tests” 
when being ask about what makes they stress the most (McDonald 2001). Research by Hill 
and Wigfield (1984) in the United State also draw the conclusion that “test anxiety is one of 
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the most important aspects of negative motivation and has direct debilitating effects on school 
performance”. Studies in other countries such as Korea, Greek, Turkey, India, etc. also bring 
about similar result.

The University of Languages and International Studies (ULIS) is one of English 
environment institutions where testing is also used as a predominant method to measure the 
students’ knowledge, skills and achievements. As stated in the curriculum of all faculties of the 
university, almost all subject have at least one test - the final test of which the result account for 
50% to 60% of the subject average score. In addition, two third of the subjects have the mid-
term test which accounts for 20% to 30% of the subject score, some subjects even have mini 
tests. These statistics mean that students’ studying results are decided mostly by test which can 
leave great pressure on students. 

However, in spite of the obvious threat of anxiety as mentioned above, there is no research 
that concern the test anxiety practical situation among Vietnamese students in general and ULIS 
students in particular, especially the ones that are involving in Fast-track program. The need of 
confirming the existence of test anxiety among ULIS students to make the university teachers 
and authority more aware of the negative effects that it may bring about urges the researcher to 
carry on this research with the hope of ringing an alarm about this undiscovered issue.

2. METHOD 
2.1 Participants 

The study is carried out to investigate the anxiety experienced by first-year FELTE Fast 
Track program’s students at ULIS, VNU. As a result, 200 students (20 men and 180 women) 
from five classes QH.2012.F.1.E1, QH.2012.F.1.E2, QH.2012.F.1.E3, QH.2012.F.1.E4, and 
QH.2012.F.1.E5

The reasons for the mentioned population selection are their common characteristics which 
are best suitable for the research’s purposes. These characteristics are presented as follow:

• They all passed a special entrance test designed by the Fast-track group including IQ test 
and Interview section or had high score (32 in total and higher) in the entrance exam to 
the ULIS, VNU to be a students of Fast-track Program.

• They have experienced 4 months learning social and academic speaking skill (according 
to their class’s syllabus)

• They all follow the same syllabus for speaking skill.
• They have at least one time taking the speaking test. The brief description of the test is 

described in the part of research setting.

2.2 Data collection method
• Survey questionnaire
The main purpose of the questionnaire is to find out the answer for the two research questions, 

which are:
• Does the speaking test anxiety exist among first year students of the FELTE, Fast-track 

program at ULIS, VNU?
• If yes, at which level are first year students of the FELTE, Fast-track program at ULIS, 

VNU experiencing speaking test anxiety?
In order to answer to these questions, the questionnaire is adapted from the Westside Test 

Anxiety Scale by Driscoll without significant changes. The comparison between Westside Test 
Anxiety Scale and other scales explains the reason why the researcher decided to use this scale 
for the research.
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• Semi-structured interview
There are two forms of questions in the second part of the interview session. The first form 
was used to the students who have “acceptable level of test anxiety”. This first form aims at 
exploring why they just feel a little or even not anxious or in another word why they seemed to 
be confident before, after and during the test. The second form was used for the students who 
have “above normal” and “high” level of test anxiety. This second form aims at investigating 
why they feel anxious or not confident in taking the speaking test.

2.3 Data analysis method
• For data from questionnaire:

To analyze data collected from questionnaire, the researcher decided to apply descriptive statistic 
method. Through means of mean, median, model, measures of variability and measures of 
central tendency, descriptive statistic method is considered one of the best ways of data analysis 
for analyze and present data as it “helps summarize and support assertions of fact”.

• For data from interview
To analyze data collected from interview, the method of content analysis was applied. Thanks 
to its systematic characteristic and the ability of dealing with large volume of material, content 
analysis become the best choice in helping the researcher to summarize the data as well as 
describe the attitudes or perceptions of the author of this material.

3. FINDINGS AND DISCUSSION
On the whole, this research paper performs a fairly comprehensive study on the speaking 

test anxiety of first-year students of the FELTE Fast-Track program at ULIS, VNU. The research 
was conducted among 195 first-year Fast-Track students through means of questionnaire and 
interview. The data collected from the survey questionnaire was illustrated in tables and charts. 
Significant findings concerning the three research questions were revealed as follow:

Firstly, the data collected from questionnaire and the first question of the interview have 
fully answered the first and second research questions. The questionnaire’s result brings about 
the confirmation on the existence of test anxiety among first-year students of the FELTE Fast-
Track program at ULIS, VNU. To be more specific, over 70% of the participants have the test 
anxiety scores that are higher than the normal level. In addition, all the participants involved in 
the interview session stated that the test anxiety score truly reflected their real situation which 
enhances the reliability of the questionnaire’s result.

In order to find the proper answer for the third research question as well as better 
understand the issue of test anxiety, the researcher continues to ask 45 students to take part in 
the interview session. In the interview, the participants were mainly asked about what caused 
their test anxiety. Their responses were classified according to the categories presented in the 
framework in literature review part. The results coming out show that the reasons that lead to 
test anxiety among students are the feelings unprepared / inexperienced for tests, the thought of 
comparing self-performance to peers, low levels of confidence in performance and considering 
the consequences of failure, fear and nervousness and excessive worry over evaluation. Besides, 
this research also discovers “lack of knowledge” (which includes knowledge of language and 
test form) as another cause that has not been mentioned in the literature.

4. CONCLUSIONS AND SUGGESTIONS  
First of all, this research has confirmed the existence of test anxiety among first year 

students of FELTE, Fast-track Program in ULIS, VNU. As test continues as an inevitable part 
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of students’ life, it is important for students to know or aware of test anxiety – the phenomenon 
that always go along with test which can properly negatively affect their test results and their 
psychological health. The readers who are students can use the scale in the questionnaire to 
calculate their own test anxiety score as well as applied the suggestion to reduce their test 
anxiety. In addition, readers who are teacher, lecturers or university authorities can consider the 
discussion to make proper change to the curriculum as well as give instructions to help students 
reduce their test anxiety.

Secondly, the research also provides a thorough overview on test anxiety – the phenomenon 
that lack of attention in Vietnam’s research field and thus, can ring an alarm about this issue 
as well as open a new era of studying this problem in education environment. Hopefully the 
research can be a valuable framework or reference source for other researchers who interested 
in the same topic
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Abstract
Collaborative writing is learning in pairs or in group by the students in the teaching learning 
process. It occurs when the students work together to write in writing class. It is believed working 
well which enriches and enlarges the students’ qualityin writing. It encourages the students to think 
critically. The purpose of this study was to know the effect of collaborative writing and individual 
writing in promoting quality of the students’ writing. The experimental research was carried out  
to know the effect of collaborative writing had better writing quality than the individual writing. 
It was single group pretest-posttest design. The subjects of the research were English Department 
students of IKIP PGRI Madiun in the fourth semester. The students were asked to write three times. 
The students wrote in individual writing, then the students wrote in collaborative writing, and  the 
students wrote in individual writing again. The students wrote in different time treatment. The data 
analysis used independent sample t-test which the level of significance is .05. The result of the 
study showed that there was significant different between the students who wrote inin collaborative 
writing and in individual writing. The students who wrote in collaborative writing had better writing 
than the students who wrotein individual since the mean of collaborative writing washigher than in 
individual writing. It could be concluded that collaborative writing had significant effect in writing. 
It should be recommended to be used in writing class. It could help the students to produce good 
writing.

Keywords: writing, collaborative writing

1. INTRODUCTION 
Collaborative writing activities brings the students to work together. The students share 

the ideas to be discussed. The exchanging ideas happens in collaborative activity to construct 
knowledge. Shehadeh (2011) in his study mentions that collaborative writing becomes well-
known worldwide in the foreign language classroom. It can provide learners for their future 
education or for the workplacewith the experience they need. Collaborative writing happens in 
doing dialogue, discussing ideas, sharing their knowledge, etc. Mutwarasibo (2013)  found in 
his study that the students arranged the different patterns of collaboration, which the resultswere 
the way they understood, planned, organized, and valued group work and collaboration from 
the different four groups. There are some reasons to believe that the way students collaborated 
had some influence on what they felt gaining from group work. It refers on all parts of the 
activities by contributing, discussing, and accepting each other’s ideas (Hosseinpour and Biria, 
2014; Storch, 2005;Widodo, 2013). 

It needs to  know the effect of collaborative writing and individual writing in promoting 
quality of the students’ writing. It sees how the features can be integrated into other task including 
individual and collaborative writing. 

2.  METHOD
The study investigates the effect of collaborative writing towards the quality of the students’ 

writing. I ask 20 students from the  English Department students of IKIP PGRI Madiun in the 
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fourth semester to write on argumentative essay. They write three times. First, the students 
write a composition individually. Second, the studentswrite a joint composition. In joining 
composition the students are clasified into heterogenous collaborative writing. The students 
who have high score helps the students who have low score. So, in heterogenous collaborative 
writing there is one high score student and one low score student. There are 10 collaborative 
writing in writing joint composition. Joint composition for the second activity is used to control 
the order of effect of collaborative writing towards the quality of the students’ writing.  Third, 
the studentswrite a composition individually again. The three activities of writing are conducted 
in different time in this study. 

I use writing test to collect data from the students. The writing test is based on the blue 
print. Then, it is given to the students. After collecting the students’ writing, I ask the independent 
raters to score the compositionfrom the students’ writing before collaborative, students’ writing 
on collaborative writing, and students’ writing after collaborative writing. The students writing 
are scored based on the scoring rubric. To know the reliability of the writing test, I use PPMC 
(Pearson Product Moment Corelation) on SPPS 17. 

The data collected from the three students’ writing activities is calculated. The descriptive 
statistics and independent t-test on SPSS 17 are used to measure any statistically significant 
differences in result of students’ writing. The significance level used is .05.

3. FINDINGS AND DISCUSSION
Table 1 shows the group statistics which compares the result for the individual writing 

before collaborative writing and individual writing after collaborative writing.
Table 1. Group Statistics

VAR00002 N Mean Std. Deviation Std. Error Mean

VAR00001 IBCW 20 71.6000 8.40050 1.87841

IACW 20 78.4500 4.98920 1.11562

Table 2 shows the independent t-test in comparing the result for the individual writing before 
collaborative writing and individual writing after collaborative writing.

Table 2. Independent t-test
Levene’s 
Test for 
Equality of 
Variances t-test for Equality of Means

95% Confidence 
Interval of the 
Difference

F Sig. t df
Sig. 
(2-tailed)

Mean 
Difference

Std. Error 
Difference Lower Upper

VAR00001 Equal 
variances 
assumed

5.380 .026 -3.135 38 .003 -6.85000 2.18473 -11.27275 -2.42725

Equal 
variances 
not 
assumed

-3.135 30.921 .004 -6.85000 2.18473 -11.30624 -2.39376
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The 20 students are involved in the writing and each of the student has three scores of 
writing. The students are given a particular time to write the essay before collaborative writing. 
After getting the students’ writing before collaborative writing, they are informed to write the 
joint composition next in other particular time. The joint composition is done for the second 
collecting data for the students writing. After the second data is collected, they write to have 
writing after collaborative writing. Then, the result is collected and scored by the raters. The 
students have the score on writing before collaborative writing, collaborative writing, and after 
collaborative writing. The score of writing is scored by the raters, then it is calculated using 
SPSS 17. The result of the reliability of the students’ writing is high.  

The result in the independent t-test table shows that there is significant different on the 
students’writing before collaborative writing and after collaborative writing.  It can be seen 
from the t-test for equality of means which shows the significant result. Then, the Levene’s test 
for equality of variancesshows the different both the equality of the variances. The variances 
represent the variances score of writing before collaborative writing and after collaborative 
writing. The result shows the equal variance assumed. The students who write in individual 
writing aftercollaborative writing have better writing result than the students who write in 
individual writing before collaborative writing. This indicates that collaborative writinghas 
significant effect in writing towards the quality of the students’ writing. Collaborative writing is 
really beneficial to help the students in facing their difficulty in writing. 

The result shows that collaborative writing has significant effect towards students writing 
quality. Students who work in collaborative can enrich each other’s knowledge to produce 
good writing. Collaborative writing can be as solution to help students to write. In this study, 
heterogenous collaborative writing is done. The reason of having heterogenous is to collaborative 
high ability students with low ability students. Mathew (1996) found that heterogeneous 
collaborative writing can be successful when the students with high score can help the students 
who have low score in writing. This way students can share, discuss, and check the writing 
together with their collaborative to enrich thier ability in writing (Matthews, 1996).

Collaborative writing can help students to produce good writing quality in terms of  all 
aspect of writing. Students’ writing quality can be improve in all aspects such as content, 
grammar, vocabulary, and others aspect. This is possible, because students have chance to 
share ideas through discussion which help them to produce better writing. Storch (2005) found 
students can produce a more accurate and syntactically complex writing through collaborative 
writing. Collaborative writing learners produce better grammar and clearer focus. Furthermore, 
Storch (2009) found that collaborative writing helps the students to produce better writing 
accuracy.  

Collaborative writing encourages the students to produce large text in writing. Shehadeh 
(2011) mentioned in his study that collaborative writing task has effect on the superior text and 
enable learners to produce writing better on the independently writing. Collaborative writing 
can be an importantpedagogical tool in the learning and teaching of writing in foreign language 
contexts. It enabled students to produce writtenscripts that were superior and had significant 
effect to those who wrote independently on most aspects of writing. Alshumaimeri(2011) 
found that through collaborative writing among students can improve writing performance. 
Furthermore, the students enjoy the activity of collaborative writing and feel that it contributes 
to their second language  learning.

The students share their ideas collaboratively in writing and they are able to form more 
accurate words. Working in collaboratives on a collaborative writing task allows learners to share 
the ideas or the opinion to produce more accurate text. Storch (2009) found that collaborative 
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writing helps the students to produce the text more accurate. Collaborative writing activities 
provide the learners with considerable opportunities to share the ideasand pool their language 
knowledge as it has been found more generallyin group work (Wigglesworth and Storch, 2009). 
In the collaborative, the students work well by negotiating the ideas to be used in their writing, 
improving the students knowledge and exchanging information, producing more sophisticated 
and accurate words, and arousing effective activity. Work in collaboratives collaboratively 
make the learners are more successful in more accurate responses. Collaboratives collaborative 
dialogue promotes accuracy for certain grammatical items. Therefore, the learners who 
completed the task in collaborativesoutperformed well(Baleghizadeh, 2009, 2010; Pae, 2011)

Collaborative writing creates effective writing community with their collaborative.  It 
creates good interaction between their collaborative in face to face discussion. The students 
discuss the encountering problems. Storch (2011) found that collaborative writing create social 
opportunity to pool their linguistic sources when encountering problems in writing. It gears that 
collaborative writing has many benefits. Many studies are conducted to investigate the benefit 
of collaborative writing task and its role toward students’ creativity in L2 learners. Daboe; 
2012, Zabihi and Rezazadeh; 2013, Abdollahzadeh and kashani; 2011 investigated the narrative 
task performance with the social cultural theory. Theresults show that both collaborative and 
group written text had similar quality in terms fluency and complexity. Moreover, the individual 
written text was longer after the collaboratives work conducted which means it effects the 
writing quality of the students.

Finally, there is a need for more research generally in the area of collaborative writing 
writing and its possible benefits for L2 writing development; such research needs to should 
consider a diversity of writing tasks performed by incorporating the currently issues of social 
technologies.

4. CONCLUSION AND SUGGESTION
Collaborative writing can be considered helping students to produce better composition in 

writing class. The students can share their ideas in composing writing together. It also encourages 
the students in thinking critically. The study suggests that it  helps students improving their 
writing quality by allowing them to share and exchage their ideas, enrich their ability in all 
aspect of writing, produce longer text and construct social community. Besides, it also helps 
teacher to create effective writing class. 
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Abstract
Unlike on research article introductions (RAIs) in social science and humanities, genre-based 
analyses on RAIs in sciences, technology and medical sciences (STMSs) written in Indonesian by 
Indonesian authors and published in Indonesian research journals are very rare. This study is aimed 
at analysing the Indonesian RAIs in STM written by Indonesian authors especially on the ways they 
establish and occupy ‘niches’. Two hundred research articles in Indonesian written by Indonesian 
authors and published in Indonesian research journals were selected for this study. The analyses 
were carried out using genre-based analysis of text communicative purpose of ‘move’ and ‘step’ 
following problem justifying project (PJP) model as suggested by Safnil (2001). The results show 
that the rhetorical style of Indonesian RA introductions is different from the one in English published 
in international journals as in ‘create a research space’ (CAR) model suggested by Swales (1990 and 
2004). This implies that the Indonesian authors in STMSs must modify the rhetorical style of their 
RA introductions when writing in English to be acceptable to publish in an international journal.

Keywords: research article, rhetorical style, establishing and occupying niches 

1. INTRODUCTION 
The introduction section in a research article (RA) is surely the most important section 

after an abstract and therefore this section must be written as convincingly and persuasively 
as possible in order to attract readers’ attention to be willing to read the whole of the article 
(Swales and Najjar 1987 and Safnil 2001). In other words, if the introduction section of an RA 
is not well written readers may not be interested in reading the article. Belcher (2009) states 
that the introduction section of an RA is aimed to ‘provide enough information for the readers 
to be able to understand your argument and its stakes’ (p.209). Similarly, Swales and Feak 
(1994) suggest that the introduction sections of an RA have at least two main purposes: 1) to 
argue for the importance of the article and 2) to motivate readers to read it.  However, authors 
from different fields of discipline may have different ways of justifying the importance of their 
research topic and research project addressed in their RA introduction although writing in the 
same language and this will determine whether or not readers are impressed and convinced and 
whether or not they will continue reading the article. 

Hunston (1994) suggests that the introduction section of an RA carries some persuasive 
value of the entire article.Here the authors appeal to readers in order to accept that the research 
topic and project are important and useful. According to Hunston, RA writers have to address 
two very important reasons to conduct the research project in their RA introduction in order 
to be convincing and persuasive; first, there is a gap of knowledge left from previous relevant 
studies and second, the knowledge gap occurs on an important topic. These two claims are 
equally important but expressed through different rhetorical strategies. Also, different authors 
may address these two rhetorical work differently and authors of RAs in a particular discipline 
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may use different discourse style from authors of RAs in other disciplines in addressing these 
two different communicative units.

Similarly Swales (1990) claims that there are two very important questions to be answered 
by RA authors in the introduction section, namely: 1) why the research topic is important 
or interesting and 2) why the research project is important or necessary. In the context of 
international journal articles, according to Swales, the first question can be answered by stating 
that their research topic is interesting, valid, liked, classic, has been investigated by many other 
researchers or by statingthe knowledge or practice and phenomena related to the research topic. 
However, the success of such persuasive appeal may depend on the writer’s credibility in the 
eyes of the readers; the more credible the writers the more successful the persuasion will be. 
Also, a claim of centrality and topic generalization are typicallyaddressed at the beginning of 
the introduction section and there is no other element of logical argument or justification in a 
centrality claim and topic generalization which might be used as a persuasive appeal.

The second important question in an RA introduction is on the importance of the research 
project. In the international journal article writing practices, according to Swales (1990), this 
question can be answered by pointing at the gap found in the previous research or current 
knowledge about a particular research topic in order to establish a ‘niche’ for the present research. 
Swales further claims that, this is normally done by negatively evaluating results or findings of 
previous relevant research. This can be done by four possible strategies: 1) disagreeing in some 
way with the results of previous research and wanting to dispute or challenge it; 2) finding the 
results of the previous research lack validity and reliability; 3) wanting to answer a particular 
question arising from the previous research; and 4) willing to look further at the development 
of a particular case. According to Swales, theseclaims areimportant especially in a competitive 
research environment where researchers face a tough competition for a research space and in 
order to succeed in such a competition, giving ‘high-level claims’ is often important although this 
‘involves contradicting large bodies of the relevant literature’ in order to challenge assumptions 
made by previous studies (p.117). 

1.1 The Rhetorical Style of English RA Introductions
Swales (1990 and 2004) claims that the rhetorical style of RA introductions in international 

journals published in English generally follows the pattern of ‘create a research space’ 
(CARS). In this model, RA authors address three communicative units or moves with different 
communicative functions and in each move there are also one or more smallercommunicative 
units or steps with different communicative function aiming atdescribingthe move in details in 
order to be more manageable. Swales (2004) introduced a revised CARS model, especially by 
modifying the steps in Move2 (establishing a niche). The reason for this revison, according to 
Swales, is in order to accommodate rhetorical variations among RA introductions in different 
disciplines. The new CARS model is presented in Figure 1
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Figure 1: The Revised CARS Model (Swales 2004. 230)

In Move-2 of his new CARS model, Swales combines Step-1A (counter claiming) and 
Step-1B (indicating a gap) into a new Step-1A (indicating a gap) while Step-1C (raising question) 
and Step-1D (continuing tradition) is merged into a new Step-1B (adding to what is known).
Swales also addsa new step of Move 2 which he calls an optional step or Step-2 (presenting 
positive justification). However, according to Swales, although this new model is considered 
more flexible to accommodate the context various research environment,this still needs further 
try out. 

2.2 The Rhetorical Style of Indonesian RA Introduction
The way writers organize their ideas in RA introductions has become a focus of interest in 

scientific discourse studies recently in Indonesia. Studies on this topic have been conducted by 
several investigators, such as Safnil (2001), Mirahayuni (2002), Adnan (2009) and Arsyad and 
Wardhana (2014).  Safnil (2001) investigated the rhetorical structure of RA introductions written 
in Indonesian by Indonesian writers in economics, psychology and education and found that the 
discourse style of the RA introductions in the corpus of his study was different from the one in 
English as in the CARS model suggested by Swales (1990). According to Safnil, the differences 
are among other things, 1) the introduction sections of RAs in Indonesian have more moves 
and steps than the ones in English do; 2) move 1 (establishing a territory) in the Indonesian RA 
introduction is mainly dealt with by referring to government policy to convince readers that the 
topic of the research project is important; 3) Move 2 (establishing a niche), probably the most 
important move in the RA introduction because this is where authors justify the research project 
reported in the RA,  is addressed by simply saying that the topic or problem is necessary or 
interesting to investigate. In other words, the Indonesian RA writers do not justify their research 
projects reported in their RA introductions as the ways English RA authors do. 

A comparative genre-based study of rhetorical style of RA introduction was conducted by 
Mirahayuni (2002) by analyzing the rhetorical style of Indonesian and English RA introductions 
written by Indonesian and English authors. In particular, Mirahayuni analyzed the rhetorical 
style of the introduction sections of three groups of RAs (20 RAs in English by English writers, 
19 RAs in English by Indonesian authors and 19 Indonesian RAs by Indonesian authors) in the 
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field of language teaching or applied linguistics. By using CARS as a model in her analysis, 
Mirahayuni found significant differences between English RAs by English speakers and the 
ones written by Indonesian authors. The differences are on the way RA authors introduce and 
explain the importance of the research topics and research projects. To introduce and justify 
their research activities, English authors refer to the knowledge and findings of previous relevant 
studies while Indonesian authors refer to more practical problems occurring in the community. 
In other words, according to Mirahayuni, for Indonesian writers research activities are intended 
to address local problems and to be read by a less wider readership. 

Anotherstudy on this topic was carried out by Adnan (2009) when he analyzed the discourse 
style of RA introductions in the discipline of education written by Indonesian speakers.By using 
Swales’ CARS as a model,Adnan found that out of twenty-one RA introductions in the corpus 
of his study, none of which fitted the discourse style of English RA introduction as suggested 
by Swales (1990). Similar to Mirahayuni’s finding, Adnan also found a rareoccurence of Move 
1 (establishing a territory) in which the majority of Indonesian RA writers prefer addressing the 
importance of their research topic by referring to practical problems experienced by common 
people or the government rather than by specific relevant discourse community. In addition, 
none of the Indonesian RA authors, as Adnan claims further, justifies their research projects 
reported in the RAs by pointing at the gap in the results or findings of previous relevant studies 
as in Swales’ model of Move 2 (establishing a niche). Adnan proposes a modified model of ideal 
problem solution (IPS) to capture important discourse style of the Indonesian RA introduction 
sections especially in the discipline of education. 

A recent study on the rhetorical style of Indonesian RA introductions written by Indonesian 
speakers was conducted by Arsyad and Wardhana (2014). Arsyad and Wardhana’scorpusconsisted 
of200 RAs taken from journals in four different disciplines (i.e., social sciences, language studies, 
literature studies and law science). Their research findings reinforced the findings of previous 
studies (i.e., Safnil, 2001, Mirahayuni, 2002 and Adnan, 2009) in which the rhetorical style of 
Indonesian RA introductions written by Indonesian researchers in the field of social sciences 
and humanities is different from the onesin English RA introductions. One of the differences, 
according to Arsyad and Wardhana,was the occurrence of Move 3: author’s justification for 
their research activities in which only 87out of 200 or 43,4% of the Indonesian writers have 
this move. In addition, out of 200only 19 (9.5%)RA introductions have a Step-1 on Move-
3(indicating a gap in previous studies or justifying the importance of research activities on the 
basis of an evaluation on the previous relevant research results or findings).

The studies by Safnil, Mirahayuni, Adnan and Arsyad and Wardhana as discussed above 
are very important in order to know how Indonesian academics of a particular discipline 
or a group of disciplines rhetorically write RA introductions in Indonesian. However, the 
corpuses in these studies aremainly Indonesian RAs in social sciences and humanity, none of 
them included RAs in sciences, technology and medical sciences. In addition, Shi-xu (2005) 
claims that discourse studies of a language and/or culture other than English such as the one in 
Indonesian is often leftout or forgotten while these studies are important to produce balanced 
information in the literature and objective perception of academic society members at large 
on these languages and cultures. This is the main motivation for this study;in particular, this 
study is aimed at investigating the argument style of Indonesian RA introductions written by 
Indonesian academics published in Indonesian research journals in sciences, technology and 
medical sciences. The main questions addressed in this study are the followings:

(a) How do Indonesian writers in sciences, technology and medical sciences argue for the 
importance of their research topic reported in their Indonesian RA introductions in social 



e 141   f 

Proceedings 
Teaching and Assessing L2 Learners in the 21st Century

sciences and humanities published in Indonesian research journals?
(b) How do Indonesian writers in sciences, technology and medical sciences argue for the 

importance of their research projects reported in their Indonesian RA introductions in 
social sciences and humanities published in Indonesian research journals?

(c) How do the Indonesian and English RA authors differ or resemble in establishing and 
occupying niches in their RA introductions?

For this study, 200 Indonesian RAs published in Indonesian research journals in sciences, 
technology, and medical sciences were chosen as the corpus.

2. METHOD
Theresearch articles chosen for this study were aimed to represent Indonesian RA genre 

in the field of sciences, technology and medical sciences. The distribution of the journals and 
the number of the RAs is summarized in Table 1 below.

Table 1: The Distribution of RAs in the Corpus of this Study
No. Fields Code Number of RAs Percentage

1. Sciences Sci 50 25%

2. Technology Tech 50 25%

3. Medical sciences Med 50 25%

4. Computer Science Comp 50 25%

Total 200 100%

Rhetorical analyses were done only on the introduction section of the RAs in the corpus 
of this study in order to answer the research questions.

In this study, using Safnil’s (2001: 82) definition a communicative unit or move in the 
introduction section of the RAs is,

... a clause or a set of clauses or a paragraph which shows a clear indication of a specific identifiable 
communicative purpose, signaled by linguistic clues or inferred from specific information in the text. 
The communicative units or moves in a particular text together develop a set of communicative purposes 
relevant to the genre of the text.

The smaller communicative units in this study were considered as a sub-communicative 
unit or step. Thus, a step in this study following Safnil (2001) is,

[a]segment of a text containing a particular form rhetorical work necessary for realizing the communicative 
purpose of a Move. Steps are strategies for encoding communicative purposes. The steps are mostly signaled 
by linguistic and discourse clues in the text or are inferred from the context (p:83).  

The decision on whether or not a segment in the text, such as a clause(s) or a paragraph(s) 
could be classified as a move or a step depends on whether or not the segment had a distinct and 
identifiable communicative purpose or function.  

Following Dudley-Evans (1994), the steps of identifying moves and steps in the RA 
introduction sections.First, the title and sub-titles, the abstracts and key terms in the RAs were 
read to get a rough understanding of the content of the RAs. Second, the whole RA was read to 
divide it into the main sections of introduction, methods, results and discussion and conclusion 
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(IMRDC). Third, the introduction section of each RA was read again to look for the available 
linguistic and discourse clues, such as conjunctions, specific lexicons and discourse markers. 
Fourth, the possible communicative units in the RA introduction were identified by using 
linguistic and discourse clues and by understanding of the text. Finally, the common discourse 
style of the RA introduction was identified particularly on the ways Indonesian RA authors 
justify their research topic and research project in their RA introductions. This study involved 
four postgraduate students in Indonesian Education Study Program of FKIP of Bengkulu 
University investigating 50 RA introductions in one discipline and the trianggulation processes 
were carried out among the four students in order to get a valid and reliable analysis results.
Problem Justifying Project (PJP) model of Indonesian RA introductions as suggested by Safnil 
(2001) was used as a guidelinefor the macro and micro rhetorical analyses. The four-move 
model as suggested by Safnil is shown below.

Figure 2: The PJP Rhetorical Model for Indonesian RA Introductions

Move 1 Establishing Shared Schemata by:
Step A: Defining key terms; and/or
Step B: Giving a short history of the research field; and/or
Step C: Describing the geographical setting of the research; and/or
Step D: Making a general claim.

Move 2 Establishing the Research Field by:
Step A: Introducing the actual research topic; and/or
Step B: Identifying the research problem or phenomena; 
Step C: Referring to the government policy;and
Step D: Reviewing the current knowledge and practice.

Move 3 Justifying the Present Research Project by:
Step A: Indicating a gap in previous study results; or
Step B: Claiming that the topic has never or rarely been investigated; or
Step C: Claiming that the topic is necessary to investigate; or
Step D: Claiming interest in investigating a particular topic.

Move 4 Announcing the Present Research by:
Step A: Announcing the research purposes; and/or
Step B: Stating the research questions; and/or
Step C: Describing the specific features of the research; and/or
Step D: Stating the expected benefits of the research; and/or
Step E: Announcing the principal findings; and/or
Step F: Proposing the research hypothesis; and/or
Step G: Suggesting a solution to the research problem.

A little modification was made to the original PJP model in which Step C of Move 1 
(Referring to the government policy) was moved to Step C of Move 2. This is because the rhetoric 
of ‘referring to the government policy’ can be considered as the writer’s strategy to justify their 
research topic rather than to prepare readers’ schemata. Since the majority of research projects 
in Indonesia are supported by government funding; therefore, a research project must deal with 
the government policy or program. Thus, a particular research topic is considered important 
if the research results may help the government understand and/or solve the possible practical 
problems in the community. The micro analysis was focused only on the ways Indonesian 
authors justify their research topic (Move 2) and the ways they justify their research project 
(Move 3) in their RA introductions. The main reason for using PJP instead of CARS as a model 
in the data analises in this study was that the corpus for this study is similar to Safnil (2001)’s 
study in terms of the language and the authors (Indonesian). 
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3. RESULTS AND DISCUSSION
3.1 Establishing Niches in the Indonesian RA Introductions

The first question in this study is how Indonesian writers in sciences, technology and 
medical sciences establish a ‘nich’ in their RA introductions. The data analysis results show the 
frequency of steps of Move 2 as presented in Table 2 below.

Table 2: The Ways Indonesian Writers Justify their Research Topic

The Writer’s Ways of Justi-
fying the Research Topic

Journal Disciplines Total
N=200 %Sci

n=50
Tech
n=50

Med
n=50

Comp
n=50

Introducing the actual A. 
research topic

45 8 37 17 107 53.5%

Identifying the research B. 
problem

41 10 28 42 121 60.5%

Referring to the C. 
government policy

6 10 12 5 33 16.5%

Reviewing the current D. 
knowledge and practices

45 13 7 5 70 35%

Table 2 shows that the majority of Indonesian authors justify their research topic by 
introducing the actual research topic (Step-A) and identifying the research problem (Step-B) 
while only some of them reviewed the current knowledge and practices related to the research 
topic (Step-D) and only few referred to the government policy (Step-C). It is rather surprising 
to find that very few Indonesian RA authors in sciences, technology and medical sciences 
review the current knowledge and practices in their RA introductions. Although all authors 
refer to some kind of literature but they may have used it for different purposes such as to define 
important key terms, to refer to government documents or policies or to support the statement 
on the research problem. 

This finding is also very different from the RAs published in English. According to Hyland 
(1999), Kwan (2009), Kwan et.al. (2012), Soler-Monreal and Gil-Salom (2011), Ridley (2012) 
and Onwuegbuzie, et.al. (2012), reviewing relevant literature is an absolute essential element in 
an academic writing, such as essays, theses, research reports, dissertations and research articles. 
It is almost never found that an academic writing in which the writers do not attempt to refer to 
any relevant literature at all as if their writing can stand alone and is not connected in some ways 
with other references or available knowledge in the literature. The need to cite relevant literature 
in an academic writing is also because knowledge on all topics has been previously developed 
by others and the main purpose of an academic writing is to extent readers’ knowledge on such 
a particular topic. Thus, it is impossible for an author to help extend reader’s knowledge on a 
particular topic without discussing the available knowledge in the literature before hand.  

Research problem is also a key issue in English RA introductions. Day (1996:30), for 
examplestates “Any piece of research is built around a design, which begins with identifying 
a problem and then the issue that guides our understanding.” According to Day, research is 
designed mainly to find the answer to a specific problematic question. Swales (1990:140) also 
claims that problems are central to research in many disciplines, saying, “problems or research 
questions or unexplained phenomena are the life blood of many research undertakings.” Thus, 
in this case the Indonesian RA introductions are similar to English RA introductions; research 
problem is used to justify the importance of the research topic. However, a difference also 
accurs between Indonesian and English RA introductions on the occurrence of Step-C (referring 
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to the government policy) as one way of justifying the research topic in the Indonesian RA 
introductions which is non existent in the English RA introductions. The possible reason for the 
presence of this rhetorical work is that research projects in Indonesia are mainly funded by using 
government fundings. A research project can only be financially supported if it deals with the 
government program or policy and the research results are expected to help the government solve 
practical problems in the society. Thus, to win the government research funding, researchers 
must relate their research topic to the government programs or policies.   

3.2 The ways Indonesian writers Justify their Research Project
The second research question addressed in this study is how Indonesian writers in sciences, 

technology and medical sciences argue for the importance of their research project reported in 
the article. The data analysis results are presented in Table 3 below.

Table 3: Argument Style of the Writers for the Importance of the Research Project
The Writer’s Ways of Justifying the Re-
search Project

Journal Disciplines Total
N=200

%
Sci

n=50
Tech
n=50

Med
n=50

Comp
n=50

Indicating a gap in previous studies A. 8 1 6 2 17 8.5%
Claiming that the topic has never been B. 
or rarely investigated

5 0 2 1 8 4%

Claiming that the topic is necessary to C. 
investigate

22 16 3 9 50 25%

Claiming interest in investigating the D. 
topic

3 1 7 0 11 5.5%

As seen in Table 3, the majority of Indonesian authors (50 out of 200 or 25%) justify 
their research project reported in their RA introductions by simply claiming that the topic is 
necessary to investigate. This shows that the Indonesian authors do not justify their research 
project based on the gap found in the literature. Thus, although all Indonesian RA authors 
review previous relevant literature, this is not aimed at evaluating the literature. The Indonesian 
authors may have used literature or references only in order to show readers that they have read 
enough literature and therefore they are elligible to conduct research on the topic.  

This finding is in line with the ones from Safnil (2001), Mirahayuni (2002), Adnan (2009)  
and Arsyad and Wardhana (2014) who found thatvery few Indonesian writers support the 
importance of their research project by indicating a gap in previous relevant studies. According 
to Safnil (2001), this is because Indonesian writers tend to avoid negatively evaluating or 
critiquing the work of others especially in academic writing. Keraf (1992) also claims that 
Indonesian writers rarely criticize other people’s views because critiquing other people, 
especially those who are older or who have a higher social or economic status, is considered 
culturally impolite. Similarly, Saville-Troike (1982) and Gudykunst and Ting-Toomey (1988), 
claim that, unlike Western cultures, Eastern people such as Chinese, Koreans, and Japanese 
consider group harmony and collective value very important; they even prefer to keep silence 
over boldly criticizing other people. Indonesian academic writers seem to adopt the same view 
when writing academic texts in Indonesian; that is avoiding to criticize or point at weaknesses 
of other people in order not to appear face-threatening or to be considered impolite or in order 
to keep the group’s harmony.
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4. CONCLUSION AND SUGGESTION
The rhetorical style of Indonesian research article introductions in sciences, technology 

and medical sciences are different from those in English. First, similar to English RA authors 
the majority of Indonesian RA authors justify their research topic by stating the research 
problem. Second, unlike English RA authors very few Indonesian RA authors review the current 
knowledge and practices in their RA introduction. Third, unlike English RA authors very few 
Indonesian RA authors indicate the gap in previous relevant studies. It is suggested that when 
writing an RA in English, the Indonesian authors in sciences, technology and medical sciences 
must modify their rhetorical style to match the one acceptable by English readers especially 
when justifying their research topic and project in their RA introductions. They need to support 
the importance of their research project by evaluating the weaknesses and shortcomings of 
previous relevant studies in order to fill such knowledge gap on an important topic. By so 
doing, it is expected that the chance for their manuscript to be accepted for publication in an 
international journal is higher.
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Abstract
The current study investigated the correlation between language learning strategies in learning 
speaking used by the students and their speaking’s achievement from the score of Speaking for 
Academic Purposes subject. The participants in this study were the third semeter students majoring 
English education in a university in Bandung. Questionnaires consisting of the adaptation of Strategy 
Inventory for Language Learning (SILL) from Oxford (1990) and students’ speaking scores from 
Speaking for Academic Purposes were used as the instruments. The data then were quantitatively 
processed. The result of this study found that there was no significant correlation between language 
learning strategies in learning speaking and students’ speaking score. H0 of this study was accepted 
that there is no significant relationship between language learning strategies in learning speaking 
and students’ speaking score in the end of learning period. Therefore, different students’ will have 
different effort in order to enhance their skill in English, espeacially in speaking.

Keywords: Learning Strategies, Speaking, Achievement.

1 INTRODUCTION 
Speaking  skill is one of the important skills to be acquired as the function of language is 

as a mean for communication. It is in line with Florenz (1999) in Rachmawati (2012, p. 1) who 
stated that among the four skills, speaking has a critical function as a key for communication. 
Therefore, developing English speaking skill is indispensable and important for all language 
learners in order to be able to communicate in the language effectively.

To develop ability in speaking English, the language learners should practise their 
speaking skill. Sometimes when the learners practise a new language, here is English language, 
they will feel anxious. This statement is supported by Oxford (1990) that in fact, speaking a new 
language can be very frustating for the learners, especially when speaking English becomes the 
necessity in every classroom activities. They tend to be panic because their speaking skill will 
be noted by their teachers/lecturers to find out learners’ fluency in English and in the end their 
performance will become a parameter for their final score.

In order to solve the learners’ anxiety when speaking English and make them having 
sufficient English speaking skill are not an easy matter for most learners. Efforts to help learners 
to acquire their speaking skill have been developed among teachers and researchers. One of 
the effort is proposed by Oxford (1990) with her Language Learning Strategies. She stated that 
interest in helping learners to acquire their speaking skill has moved from what learners learn 
or outcome for the language learning into how learners gain the language. In this case, langauge 
learning strategies have become the part of this shifting because the strategies focuses on the 
learning process (Dörnyei, 2007; Takač, 2008).

Language learning strategies are important aspect to be taken into account since the 
strategies are critical in order to develop students’ communicative competence (Oxford, 1990). 
In addition, Hsiao and Oxford (2002) argues that langauge learning strategies are believed as 
a beneficial mean for active and concious learning, therefore the strategies might improve the 
students to get greater proficiency, learner autonomy and self-regulation (Dörnyei, 2007, p. 
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195). 
Related to the langauge learning strategies, there are some research which shown the 

beneficial of the implementation of language learning strategies. Students can be categorized 
as a good language learners if they used particular language learning strategies consistently 
(Naiman, Frohlich, Stern, & Todesco, 1975; Rubin, 1975 in Oxford, 2003). Furthermore, 
Rachmawati (2012) found that language learners used language learning strategies in order to 
improve their speaking skill. She noticed that different student will have different strategies in 
learning speaking. The difference is based on their English proficiency.

The results of the previoous research shows us that strategies in language learning are 
beneficial. However, it was found that there is few research have been conducted about the 
correlation between learners’ strategies employed by the learners and their speaking scores in 
the end of the learning period. Therefore, regarding to the aforementioned issues, the present 
study will be focused on the correlation between language learning strategies applied by 
students majoring English education in learning speaking skill and speaking scores at the end 
of the learning period.

2. METHOD
The present study was designed to find out the correlation between language learning 

strategy used by the third semester students in university in Bandung who took Speaking subject 
and their speaking score in the end of learning period.Correlation method is a quantitative 
research method which can define the degree of relationship between two variables(Coolidge, 
2012, p. 110). Furthermore, Hatch and Farhady (1982, p. 195) conveys that correlation method 
involved the data collection in order to find whether there is any correlation between two or 
more variables and the strength of the relation without controlling the participants.

2.1 Research Site & Participants
The present study was conducted in one of university in Bandung. Furthermore, the 

participants that have been empirically investigated were 30 students who have been selected 
randomly. This is in line with Gay in Uhar in Esharachmawanti (2011) stated that the participants 
for a correlation research is chosen by using an acceptable sampling method and 30 subjects 
were generally considered as a minimal acceptable size.

2.2 Research Instruments, Validity, and Reliability
To measure language learning strategies in learning speaking which are implemented by the 

students, the adaptation of Oxford’s (1990) Strategy Inventory for Language Learning (SILL) was 
used. The adaptation of SILL was taken from Rachmawati (2012) in her research entitled Language 
Learning Strategies Used by Learners in Learning Speaking. The SILL has been extensively used 
and checked for its reliability and validity in various ways (Oxford adn Burry-Stock, 1995 in Liu 
& Chang, 2013). The adaptation of SILL from Rachmawati (2012) was also has been checked for 
its reliability and validity (see Rachmawati, 2012, pp. 36–40).

The SILL used in the present study consists of 40 items. They have been classified into 
six categories, they are memory strategy items (items 1 to 3), cognitive strategy items (items 4 
to 12), compensation strategy items (items 13 to 20), metacognitive strategy items (items 21 to 
30), affective strategy items (item 31 to 36), and social strategy items (item 37 to 40). Those six 
categories were assessed on a five-point Likert scale ranging from 1 to 5. The number indicates 
ttudents’ frequency in using the strategies, ranging from 1 (never), 2 (seldom), 3 (sometimes), 4 
(often), and 5 (always). The SILL usd in this study were then translated into Indonesian version.
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The instrument to measure students’ score in speaking class are students’ score from 
their leacturer in their university. The subject was Speaking for Academic Purposes, and it was 
taught in the third semester of undergraduated degree.

2.3 Research Procedure and Data Analysis
In this study, the procedure of the research was divided into several steps. The first step 

was to find out langauge learnng strategies used by students. The questionnaires consisting of 
40 items of SILL were distribted to the samples.

Secondly, the questionnaires were then processed to get the results of overall SILL used 
by students, and the result of SILL for each categorisation.

The third step, the result of overall SILL were manually correlated with students’ speaking 
score by using  Pearson Product-Moment Correlation Coefficient. The result of SILL for each 
categories of strategies were also correlated with students’ speaking score. In this process, the 
quantitative analysis was used. As stated by Muji (2005) and Elliot (2005) that quantitative data 
are mathematically analysed by using particular statistics.
The next step was interpreting the data from the result of the correlation.

2.4 Normality of the Data
There are two data gained in the present study, there are the result of SILL questionnaires 

which have been distributed to 30 students and students’ speaking score in the end of learning 
period which were gathered from the lecturer.

The two groups of data are normally distributed. It is supported by Hatch and Farhady 
(1982, p. 64) that if the number of data is 30 or more and the participants were chosen randomly, 
the distribution of the data is close enough to a normal distribution so it will not violate the 
assumptions of the normal distribution drastically.

3. FINDINGS AND DISCUSSION
To explore the relationship between language learning strategies and students’ speaking 

score, correlation analysis was done on the full sample. Investigating the predictor relationship 
might assist teachers in order to help students promote language learning strategy use and use 
them appropriately (Liu & Chang, 2013, p. 263). 

Table 3.1Correlation between Language Learnng Strategies in Learning Speaking and 
Students’ Speaking Score

Language Learning Strategies
Obtained r

(the correlation between LLS and 
Students’ Speaking Score)

t obtained

Memory -0.03 -0.16
Cognitive 0.22 1.19
Compensation -0.25 -1.37
Metacognitive 0.09 0.48
Affective -0.01 -0.05
Social -0.03 -0.16
OVERAL LLS 0.02 0.11

p = 0.05, df= 28, value of t table = 2.048 &-2.048(as cited in Coolidge, 2012, pp. 118–120)
rom the table 3.1, it can be interpreted as follow:
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The memory strategies where students might create mental linkages, apply images and 
sounds, etc in order to learn and retrieve new information (Oxford, 1990, p. 17), in this study  
in fact there is a negative correlation found between memory strategies conducted by students 
and students’ speaking score, and the correlation was not statistically significant, r(28) = -0.03. 
It means the more effort of meory strategies the students did in learning speaking do not have 
positive correlation  toward their speaking scores in the end of learning period.

The next categories is cognitive strategies where students might do manipulation, 
summarizing and using image in order to help them understand and produce new language by 
using different means (Oxford, 1990 in Rachmawati, 2012, p. 20). In this study, those strategies 
in fact  there is a positive correlation between cognitive strategies implemented by the students 
and their speaking score, but the correlation was not statistcally significant, r(28) = 0.22. 

The third categories of language learning strategies is compensation strategies where 
students might do code-switching to mother tongue, use mime and gesture, avoid communication 
partially or totally, etc (Oxford, 1990, p. 17). These strategies are done in order to overcome 
students’ limitation in speaking. From the result of this study, those strategies are not significantly 
correlated with students’ score in the end of learning period, r(28) = -0.25, and the both variables 
negatively correlated.

The next categories is metacognitive strategies where students can do self-monitoring/
evaluating, delay speech production to focus on listening, and setting goals and objectives, etc 
in order to help the students control their own cognition (Oxford, 1990, p. 17). In this study, 
those strategies have positive correlation, but the correlation are not statistically significant, 
r(28) = 0.09.

The fifth categories is affective strategies where the students can do relaxation, take risk 
wisely, reward themselves, listen to their body, etc in order to control the students’ emotional 
(affective) condition and experience (Dörnyei, 2007). From the result of this study, those 
strategies are not significantly correlated with students’ score in the end of learning period, 
r(28) = -0.01, and the correlation is negative.

The last categories of language learning strategies in learning speaking is social strategies 
which can help the students learn through interaction with others (Oxford, 1990, p. 17). From 
the result of this study, those strategies are not significantly correlated with students’ score in 
the end of learning period, r(28) = -0.03, and those two variables are negatively correlated.

To conclude, from the table 3.1, it can be seen also that the overall language learning 
strategies	 in	 learning	 speaking	do	not	have	any	 significant	 correlation	with	 the	 speaking	
scores gotten by the students in the end of learning period. The overall obtained r in this study 
is 0.02, the degree of freedom (df) of 30 respondents is 28, the t observed is 0.11, and the value 
of t distribution are 2.048 and -2.048. From the data, it can be seen that the obtained t is smaller 
than t = 2.048. It is in line with Coolidge (2012, p. 120) that if the obtained t is greater than 
ttable (for positive value) or less than ttable (for negative value), then the null hypothesis can be 
rejected. So in this present study, the H0	was	accepted	that	there	is	no	significant	relationship	
between language learning strategies in learning speaking and students’ speaking score in 
the end of learning period.Therefore, in the present study, it is proven that language learning 
strategies in learning speaking are not critical means to enhance students’ speaking score. It 
is in line with Coolidge (2012, p. 111) and Kranzler and Moursund (1999, p. 59) that if the 
two variables are not correlated,  one variable can not be the cause of the other. It means, the 
language learning strategies in learning speaking can not cause the speaking scores gotten by 
the students. The reason is not all students gotten high scores think that language learning 
strategies are important, and vice versa.
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3 CONCLUSIONS AND SUGGESTIONS
The present study revealed that speaking scores gotten by the students in the end of 

learning period are not significantly correlated with all six categories of language learning 
strategies in learning speaking [r (28) = 0.02, the value of t distribution = 2.048]. Therefore, 
the teachers can not force their students to implement particular strategies to enhance their 
speaking skills since different students will do different effort in learning a language especially 
speaking skill.
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NATIONAL IDENTITY IN INDONESIAN EFL EDUCATION (A 
STUDY IN DISCOURSE ANALYSIS)

Ella Masita

1. BACKGROUND
Since 2013, the Indonesian Ministry of Education and Culture has released a new 

curriculum to be implemented in all schools in Indonesia.  It is announced that there are four 
interrelated reasons of why a new curriculum had to be introduced: to response for the current 
global challenges, to master required competencies in this highly competitive era, current 
negative phenomena such as declining of morality and national identity among Indonesian young 
generation, and discouraging negative perception among Indonesians regarding education (as 
cited from Hamied, 2014). 

As mentioned above, one of concern is about the national identity issue. Norton (2013) 
defines identity as the way a person understands his or her relationship to the world, how the 
relationship is constructed across time and space, and how the person understands possibilities 
for the future. Regarding Indonesian young generation these days, there is a concern about 
crisis of identity in the country. As quoted from Sekolahdasar.net (2012), rapid escalated 
negative attitudes such as brawls and juvenile criminal issues in these recent years showed the 
inability of young generation in building good relationship with others and a sign of morality 
declivity in Indonesia. The Indonesian Minister of Education then alleged the implemented 
national educational curriculum has failed to play its most important role, to educate Indonesian 
students to become qualified young generation, mentally and spiritually. The reason, according 
to the minister, is due to it had too much focus on delivering knowledge and skills to students 
and inadequate attention on students’ good characters building. Therefore, the government 
considered there should be a big change in the school curriculum, and the 2013 Curriculum 
is claimed as a better general guidance in teaching-learning activities at Indonesian schools 
as it provides supports for the programs of building good character and national identity 
of Indonesian young generation. It is expected that through the programs, the objective the 
Indonesian national education to create ideal educated Indonesian people can be achieved (The 
Indonesian Ministry of Education, 2013).

National identity refers to a sense of a nation as a cohesive whole as presented by distinctive 
traditions, culture, and language (Wodak et al., 2009). It creates a connection of stories, images, 
historical events, national symbols and rituals that represents shared experiences and concerns 
which give meanings to the nation. By socializing repeatedly particular sets of characters and 
norms through national histories, literatures, the media, and in popular culture, this identity has 
passed down among generations. Formal education can also be functioned to accelerate this 
process. 

The national identity and morality programs have been embedded as important aspects of 
the new curriculum. To support that, the allotted time for students to learn Science and Physic 
have been decreased. Along with that, the time allocation for learning English for Foreign 
Language (EFL) at school is also reduced. They are to provide more allotted time for students 
to learn Civics, Religion, Moral, and Bahasa (the official language of Indonesia). It is claimed 
that due to students had too much burden in learning school subjects which focus on rationality, 
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such as Science and Physics, they did not have adequate time and energy to build their good 
character and national identities. Therefore, primary and secondary education should focus 
on teaching students moral values, character building, and national identity. More teaching 
on rationality subjects as well as foreign language can be postponed until the students take 
related programs at the university level. Alternatively, it becomes parents’ own responsibility 
to provide their children out-of-school private programs for any additional science or English 
(Sekolahdasar.net, 2012).

Additionally, the Indonesian Ministry of Education claimed that many Indonesian young 
generations do not have adequate mastery nor pride to learn Bahasa in spite of years of learning at 
schools. They tend to think English as a more superior language than Bahasa or their vernacular 
languages to learn and use in communication.  Although there has been no data or scientific 
evidence from academic research to support the claim, the government conceived there should 
be a major change in teaching English, as the official compulsory foreign language to teach at 
Indonesian schools. It is believed that learning English too early and too often might distract 
the students in learning Bahasa.  Therefore, in contrast with the previous curriculum, teaching 
English in primary schools are not allowed. Besides, the allocated time for secondary students 
to learn English at school are also reduced (Indonesian Ministry of Education, 2013).

1) Issues
The 2013 Curriculum is an effort of Indonesian government to reform the 
education in Indonesia. The ultimate focus of the curriculum in to create ideal 
Indonesian person. This proposed research, then, is aimed to provide a careful 
insight intothe specific ideas of the national identity of the person; “what type of 
national identity is intended to create at the EFL textbooks in Indonesia?”

2) National Identity
The concept of identity has been theorized from different perspectives ranging 
from nation, race, gender, social class, ethnicity, religious and other forms of 
identity. As Shin and Jackson (2003) have pointed out, identity encompasses 
multiple structures of ethnic, cultural, and racial identities as well as any other 
socially designated identity label. In line with this, Hall (1992) explained three 
concepts of identity, as enlightenment, sociological, and post-modern subjects. 
The notion of identity as an enlightenment subject reflected an individualist 
conception of a person‘s identity as fully centered and unified with capacities of 
reasoning, consciousness, and taking action. While the sociological perspective 
of an identity was that although a person still has own inner core, his/her identity 
is formed and modified as a result of interaction between him/herself and society. 
The last concept, on the other hand, is based on post-modern conception with 
no fixed, essential or permanent identity in a person. Instead, someone’s identity 
is continuously formed and transformed within the cultural system around.  For 
Hall’s perspective, however, identity is concluded as “something formed through 
unconscious processes over time, rather than being innate in consciousness at 
birth”.  In this study, the term ‘identity’ refers to Norton’s definition as the way 
a person understands his or her relationship to the world, how the relationship is 
constructed across time and space, and how the person understands possibilities 
for the future (Norton, 2013)  

Regarding individuals and their relationship to national identity, Riccoeaur (1992) 
established two components of identity, sameness and selfhood. The identity as sameness is 
based on the concept of relation and as a relation of relations, while identity as selfhood discusses 
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about uniqueness of one self that differs him/her from others. There are three components of 
sameness: (a) numerical identity which designated two occurrences of a thing as one and the 
same; they do not form two different things but as a re-identification of the same; (b) qualitative 
identity about extreme resemblance so the two identities are so similar and interchangeable 
with no noticeably difference, and (c) uninterrupted continuity which deals with temporal 
change occurred from first to last stage of development for recognition or re-identification of 
someone or something. Related to sameness is the theory of selfhood. This identity focuses 
solely on the individual person, not the interaction between or among individuals. Goffman 
(in Wodak et al., 2009) claimed that selfhood identity is conceptually associated with ‘ego 
identity’ and described as “one’s own subjective feeling about one’s own situation and one’s 
own continuity and uniqueness” (p. 13). It sees an individual identity as a singularity, or as 
Wodak et al. furthermore stated  ‘identity of the self’ (2009, p. 14). In short, sameness refers to 
social identity in a collective group of people while selfhood is more about individual internal 
identity. 

Due to its characteristics, the concept of selfhood is not relevant to a study that refers to 
a collective group or a nation. In this context, identity is usually viewed from the perspective 
of social identity, which is defined by Jenkins (2004) as a concept of one’s identity in relation 
to other people based on what they have in common. It derives individual self-concept from 
perceived membership in a social grouprelevant to the individual such as in religion community, 
which is comprised of people shares the same religion, or a nation of which the membership is 
based on the citizenship of its members. This is usually made by creating boundaries for what-
to-do or not-to-do to differentiate between ‘us’ or ‘insiders’ as the members of the community 
and ‘them’ or ‘outsiders’ for the out-group people. Thus, research in social identity generally 
focuses on intergroup behavior in certain community such as teacher’s identity, gay/lesbian 
identity, or in a broader context, a national identity. 

There are two major conceptions about the term ‘nation’ among scholars as described by 
Smith (1983), politically based understanding (Staatsnation) and culturally based understanding 
(Kulturnation).  The political-based understanding is widely called as a ‘state’, that refers 
“exclusively to public institutions, differentiated from, and autonomous of, other social 
institutions and exercising a monopoly of coercion and extraction within a given territory and 
nation (p. 14).  The concept ofa nation based on the cultural-based understanding, on the other 
hand, is defined more by culture, including language and ethnicity. It “signifies a cultural and 
political bound, uniting in a single political community all who share an historic culture and 
homeland” (p. 15). To connect the two concepts, Smith provides his own definition of nation as 
“a named for human population who share a historic territory, common myths, and historical 
memories, a mass public culture, a common economy and common legal rights and duties for 
all members” (p. 14). 

Another definition is provided by Renan (in Wodak et al, 2009)) who defined a nation 
as a soul or mental principle derived from the common needs of people. According to Renan, 
there should be a subjective will from individual to voluntarily decide for a construction of a 
nation. In line with this, Anderson (1991) characterizes nation as an imagined community. It has 
been developed based on the fact that due to a nation is usually much larger than a ‘face-to-face 
group’, it is not possible for members of a nation to talk, know or even hear about most of their 
fellow-members. Therefore, according to Anderson, a nation is distinguished from others not 
by its authenticity but in which it is imagined.  However, the imagined communities are as both 
limited and sovereign. They are limited as each nation has enclosed frontiers that boundary it 
from other nation(s), while sovereign refers to the situation that in this modern period, no nation 
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can be claimed as under an absolute authority of a dynastic monarch. 
The concept of a nation as an imagined community can be applied to describe Indonesia. 

As a big country more than 200 million people comprised of hundreds of ethnic groups live in 
thousands different islands, it is almost impossible for each Indonesian to get in touch or know 
their other Indonesian fellows. Nevertheless, there are boundaries with other nations , both 
politically and culturally. The political borders are more rigid and easier to define as they are 
already stated at official documents. On the other hands, cultural boundaries are quite lenient 
between Indonesia and its neighboring countries. There are numbers same or similar cultural 
practices shares among the countries such as similar official languages between Indonesian and 
Malaysia as well as Thailand’s traditional dances which, in many ways, share many things in 
common with Bali’s traditional dances.

Furthermore, Hall (1992) proposed a nation as a symbolic community, referring that a 
nation is not formed by a political entity only but by a system of cultural representation as well.  
People do not just become legal citizens of a nation but participate in the idea of a represented 
culture of the nation. In Indonesia, the importance of national symbols have been actualized 
by accommodating in the 1945 Constitution some representations to symbolize Indonesia as 
a nation such as Sang Merah Putih as the national flag (Article 35), Bahasa Indonesia as the 
national language (Article 36), Garuda Pancasila as the national emblem anthem (Article 36A), 
and Indonesia Raya as the national anthem (Article 36B). 

As nation accounts not only a single element, national identity itself has a complex and 
abstract nature. Palmadessa (2014) points out that it implies a complex of similar conception 
and perceptual schemata, of similar emotional dispositions and attitudes, and of similar 
behavioral conventions which are collectively shared and internalized through socialization 
process such as education, politics, the media, sports, or everyday practices. In the concept of 
national identity, Wodak et al. (2009) spelled out that individuals who perceive themselves as 
belonging to a national collectivity will manifest themselves in their social practices based on 
the norms and values shared among them. However, there are numbers of aspects that might 
shape and re-shape someone’s national identity due to the dynamic process in the community 
such as the state, political, institutional, media, everyday social practices, and the material and 
social conditions. 

Hall argues that national culture is a discourse. This can be defined as a way to construct 
meanings to influence the concept in identifying and incorporate identities both from the past 
and to the future. How the culture mainly disseminated among generations through contained 
stories that are told to connect the past and present and, in turn, to imagine how the culture is 
firstly constructed. 

According to Hall, there are five main elements established to explain how this discourse 
is delivered; he called them the “discursive strategies” of national identity. The first is national 
identity as a narrative of the nation as it is presented repeatedly in national histories, literatures, 
the media, and in popular culture. It connects the shared experiences and concerns to give 
meanings to the nation through stories, images, historical events, national symbols and rituals 
that represents them as a country. The second element, the emphasis on origins, continuity, 
tradition and timelessness, is believed that national character is a uniform being, will remain 
unchanged and unbroken through all changing phases of history. For the third aspect, invention 
of tradition, the concept was invented from Hobsbawn and Ranger  (in Hall, 1992) who claimed 
that sets of practices in traditions such as ritual or symbolic nature are mainly invented and 
practiced repeatedly to educate people with certain values and norms from their historical past. 
Additionally, the foundational myth is also important in the invention of a national culture. In 
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this, the origin of nation, people, and national character is set so far back in time so that it is 
told of being happened somewhere in a ‘mythical time’ which is not precisely dated.  Lastly, 
national identity is often symbolically employed in an idea of pure, original people or folks of 
the nation who, in the reality, are rarely existed.  

Kolakowski (in Wodak et al., 2009) argued Hall’s national identity concept and suggested 
his own typology of the five elements. Although in parts seem overlaps with Hall’s list at a 
certain extent, they provide different perspectives of understanding the concept of national 
identity.  The elements that build national identity are described by Kolakowski as national 
spirit whichrefers to a metaphysical entity of certain cultural norms of behaviors and views of 
life in a nation in which, most of the time, is not a representation of real historical experience 
but still become an substantial idea for many of their people; historical memory with an idea that 
it is not a matter whether the content of a historical memory is true, partly true, or legendary; 
as long as it is the history is reached by the people, the concept of national identity will be 
supported; anticipation and future orientation referring to future-oriented interest, mainly to 
deal with how to survive and what to prepare for the future; national body which is linked to 
national territories, landscapes, nature, and physical artefacts; and nameable beginning, dealing 
with legends of founding events or founding fathers which, like Hall’s concept, is most often in 
a pre-date era with no precise time. 

More recently, Wodak et al. (2009) provided a framework for a theoretical and 
methodological approach to understand the discursive construction of national identity. By 
employing a triangulation principle through an interdisciplinary combined approach of historical, 
socio-political, and linguistic perspectives, Wodak et al. distinguished three dimensions of data 
analysis by contents, strategies, and means and forms of realizations. They analyzed the results 
through the Critical Discourse Analysis (CDA) approach from sets of collected data taken 
through political commemorative speeches, seven focus groups in different Austrian provinces, 
and twenty-four extensive topic-oriented interviews.

The study is aiming to identify the mental construct of national identity as an imagined 
community and specify its emotional appeal and social binding force through investigation of 
different types of discursive practices related to the nation of Austria. Given attention to the 
appropriate historical and cultural features of the nation under their study, Palmadessa (2014) 
concluded Wodak’s points on the discursive construction of the national identity as: (1) national 
identity is discursively constructed in social practices, (2) social institutions and subject people 
who are a part of the collective by choice to those practices determined social practices, (3) 
discursive practices both form and express national identity, (4) discursive practices become 
law in the nation in many occasions and through social institutions, the practices regulates 
social practices of people, and (5) in various scales, there are deviation of the law within the 
social and discursive practices. 

Critical Discourse Analysis
The concept of language as a social activity was pioneered by Ferdinand de Saussure 

(1857-193), with his theory of language as a system of signs. Saussure proposed two elements 
of language, langue and parole. Langue contains general rules and codes of the linguistic system 
while parole refers to the actual acts of language productions either by speaking, writing or 
drawing using the structure and rules of the langue. As a sign, a Saussure stated that a parole 
would have meaning only if it can be used to express or communicate ideas in the langue 
that conventionally used among the users of the language. It implies there should be a social 
convention among the users of the language so that the ideas or expression can be interpreted 
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and communicated. Thus, this meaning-making process is formed by social process (in Hall, 
2013).

The study of social dimensions of meaning is called social semiotics. It focuses on the 
meaning-making practices through all types of communication modes such as visual, aural, 
verbal, written, and gestural resources. In its development, Hall (2013) furthermore explained 
that Saussure’s basic theory of social semiotics has been developed to a much wider field of 
studies. It includes the study of texts, design and interpretation of meaning, how semiotic 
systems shapes and are shaped by the society, and how the system changes or adapts to changes 
in the society due to social interests and ideologies. 

A further development of the study that views language as a form of social practice 
is discourse analysis. Among numbers of discourse analysis researchers in language and 
linguistics, Michel Foucault , Norman Fairclough, Teun van Dijk, Ruth Wodak, and James P. 
Gee are prominent figures. Foucault has been widely acknowledged as a pioneer by embodying 
multiple disciplines such as linguistics, sociology, anthropology, cultural studies, and cognitive 
psychology in constructing meanings with special focus on the way a language is used, what 
it is used for, and the social context in which it is used. While van Gee have generally built 
his theories based on analysis of the use discourse by taking into consideration the historical 
contexts, surrounding social, and implication of each term in a text, Fairclough, van Dijk and 
Wodak have focused their studies by looking at discourse from a politically motivated level. 
They analyzed the use of a language in society to identify how the language is used to reproduce 
power and ideologies in the text; a kind of analysis widely considered as a sub-discipline of 
discourse analysis called critical discourse analysis (Wodak, 2001). 

Van Dijk (2001) defines Critical discourse analysis (CDA) as “a type of discourse analytical 
research that primarily studies the way social power abuse, dominance, and inequality are enacted, 
reproduced, and resisted by text and talk in the social and political context. With such dissident 
research, critical discourse analysts take explicit position, and thus want to understand, expose, 
and ultimately resist social inequality” (p.  352). As conceptualized by van Dijk, CDA seeks to “ 
enact, confirm, legitimate, reproduce, or challenge relations of power and dominance in society” 
(p. 353). A more specific focus is provided by Fairclough (1995) as “to systematically explore 
often opaque relationships of causality and determination between (a) discursive practices, 
events, and texts and (b) wider social and cultural relations and processes; to investigate how 
such practices, event arise out and are ideologically shaped by relations of power and struggles 
over power; and to explore the opacity of these relationships between discourse and society is 
itself a factor for securing power and hegemony” (pp. 132-133). Moreover, discursive practice 
refers to habituated action that is informed by, and serves to reproduce and transform, socially 
structured resources, values, and ideologies. By discursive practices, Foucault, a pioneer in 
critical discourse analysis, meant power relations in the society, how is a relationship created 
by asserting power through the use of language (in Fairclough, 1995). 

The research scope focuses on analysis of power, domination, and social inequality. It 
ranges in many academic studies such as gender equality, media discourse, political discourse, 
national identity, nationalism, ethnocentrism, race and racism. However, Fairclough and Wodak 
(1997) spelled out some principles have been applied in studies in CDA. The first concept 
is CDA as a form of social action. Different from previous linguistics and semiotic theories, 
research on CDA is much broader than language and linguistics. It addresses ideology in 
social problems through discourse analysis of texts and mediates a link among text, society, 
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and culture. Secondly, CDA studies relate to linkages among knowledge and power. Its main 
concern is how knowledge constitutes and is constituted by power. Through CDA, an analyst 
investigates roles of power in the circumstances knowledge assigned. The third principle is 
power relations as discursive practices, implying discourse as a historical event. It indicates 
that a ‘truth’ of something will only be applicable within in a special time of event. Hall (2013) 
explains this notion as “in each period, discourse produced forms of knowledge, objects, 
subjects and practices of knowledge, which differed radically from period to period, with no 
necessary continuity between them” (p. 31). Last but not least, discourse analysis is explanatory 
and interpretative in nature. Most of the justification for the use of discourse analysis comes 
from the analyst’s explanation of the rationale for the findings. Therefore, validity in a discourse 
study does not conform to traditional measures. Gee (2014) explains why validity in discourse 
analysis cannot reflect a single simple reality as “humans construct their realities” and refers 
a discourse analysis as “an interpretation of an interpretation” (p. 141), meaning that it is an 
interpretation of interpretive works that had been conducted by people in specific contexts. 

The fact that analysis in discourse is mostly depends researcher’s interpretation upon the 
texts raises a question about the validity and neutrality of the results due subjectivity factor of 
the analyst or the possibility of a ‘hidden agenda’ of the researcher brought into the analysis. 
However, proponents of CDA mentioned that the critical perspective in investigating the 
phenomena becomes the uniqueness that differs CDA from other social studies in linguistics; as 
Fowler (in Rogers 2003, p. 14) noted, “critical linguistics might represent theoretical position 
(of the analyst) rather than empirical insight (of the phenomena)”. Another critique is the 
unsystematic investigation in CDA. There is no a single static set of regulations. Every research 
might apply wide range of different research methodology and points of view in analysing their 
data.  This question might be encountered by positioning CDA, rather than just as a systematic 
investigation of discourse structures or relationships among discourse and styles, to explain the 
practices in social interaction and structure. Consequently, it is the task of the CDA analyst to 
study how discourse they construct and are constructed by social practices (van Dijk, 2001). 
Aside from the above concern of CDA, some experts argued the analyses might become an 
incomplete extraction of what is really happen in the real social context due to the investigations 
usually work on some parts of social events or phenomena such as written or audio documents 
of political speech or news reports only. As a response, Gee (2014) encountered by saying that 
due to an analysis in complete will lead to a very long analysis, an actual discourse analysis may 
only use a selection of the full range of the tools or phenomena as long as it supports the theory 
of domain of the research.

Example ofthe Analysis
The following is an example of the discourse analysis of the Year 10 student textbook, focusing 
on the first two pictures at Chapter 1 (Indonesian Minstry of Education and Culture, 2014).
The pictures are as follow:
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(Indonesian Minstry of Education and Culture, 2014, p.1)

(Indonesian Minstry of Education and Culture, 2014, p.2) 

Picture 1 displayed a group of people; 2 females and a male are sitting while another male 
is standing facing them. Among the seven an analysis on Building Tasks as proposed by Gee 
(2014), it seems that  the Indonesian government is trying to develop identities as the building 
tasks to build  through the pictures. 

There are three identities are to build from the persons in the pictures based on their physical 
appearances, clothes, and background settings.  As can be seen at the picture, the physical 
appearances of the people  specifically show physical characteristics of young Melanesian, 
with black hair and light brown skin. It is a majority race of Indonesian people, especially in 
Java island,the most populated island and home for the capital city of Indonesia, Jakarta,. The 
identity as ‘Indonesian’ is also supported by the clothes worn by the people in the picture. 
They are in line with high school uniform in Indonesia as in the Ministry Regulation No. 45 
Year 2014 on School Uniforms for Elementary and Secondary Levels (Indonesian Ministry of 
Education and Culture, 2014b).Therefore, besides showing an identity as ‘Indonesian young 
people’, the picture shows a more specific identity as ‘young Indonesian high school student’. 
This interpretation is corroborated by the arrangement of the desks and whiteboard in the picture. 
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It shows a very typical Indonesian classroom includes rows of long brown (usually wooden) 
desks facing the same direction while the whiteboard is positioned in front. The wall also seems 
very ‘clear’ without any decoration or display of students’ works. The third identity can be 
interpreted from the picture is an identity of ‘being moslem’, a majority religion of Indonesian 
people. This can be seen from the hijab (moslem Veil) worn by one of the female students in 
the picture. The moslem identity is also shown in the seating arrangement with separated desks 
and lines between male and female students. 

The second picture showed a group of students are standing in lines and a teacher is 
standing at the back.  As the identity of Indonesian young high school students is well described 
in this picture, the moslem identity is noticed from the cloth worn by teacher. The long sleeves 
and skirts displayed in the picture show specific characteristics of a common school uniform for 
moslem female teachers in Indonesia. In addition, the nuisance of moslem identity is intensified 
withseparated lines arrangement between male and female students, a common arrangement in 
Islamic society in which there should be a clear and definite separating space between man and 
woman; it is to avoid possible physicalcontact among them.

All details in the pictures make it clear to see Indonesian government strong intention 
in building identities of people in the picture, not only as ‘being Indonesian’, but also ‘being 
Indonesian high school student’ with the presence of ‘moslem identity’. However, in contrast 
to the fact that Indonesia is composed by hundreds of ethnic groups with big range of different 
physical appearances and religions, along with the non-discriminatorily, cultural values, and 
national pluralism policy in the Indonesian educational system (Article 4 of the Education Act, 
2003) the pictures display identities of young people from Java island in Islamic society. No 
portray of identity from other ethnics and religion is detected from the pictures.  The phenomena 
are found in the rest of the book, while it is used as a compulsory textbook to teach EFL in all 
schools in Indonesia. Due to the intention of the Indonesian government to present Indonesian 
national identities as mandated at the 2013 Curriculum, the constant use of similar identities in 
the textbook shows an oversimplifying identity of Indonesian school students to be merely a 
description of Javanese people within Islamic society.
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Abstract
The beginning of the implementation of a new curriculum seems to bring confusion in any 
circumstances. The urge to implement the authentic assessment in the 2013 Curriculum is not 
exceptional. The tense to implement authentic assessment in the 2013 Curriculum demands 
teachers to shift the way of assessing students’ learning. However, problems often occur during 
the implementation of authentic assessments that may prevent teachers to assessing students 
through authentic assessments. The problems in the implementation of authentic assessments in the 
Curriculum 2013 are related to time constraint, workload, and practicality. Therefore, this study was 
intended to investigate how teachers deal with the problems occurred during the implementation 
of authentic assessments in curriculum 2013. The qualitative method with descriptive-interpretive 
approach was administered. The data were gathered from two English teachers from two Secondary 
Schools through open-ended questionnaires and interviews. The purposive sampling was conducted 
by considering the background of the teachers. The result showed that teachers tried to change 
their time management and approach, to maintain their intrinsic motivation, and to broaden their 
knowledge and understanding of the authentic assessments to overcome the problems occurred 
during the implementation of authentic assessments. The result of this study arrives in conclusion 
that lessening the number of classes that a teacher holds and giving more prevalent training of the 
practical implementation of the authentic assessments in classrooms seemed to be beneficial to the 
refinement of the implementation of authentic assessments in the future. Thus, the enhancement of 
students’ learning in the future is not impossible to achieve.

Keywords: authentic assessments, problems, strategies

1. INTRODUCTION
The reform of a curriculum seems to lead changes on several aspects in educational system 

as the result of beliefs and foundation shift. In the shift of curriculum 2006 into curriculum 
2013, the changes involve many aspects including the form of assessment. Hargreaves et. 
al. (2002) confirm that the change of major paradigm is one of contributing factors in the 
reform of assessments. Therefore, the reform of the curriculum unovaidably brings changes on 
assessments.

The implementation of the assessments mandated in curriculum 2013 has been running 
for a year in certain schools. Trainings related to the assessment implementation in classrooms 
are also conducted. Nevertheless, as the implementation of authentic assessments has not been 
as popular as standardized test in Indonesia, how teachers implement the authentic assessment 
is still questionable, the difficulties may arise, and the strategies could vary. 

For that reason, this study is intended to investigate how teachers implement the authentic 
assessments in language teaching especially their strategies to face the problems. As the 
boundary of the study, three research problems are formulated. The first research problem is 
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what types of authentic assessment the teachers used in assessing students learning. The second 
research problem is what difficulties the teachers faced during the implementation of the chosen 
authentic assessments. And the last research problem is what strategies the teachers used to 
overcome the difficulties.

The implementation of authentic assessment seems promising to enhance students 
learning. According to Wiggins (1989), authentic assessments give students genuine challenges. 
Moreover, Callison (1998) states that authentic assessments provide wider spectrum that allows 
students to have a more contextual, complex, and meaningful problem to solve. However, the 
authentic assessment is not without pitfals and challenges. Olfos and Zulantai (2007) argue 
that the implementation of authentic assessments brings technical problems such as validity 
and reliability. Wiggins (1989) also confirms that conducting authentic assessments will arrive 
in workload that impacts on the high amount of the time spent. Therefore, to implement the 
authentic assessment efficiently and properly, more effort and strategy are neccessary.

Moreover, to reach the fullest benefits of the authentic assessment, teachers should firstly 
consider several aspects embedded in authentic assessment such as the criteria of the authentic 
assessment, the type of the authentic assessment, and the rubric of authentic assessment. Wiggins 
(1989) proposes four criteria regarding authenticity. The criteria encompass the involvement 
of multiple judgment and audience, the employment of contextualized complex intellectual 
challenges, the employment of complex grading criteria as the result of essential measurement, 
and identication of hidden strengths. Moreover, regarding the types of authentic assessment, 
O’Malley & Pierce (1996) state that the authentic assessment covers oral interview, story or text 
retelling, writing samples, projects and exhibitions, experiment or demonstrations, constructed-
response items, teacher observation, and portfolios.The various types of authentic assessment 
result in the various type of rubric to score the students. Each of the assessment has its own 
rubric that may differ one another. However, Moon, et. al. (2005) argue that the analytic scoring 
is preferable in authentic assessments grading. 

In spite of its benefits, the implementation of authentic assessments is not without 
challenges. Olfos & Zulantay (2007) argue that the lacks of authentic assessment lay on its low 
validity and reliability of the instrument. Moreover, the employment of authentic assessments 
to assess students’ learning unavoidably carries workload and demands a high amount of time 
(Wiggins, 1989).

To deal with the challenges, more efforts and strategies are needed. The well-planned 
mechanism, clear attainment of the goal, and brief procedures are necessary to gain the benefits 
of authentic assessment (Fook & Sidhu, 2010). According to Lombardi (2008), to deal with 
workload and time-constraint, instructors are reinforced to create a custom approach to the 
assessment and received assisstance of an assessment consultant. Regarding the validity and 
reliability issue, O’Malley & Pierce (1996) propose rater training and construction of standard 
for performance. Moreover, Bagnato et. al. (2014) suggest the use of sensible, economic, and 
efficient assessment procedure which allows instructure to gain multiple sources of information 
and contains apropriate content and procedure.

To implement authentic assessments in classrooms, teachers are reinforced to firstly 
conduct authentic instructions. Four criteria are adrressed to authentic intructions (Ministry 
of Education and Culture, 2013). The criteria consist of teachers’ knowledge on strengths and 
weaknesses of students’ and learning design, teachers’ knowledge in assissting students to 
develop their knowledge and providing resources regarding  students’ knowledge acquisition, 
teachers’ assisstance during conducting learning process, seeking new information, and 
connecting  students’ understanding, and teachers’ creativity in broadening students’ learning 
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process outside classrooms (Ministry of Education and Culture, 2013).
By conducting this study, it is expected to find out how teachers implemented the 

mandated authentic assessments in classroom. Specifically, this study is intended to investigate 
the strategies teachers used to deal with the problems that may arise. The result of this study 
is expected to give a broad view of the implementation of authentic assessment and contribute 
positively to the refining process of the imlementation of authentic assessments in the future.

2. METHOD 
The study of teachers’ strategy in implementing authentic assessments in curriculum 

2013 was conducted by employing qualitative method with descriptive-interpretive approach. 
The qualitative method with decriptive-interpretive approach was apropriate to be used in this 
study for several reasons. According to Polkinghorne (in Elliot and Timulak, 2005), qualitative 
research relies more on linguistic data and meaning-based data analysis. Meanwhile, Elliot (in 
Elliot and Timulak, 2005) states that qualitative research would be appropriate to study certain 
phenomena. The statements of Elliot and Polkinghorne are in line with the purpose of the 
study which is aimed to investigate teachers’ strategy in implementing authentic assessment in 
curriculum 2013 without employing numerical and statistical form. Therefore, the descriptive-
interpretive qualitative method was chosen in this study.

Sampling process is one of the stages to be administered in collecting data. As the source 
of the data, selecting samples seems to have significant influence to the result of the study 
conducted. According to Satory and Komariah (2010), there are two kind of sampling process 
namely purposive sampling and snowball sampling. The purposive sampling was employed in 
this study as the selecting process of the sample of this study was adapted to the purpose of the 
research.

The sample of this research were two senior high school teachers from different institution 
with different teaching background. The sample were taken purposivelly to attain wider and 
proper data.

The first sample was a teacher from a private high school that would be addressed as 
Teacher A. For one semester, Teacher A had been implementing several types of authentic 
assessments namely product-based assessment, observation, and performance-based assessment 
as a part of teaching-learning evaluation.

The second sample was a teacher from a public vocational school that would be addressed 
as Teacher B. For Teacher B, the authentic assessments applied in classrom encompass 
portfolio, project-based assessment, product-based assessments, observation, performance-
based assessment, and self- and peer-assessment. 

The different authentic assessment choice of Teacher A and Teacher B was purposively 
taken to wider the information range of the data collected. The different teaching background 
was expected to result in different challenges and strategies of the implementation of authentic 
assessments by the teachers. Therefore, once the findings came up, the solution to the challenges 
of the implementation of the authentic assessments in school was expected to be appropriate for 
different teachers with different choice and teaching background that hopefully would positively 
contribute to the refining of the implementation of authentic assessments in classrooms.

The different institution and teaching background of the samples were taken for some 
considerations. The different institution was chosen to gather different data from different 
institution to see if the authentic assessments had been prevalently implemented in different area. 
Moreover, one institution might face different challenge, choice, and strategy in implementing 
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authentic assessments with another institution. Therefore, the collected data was expected to be 
richer and more valid.

To collect the data, this study employed open-ended questionnaire and interview. Open-
ended question form was chosen to allow participant to aswer more freely as several questions 
might result in different and unexpected answer. Elliot and Timulak (2005) states that open-
ended question would encourage participants to elaborate on their account. Thus, the open-
ended question form was employed.

The content of the questionnaire covered three major issues. The first issue was related 
to the choice of authentic assessments to be implemented in classrooms. The second issue 
was about how the teachers implement the chosen authentic assessments in schools. This issue 
covered the stages of the implementation, the scoring system and rubric, and the form of the 
assessment. This issue was intended to find out the apropriacy, lacks, and problems during the 
implementation of the authentic assessments. The last issue was related to teachers’ strategy in 
handling problems in applying their authentic assessment choice.

The interview was conducted by giving questions which were similar to the questionnaire. 
The purpose of interview sections was to clarify and to triangulate teachers’ anwers in 
questionnaire. Therefore, the consistency of teachers’ answer in the questionnaire was 
preserved.

Variable, according to Hatch and Farhady (1982), can be defined as the attribute addressed 
to one person or to an object which varies, the variable can  also be an all or nothing of sort. 
The variable of this study can be identified as independent variable. Independent variable is 
the variable that has major position to investigate in a research (Hatch and Farhady, 1982). The 
variable is teachers’ strategy in implementing authentic assessments.

The procedure in collecting the data would vary from one study to another in qualitative 
reseacrh regarding to the different purpose and the technique used. This study began with the 
formulation of open-ended questions for the questionnaire. The questionnaires were distributed 
to two participants. The data from Teacher A was taken on December  ninth 2014, while the 
data from the Teacher B was taken on December eleventh 2014. The collected data from 
questionnaire were then analised and discussed in the next chapter. Meanwhile, the interview 
was conducted in the following week by doing note-taking.

The data gathered in this study were analized in inductive analysis. Mertler (2011) says 
that inductive analysis covers three stages. The first stage is identifying each information of 
the data gathered carefuly. The following stage is formulating hypothesis. The last stage is 
arranging the general theory or conclusion. Those three stages were administered in this study.

3. FINDINGS AND DISCUSSION
The discovery of teachers’ strategies in handling authentic assessments seems conributive 

to refine the further implementation of authentic assessments in curriculum 2013. Some 
discoveries related to the study were found from the collected data. Moreover, after doing the 
identification of the data from questionnaire and interview, it was found that the sample gave 
relevant consistent answers in answering questionnaire and interview. 

The types of authentic assessments according to the revision of the rule of Ministry of 
Education and Culture cover portfolio, project, journal, observation, performance, fieldwork, 
laboratory work, and self- and peer-assessment. Regarding the number of the proposed authentic 
assessment,  it seems hard for the teacher to apply all of the assessments at once. The types of 
authentic assessment chosen by the teachers in this study are presented in the Table 1.
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Table 1. Types of Authentic Assessments

Teacher A Teacher B

Product-based assessment
Observation
Performance-based assessment

Portfolio
Project-based assessment
Product-based assessment
Observation
Performance-based assessment
Self- and peer assessment

The Table 1. shows that both of the teachers selected only some of the proposed authentic 
assessments and leaved the rests. Teacher A selected the product-based assessment, observation, 
and performance-based assessment by considering his understading to those assessments. 
Therefore, teacher A was more confident to apply the product-based assessment, observation, 
and performance-based assessment in the classrooms. Meanwhile, the choice of teacher B was 
based on the beliefs that the chosen assessments, portfolio, project-based assessment, product-
based assessment, observation, performance, and self- and peer assessment fulfill the need of 
functional English.

The different choice of the types of authentic assessments of teacher A and teacher B 
obviously leads the occurrence of different challenges face by teacher A and teacher B in 
implementing each of the assessment. However, in general, teacher A and teacher B encountered 
almost similar challenges. The challenges are depicted in the Table 

Table 2. Challenges during the Implementation of Authentic Assessments
Challenges Perspective of Teacher A Perspective of Teacher B

Technical Aspects
(form, stages, 
grading system)

Grading the product-based assessment is 
the hardest as it is time consuming for large 
classes

Grading system is the most difficult 
as the teacher handled large classes

Time Constraint Yes Yes, it is one of the consequencies

Workload Yes, depends on the objectives and time 
allotment

Yes

Practicality Yes Yes

Students’ Attitude No, as long as the teacher can manage it well Sometimes 

Other Challenge Time managment Time allocation

From the table above, it can be concluded that both teacher A and teacher B had difficulties 
toward grading system, time constraint, workload, and practicality. Teacher A and teacher B only 
differed in the perception on students’ attitude. Teacher B perceived that enganging students to 
the authentic assessments was sometimes hard, while teacher A did not.

Despite the similarity of the difficulties, teacher A and teacher B posed different approach 
in handling difficulties. The way of teacher A and teacher B faced the challenge is shown in the 
following table.
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Table 3. Teachers’ Strategies in Implementing Authentic Assessment
Challenges Strategies of Teacher A Strategies of Teacher B

Technical Aspects
(form, stages, grading 
system)

Using scale in observation and rubric 
with holistic scoring for performance- 
and product-based assessment

Depending on the form of the assessment

Time Constraint Just do it Just enjoy it

Workload - Enriching the knowledge through searching 
information from internet and discussion with 
colleague

Practicality Assessing one aspect at a time Giving a guidance to the students

Students’ Attitude There’s no difficulties Making the assessment to be more simple

Other Challenge Assessing one aspect in a time Resetting time managment and maintaining 
the spirit of teaching

The Table 3. presented strategies used by the teachers. From the table 3, it is shown that 
teacher A designed different scoring system for each assessment, while teacher B designed the 
scoring system depending on the form of the assessment. 

To deal with the workload, teacher B overcame the problem by improving the knowledge 
through internet and discussion, whereas teacher A offered no solution. The practicality issue 
was faced by teacher A through assessing the assessment one by one, while teacher B giving 
the guideline for the assessment to the students. In handling students’ engangement, teacher B 
tried to simplify the assessment. Meanwhile, in time allocation, teacher A prefered overcoming 
the challenge by assessing the assessment one in a time, while teacher B prefered managing the 
time more efectively and mantaining the spirit in teaching

Despite the challenge and confusion in implementing authentic assessment, the gathered 
data exposed the positive attitude from the teachers toward the implementation of authentic 
assessments. The teachers also gave suggestions to apply the authentic assessment properly. 
The teachers’ perspective and suggestions are presented in Table 4.

Table 4. Teachers’ Perspective and Suggestion to the Implementation of Authentic 
Assessments

Contribution of Authentic 
Assessment to the Instruction

Suggestion for further Implementation 
Authentic Assessment

Teacher 
A

Motivates students to get engaged and 
be more autonomous

Let teachers teach only 2-3 classes
Training is helpful

Teacher 
B

Supporting students to have 
functional English

Teachers have to be more creative, innovative, 
responsive, and growing their spirit 
Training is helpful

From the table 4, it is shown that from teachers’ perspective the authentic assessment 
provided opportunities for the students to have functional English and become more involved and 
autonomous in learning process. To refine the implementation of authentic assessments, teacher 
A suggested that smaller class would be more efective to implement the authentic assessment. 
Meanwhile,  teacher B was more focus on teachers’ intrinsic motivation. Moreover, teacher A 
and teacher B agreed that trainings would give positive contribution to the implementation of 
authentic assessment.

This study was emphasized to seek teachers’ startegy in implementing a new form of 
assessment namely authentic assessment which is brought by the shift of the curriculum. As the 
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implementation of any uncommon program seems to be harder than the implementation of the 
routine ones, the discovery of strategy to alleviate the process might help.

To begin, the result of this study shows that the teachers picked only some of the proposed 
authentic assessments in their classrooms. Project-based assessment, performance-based 
assessment, and observation became the most favorable of the teachers’ choice. The choice 
tends to be based on two consideration, teachers’ understanding on the assessment and the 
appropriacy of the assessment to be implemented.

However, teachers’ understanding and the apropriacy of the assessment might not be 
the only reasons. From the findings, it is shown that both of the teachers agreed that authentic 
assessment brings the workload and higher amount of time spent in any circumstances. It 
corressponds with the statements of Wiggins (1989) who confirms that the employment of 
authentic assessment to assess student would bring labour-intensive and time consuming. It 
is also in line with the finding of Lombardi (2008) that time constraint, workload, grading 
consistency and objectivity are some of the integral problems in implementing authentic 
assessments. Thus, neglecting other forms of authentic assessment might be the result of the 
workload and time constraint.

 To deal with the issue of workload, practicality, and time constraint, the result depicted four 
strategies implemented by the teachers. The strategy covers time managment, the maintaining 
of intrinsic motivation in teaching, brief guideline, and the separated assessing process. Those 
strategies seem to meet some of the proposed strategies from Fook & Sidhu (2010) who state 
that to take benefits of the authentic assessment, the well-planned mechanism, clear attainment 
of the goal, and brief procedures are necessary.

Another challenge occured is related to students’ involvement. To involve students to 
unfamiliar activities could be both raise their curiousity and discouragement to involve. To 
overcome this problem, the findings showed that the simpler guideline will help teachers to 
keep students’ involvement to the assessment. This strategy corresponds with the suggestions 
of Bagnato et. al. (2014) who suggest the use of sensible, economic, and eficient assessment 
procedure which allows instructors to gain multiple sources of information and contains 
apropriate content and procedure.

The last and seems to be the hardest issue is the problem in grading. Along the process of 
the implementation of the authentic assessment, the teachers design their own rubric. However, 
the large classes bring their own problem in grading as the authentic assessments demand 
attentive care to every single students. The only strategy offered by the teachers in this study 
was by assessing one aspect in a time.

In spite of the challenges, the teachers perceived that authentic assessments bring positive 
effect to enhance students’ learning. However, to take the potential benefits of the authentic 
assessment, strategies need to be taken. The findings show that the teachers expected to have 
more training to improve their knowledge and handle smaller classes in order to give better 
attention to the students.

4 CONCLUSIONS AND SUGGESTIONS  
Challenges seem to be the integral part in the beginning of the implementation of any 

programs. The implementation of authentic assessment in curriculum 2013 is not an exception. 
The result of this study shows that workload, practicality, time constraint, students’ attitude, 
and grading system were the unavoidable problems occured in the implementation of authentic 
assessments in curriculum 2013.

Regarding the challenges, the teachers were demanded to find out strategies to overcome 
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the problems arisen. Improving knowledge, maintaining intrinsic motivation, giving brief 
guidance, developing better time management, implementing appropriate personal approach 
were the strategies discovered to alleviate the implementation of authentic assessment in this 
study.

The challenge will not discard the potential benefits of the employment of authentic 
assessment. However, acts need to be taken to overcome the problem to gain its fullest benefits 
in classroom. For the better implementation of authentic assessment in the future, it is suggested 
that more prevalent training need to be held to enhance teachers’ holistic understanding toward 
authentic assessments. Moreover, lessening the number of students and classes a teacher should 
handle seems to give positive changes to the implementation of the authentic assessments.

This study was taken in a small scope and small number of sample. More strategies might 
remain undiscovered during the implementation of the authentic assessments. Thus, the result 
of this study cannot be generalized. Therefore, it is suggested that the further study with more 
sample from different background of teachers is conducted as a mean of the betterment of 
implementation of authentic assessment to enhance students’ learning.
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Abstract
The washback effect of a high stakes test may vary in different situations. It can be either positive or 
negative, and strong or weak. One of the factors influencing the washback of a high stakes test is the 
suitability of the curriculum implemented with the test content. This study is aimed at investigating 
the English teachers’ perception on the washback effect of the English National Examination as 
a high stakes test. Moreover, the way teachers keep abreast with the demands of curriculum and 
the test and will be revealed. This descriptive qualitative study employed the interview technique 
in collecting the data taken from two English teachers teaching in public and private schools. The 
findings indicate that the washback effects that exist in the private school are stronger than in the 
public school. In addition, both teachers agree that the curriculum is not really in line with the test 
content. 

Keywords: washback effect, high stakes test, English National Examination, curriculum

1. INTRODUCTION 
English is one of the subjects that are compulsory to be taught in Secondary schools 

in Indonesia. It is due to the fact that English is one of the subjects to be tested in National 
Examination. To pass the National Examination is a prerequisite for students in Indonesia 
in order to continue their study to the higher level of education. It is obviously stated in the 
Government Regulation Number 144 year 2014 on the National Standards of Education that 
students have to fulfill several requirements to graduate from school and one of the requirements 
is to pass the National Examination. Moreover, the scores taken from the National Examination 
will give 50% contribution to the students’ final scores.

Considering its crucial effect, the English National Examination in Indonesia is categorized 
as a high stakes test. High stakes test is “any test for which students’ performances have a 
meaningful impact either on those students or on the educators who taught them” (Popham, 
2002:1 in Solorzano, 2008). High stakes test will result in important decision that will give a 
great impact not only to the students but also the teachers, schools, communities, and districts 
(Madaus, 1988 in Au, 2007). Moreover, it was explained that high stakes test possessed the 
power to influence teacher’s and students’ behavior. Thus, high stakes test needs to be paid extra 
attention by teachers, students, and the education stake holders as well.

 Consequently, a test with important effect will contain what is called washback effect 
and vice versa (Wall, 1993 in Bailey, 1999). Washback effect is “[t]he effect of tests on teaching 
and learning” (McNamara, 2000:73). Following Tayeeb et al. (2014), teachers and students are 
those who are directly affected by the washback. Specifically, the washback gave a great impact 
not only to teaching method but also the teachers and student’s attitude and motivation. Thus, 
the English National Examination will have washback effect to the teaching and learning. 
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In spite of the fact that Indonesia is now implementing a new curriculum in education 
which is Curriculum 2013, most of the schools in Indonesia are still implementing Curriculum 
2006, which is widely known as KTSP, for students of the last grade. KTSP was introduced 
in 2006 and became compulsory across Indonesia in 2009 (Sulfasyah, 2013). One of the 
distinctive features of Curriculum 2006 is that its emphasis on authentic assessment. Moreover, 
it is also supported by the Government Regulation Number 66 year 2013 about the use of 
authentic assessment in the classroom. According to this regulation, teachers are expected to 
use authentic assessment in assessing students. Authentic assessment is the type of assessment 
in which the teaching instruction is related with the student’s real world experience (Dikli, 
2003). The authentic assessment can be in the forms of performance-based assessment, project-
based assessment, and so forth.

Turner (2006) stated that the ideal educational system is where the curriculum, teaching 
practice, and testing are in line. However, it seems convincing that there is a gap between 
the curriculum demand and the test in Indonesia since the English National Examination is 
presented in paper-based test in the form of multiple choices. According to Frederiksen (1984), 
multiple choice format test is more efficient than the other types of tests such as performance-
based test, open-ended questions, etc, but it may leave important abilities untested. Multiple 
choice test, as one kind of traditional assessments offers the higher level of practicality as well 
(Brown, 2001). However, Curriculum 2006 expects teachers to create a learning atmosphere 
that accommodate students to enhance their critical thinking through varieties of meaningful, 
contextual, and authentic learning activities. Meanwhile, the washback effect of high stakes 
test may trigger teacher-centered learning (Au, 2007) where teachers then tend to focus only 
on the materials to be tested (Gunzenhauser, 2003 in Palmer&Rangel, 2010). Parallel with the 
statement, Johnston & McClune (2000) in Aysel (2012) believed that because of high stakes 
examination, teachers may tend to focus on training their students to pass the exam and use 
teaching methods that are not beneficial in promoting students’ learning. 

Explicitly, this study is aimed at bringing to the fore the washback effect of English 
National Examination based on the teachers’ point of view. The areas which are likely to be 
affected by the English National Examination which may involve teaching content, teaching 
method, and teaching activities will be examined. Moreover, teachers’ perception of the English 
National Examination and how they keep abreast with the demands of curriculum will be 
revealed. Furthermore, since this study involves teachers from both private and public school, it 
will be compared whether there are differences between the private and public school in facing 
the English National Examination.

This study is influenced by several studies in the same field that have been conducted. Aysel 
(2012) had investigated the effects of high stakes examination on the teaching and learning in 
post-primary education in Ireland and Turkey. The result showed that the examination systems 
in both countries affect the teaching practice and students’ learning. It was also reported that 
the high stakes examination gave less positive washback effect than negative washback effect. 
Another study by Tsagari (2011) focused on the influence of high stakes English examination 
on the teaching content.  The findings showed that the teachers believed that the exam needs 
extra preparation and what was taught in the classroom was influenced by the test content. 

2. RESEARCH METHOD
This research employed a descriptive-qualitative research design which has been widely 

used in educational research (Elliot & Timulak, 2005). Following Lambert & Lambert (2012), 
descriptive-qualitative research is aimed at attaining comprehensive summarization of specific 
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experience of individual or groups. 
Two English teachers from one public senior high school and one private senior 

high school were involved as the subjects of this research. The technique used in selecting 
samples is purposive sampling. It was due to the purpose of this research which is intended 
to investigate whether there is a difference of public and private schools in facing English 
National Examination.    

The instrument used in this research was interview which was presented in open-ended 
questions. The questions were designed to be able to elicit several important points of the teachers’ 
perception towards the English National Examination. The interview questions were then piloted 
on December 15th 2014 to an English teacher who will not be assigned as the sample of this 
research. Finally, the one-to-one interview was conducted on December 18th 2014. The duration 
of each interview was about 40 minutes. Considering the limited time, note taking technique was 
employed in this interview. The data analysis of this research is based on the framework analysis 
of qualitative data established by Creswell (2003). The first step was sorting and arranging the 
data taken from the interview. After that, the data were coded and classified into meaning units. 
Next, the description generated by each meaning units were collected. Lastly, the descriptions 
were used as the basis to interpret the whole data. Moreover, the interpretation presented was 
based on the reflection of theoretical foundation of the research as well.

3 FINDINGS & DISCUSSIONS
3.1 The English teachers’ perceptions on the washback effect of the English National 

Examination
The data taken from the interview showed that the English teachers’ perceptions on the washback 
effect of the English National Examination were various. The teachers agreed that the washback 
effect existed because of the status of the English National Examination which was a high stakes 
test. Besides, it was also revealed that there were some similarities and differences between the 
perceptions of English teachers teaching in public and private schools. In details, the teachers’ 
perceptions are depicted in the following table.

Table 1. The English Teachers’ Perceptions on the Washback Effect of the English National 
Examination 

English teacher of a public school English teacher of a private school

The power of the washback effect of English 
National Examination has decreased due to 
the fact that the score is no longer be the only 
determiner in determining students’ graduation
The results of the English National Examination 
should be used to measure the quality of national 
education, not to determine the students’ future.  

The washback effect of English National 
Examination is still strong due to the fact that 
the result of the test directly influences the 
reputation of the school
The results of the English National 
Examination should be used to measure the 
quality of national education, not to determine 
the students’ future.  

Teacher #1 who taught in a public school stated that the English National Examination as 
a high stakes test had been the primary concern of the school for many years. It was due to the 
fact that the result of the test would directly determine whether students were able to graduate 
or not. Therefore, in every year, students of the last grade were automatically directed to the 
preparation of the test. The test preparation was specially designed to prepare students to the 
test and it demanded the extra time beyond the school regular time. In addition, the teacher said 
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that the test preparation was started from about 2-3 months before the exam.  
However, since the government released the regulation that said that the students’ score 

on the National Examination is not the only determiner used in deciding students’ graduation, 
several changes occurred in the teacher’s, students’, and also school’s attitude towards the 
English National Examination. The regulation stated that the score of the National Examination 
contributes 50% of the students’ graduation. The rest 50% includes the students’ daily scores, 
the accumulation of the students’ scores from the first semester until the last semester, and 
the students’ affective scores. As the result, the teacher tended to be more relax in facing the 
English National Examination in compared to the previous years before the regulation was 
released. Moreover, the teacher said that even though the worst point (there are students who do 
not pass the test and therefore do not graduate from the school) happened, the other alternative 
way to graduate which was “Paket C” program was available.    

On the other side, teacher #2 who taught in a private school stated that although the scores 
taken from the National Examination was not the only determiner in determining the students’ 
graduation, the National Examination still became the main concern of the teachers, schools, 
and the parents as well. It was due to the fact that the result of the National Examination would 
directly influence the reputation of the school. Also, the result of the National Examination 
was seen as the form of accountability of teachers and schools to the parents. Moreover, the 
teacher said that the existence of a private school depended on its reputation in the society. Thus, 
the teacher and school did the extra work in preserving the students’ scores of the National 
Examination from year to year.  

The findings from both teachers’ perception were parallel with Wall (1993, cf.Bailey 
1999) who believed that the test with important consequences will result in washback effect, 
and vice versa. An essential point that can be drawn from the findings is that the higher the 
degree of power of a test, the stronger the washback effect will likely to exist, and vice versa.

Moreover, the similarities of the teachers’ perception could be seen in the point of their 
disagreement of the high stakes status of the English National Examination. Both of the English 
teachers agreed that the English National Examination should not be used as a  high stakes 
test since they believed that it was not fair to assess the students’ three-years-learning by one-
day-test. Nevertheless, the teachers believed that the English National Examination is worth to 
administer if it is aimed at mapping and knowing the quality of the national education.    

In more specific ways, the English teachers’ perception on the washback effect of the 
English National Examination can be classified into two; negative and positive washback 
effects, as presented in the table below.

Table 2. The English Teachers’ Perception on the Positive and Negative Washback Effect of 
the English National Examination

Public Schools Private Schools

Positive Negative Positive Negative 

Effective way to measure the 
students’ achievements nationally
Forcing the students to learn 
Motivating the teacher to teach 
better  

Demotivating the 
students

Effective way 
to measure 
the quality 
of national 
education

Demotivating the 
teacher to teach
Leading the teacher 
to teach the test
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The English teacher who taught in a public school believed that the English National 
Examination could be an effective way to measure students’ achievements nationally. Also, 
she suggested that the English National Examination was helpful in forcing the students to 
learn. By the existence of the English National Examination, students were forced to study 
better, even some students were enrolled in a course which was intended to help in the test 
preparation. Moreover, the English National Examination motivated the teacher to teach better 
as well. However, the teacher stated that the English National Examination might demotivate 
the students to learn since the students might feel under pressure because of the test.

Similar with the perception of the English teacher in the public school, the English teacher 
who taught in a private school also believed that the English National Examination was effective 
to measure the students’ achievements. However, he believed that the existence of the English 
National Examination might demotivate the teacher to teach since the dishonesty of the test is 
often found. Besides, the teacher explained that the English National Examination might lead 
the teacher to teach the test, not the teaching materials as suggested by the curriculum.

2.2 The washback Effect of the English National Examination on the Teaching and 
Learning Practice

In relation with the washback effect of the English National Examination on the teaching and 
learning practice, the findings drawn from the interviews with both English teachers were 
slightly different. The data were then depicted as follows.

Table 3  The Washback Effect of the English National Examination on the Teaching and 
Learning Practice

Public School Private School

Teaching materials No effect Yes. The use of test preparation book

Teaching method No effect No effect

Teaching content No effect Yes. The learning objectives are suited 
with the test.

Assessment used in the 
classroom No effect No effect

Time allocated No effect (4 hours/week) Yes. (6 hours/week) 

Extra time for test 
preparation Yes Yes 

Motivation Yes. Motivated to teach better Yes. Demotivated to teach

Pressure No effect Yes. Pressure from society.

Following the data collected, it was reported that for the English teacher who taught in a 
public school, the washback effect of the English National Examination was quite weak. It was 
proven by the number of areas affected by the test. The teacher explained that the washback 
effect of the test did not affect her teaching materials, teaching content, or teaching method. 
Moreover, the types of assessments used in the classroom were various and were not aligned 
with the test. Also, the time allocated for English followed the instruction of the curriculum 
which was 4 hours per week. Moreover, the time for teaching the test content was provided in 
the test preparation class. In this point, the teacher said that the test preparation was essential 
as the effort to attain a high score in the test. In addition, the teacher admitted that the English 
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National Examination gave no pressure for her and even motivated her to teach better.
On the contrary, the washback effect of the English National Examination seemed to be 

quite strong in the private school. The teacher stated that the English National Examination 
affected the teaching materials since the books for test preparation were used in the classroom. 
As the result, the teaching objectives were affected as well. Moreover, the crucial points that 
should be underlined were related to the time allocated and the effect of the test on the teacher’s 
motivation. The teacher stated that in his school, the time allocated for the subjects tested 
exceeded the time allocation instructed by the curriculum. Normally, the time allocated for 
English was 4 hours per week. However, in his school, English was taught 6 hours per week. In 
addition, the extra time for test preparation was also provided. Moreover, the teacher explained 
that the test demotivated him to teach due to the fact that the dishonesty is often found in the 
test. Also the teacher admitted that the test gave a lot of pressures. It was related to the parent’s 
and society’s expectation of the high scores of the National Examination.

The findings are in line with the Washback Hypothesis proposed by Alderson & Wall 
(1993, in Pan, 2008) that stated that a test will influence teaching and learning; teaching method, 
teaching content, students’ attitude, teachers’ attitude, etc. However, it should be noted that the 
washback effects of a test may be various.   

2.3 The English National Examination in relation with the Curriculum
The curriculum implemented in Indonesia (Curriculum 2006 and Curriculum 2013) put 

its emphasis on the authentic assessment. Meanwhile, the National Examination is administered 
in an indirect test in the form of multiple choices. The data taken from the interview to elicit 
how the English teachers keep abreast with the curriculum and the test showed that the English 
teachers worked extra hard to fulfill the demands of the curriculum and to lead the students to 
get a high score in the English National Examination. It was due to the fact that based on the 
perspectives of the English teachers, the curriculum and the test were not really in line.

 Teacher #1 emphasized the content of curriculum in the teaching practice instead of 
teaching the test content. She believed that if she taught appropriately and the students 
could understand the materials well, it would not be a problem whether the English National 
Examination would be presented in the form of indirect or direct test. Nevertheless, she said 
that perhaps it would be better if the English National Examination involved the four language 
skills; reading, writing, listening, and speaking in order to make the curriculum and the test in 
line.

On the contrary, teacher #2 explained that sometimes the teacher disobeyed the instruction 
of the curriculum to use various assessments such as performance-based assessment, project-
based assessment, etc. The teacher argued that although the speaking and writing skills would 
be tested through practice test, the test was not considered as a high stakes test since the teacher 
had the authority in the test. As the result, unlike the other skills to be tested (listening and 
reading), speaking and writing skills did not become the main concern.  

3. CONCLUSION AND RECOMMENDATION
The findings and discussions in this research have led to several essential points of the 

English teachers’ perception on the washback effects of the English National Examination. 
Firstly, it is reported that generally, both English teachers agreed that the English National 
Examination should not be a high stakes test that determines the students’ future. Nevertheless, 
they agreed that the English National Examination could be beneficial to measure the quality 
of national education.
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The second point is the difference between the washback effects that exist in the public 
and the private school. From the findings, it can be concluded that the degree of power of the 
washback effect that exist in the private school is stronger than in the public school. Moreover, 
the areas affected by the washback effects of the English National Examination in the private 
school are wider than the affected areas in the public school. Furthermore, in relation with the 
teachers’ feelings, the teacher in the public school stated that the English National Examination 
motivated her to teach better while in contrary, the teacher in the private school claimed that the 
English National Examination demotivated him to teach.

Lastly, in relation with the curriculum, the English teachers agreed that the curriculum is 
not really in line with the test. Hence, the teacher sometimes disobeyed the instruction of the 
curriculum in favor of the test preparation.

Regarding the findings resulted from this research, it is recommended for further research 
to investigate the way how to remove or lessen the negative washback effects and how to 
promote the positive washback effects of the English National Examination.     
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Abstract
The use of mnemonic devices is known to be effective in helping learners remember difficult concepts. 
The paper describes an experiment using popular English proverbs to help students remember the 
contexts in which articles are used, in an English course offered to students of an undergraduate 
programme, in India. 
The incorrect use of articles is one of the grammatical errors frequently seen in the writing of 
students using English as a second language. Speakers tend to omit articles where needed or use 
them in contexts that do not require them, as articles are not a part of the grammatical system of most 
of the Indian languages. The idea of definiteness or indefiniteness, however, is conveyed by other 
linguistic means in Indian languages. Experience in teaching and assessing students’ grammatical 
competence revealed that some students still made mistakes in the use of articles, in spite of explicit 
instruction. This was the motivation for trying a different method of teaching the use of articles in the 
classroom. Some of the English proverbs that students were familiar with, each of which illustrated 
specific contexts for the use of articles were chosen and discussed in class. Language tests that were 
administered to the students before and after the experiment indicated that most of the students had 
made significant improvement in the use of articles in English.

Keywords:	mnemonic	devices;	articles;	proverbs;	definiteness;	ESL

1. INTRODUCTION
Speakers of English as a second language often face problems in using articles in English 

(Lacey, 1997 in Al-Fotih, 2003). According to Whitman (1974), the misuse of articles is one 
of the most evident signs that a person is not a native speaker of English. One of the reasons 
frequently cited for improper use of articles by non-native speakers of English is interference 
from one’s mother tongue or L1 transfer. A close examination of samples of writing in English 
reveals that the explanation appears to be too simplistic. Articles in English serve certain 
functions such as indicating quantity and definiteness (Whitman, 1974; Master, 1990; Farkas 
and Swart, 2007).  In most of the languages spoken in India, these functions are met by other 
means such as the use of numbers to indicate quantity or indefiniteness and demonstrative 
pronouns to indicate definiteness. Sometimes, the omission of articlesalso implies definiteness/
shared speaker-hearer knowledge. Sharma (2005), in her study on article use in Indian English, 
states that L1 transfer occurs when an overt form occurs in the L1, but when there is a gap 
speakers do not completely omit the article in their second language. They tend to use articles 
to disambiguate meaning and omit them in contexts they believe to be redundant. However, 
speakers of English who have had greater exposure to English tend to use articles with greater 
ease than those who have had limited exposure to English.

 As languages across the world employ different linguistic devices to encode meaning, 
efforts need to be made by English teachers to help students of English as a second language 
understand the significance and usage of articles in English. The fact that various methods have 
been suggested for teaching articles in English suggests that no single method is effective. An 
eclectic method is therefore recommended. It is well known for, example, that students tend to 
remember facts with the help of thumb rules and mnemonic devices. 
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Mnemonic devices are learning strategies which can help recall facts or information, and have 
proven to be helpful in teaching contexts (Bower, 1970; Knop, 1971; Bellezza, 1981). Forming 
associations between known and new information is an important step in the process of using 
mnemonic devices to enable the effective retrieval of information. The cues that serve as 
memory aids may be visual or verbal, such as concrete objects, images, rhymes, acronyms and 
acrostics. The paper describes how popular English proverbs were used to illustrate the usage 
of articles, in an English course. The students,who were from various regional and educational 
backgrounds were in the first year of an undergraduate programme, and their proficiency level 
in English could be described as the intermediate level.

2.  METHOD
2.1 Diagnostic test

The process of teaching the usage of articles was carried out in several stages. Initially, 
students were given a paragraph from a short story that they had already read, and asked to fill 
in the missing articles. The test revealed that most of the students were unable to use the articles 
appropriately. The test was followed by a discussion on how articles contribute to meaning in 
English. Some of the sentences in the paragraph were translated into the regional languages 
spoken by the students in order to illustrate the difference between English and their languages. 
This served to create awareness about linguistic differences, in general, and the manner of 
describing nouns, in particular. 

21.2 Discussion of rules for article usage in English
In the next stage, some of the methods of describing the article system in English were 

discussed explicitly. 
Leech and Svartvik (1975, pp. 50-53) list the various contexts for the use of the definite 

article:Unique use (Examples: the earth, the world, the queen); Back-pointing use (Example: 
They have ason and two daughters but the son is already grown up and has a family of his own.); 
Forward pointing (Example: John returned the radio he bought yesterday.); Conventional use 
(Examples: theradio, the train, the paper, etc.); Generic use (Example: The tiger is in danger 
of becoming extinct.); Usually, when a noun is followed by a modifier - post modification 
(Examples: the history of China, the behaviour of animals); Generic the with adjectives, 
nationality nouns and group nouns (Examples: to denote a class of people – the poor, the 
unemployed, to denote an abstract quality – the absurd, the beautiful,  with nationality adjectives- 
the Dutch, the French, with group nouns – the middle class, the administration).

Whitman (1974; pp. 255-256), on the other hand, suggests a different method for the 
presentation of the English article. He lists four possible types of article that are found in a noun 
phrase:

(i) Neither QUANTITY nor DETERMINER (boys, water, etc.)
(ii) QUANTITY alone (a/an, some, several)
(iii) DETERMINER alone (the boys)
(iv) Both QUANTITY and DETERMINER (one of the planes)

Besides the contexts for article use mentioned above, students’ attention was drawn to the 
use of articles in idioms, because the usage is often unpredictable
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3.3 Test on articles in English proverbs
At the next stage, students were given a test to assess their awareness of articles used in English 
proverbs. Hand-outs consisting of five popular English proverbs, with all the articles removed, 
were distributed in class. When students were asked to fill in the missing articles, they came 
up with several variations of the proverbs. The average score of the class was 3.65 points on a 
five-point scale (seventy three percent). Most of the students had written the following proverbs 
correctly.

(i) An apple a day keeps the doctor away. (answer given by 80% of the students)
(ii) Necessity is the mother of invention. (answer given by 85% of the students)

The activity was followed by a discussion of the conventions for the use of articles that each of 
the proverbs illustrated. The proverbs written by the students were examined and the different 
meanings conveyed by each of the versions were discussed.

2.4 Gathering feedback on ability to use articles
After about two weeks, students were given another test containing a new set of proverbs, 
with the articles omitted. The results of the test indicated that the average score of the class 
was 4.4 (eighty-eight percent) on a five-point scale, indicating a significant improvement in 
the performance of the students. The students were also given a paragraph from an unknown 
passage in which the omitted articles were to be filled. The results of the test based on the 
paragraph, however, indicated a marginal improvement in their ability to use articles. The errors 
were mainly in the area of article use to indicate shared knowledge, and in the use of idiomatic 
expressions.

3. FINDINGS AND DISCUSSION
3.1 Implication of results of the diagnostic test
The results of the first test, in which students had to fill in the missing articles in a paragraph 
from a known passage, revealed students’ inability to use articles at the appropriate places.  
While most of the students used the indefinite articles correctly, they used the definite articles 
only in some contexts, omitting them in contexts where definiteness should have been indicated. 
They also failed to use the definite article before post-modified nouns and in idiomatic usage. 

3.2 Students’ awareness of article usage in English proverbs
The results of the second test in which proverbs were used indicated a better performance by 
the students than in the first test. A closer analysis of the results suggests that the students may 
have written the proverbs correctly by recalling from their memory rather than a conscious 
awareness of the rules for the usage of articles. The answers revealed the inconsistency in the 
use of English articles. It also indicated that, in spite of the classroom discussion on the usage 
of articles, students had not internalized the knowledge. Besides explicit instruction,therefore, 
students need practice activities and techniques to help them recall the rules, till they become 
fluent users of the language. The fact that some of the proverbs were written correctly by most 
of the students also suggests that students can memorize certain proverbs, and that proverbs can 
be used to illustrate some of the rules for the usage of articles.
Each version of a proverb written by the students was examined in class, and the manner in 
which articles contribute to the meaning of the sentences was discussed. Students were enabled 
to understand, for example, that any of the following variations of the proverb are acceptable 
in English:
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A.  1. An apple a day keeps a/the doctor away.
  2. One apple a day keeps a/the doctor away.
  3. An/one apple a day keeps doctors away.

The function of ‘an’ and ‘one’ in the proverbs given above, which is to express quantity 
and indefiniteness (Whitman, 1974), was explained in class. Either of the determiners could 
therefore be used. Students were also helped to understand that ‘a doctor’, ‘the doctor’ and 
‘doctors’ are illustrative of generic reference, in the proverb.   

The following example was used to explain the difference in meaning that is due to the use 
of ‘one/an’ or ‘the.’The first sentence (B1) conveys indefiniteness, whereas the second sentence 
(B2) conveys definiteness.  The fact that ‘an apple a day’ also means ‘an apple everyday’, in 
idiomatic usage in English, was highlighted.

B.  1. One/an apple must be eaten every day.
2. The apple is from my orchard. (The definite article implies shared speaker-

hearer knowledge.) 

3.3 English proverbs and rules for article use
In the classroom, each of the proverbs given in the second test was discussed and the 

rules suggested by Leech and Svartvik (1975, pp. 237-240), were illustrated. Thus, associations 
were made between the following proverbs and the rules for the usage of articles, as this is an 
important stage in the process of using mnemonic devices in teaching. 

C.  1.An apple a day keeps the doctor away.
2. Make hay while the sun shines.
3. Early to bed and early to rise makes a man healthy wealthy and wise.
4. A friend in need is a friend indeed.
5. Necessity is the mother of invention.

Proverb 1, given above, clearly shows that the indefinite articles ‘a’ or ‘an’ may be used 
with singular count nouns, depending on the sound of the word that follows the article. The 
use of ‘the’ (in ‘the doctor’) indicates generic reference which, in the given proverb, refers 
to the community of doctors. A slightly modified version of the proverb was given by one of 
the students: ‘An apple a day keeps a doctor away. If the doctor is handsome, keep the apple 
away.’ The proverb illustrates the use of the definite article for back-pointing, as in “the doctor 
is handsome.”

Proverb 2 illustrates the use of the zero article when referring to mass nouns, as in ‘make 
hay.’ The phrase ‘the sun’ illustrates the use of the definite article to indicate unique reference. 

Proverb 3 illustrates the idiomatic use of the phrase ‘to bed.’ Students’ attention was drawn 
to the difference between the phrases ‘the bed’ and ‘to bed’, one with and the other without the 
definite article. Most of the students were aware that ‘the bed’ refers to the definitive use of the 
noun. The phrase ‘a man’ illustrates the indefinite meaning of the count noun ‘man.’

Proverb 4 illustrates the use of the indefinite article with singular count nouns to indicate 
indefinite meaning, as in ‘a friend.’

Proverb 5 illustrates the generic use of the abstract noun ‘necessity.’ The noun may be 
preceded by a definite article to indicate a specific use as in ‘the necessity’ or an indefinite 
article to indicate indefiniteness as in ‘a necessity.’ Students were sensitized to the different 
meanings generated by each of the usages.  The proverb also illustrates the forward pointing 
use of the definite article as in ‘the mother of invention.’  According to Whitman (1974), this 
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usage, where a definite article precedes a noun that is post modified, accounts for roughly half 
of all the instances of ‘the’.

In addition to the proverbs given above, some more proverbs were used to illustrate 
various other contexts in which articles are used in English. 

The scores obtained by the students in the third classroom test were better than the scores 
of the first and second tests. The results indicate that students can improve their ability to 
use articles appropriately when they are made aware of the rules and given sufficient practice 
and time to internalize the rules. Students would also need to learn about the usage of idioms 
consciously to avoid conveying unintended meanings. As the usage of articles in idioms is a 
matter of convention, students can be directed to online and offline sources so that they can 
learn at their own pace. While proverbs can be used to illustrate most of the contexts in which 
articles are used, other contexts in which a mere application of rules would be ineffective, 
should be highlighted. 

4. CONCLUSIONS
The paper has attempted to present a different way of teaching articles, adding to the 

already existing methods. While proverbs can be used to illustrate certain contexts in which 
articles are used, some aspects of language such as the use of idioms should be explicitly 
discussed in class. 

As proverbs are part of common knowledge, and are orally transmitted, students tend 
to recall proverbs from memory. Using proverbs helps students to form associations between 
proverbs and some rules for the usage of articles. The experiment has attempted to make students 
aware of the manner in which articles in English contribute to meaning, by re-examining 
the proverbs they already know. As languages usually have their own versions of some of 
the English proverbs, it provides an opportunity for the teacher and students to translate the 
English proverbs into the regional languages and examine the linguistic differences between 
the languages, particularly the function of determiners such as articles, numbers and pronouns 
to indicate quantity and definiteness. Proverbs can, therefore, serve as mnemonic devices for 
language teaching.
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Abstract
Most lecturers were still rely on the lecturing method to deliver material, how they use the media 
(whiteboard, pictures, cards) and their teaching methods are less than optimal and catch students’ 
attention, which degrade the quality of the learning process. In the preliminary study, the researcher 
observed the learning process of Second Semester students Akademi Bahasa Balikpapan. The result 
of preliminary study also found out that the previous English summative test scorewere still 50. It 
means that their score average was still for all the students in that Second Semester. It is necessary 
to pay attention to instruction that can foster vocabulary development. 
The research design of this study wasclassroom action research, which focuses on a particular group 
of students in a certain classroom. The first cycle consisted of three meetings. If it does not reach 
the criteria of success, the cycle would be continued to cycle two. The classroom action research is 
consisted of four stages: (1) planning, (2) implementing, (3) observing, and (4) reflecting. 
The setting of the research was Akademi Bahasa Balikpapan. The subjects of the research were the 
second-semester students who took English vocabulary lesson. They were chosen as the subjects of 
the research because based on the lecturer-researcher’s preliminary study that was the list of score 
from English test in previous day showed a low achievement score. 
The research method used was descriptive qualitative research because it was a type of class 
action. Kemmis’ planning system uses self-reflection spiral that starts with a plan of action, 
observation,reflection and re-planning was the basis for solving the problem.Action research was 
conducted in two cycles, each cycle consisting of the planning, implementation, observation and 
reflection.
Data collection techniques adapted to the data to be obtained to determine students’ achievement of 
English test by using Adobe Flash CS3 Media in vocabulary building project assessment in making 
animation collection that were contained with English sentences and their meanings. To determine 
the role of the student in the learning process with the assessment of the affective aspects of the 
observations obtained during the teaching and learning activities take place and the role of the 
student participation.
The results showed that it could be concluded that the implementation of the Adobe Flash TAI 
strategy in teaching vocabulary could enhance the students’ Project on groups’ laptop in vocabulary 
the text. The observation checklist and field note proved the students’ involvement in text given.

Keywords: Vocabulary Mastery, Students’ Participation, Team Assisted Individualization and 
Adobe Flash CS3 Program.

1. INTRODUCTION
Learning English would be more attractive when using multimedia-based interactive 

media. For the interactive media students can utilize all the three senses. The three senses means 
that students can use their eye, ear, and fingers as application that can make a constructive 
learning process where they can learn from making mistakes in the using of this application. 
This application refers to program in a computer (Adobe). The more senses used to receive 
and process information, the more likely the concept of information is understandable and can 
be maintained in memory. This can be achieved by using multimedia as a learning medium. 
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Adobe Flash CS3is a multimedia program to design animated graphics that are very popular 
and widely used by graphic designers. 

In the class that was observed informally by researcher in Akademi Bahasa Asing 
Balikpapan, the students tended to be passive and student motivation in following lesson is 
low. It is visible from at least the students who listened to the lecturer, asked, and answered 
questions. The lecturer in here presented the material with few variations of teaching method, 
only lecturing method that was mostly used; therefore, it is created lack of activity for the 
students. This condition makes students’ achievement and motivation low. Based on the 
results of informal interview with lecturers of Akademi Bahasa Asing Balikpapan, it showed 
that English materials that were presented to improved students’ vocabulary in the classroom 
seemed did not work. It was known by the students’ achievement of the vocabulary in Second 
Semester students was still weak.

The reason on why the researcher chose in focusing of vocabulary since that learning a 
foreign language requires one to learn its vocabulary. Without adequate knowledge of vocabulary, 
people are not able to communicate well. They cannot deliver or receive messages effectively. 
According to Waring (2002), to be competent in English, a foreign learner needs about 3000-
5000 word families. However, it is found that most Indonesian students do not have adequate 
vocabulary size (Kweldju, 1996); high school graduates possess only about 1,000 word families. 
Poor language skills of students would also attributed because of insufficient vocabulary. Thus, 
it is necessary to pay attention to instruction that can foster vocabulary development. 

The problem that had been found in preliminary study by the researcher those are: Firstly, 
the students have difficulty to remember the words and their meaning. They admitted that to 
remember the words in English are difficult to be compared to remember their meaning in 
Bahasa Indonesia. It is depressing to open dictionary very often while reading and translating 
sentences in Bahasa Indonesia. These double activities make them reluctant to learn English 
and discourage them to learn English furthermore.

Secondly, the vocabulary bank of English word is very hard to be obtained, since the 
students have lack of ability to memorize each word in English. This is admitted by the students 
that the activity of memorize the words by using drilling could discourage them, as this activity 
is very boring to them. They get bored with this drilling activity. 

Thirdly, the English subject is often delivered by reading the texts then translate whole 
sentences in bahasa Indonesia. This activity required the students to discuss the meaning and 
share the words with other students in the classroom; the students became very noisy and 
disturbing or cheating. The researcher must find a way to solve this problem. He must find a 
media to help the students in learning vocabulary. 

Based on the background described above, there were various problems could be identified: 
(1) Teaching learning process is still lecturer-centered, (2) Instructional media used is still less 
attention and participation of students, whereas school facilities sufficient to support, so the low 
student mastery of concepts. Through the cooperative method using multimedia as a medium 
of learning in this study, is expected to increase the participation and control of vocabulary 
building to students. 

2. CONCEPTS AND METHOD
The research design of this study was classroom action research, which focuses on a 

particular group of students in a certain classroom. The first cycle consisted of three meetings. 
If it does not reach the criteria of success, the cycle would be continued to cycle two. The 
classroom action research employed in this study follows Kemmis’ model (Kemmis 1988, cited 
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in McNiff, 1995). Each cycle consisted of four stages: (1) planning, (2) implementing, (3) 
observing, and (4) reflecting. The cycle was continued when the criteria of success would not 
achieve and there would be re-planning, acting, observing and reflecting (Kemmis 1988, cited 
in McNiff, 1995). See figure 1.

Figure 1 Diagram of the classroom action Research Procedure
(Adapted from Kemmis and McTaggart, 1998). See references.

The subject of the study was the second semester and as the campus located on Jl.Soekarno 
Hatta, Straat II, Kelurahan Gunung Samarinda number 19, Balikpapan. The researcher chose 
second semester and speaking as research subject; because English Speaking was taught in the 
second semester, and based on the result of the preliminary study, and questionnaire, this class 
had problems memorizing new vocabulary (vocabulary mastery).
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The research method used was descriptive qualitative research because it 
was a type of class action. Cycles of action research models developed Lewin 
Kemmis and McTaggart (1988) in Kasbolah (2001) in the form of the spiral model. 
Kemmis planning system uses self-reflection spiral that starts with a plan of action, 
observation, reflection and re-planning was the basis for solving the problem. 
Action research was conducted in two cycles, each cycle consisting of the planning, 
implementation, observation and reflection. 

The research data had been collected from various sourcesthat include: (1) List of 
students’ score from the tests conducted in each cycle. (2) Documents include planning for 
learning, group discussion reports, and textbooks. (3) Field notes and observation sheet. Data 
collection techniques adapted to the data to be obtained to determine students’ achievement of 
English test by using Adobe Flash CS3 Media in vocabulary building project assessment in 
making animation collection that were contained with English sentences and their meanings. 
To determine the role of the student in the learning process with the assessment of the affective 
aspects of the observations obtained during the teaching and learning activities take place 
and the role of the student participation. Assessment psychomotor aspects of the observations 
obtained in the computer room for their activities. See table 1.

Table 1. Data and Technique of Collecting Data

No. Research Problems Technique of 
Collecting Data

Data 
Analysis

1

1.“How can Team Assisted Individualization (TAI) 
Conveyed through Adobe Flash CS3 improve the 
vocabulary mastery of the Second Semester students 
of Akademi Bahasa Asing Balikpapan?”

Assessments

Pretest 
and post 
test result 
comparison

2

2.“How Team Assisted Individualization (TAI) 
Conveyed through Adobe Flash CS3 for in the 
Second Semester students of Akademi Bahasa Asing 
Balikpapan improve the participation of the students 
in learning vocabulary?”

- Observation
-Observation 
Analysis
(field notes)

Analysis of the data in this study starts from the beginning to the end of data collection. 
The analysis had been done by an assessment in making a English Vocabulary project by using 
animation videos, therefore it will be scored to the clarity of English Vocabulary inside the 
animation project.

 The data analysis had been collected from students’ achievement in preparing the animation 
project of vocabulary English lesson. It had been judged from the result of the students’ score, 
observation sheets, and field notes

Since in this research was the kind qualitative research the data had been focused on the 
interpretation of the instrument of the research (students’ score and observation sheets) in the 
qualitative way. The qualitative analysis would cover on: 

(1) Students’ score (assessment): the number as a result of calculating students’ score, the 
range of increasing number from pretest and posttest difference would be judged in qualitative 
way. The researcher concluded that the difference of increasing score as the increase number of 
vocabulary indicator by using Vocabulary Rubric Indicator to fulfill the first criterion of success. 
From 36 students x 60%, so at least would be 21 students in this class gain score at least 65; 
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(2) Observation sheet: The collaborator would observe during the lecturer teach TAI-
Adobe Flash CS3 in each meeting in every cycle. The finding would be notes in field notes 
and observation sheets. The data, which were written in these research instruments, had been 
judged in qualitative way, to conclude about the increase of students’ participation in the process 
of teaching and learning. Rubric for assessing students’ participation had been employed to 
calculating the students’ attendance in the class in each meeting, the students’ initiative on 
making questions, class attendance, listening attentively, or answering question from lecturer 
concluded also as an participation. The indicator was at least 70 % or 25 students from 36 
students got involved to fulfill the third criterion

(3) Field Notes: this instrument had been employed to see the students’ activities on TAI-
Adobe Flash CS3 implementation. Field Notes had been judged in qualitative way. The result 
of Field Notes had been analyzing through how observer gave comments relatively tend to 
satisfaction of students’ role and lecturer’s role during the activities, the data had been judged 
qualitatively.

To decide whether the cycle was successful, and whether  the researcher needs another 
cycle or not, the researcher sets up the criteria of success which was used as standard of 
measuring whether or not the students was considered to improve their vocabulary mastery 
through Adobe Flash CS3.  

2.1 Criteria of success 
In order to meet the aspect related to the objective, the researcher set up three optional 

criteria of success as indicator. 
a. The first, the students’ vocabulary indicator showed by their projects / product increase 

at least 60% of all the students in the class can show indicator score of 3 (three); see the 
Vocabulary Rubric Indicator. For instance, from 36 students x 60%, so at least would be 21 
students in this class gain score at least 65. The tape-scripts would be scored by adapting 
Vocabulary Rubric Indicator.

Since the class was provided with 6 units of computer, the 36 students would be divided 
into six groups in TAI. One group contains of six students, in the first meeting, the group 1 
and 2 do presentation, in the second meeting for the presentation of group 3 and 4, while at the 
last third meeting for the presentation of project group 5 and 6. In the post test, all 36 students 
follow multiple choice as in the pre test to measure their achievement in English vocabulary 
mastery. Meanwhile, Dimiter and Rumrill (2003) state that pretest-posttest designs were widely 
used in behavioral research, primarily for the purpose of comparinggroups and/or measuring 
change resulting from experimental treatments. The focus of this article was on comparing 
groups with pretest and posttest data and relatedreliability issues. In rehabilitation research, 
change was commonly measured in such dependent variables asemployment status, income, 
empowerment, assertiveness, self-advocacy skills, and adjustment to disability.

Table 2. Vocabulary Rubric Indicator
Indicator 3 2 1

Words Identified Identified more than 5 words. Identified 3 or 4 words. Identified less than 3 words.

Elements Each word had the part of 
speech and definition.

Some words were missing 
either part of speech or 
definition.

Most words were missing 
either part of speech or 
definition.
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Definitions Definitions were detailed 
and accurately matched the 
meaning and context clues in 
sentence.

Definitions accurately 
matched the meaning and 
context clues in sentence.

Most definitions accurately 
matched the meaning and 
context clues in sentence.

Appearance Responses were neatly 
written and easy to read.

Responses were neatly written 
and readable.

Responses were not neatly 
written and difficult to read.

(Adapted from Barrow Country School (2012) at http://www.barrow.k12.ga.us/)

b. This second criterion was to judge the product of the group in Adobe Flash CS3. Since 
the class was provided with 6 units of computer, the 36 students would be divided into six 
groups in TAI. One group contains of six students would create one product / one project in 
the form of animation text presentation to be discussed and used as learning media. The project 
would be presented at the end of meeting in turn for three meetings for six groups. In the 
posttest, all 36 students follow multiple choices as in the pre test to measure their achievement 
in English vocabulary mastery.

To judge the product the researcher would apply scoring guide rubric for project assessment 
adopted from International Center for Leadership in Education, Inc (2012). The indicator at 
least at proficient (80-89 points) for the result of each member presentation of their project of 
animation vocabulary. 

Table 3. Product / Project Rubric
Distinguished 
(95-100 points) 

Exhaustive coverage 
Completely understands problem and has ability to apply data to the solution 
Shows originality 

Highly 
Proficient (90-
94 points) 

Excellent work, meets all requirements of task, good breadth 
Well planned and documented 
Shows fine understanding and ability to apply data to the solution of the problem 
Shows evidence of creativity 

Proficient (80-
89 points) 

Fine or good work, meets requirements of task 
Good breadth of coverage, fairly well planned and documented 
Shows a good understanding and ability to apply data to the  solution of new problems 
Could show more evidence of creative thinking 

Suggests 
Proficiency 
(70-79 points) 

Fair work, meets many requirements of the task 
Fair breadth of coverage with some gaps 
Shows uneven understanding with some, but not complete, ability to apply data to the solution of the 
problem 
Needs to fill gaps 

Suggests Lack 
of Proficiency 
(65-69 points) 

Uneven work, meets some requirements of the task 
Poor breadth of coverage with a number of gaps in coverage 
Little understanding and ability to apply data to problem  solving 
Needs to improve in significant areas 

Lacks 
Proficiency 
(below 65 
points) 

Poor work, meets few if any requirements of the task 
Little or no breadth of coverage 
Little understanding and makes no significant attempt to apply data to solution of the 
problem 

c. The third was the students’ participation was increased towards the implementation of 
TAI conveyed through Adobe Flash CS3 in the teaching of English Vocabulary. The indicator 
was at least 70 % or 25 studentscan pass the rubric as proficient (80-90%). 



e 191   f 

Proceedings 
Teaching and Assessing L2 Learners in the 21st Century

Table 4. Rubric for assessing students’ participation
Exemplary (90%- 100%)            Proficient (80%-90%)                 Developing (70%-80%) Unacceptable (>70%)

Frequency of
participation
in class

Student initiates
contributions more than
once in each recitation.

Student initiates
contribution once in
each recitation.

Student initiates
contribution at
least in half of the
recitations

Student does not
initiate contribution
& needs instructor to
solicit input.

Quality of
comments

Comments always
insightful & constructive;
uses appropriate
Terminology. Comments
balanced between general
impressions, opinions &
specific, thoughtful
criticisms or contributions

Comments mostly
insightful & 
constructive;
mostly uses 
appropriate
Terminology. 
Occasionally
comments were too
general or not relevant
to the discussion.

Comments were 
sometimes
constructive, with
occasional signs of
Insight. Student does not
use appropriate
terminology; comments
not always relevant to
the discussion.

Comments are
uninformative, lacking in
appropriate terminology.
Heavy reliance on
opinion & personal taste,
e.g., “I love it”, “I hate 
it”,
“It’s bad” etc

(Adopted fromTool for assessment: Rubric for assessing students’ participation. Eberly center for teaching excellence 

(2012).

The data would be gained from observation checklist and field notes analysis that were presented 
in percentage and through their self-assessment of self-introduction. If the students have positive 
response of 70 % or over, meansthe second criterion was achieved.

Table 5. The procedure of Team Assisted Individualization in Adobe Flash CS3
No Activity Lecturer role Students role Date Time

1 Teaching materials Lecturers prepare teaching 
materials. In here, the lecturer 
was only conducting the 
preparation before three 
meetings (a cycle)

Prepare at home read 
the topic before the 
meeting

17 September 
2013

40  minutes
(7.30 – 8 10 PM)
Evening session

2 Introduction of TAI 
by using Adobe Flash 
CS3 Procedure to the 
students.

Explaining TAI and how to 
use Adobe Flash CS3 to the 
students

Follow instruction and 
listening

8 October 2013 40  minutes
(7.30 –8.10 PM)

3 Pre test The lecturer gives the students 
a pre-test or the average of the 
daily scores of students that 
lecturers know the weaknesses 
of students in a particular field

Doing pre test
(multiple choice)

10 October 2013 60  minutes
(7.30 –8.30 PM)

4 Grouping

Making group of 36 
student into 6 groups 

The student’s higher student’s 
level in English would become 
the chair of the group; he or 
she would lead other members 
of the group

Follow the lecturer 
order and making 
group as the chair was 
the higher level

mixed members; low, 
high level, and gender

15 October 2013 40  minutes
(7.30 –8.10 PM)

5 Meeting 1 cycle 
1/ Greetings 
and introduction 
expressions

Explain the topic and the 
vocabulary and ask students to 
do group work. Team would 
discuss a problem in making 
presentation and help the weak 
student in the group

2 groupswould present 
their project of Adobe 
Flash animation with 
the vocabularies at the 
end of meeting on topic
Greetings and 
introduction 
expressions

17 October 2013 40  minutes
(7.30 –8.10 PM)
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6 Meeting 2 cycle 1 / 
Gratitude expressions

Explain the topic and the 
vocabulary and ask students to 
do group work. Team would 
discuss a problem in making 
presentation and help the weak 
student in the group

2 groupswould present 
their project of Adobe 
Flash animation with 
the vocabularies at the 
end of meeting on topic
Gratitude expressions

22 October2013 40  minutes
(7.30 –8.10 PM)

7 Meeting 3 cycle 1 / 
Things around Us

Explain the topic and the 
vocabulary and ask students to 
do group work. Team would 
discuss a problem in making 
presentation and help the weak 
student in the group

2 groupswould present 
their project of Adobe 
Flash animation with 
the vocabularies at the 
end of meeting on topic
Things around Us

24 October 2013 40  minutes
(7.30 –8.10 PM)

8 Post Test Lecturers provide post-test to 
be done individually

Doing Post test
(multiple choice)

29 October 2013 60  minutes
(7.30 –8.30 PM)

Adopted from Slavin (1995) and Tangkulung (2013) method

3. FINDING AND DISCUSSION
3.1 Findings

Before doing the action, the researcher carried a socialization of the Adobe Flash TAI 
model teaching. It was accommodated on19 September 2013 at 7.30 - 8.10 PM or Evening 
Session. The place was the Akademi Bahasa Asing Balikpapan Second Semester classroom. 
The objective of the socialization was to introduce the benefit of applying the Adobe Flash 
TAI strategy in vocabulary instruction and its function and steps of the implementation in the 
class. 

The students who followed the implementation of the Adobe Flash TAI strategy in 
vocabulary were the students who invited to improve their scores and vocabulary through 
vocabulary activities. The number of the students was 36 students. This school is state high 
school, based on the reason that many students enroll here come from the neighboorhood of the 
school. 

The planning of the action was done by preparing the topic and types of the Adobe Flash 
TAI task, and designing the lesson plan.The preparation comprised was made prior to the action 
before the implementation in the actual classroom. Therein study, the researcher attempted to 
accommodate the Adobe Flash TAI strategy in vocabulary as it had depicted in third chapter 
in this thesis. Having determined the Adobe Flash TAI strategy inteaching vocabulary, the 
researcher discussed the model of the lesson with her collaborator lecturer. In here he discussed 
the lesson plan with her and gave her the field note as one instrument of the research to her. 

The application of the Adobe Flash TAI strategy in vocabulary was carried out in 
threemeetings for each cycle. The researcher prepared three packages of material for the 
first cycle. The description of time allotment is described as follows: five(5) minutes was for 
pre-vocabularyactivity, during vocabulary thirty five(35) minutes (including 5 minutes for 
exploration and 5 minutes for confirmation), and five(5) minutes was for post-activity.

There were two kinds of observation form filled by the researcher and the collaborator. 
They were observation form for the lecturer and observation form for the students.Based on 
the observation form for the lecturer, the lecturer had done useful things. He had told the topic 
and the purpose of the Adobe Flash TAI before the activities were begun. He explained the 
procedure of implementing the Adobe Flash TAI clearly. He used the media effectively.  He 
monitored the Adobe Flash TAI activities.  He motivated the students to be more active.

According to the observation form for the students, most students showed their high 
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motivation. They were enthusiastic and interested in joining the activity. Enthusiastic means 
that most of them bought their own laptop while the first plan was only one laptop for one group. 
Most of them also used English and got relax and happy. Besides, there was an improvement on 
the students’ English vocabulary. The colorful media made students eager to know how to use 
it.  However, few of them had not shown their high motivation. The motivation increased means 
that they attended to class more often than before; they attended it earlier than before.  They were 
not so enthusiastic and interested in joining the activity and they often used Bahasa Indonesian. 
Besides, they seemed worried. Worried in here means that, the students would shame if they 
could not complete the task given to their group. The worried feeling could be good effect, since 
that day they tried to bring laptop of their own to class. The results of their scores were sufficient. 
Post activity consisted of review stage, the students had to do the exercise individually, but the 
results of their scores were beneficial this time. Lecturer had observed the process of teaching 
learning by using this Adobe program. He checked the involvement of the students as members 
in the group activities. He walked and wandered around the classroom. He gave feedbacks 
when students asked something they had not known on how to use the Adobe program. He gave 
them examples when they had not known about the vocabulary definition. He observed that 
the students had already understood the task or not. He checked the progress and would make 
comparison for each cycle. It appeared they did not have difficulties to answer the questions in 
Adobe Flash TAI sequence. The result of the follow up activity was acknowledged.

3.1.1 Findings from Cycle 1
Based on the observation done, the researcher got some important results dealing with 

the implementation of Adobe Flash TAI activities in cycle 1.  The first Criterion, the students’ 
vocabulary indicator showed by their projects / product increase at least 60% of all the students 
in the class can show indicator score of 3 (three); see the Vocabulary Rubric Indicator. For 
instance, from 36 students x 60%, so at least would be 21 students in this class gain score at 
least 65. The tape-scripts would be scored by adapting Vocabulary Rubric Indicator.There  is  
an improvement  on  the  students’  English  vocabulary  in  general,  compared  with the data 
obtained from the pre-test score. The summary of the result of the improvement can be seen in 
the following table.

Table 6. The Result of Statistical Account in Cycle 1
Point Pre-Test Result Post-Test Result
Lowest 20 40
Highest 65 70
Average 46.39 56.53

The  data  show  that  there  is  an  improvement  in  the  average  score  of  the post-test 
in cycle 1. The average score of pre-test is 46.39, and the average score of post-test in cycle 1 is 
56.53. It means that there are 10.41 improvements of the average score. Only 11 students gained 
score of 65 while the first criterion asked for 21 students, it means there was an improvement of 
the score. However, this improvement still could not fulfill the criterion of success.  

Second criterion was used to judge the product of the group in Adobe Flash CS3. Since the 
class was provided with 6 units of computer, the 36 students would be divided into six groups 
in TAI. One group contains of six students would create one product / one project in the form 
of animation text presentation to be discussed and used as learning media. The project would 
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be presented at the end of meeting in turn for three meetings for six groups. In the posttest, all 
36 students follow multiple choices as in the pre test to measure their achievement in English 
vocabulary mastery.

To judge the product the researcher would apply scoring guide rubric for project assessment 
adopted from International Center for Leadership in Education, Inc (2012). The indicator at 
least at proficient (80-89 points) for the result of each member presentation of their project of 
animation vocabulary. See table 7.

Table 7. Product / Project Rubric of Students in cycle 1
Point Description Group
Suggests 
Proficiency (70-79 
points) 

Fair work, meets many requirements of the task 
Fair breadth of coverage with some gaps 
Shows uneven understanding with some, but not complete, ability to apply data to the 
solution of the problem 
Needs to fill gaps 

Group 2

Group 5

Group 6
Suggests Lack of 
Proficiency (65-69 
points) 

Uneven work, meets some requirements of the task 
Poor breadth of coverage with a number of gaps in coverage 
Little understanding and ability to apply data to problem solving 
Needs to improve in significant areas 

Group 1

Group 3

Lacks Proficiency 
(below 65 points) 

Poor work, meets few if any requirements of the task 
Little or no breadth of coverage 
Little understanding and makes no significant attempt to apply data to solution of the 
problem 

Group 4

From the table above, table 7, group 2, group 5, and group 6 could finish the projects of 
Adobe Flash TAI, but the project were still not completed (Shows uneven understanding with 
some, but not complete). The words in animations were not completed for these three groups. 
The animations were still to fast to be read.

Group 1 and group 3 could finish the projects of Adobe Flash TAI, but the project were 
still not completed (Uneven work, meets some requirements of the task and little understanding 
and ability to apply). The words in animations could be played as GIF file picture that would be 
moves. The animation were still could not be played.

Group 4 could not finish the projects of Adobe Flash TAI (Poor work, meets few if any 
requirements of the task). The words were still in Microsoft words program. The project in 
Adobe Flash could not be saved in Adobe program.

The Third Criterion was the students’ participation was increased towards the implementation 
of TAI conveyed through Adobe Flash CS3 in the teaching of English Vocabulary. The indicator 
was at least 70 % or 25 studentscan pass the rubric as proficient (80-90%).

From the table above could be concluded that 11 students did not bring the devices need 
(Laptop), so they only could watch their friend in their group to make the same project, they 
made a less contribution to the project. 8 Students gave uninformative comments : ‘susah sekali’ 
while they did bring laptop. Therefore the total number of students who gave low participation 
was 19 while the third criterion asked for at least 25 students.

3.1.2 Revision of the Strategy Implemented in Cycle 1
The changes can be observed inside the lesson plans for cycle 2, the lecturer put those 

vocabulary lists for the students, and meanwhile in the first cycle vocabulary list was not used. 
In the first cycle, when there was not provided with vocabulary list, the students project tend to 
pick words that lead out to the word out side of the topic given for them. After the vocabulary 
list given, each group would have different words to choose. The aim was to minimize the 
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words; therefore, the students would choose the words to be discussed in their project still 
inside the scoop of the topic. 

Table 8. Revision of the Strategy for Cycle 2 (Vocabulary List)
No Meeting Topic Vocabulary List
1 Meeting 1 

cycle 2 
Apology 
expressions

We use these expressions to express apology.
• Sorry.
• I am very sorry.
• I apologise for ….
• Please excuse me.
• Please accept my apology.

We use these expressions to respond to apology.
• Never mind.
• That’s all right.
• That’s OK.
• Please don’t be sorry.

2 Meeting 2 
cycle 2

Asking 
and giving 
information 
expressions

We use these expressions to ask information
• Excuse me. What is your name?
• Can you tell me where you live?
• Can you help me  nd the laboratory?
• Sorry to trouble you, but do you know where Anisa is?
• Do you happen to know where the bank is?
• Could anyone tell me when the test is?

We use these expressions to give information
• My name is Edo.
• I live in Jalan Setiabudhi.
• Anisa is in the post of ce.
• Take your  rst right.
• Go straight up the street. It’s on the left.
• The test is on June 11th, 2007.

3 Meeting 3 
cycle 2

Command 
expressions

Examples of command and prohibition expressions
Giving a command
• Put the report on my desk
• Bring the books.
• Open the door.
• Close the door, please.
• Could you please give me the report?
• Come here, please.

 Giving Commands
- Close the door.
- Open the book, please.

 Expressing prohibition
- Don’t come late.
- Don’t be lazy.

3.1.3 Findings from Cycle 2
Based on the observation done, the researcher got some important results dealing with 

the implementation of Adobe Flash TAI activities in cycle 2. There is an improvement on the 
students’ English vocabulary in general, compared with the data obtained from the pre-test 
score. The summary of the result of the improvement can be seen in the following table 9.
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Table 9. The Result of Statistical Account in Cycle 2
Point Pre-Test Result Post-Test Result

Lowest 50 70

Highest 75 100

Average 66.53 85.28

The  data  show  that  there  is  an  improvement  in  the  average  score  of  the post-test 
in cycle 2. The average score of pre-test was 66.53 and the average score of post-test in cycle 2 
was 85.28. It means that there are 18.75 improvements of the average score. 

The first Criterion, the students’ vocabulary indicator showed by their projects / product 
increase at least 60% of all the students in the class can show indicator score of 3 (three); see 
the Vocabulary Rubric Indicator. For instance, from 36 students x 60%, so at least would be 
21 students in this class gain score at least 65. The tape-scripts would be scored by adapting 
Vocabulary Rubric Indicator. All the 36 students gained score more than 65; therefore, the first 
criterion was already achieved.

Second criterion was to judge the product of the group in Adobe Flash CS3. Since the 
class was provided with 6 units of computer, the 36 students would be divided into six groups 
in TAI. One group contains of six students would create one product / one project in the form 
of animation text presentation to be discussed and used as learning media. The project would 
be presented at the end of meeting in turn for three meetings for six groups. In the posttest, all 
36 students follow multiple choices as in the pre test to measure their achievement in English 
vocabulary mastery.

To judge the product the researcher would apply scoring guide rubric for project assessment 
adopted from International Center for Leadership in Education, Inc (2012). The indicator at 
least at proficient (80-89 points) for the result of each member presentation of their project of 
animation vocabulary. 

Table 10. Product / Project Rubric of Students in cycle 2
Point Description Group

Highly Proficient (90-94 
points) 

Excellent work, meets all requirements of task, good breadth 
Well planned and documented 
Shows fine understanding and ability to apply data to the solution of the 
problem 
Shows evidence of creativity 

Group 2
Group 5
Group 6

Proficient (80-89 points) 
(Second Criterion Minimum 
requirement for each group)

Fine or good work, meets requirements of task 
Good breadth of coverage, fairly well planned and documented 
Shows a good understanding and ability to apply data to the  solution of new 
problems 
Could show more evidence of creative thinking 

Group 1
Group 3
Group 4

From the table above, table 10, group 2, group 5, and group 6 could finish the projects 
of Adobe Flash TAI, but the project were completed (Excellent work, meets all requirements 
of task). The words in animations were completed for these three groups. The animations were 
can be read.

Group 1, group 3 and group 4 could finish the projects of Adobe Flash TAI, but the project 
were completed (Fine or good work, meets requirements of task). The words in animations 
could be played as GIF file picture that would be moves.The animation were still could be 
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played. The entire project in Adobe Flash could be saved in Adobe program. It means the 
second criterion was achieved well.

The Third Criterion was the students’ participation was increased towards the implementation 
of TAI conveyed through Adobe Flash CS3 in the teaching of English Vocabulary. The indicator 
was at least 70 % or 25 studentscan pass the rubric as proficient (80-90%).

From the table above could be concluded that only 2 (two) students did not bring the 
devices need (Laptop) in one meeting.5 Students gave positive comments: ‘ternyata Adobe 
tidak sukar dan mempelajari Bahasa inggris menarik’ while they did bring laptop. Therefore 
the total number of students who gave low participation was only 2 students. While the third 
criterion asked for at least 25 students to be participated, the total number of participation was 
34 students. It means the third criterion was achieved well. Finally, this second cycle brought 
success. Therefore, the next cycle could be terminated.

3.2 Discussion
This chapter presents the data obtained from the implementation of the Adobe Flash TAI 

strategy in reading. The findings and discussions of the study are presented in this chapter are 
based on students’ result of comprehension reading exercises, observation checklists and field 
notes.

In doing the Adobe Flash TAI activity, the students could cooperate more.  Nonetheless,  
it  did not  mean  that  the  researcher  did not  precaution  a  few students  who  had  lower  
concern  and  enthusiasm.  He would try to access and motivate them sympathetic and with 
patience. Through attending the criteria of success, all the criteria of success were achieved in 
second cycle. It means that there was no need to add the cycle for sure.

The reflection of why in this second cycle the implementation Adobe Flash TAI  strategy 
did achieve criteria of success, because the students understood clearly about the stages in 
Adobe Flash TAI questions. Their motivation had been increased as well. The indicators are; 
they are follow the lesson, they are all atending this subject, no one absent. Their are apperently 
give their attention to their lecturer only. Their activities are the things that they concerned. 
Compared to the pole position when the Adobe Flash TAI was introduced; right now in this 
cycle, they are understand the Adobe Flash TAI Questions were developed and how to answer 
these question by using Adobe Flash TAI Strategy, it was proven by its indicator where the 
score was increased on average.

At last, the implementation of the Adobe Flash TAI strategy in vocabulary could increase 
students’ Adobe TAI Project on groups’ laptop. However, the lesson material should be adjusted 
to the students’ level and the students’ need if it applies in the other school. It should be contextual 
to gain students’ motivation and involvement to task given. 

Based on the discussion above, the researcher can conclude that that the implementation 
of the Adobe Flash TAI strategy in teaching vocabulary could enhance the students’ Adobe TAI 
Project on groups’ laptop in vocabulary. The students’ Adobe TAI Project on groups’ laptop 
vocabulary achievement on their projects proved this. The observation checklist and field note 
proved the students’ involvement in second cycle.

Regarding the implementation of the Adobe Flash TAI teaching strategy, it can be applied 
in all types of courses, not only vocabulary courses. The important thing is the application 
of the stages in Adobe Flash TAI, where both the lecturer and students follow the stages in a 
sequence. 

It is necessary for the lecturer to notice, before they choose the Adobe Flash TAI strategy 
to be implemented in their classes. They need to choose the contextual materials and it should 
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be based on students’ needs. It can attract students’ attention and draws the students’ motivation 
to be involved in the tasks given. 

The weaknesses of the Adobe Flash TAI strategy in vocabulary so far cannot be found 
in the field, it could be happen only if the students could not provide laptop, and meanwhile 
it is cheap device for today. The lecturer should always monitor and ensure that the students’ 
activities have to follow the stages in subsequent. Therefore, if this model were applied in a 
larger class it would be hard for the lecturer to keep monitoring the students’ activities. In the 
larger class which is contained many students, the lecturer should be ensured that all students 
have done the activities according to the tasks, which are conducted, as they should be. 

The lecturer’ awareness is needed in developing the vocabulary list that is given in the 
exercises inside this model. The suitable materials and the attention of the level of the questions 
with the level of the students are necessary. After all this model is well to be applied by the 
lecturers in their classes, however, it is a challenge for the lecturers in general to give more 
improvements and contributions for this strategy in the future.

4. CONCLUSION AND RECOMENDATIONS
4.1 Conclusion

Based on the research findings, it can be concluded that the implementation of the Adobe 
Flash TAI strategy in teaching vocabulary could enhance the students’ Adobe TAI Project 
on groups’ laptop in vocabulary the text. The students’ Adobe TAI Project on groups’ laptop 
vocabulary achievement proved this. The observation checklist and field note proved the 
students’ involvement in text given.

Adobe Flash TAI strategy in developing project of vocabulary is an interesting media and 
by using Team Assisted Individualization can reduce lecturer energy in the class while it can 
save the time as well. Regarding the implementation of the Adobe Flash TAI teaching strategy, 
it can be applied in all types of courses, not only vocabulary courses. The important thing is 
the application of the stages in Adobe Flash TAI, where both the lecturer and students follow 
the stages in a sequence. Adobe Flash TAI was proven could increase the students score in 
vocabulary since the device and program is interesting.

It is essential for the lecturer to acknowledge, prior to decide the Adobe Flash TAI strategy 
to be applied in their classes. They necessitate selecting the contextual materials and it had 
better be supported students’ needs. It can draw students’ attention and attracts the students’ 
motivation to be involved in the tasks given. The weaknesses of the Adobe Flash TAI strategy 
in vocabulary thus far cannot be found in the field, is the lecturer had better always supervise 
and assure that the students’ activities have to observe the levels in consequent. Consequently, 
if this model is employed in a bigger class it would be difficult because the lecturer to keep 
supervising the students’ activities. In the bigger class that is carried many students, the lecturer 
had better comprise assured that all students have done the activities allotting to the chores that 
are guided, as they should be. The lecturer’ awareness is called for in building up the vocabulary 
list that is given in the exercises inside this model. The suitable materials and the attending of 
the level of the questions with the level of the students are essential. Afterward all this model is 
advantageously to be employed by the lecturers in their classes, nevertheless, it is a challenge 
for the lecturers in worldwide to afford more improvements and contributions for this strategy 
in the future. The students’ engagement was established growth as they can apply picture and 
animation, in the meantime animation and picture could draw great pursuit for students.
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4.2 Recommendations
Realizing that Adobe Flash TAI technique is very beneficial in improving students’ 

motivation and English vocabulary mastery, some suggestions are proposed for English 
lecturers, students, and other researchers.In carrying out the teaching learning process, in this 
case teaching speaking, the lecturer should determine the technique that is able to make students 
enhance their vocabulary. Before implementing Adobe Flash TAI technique, the lecturer should 
select the appropriate topic to be given to the students by considering the level of students’ 
proficiency as well as the language functions that have been mastered by the students. During 
the implementation of Adobe Flash TAI technique, the lecturershouldbe directly and actively 
involved in helping students to solve their problems. Besides, the lecturer should be patient since 
usually the class becomes little bit noisy.It can be said that the applying of Adobe Flash TAI 
technique is successful and satisfying. For other researchers who are interested in conducting 
a similar study, it is suggested to use the finding of the research as a starting point. However, it 
must be developed and adjusted with the other condition that might be different.
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Abstract
The purpose of this pilot study is to examine the hybrid teaching method of using English as an 
intervention language and computer-based learning cooperating with two countries as an effective 
study strategy. Participants were composed of thirty nursing students selected at random who had 
just finished their three-year nursing course in Indonesia. As a result, the fact that Indonesian 
candidates had sufficient expertise, knowledge and skills was revealed by taking this exam translated 
into English. Using English elucidated new findings: some questions that candidates were not able 
to get a good mark were regarding social system and cultural issues.Besides, we found that ICT 
was a helpful solution tool for the problems of time and physical distance between Indonesia and 
Japan. 

Keywords: Economic Partnership Agreement (EPA),	Indonesian	certified	care	worker	candidates,	
the national examination, information and communication technology (ICT), nursing students

1. INTRODUCTION
Japan concluded an Economic Partnership Agreement (EPA) with Indonesia in 2008 in 

order to address rapidly aging societies. However, it is evident that the percentage of EPA 
program candidates having passed the examination was not very high. This low pass rate is due 
to the fact that the examination is given in Japanese. Care worker candidates have no choice 
but to take the national examination in Japanese in the same way as Japanese nationals (Aoki, 
2010).Candidates who fail to become licensed certified care workers during the stay period are 
forced to leave Japan as a rule.Contrary to Japanese expectations, the total annual number of 
care worker candidates decreased from 104 in 2008 to 58 in 2011.    

2. METHOD
2.1 Theoretical Framework and Purposes

The purpose of this study is to examine the effect of thishybrid teaching method of 
using English as an intervention language and computer-based learning cooperating with two 
countriesin helping foreign candidates pass the national examination for certified care workers.
The informants in this study do not have any knowledge of Japanese as a target language. 
In East and Southeast Asia, ‘Lingua Franca Approach’ to teaching English is proposed 
(Kirkpatrick, 2012). In fact, English is the sole working language that Indonesia and Japan can 
share. Therefore, using English as an intervention language could be useful not only because 
it is a lingua franca in the world but also because it is used in Association of South East Asian 
Nations (ASEAN Secretariat, 1988; Okudaira, 2004; Takeshitaand Ishikawa, 2013). Information 
Communication Technology (ICT) could also be a helpful solution for the problems of time 
and physical distance between Indonesia and Japan, and could work best for very self-directed 
learners who just want to try the exercises of the national exam for a certified care worker 
before they decide to become a candidate.
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2.2 Participants, Data Collection and Analytical Method
Participants were composed of thirty nursing students selected at random who had just 

finished their three-year nursing course from a certain nursing university with which we had 
cooperative relationship for this study in Indonesia (group B). The past examination (the 24th 
national exam for certified care workers) was translated into English, and it was administered 
to the nursing students in the e-learning form. Null hypothesis was used to see a statistically 
significant difference comparing the successful answer rates of the original Japanese 
examinations taken in 2012 by the Indonesian certified care worker candidates after three-year 
training in Japan (group A). The data of fifty candidates was taken from Japanese Council of 
Senior Citizen Welfare Services.

3. FINDINGS AND DISCUSSION
3.1 Statistical Analysis 

Table 1 presents the comparison of the accuracy rates that two groups scored in Japanese 
original version and in English translation version respectively. As can be seen from the results 
obtained by testing a null hypothesis, statistically significant differences exist between group 
A and group B. The score of group A was higher than group B in only one section: human 
dignity and independence in the region of people and society(p>0.05).　Then, there does not 
exist a statistically significant difference between the two groups in the second question: human 
relationships and communication, and fifth question: communication techniques. Group B 
scored higher than group A in other questions: #3, #4, #6, #7, #8, #9, #10, #11 and #12 (p>0.05 
respectively). In particular, group B scored the highest in the question #10, understanding 
disability, and the second highest in #6, livelihood support techniques. On the whole, group B 
scored higher in the nine sections out of 12 (75%) than group A.

Table 1. Accuracy rates of the informants’ exam scores compared with the ones taken by the 
first	batch	of	Indonesian	elderly-care	workers.

 

   

Group A  

(First Group in 2008) 

n = 50

Group B  

(Informants in this research) 

n = 30

No. Areas Sections # of 
Q* 

total # of 
Q

# of right 
answers 

accuracy 
rate (%) 

total # of 
Q

# of right 
answers

accuracy 
rate (%) z value

1

People and 
Society 

Human dignity 
and independence 2 100 77 77.0% 60 35 58.3% 2.50

2
Human 

relationships and 
communication 

2 100 72 72.0% 60 45 75.0% 0.41 

3 Social 
understanding 12 600 364 60.7% 360 246 68.3% 2.79 

4

Nursing 
care 

Nursing care 
basics 16 800 476 59.5% 480 368 76.6% 6.25 

5 Communication 
techniques 8 400 275 68.8% 240 174 72.0% 0.86 

6 Livelihood support 
techniques 20 1000 583 58.3% 600 480 80.0% 8.90 

7 Nursing care 
process 8 400 264 66.0% 240 209 87.0% 5.86 

8

Mechanism 
of the mind 
and body

Understanding 
development and 

aging 
8 400 256 64.0% 240 192 80.0% 4.28 

9 Understanding 
Dementia 10 500 250 50.0% 300 221 73.6% 6.57 

10 Understanding 
Disability 10 500 264 52.8% 300 267 89.0% 10.49 

11 Structure of the 
mind and body 12 600 358 59.7% 360 310 86.1% 8.61 

12 Overall 
Question 

Overall Review 
Question 12 600 333 55.5% 360 295 81.9% 8.33 
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* “#　of Q” means the number of questions

3.2 English as an Intervention Language 
As a result, it verified that English as an intervention language successfully helped both 

Indonesian candidates and Japanese trainers understand which parts in the fields should be 
focused on for additional study. It is matter of course, but the fact that Indonesian candidates 
had sufficient expertise, knowledge, and skills, and that language truly hindered them to work 
as professional right after training in Japan were revealed by taking this exam translated into 
English. This time, using English elucidated new findings: some questions that candidates 
were not able to get a good mark were regarding social system and cultural issues. As for the 
questions related to a social system including understanding Japanese social welfare system, it 
stands to reason that they were not able to get a good mark. 

As for the questions related to cultural issues, culture has the powerful effect on 
communication (Hall, 1976; Triandis, 1989, 1995; Shweder, 1991). According to anthropologist 
Hall, context ismore important than words.Context might include the speaker’s tone of voice, 
facial expression, gestures, posture and even the person’s educational background, family 
historyand social status. The candidates will not be able to get the correct answer after 
understanding the Japanese manner or behavior. Through my observation of nursing facilities, 
the ways of teaching EPA candidates were various. It appears that most trainers in facilities try 
to teach through trial and error. However, since English as an intervention language was used, it 
would be so easier for candidates to understand the reasons why they lost points, whether it was 
because of language barrier, cultural differences, lack of understanding Japanese social system 
and social welfare system, or lack of specific knowledge. 
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3.3 Use ICT to the Fullest 
All the questions of the 24th national examination for certified care worker translated 

into English were set up on the web site called “WebOCM Next” for this pilot study. It was a 
free learning support system developed by Osaka University, Japan. Some disadvantages were 
reported regarding computer-based learning such as learners with low motivation or bad study 
habits may fall behind. Therefore, we managed in cooperation with teachers in the cooperated 
universities. Since a telecommunications application software product ‘Skype’ was used, for 
example, students were encouraged to work on a task on a regular basis. This pilot study is 
still continuing even now. Providing a class　in Indonesia from Japan through the Skype is 
at testing phase for this project. As a result, simultaneous live classes in both countries have 
become possible by making the best use of the small time difference. 

4. CONCLUSIONS AND SUGGESTIONS
From the viewpoint of language learning, the effective and efficient teaching methods 

have been examined so far in order to help certified care worker candidates from Indonesia 
pass the national examination. Consequently, this pilot study revealed that by using English as 
an intervention language, the reasons preventing candidates from achieving high scores have 
been classified into categories. The hybrid teaching method is suggested as an effective solution 
for this type of global issue. This blended method could also be applied to registered nurses 
candidates under the EPA program. The results of this pilot study could raise the question to 
the Japanese government whether it is really needed to have EPA candidates take the national 
examination in Japanese. The role expected to be played by the English language towards 
globalization among Asia is a language to connect one another without any ideologies. English 
language use is strongly expected to keep EPA sustainable.
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Abstract
The study is aimed to investigate the internalization of character values in teaching and learning 
English since the learners do not only learn how to master the language skills but also learn how to 
use it properly according to appropriate norms, and values. The design of this study was qualitative 
since there was no experimental or manipulated settings involved. The data that collected in this 
research were check list of observation, field notes, interview guide for the teachers and students, 
and teachers’ lesson plan. The results showed that there were at least six character values 
performed by the students in learning English, they were independent, hardworking ethos, curiosity, 
democratic attitude, communicative manner, and reading interest. In addition, the character values 
were internalized by the English teacher into the process of teaching and learning even though 
she did not realize it. Referring to the results, there were some suggestions. First, the Ministry of 
Education and Culture should formulate the specific character values that really composed based 
on the four language skills competency of English. Second, the school should facilitate the training 
specifically for the teachers about character education and how to implement it into teaching and 
learning activity. The last, the teachers should increase their awareness about the implementation of 
character education into the classroom activities.

Keywords: Character values, Internalization, and Character Education

1. INTRODUCTION
The existence of a nation is more likely determined by its characters. The stronger its 

characters, the more civilized the nation will be. As the consequence, becoming a nation with 
strong and good characters may be all people’s expectation. Since the conditions of national 
character seem to be decreased, the scholars urge the character education to be taught and 
integrated formally in the teaching and learning process at schools (Asmani: 2012). They 
believed that through character education a nation will find the best and preventive way as 
well in solving character problems. The best and systemic way to bring it into reality isthrough 
education.

As stated in the regulation of Ministry of National Education number 20/2003 about 
National Education System, that the function of Indonesia education is developing the national 
characters and dignifying national civilization. Related to that, one of main programs of Ministry 
of Education is to develop character education for the sake of increasing national education 
quality (Ministry of National Education, 2010: 5). 

Character education in Indonesia’s educational system is not likely a brand new thing. 
There are two subjects that contribute to develop students’ moral and values, they are religion 
and civics education. In Islamic School like MAN 1 Samarinda there is also a subject that 
concerns about character, it is Aqidah Akhlaq (faith and moral). It is one of religion group 
subjects besides Qur’an, Hadith, Arabic, and Tarikh (Islamic History). It is not only discussed 
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about the Islamic belief but also about values, morals, manners, and characters. In Islamic 
perspective, faith and characters are inseparable. One’s strong belief may affectone’s manners 
and vice versa.

Unfortunately, those subjects may not significantly contribute in building students’ good 
character because they only emphasize to the knowledge of the values not about how to apply 
them in the daily life (Ministry of National Education, 2010: 3). As the consequence, the students 
only know all about the values but they do not see the real example of how to implement 
them in their daily life. Because the result of character education through religion and civics 
education may have not yet satisfying, the government believed that it should involve all of 
the subjects. The implementation of it should also be modified in such a way that focus on 
the students’ cognitive, affective and psychomotor development that the character values are 
not only integrated in all core materials or topics of the lessons but also should facilitate the 
students to implement them into the learning activity.

It seems that the main focus of education so far is to increase the intelligence of the brain 
only or cognitive aspects. The ground thinking paradigm is that the success in a student’s life 
is determined solely by one factor, namely intelligence (IQ).  From an early age children have 
been directed to achieve high intelligence. Almost all pre-school children have been taught 
to read and numeracy, thus fostering emotional aspects and mental attitude of the children 
gets less attention.The emphasis of the cognitive aspect is also apparent from the use of 
educational methods in school. According to Tafsir (2010: 8) educational methods that are 
often used in schools limited means to increase knowledge (transfer of knowledge). On the 
other side, education that supports the affective domains in exemplary shape and habituation 
rarely applied.

Tsui (2008: 90) stated that the purpose of incorporating character education into the EFL 
classroom is to provide a content-based environment for students to learn the language as well 
as the ethics. As a lingua franca, English is learned by people as second or foreign language 
in the most parts of the world. Unfortunately, the EFL learners are not able to access authentic 
language input as their learning resources because they only get it when dealing the classroom 
activities. The EFL teachers play the important role in providing the learners with a conducive 
learning situation to overall language development. To provide a content-based environment is 
not an easy responsibilityfor the EFL teachers. They should set the activities in teaching and 
learning in line with the communicative approach.

Shaaban (2005) proposed a comprehensive framework of implementing moral education 
into the ESL/EFL curriculum. There are seven parts of it, they are: message, language skills, 
methods, outcomes, activities, resources, and assessment. The framework will effectively 
promote second and foreign language learners’ linguistics and cognitive development and, at 
the same time, encourage the growth of their character.

There are many values that can be developed and taught to the learners. Because of that, 
it is necessary to classify them to be distributed into all subjects. As the consequence, every 
lesson has its own main characters as the priority to be taught to the students. It focuses on the 
integration of the prime values that need to develop in the different subjects. It does not mean 
that one subject has the limitation in implementing those characters based on the regulation 
that is released by the government. The characters of each lesson are chosen as the main values 
based on the closeness of the characteristics of each subjects (Ministry of National Education, 
2010: 12).

As one of the school subjects, English also has its own character values that should be 
developed in its learning activity. These character values are formulated to strengthen the 
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success of language learning. Because when study a language, the learners are not only learn 
how to master the language skills but also learn how to use it politely and properly. People tend 
to learn and use language merely to express their ideas, believe, and thought or as intellectual 
based. Language is more than those purposes, it also used to express the norms, values, and 
even emotions. To strengthen the implementation of character education, there are eighteen 
character values that should be developed by the school,  they are: (1)Religious, (2) honest, (3)
tolerance, (4) Discipline, (5)Hardworking ethos, (6) Creative, (7) Independence, (8) Democratic, 
(9) Curiosity, (10) The spirit ofnationality, (11) Lovethe country,(12) RewardingAchievement, 
(13) Friendly/Communicative, (14) Loveof Peace, (15) Reading Interest, (16) Care forthe 
Environment, (17) Social Awareness, & (18) Responsibility (Curriculum And Books Center, 
Department Of Research And Development, 2011: 3).

To internalize those character values into the teaching and learning activity the first 
step to do is to analyse the standard of competency and basic competency of the lesson. By 
doing so, the teachers may able to decide what character values that can be integrated into the 
activity of the lesson. Then, the character values that they want to develop and integrate to the 
lesson can be stated in the syllabus and lesson plan.  The next step is applying what have been 
planned in the syllabus and lesson plan into the classroom activity. In this step, some problems 
may arise, such as teachers are only good at planning of the teaching programs but not at the 
implementation. It might happen because they consider that it is only a formality in order to 
fulfil their administration that is obligated by the school. As the result, what have been planned 
in the syllabus and lesson plan are oftendifferent to the application in the classroom.

Based on the facts above, it was assumed that the character education has already been 
implemented in teaching and learning activity of English classes at MAN 1 Samarinda even 
though both teachers and students did not realize it. Take it into account, a research regarding 
to the internalization of character values in teaching and learning English conducted at MAN 
1 Samarinda. 

2. METHODS
Shank (2002) defines qualitative research as a form of systematic empirical inquiry 

into meaning.  By systematic it means “planned, ordered and public”, following rules agreed 
upon by members of the qualitative research community. By empirical, it means that this type 
of inquiry is grounded in the world of experience. Inquiry into meaning says researchers try 
to understand how others make sense of their experience. Denzin and Lincoln (2000) claim 
that qualitative research involves an interpretive and naturalistic approach. This means that 
qualitative researchers study things in their natural settings, attempting to make sense of, or to 
interpret, phenomena in terms of the meanings people bring to them. The focus of this study 
was on the description of the implementation of character education without any experimental 
or manipulated settings involved, therefore, the design of this study was qualitative design.

The subjects of this study were four students and one English teacher of Madrasah Aliyah 
Negeri 1 Samarinda. The aim of the study is to identify and describe central themes which are 
character values and their internalization, the research subject can cut across the variety of cases 
or people (Holloway et.al in Ritchie and Lewis, 2003). To determine the students who became 
the research subjects, the researcher asked some students and an English teacher who know 
well them in term of their both English achievements and behaviour. All the research subjects 
were from the third year students that were assumed to have experience in the development of 
character education in learning English since the first year.

The data that collected in this research were check list of observation, field notes, interview 
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guide for the teachers and students, and teachers’ lesson plan. The observation was functioned 
as the main source ofdata; meanwhile the interview and documents were used as supporting 
source of data.

(i) The observation check list was made based on the adaptation from character values and 
indicators purposed by Ministry of National Education (2010). The data were taken 
based on the process of teaching and learning activity.

(ii) The field notes in this study was used to know the activities during the teaching learning 
process, such as how the teachers carry out the implementation of character values and 
the students’ responses.

(iii) Interview was used to reveal more information from the teachers and students based on 
what had found in the process of observation. Unstructured interview was conducted to 
make the rapport between the interviewer and informants in natural situation.

(iv) The teachers’ lesson plans would be useful to know about the character values that 
would be carried out during the process of teaching and learning English.

For data collection technique, the observation and interviewwere used. Data from 
observation would be functioned as primary data and data from interview was functioned as 
supporting data. Since this study would like to figure out the application of character education 
in the process of teaching and learning activity, observation was considered the effective way to 
support this step. The observation was conducted to the each class of the research subjects to get 
more obvious point of view. The observation checklist was used in the classroom observation 
that adapted from Ministry of National Education (2010). For the sake of gathering more 
information during the observation process, the field notes were also taken. To get information 
from the teachers and students about the researcher’s findings from the observation, the interview 
was chosen as the cross-checking data.

In data reduction, the data from observation, field notes, interview and documents were 
selected, focused, simplified, made an abstract, and transformed. At the second step, the data 
were displayed by using the list of character values and transcription of the interview and give 
explanation about them. In the last step, conclusion drawing and verification, the conclusion 
and verified through the result on data displaywere made.

In this study data triangulation was used using more than one source to gather data. 
Observation was conducted to gather the obvious phenomenon of character education 
implementation especially about what character values that appeared and how they were 
internalized in the process of teaching and learning English. Interview with the teachers and 
some informants of the students was used to strengthen and confirm the result of observation. 
Teacher’s lesson plan was used to figure out the target of character values that want to develop 
by the teacher and how she delivered them into the class activities.

3. FINDINGS AND DISCUSSION
From the observation and field notes about the character values and how the teacher 

internalized them in teaching and learning English activities were found that there were six 
character values appeared. Those character values did not appear togetherat once, they were 
performed by the students in three times classroom observation differently. At the first observation, 
there were only two character values appeared namely; independence and hardworking. At the 
second one, there was one additional character value besideindependence and hardworking, 
it was curiosity. The third observation offered more character values; they were hardworking, 
reading interest, democratic attitude, and communicative manner. In addition, the class activities 
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were prepared by the teacher really brought significant contribution in internalizing those 
character values. By setting the teaching and learning activities appropriately, it would support 
the character building of the students.

On the other side, based on the interview with the teacher and some informants from the 
students,it revealed that among those characters there were only two of them; independence 
and hardworking that were performed by all the research subjects. When the teacher was asked 
about how she internalized the character values into her teaching, she confessed:

Teacher: “Jujur saja saya belum memahami apa itu pendidikan berkarakter. Untuk sosialisainya kurang 
sepertinya, terutama dalam Bahasa Inggris.”

Translated:
Teacher: “Honestly, I do not understand about what character education is. There is so limited information about 

it especially for English subject.”

It meant that she had limited awareness about the internalization of character values even 
though subconciously she had already applied it into her teaching and learning activities. In 
fact, the teacher had implemented character education through internalization the character 
values into her class. In her teaching instruction, she kept telling her students the importance of 
learning English for the students’ future. Besides that, she expected the students to do their best 
in finishing the tasks. She also reminded her students the way to propose a question during the 
classroom activity , that is , by raising one of hands when the students wanted to ask or answer 
the questions.

Furthermore, in the teacher’s lesson plans were clearly stated about the list of character 
values and the class activities that support the implementation of character education into the 
teaching and learning English. In the lesson plans, the teacher mentioned eight character values 
based on the list of character values that should be developed for English learners at high school 
level released by Ministry of National Education. In the implementation step, the teacher only 
developed six of them into her class activities. It could happen because the teacher had not 
analyzed the appropriate character values which were supposed to be appropriate with the topic 
that want to be delivered. 

From the six of character values, there were two of them that seemed to be owned by 
all research subjects. The two character values were independence and hardworking ethos. 
Independence and hardworking ethos had been transformed into a habituation of these students. 
It meant that those character values were performed consistently by the students not only when 
dealing with individual task but also when they should work in group. It was appropriate with the 
indicators that used in the observation check list about independence and hardworking ethos. In 
completing the taskgiven by the teacher,the students always did it responsiblywiththeir effort. 
Because English is a foreign language, they need totranslate and get the meaning of source 
language to the target language and they did it by themselves. All the tasks and assignments set 
by the teacher would be accomplished by the students as accurate as their best.

The last four character values were reading interest, curiosity, democratic attitude, and 
communicative manner. These character values were observed significantly when the students 
did discussion about some reading text. They started to ask and to get more information about 
the learning material. When the discussion season, the students appeared to listen, ask and 
expressopinionsandacceptthedifferences of opinion in learning activities. They also shared the 
idea to the group members or class in the process of learningusing thelanguageproperly. These 
indicators proved that curiosity, democratic attitude, and communicative manner were still in 
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the level of appear and did not become the students habituation in learning English. They grew 
because of the teaching and learning activity set by the teacher.

In addition, there were two good characters that performed by S3. The researcher did not 
find them in the classroom activity but beyond learning time when he still in the school area. 
Based on researcher observation, S 3 was a pious student who does not only do Zuhur and Asar 
prayers but also additional prayer called Dhuha at the first of break time. Besides, he always 
greets the teachers when he meets them.  

Teacher’s role in the implementation of character education was significantly needed. 
From his/her setting, the character values could be internalized into the activity of teaching and 
learning. In this study, the teacher convinced the researcher that she did not understand well 
about character education and how to apply it into classroom activity. She confessed that the 
character values in her syllabus and lesson plans were attached just to fulfil the obligation that 
is ruled by the school. In fact, what she performed in teaching and learning activity reflected the 
internalization of character values in learning English. It showed that the teacher had internalized 
the character education in her teaching and learning process but she did not aware about it.

Referring to the research findings, the result of this study proved that the character 
values implemented in the process of English teaching-learning in MAN 1 Samarinda were 
appropriate to the list of character values for English subject released by the Ministry of National 
Education (2001: 3). It also supported the three steps of establishing the character education 
in school, they were planning, implementing and evaluating (Ministry of National Education; 
2010). Sternberg (1988) brings the need of interactions to determine behaviour, particularly the 
ability to adapt and shape the present environment, an important consideration for creating a 
values-based atmosphere in a school. In addition, Lickona (2005) proposed that schools must 
help students understand core values, adopt or commit to them, and then act upon them in 
their own lives.The internalization of six character values in teaching and learning English 
was appropriate to Shaaban’s study (2005: 203). He believed that nurturing of some universal 
values, such as honesty, integrity, respect, and responsibility be calledfor in the early stages of 
moral education and that independence, reflective moral agents, individuals capable of making 
informed decisions and justifying the principles that guide such decision should be aimed at the 
later stages of the development.

 Even though without being fully aware, planning and implementing steps were done 
by English teacher. Unfortunately, the English teacher had not conducted the evaluating step 
yet to observe the progress of character education of the students. It was understandable 
because she confessed that she did not know anything about character education and never 
got brief explanation about it from school officials or colleagues. It is argued that character 
values development is an outcome of effective teaching. It is a precipitate of best practice 
instruction. According to Solomon, Watson, & Battistich (2001), effective teaching promotes 
both moral and academic excellence. Effective teaching for character values aligns with best 
practice instruction for academic achievement. The knowledge base that supports best practice 
instruction is coterminous with what is known to influence the character values development. 
However, making explicit this knowledge should be clear for teachers.

4. CONCLUSIONS AND SUGGESTIONS
The character education had been subconciously implemented in MAN 1 Samarinda 

especially in teaching and learning English. There were three steps in developing character 
education that could be internalized in the process of teaching and learning namely planning, 
applying and evaluating. In this study the teacher did the step of how to develop character 
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education through planning, and applying but not for evaluating. The character values were 
internalized by the English teacher into the process of teaching and learning even though she 
did not realize it. 

There were six of character values that appeared in teaching and learning English possessed 
by the students. The character values were; independence, hardworking ethos, reading interest, 
curiosity, democratic attitude, and communicative manner. The character values of independence 
and hardworking ethos became habituation to all the research subjects. They implemented 
them not only when dealing with individual task but also in group work. Meanwhile, reading 
interest, curiosity, democratic attitude, and communicative manner started to appear during the 
process of teaching and learning English especially when they dealt with discussion among 
the students. In the other side, religiousness and social awareness were applied by one of the 
research subjects consistently. These character values were observed by the researcher mostly 
beyond the learning time at the school.

Therefore, it is suggested that teachers have training or seminars in which they are be able 
to modify their syllabus or lesson plans in such ways that include/cover the character values 
required by the ministry of education and culture. So that, in recent years, the teachers should 
state the character values in their teaching equipment. As the consequences, many teachers 
do that as the obligation because actually they do not understand well about it. In the end, the 
school should facilitate the training specifically for the teacherabout character education and 
how to implement it into teaching and learning activities.
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Abstract
This study aims at determining strategies used by the students quantitatively to solve the problems 
in the course of Writing. The population of the study are the students who are taking Writing 3 
in which the sample are all students due to the homogeneous characteristics especially in the 
aspect of academic achievement. Research findings contribute to the various parties like: students, 
lecturers, an educational laboratory manager and curriculum designers of English Study Program. 
For quantitative data, Strategy Inventory for Language Learning (SILL) (Oxford, 1989)is used. In 
addition, the needed data for processing skills chosen by the respondents, three approaches (Process 
Approach, Process-Genre Approach, and Product Approach) are investigated. The results are as the 
following: (1) Process Approach (students’ experience to support the writing), (2) Process-Genre 
Approach (the model of the text should be known by the students), and (3) Product Approach (helping 
students write in structure, vocabulary, and transition signals). The implications of this study are that 
the preferred strategies used by the respondents should be well instructed to all students especially 
for those who are taking Writing 3.

Keywords: Language Learning Strategies and Writing

1. INTRODUCTION
Various problems were faced by the students in writing as subject. In general, the students 

who take English Department come from various majors at senior high school level (social 
science, exact science, religious major, and vocational major), in which they took a small portion 
of English in a large class (more or less 40 students in one class).Specifically, the students need 
more times to adjust to academic atmosphere of English Department in which English language 
is fully used as medium of instruction. Most of them are not so active in using the productive 
skills (speaking and writing) rather than the receptiveskills (listening, reading, structure, and 
vocabulary items). In other words, they are not so strong in oral and written communication. 

Such basic problems faced by the students had become serious matters in the part of 
the students and English lecturers. The students had taken serious attention to learning and 
teaching process in the classroom. In addition, the students have also done a series activities to 
utilizeauthentic materials, suggested by the lecturers. Besides, the students incline to do group 
discussion in order to share ideas.

Afterwards, lectures have given direct or indirect aids in order to improve the students’ 
mistakes in writing. The improvements have been done by the students in teaching and learning 
of writing.

1.1 Brief Review of Related Theories
1.1.1	 Definition	of	Learning	Strategies

Rubin (1987) defines the language learning strategies as a unified approach, the steps and 
everyday use someone to facilitate the acquisition, collection and use of information relating 
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to the purpose of communication. Wenden & Rubin (1987) restricts the behavior in which a 
person uses and second language learning activities.

Chamot (1987) defines the language learning strategies such as approaches, techniques, 
and measures to facilitate the learning process and incorporating aspects of linguistic and 
content information. Ellis (1994) focuses on language skills and learns the language. Secondly 
it is useful in the process of learning the language. Lan (2005) saw it as a wide range of behavior 
that is used in language learning; differ according to the style of language. The strategy can be 
used in particular in accordance with the nature of the four language skills (listening, speaking, 
reading, and writing).

Briefly, language learning strategy can be summarized by the coverage of various key 
elements such as the context of the use of language, learning the target language, and appropriate 
steps to learn language-including English.

1.1.2	 Definition	of	Writing
Various definitions of writing have been made by several experts from different perspective 

views. Jyi-yeon Yi (2009) states that writing skill is included in main standardized testsworldwide 
as well as nationwide, as writing assessment is employed as a part ofperformance assessment in 
classroom testing. In addition, he also states that writing skill is a process of strengthening other 
aspect of language ability. He found the information from reading activity, observation, other 
people, and the needed data. Then, he tries to write massages from the information through 
writing activity of specific goals. Reid (1993) defines writing skill as step to produce language 
done by someone when he is speaking. It means that writing is a spoken action of through 
paper and computer screen. In addition, the writing activity can not be separated from contact, 
situation, and experience.

2. RESEARCH FINDINGS ON THE USE OF LANGUAGE LEARNING 
STRATEGIES IN INDONESIA

Various studies have been done on English language learning strategies in Indonesia. A 
number of language learning strategies have been studied such memory strategies, cognitive, 
compensation, meta-cognitive, affective, social and related to various factors such as socio-
economic, academic background, income elderly, and others.

Nenden Sri Lengkanawati (2004) found that memory strategies, meta-cognitive, and 
affective more widely used by EFL students in Indonesia than in other Australia.Other findings 
are cognitive learning strategies, compensation, social and more widely used in Australia 
than in Indonesia. Johari Afrizal (2005) concluded that most of the students prefer to learn 
strategies meta-cognitive and affective than strategies learning strategies memory.Gender and 
socioeconomic factors do not differ significantly in the use of language learning strategies.
Kartika Naswantara (2010) concluded that both the ITS student has a different way of learning 
the language but both can work together for the advancement of learning.

Fakhri Ras (2011) concluded that use of Strategy Inventory for Language Learning 
(SILL) by senior high school students as the city of Pekanbaru is at a medium level, where 
social strategies were the highest among the various learning languages   studied (memory, 
cognitive, compensation, meta-cognitive, affective , and social). Additionally, the use SILL 
positively correlated to the achievement of learning English are achieved by senior high school 
students as the city of Pekanbaru. And then, research of Fakhri Ras (2012) found that use of 
Strategy Inventory for Language Learning (SILL) by senior high school students as the cities 
of Dumai, Bengkalis, and Selatpanjang are at the medium level, where social strategies were 
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the highest among the various learning languagesstudied (memory, cognitive, compensation, 
meta-cognitive, affective , and social). Additionally, the use SILL positively correlated to the 
achievement of learning English are achieved by senior high school students as the cities of 
Dumai, Bengkalis, and Selatpanjang.

3. RESEARCH FINDING IN wRITING
In the last several years, various studies have been done in writing skill by some researchers 

of English language. Rollinson (2005) states that social dimension in Peer Feedback can improve 
positive attitude of the respondents toward writing which increases motivation, creativity, and 
attractiveness. Kurt and Atay (2007) also conclude that in Peer Feedback can improve self 
confidence and decrease level of anxiety in writing.

Xianghua (2010) concludes that university students in China incline to consider reading 
aspect, judge the value of argumentative text, and make plan before writing. Tatabaci and 
Farzaneh (2012) define the students who are in group of experiment achieve higher score 
compared to those who are in control group in Iran. This matter occurred to sub-skill of writing 
such as focus, elaboration, organization, convince, and vocabulary items. In turn, the portofolio 
assessment can be regarded as strategy that can improve writing ability.

Diniyah (2013) found that the majority of the students have done mistakes in verbs, 
patterns, punctuation marks and spelling. Baliya (2013) concludes that the use of the method of 
cooperative learning is more effective to decrease the students learning difficulties in discussion, 
creativity, and thinking in group overall the whole class.

3.1 Data Analysis and Discussion
3.1.1	 The	Profile	of	the	Respondents
The respondents of this research chosen based on gender and field of study. The information 
about the respondents’ profile can be seen in table 1 and table 2.

Table1. Distribution of Respondents by Gender
No Gender Frequency Percentage

1 Male 9 45.0 %

2 Female 11 55.0 %

Total 20 100.0 %

From the above table shows that the respondents consist of 9 male students and 11 female 
students. The total number of the respondents is 20 students.

Table 2. Distribution of Respondents by Field of Study 
No Field of Study Frequency Percentage
1 Natural Science (IPA) 10 50.0%
2 Social Science (IPS) 10 50.0%
Total 20 100.0%

From the above table shows that the respondents are the students who come from two field of 
studies at senior high school (natural science – 8 students and social science - 10 students).
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3.1.2 Analysis of Quantitative Data
This section describes the data of strategies used in writing skills based on gender and 

field of the study of the respondents. The data are as in table 3 and table 4.

Table 3. Use of Strategies in Writing Skill by Gender

Variable
Strategies used Gender

Male Female

Writing

Writing Diary by using English
Making an article of fun story using English

Writing English sentences everyday
Correcting errors of essay writing
Writing short story in English

Enriching vocabulary mastery
Learning how to make good sentences, 
paragraphs, and essays
Writing Diary by using English
Making an article of fun story using English
Writing English sentences everyday

In the above table, the respondents (male students and female students) use some 
prominent strategies that suit to them to do writing. For example, the male students tend to use 
the following ways such as, writing Diary by using English, making an article of fun story using 
English, writing English sentences everyday, correcting errors of essay writing,andwriting short 
story in English.

While the female students also use various strategies in writing like enriching vocabulary 
mastery, learning how to make good sentences, paragraphs, and essays, writing diary by using 
English, making an article of fun story using English, and writing English sentences everyday.

Table4. The Use of Strategies in Writing Skill byField of the Study of the Respondents

Variable
Strategies used by Field of the Studyof Respondents

Natural Science Social Science

Writing

Writing Diary by using English
Making an article of fun story using 
English
Writing English sentences everyday

Writing short story of English
Enriching vocabulary mastery
Learning how to make good sentences, 
paragraphs and essays

From the above table, the respondents (Natural Science and Social Science) use some 
different strategies that suit to them to do writing. For example, Natural Science students 
tend to use the following ways such as, writing diary by using English, making an article of 
fun story using English, and writing English sentences everyday.Although respondents from 
Social Science students also use various strategies in writing like writing short story of English, 
enriching vocabulary mastery, andlearning how to make good sentences, paragraphs, and 
essays.

3.2 Analysis of Qualitative Data
The research findings in the part of qualitative data are those strategies selected by 

respondents in 3 aspects of writing skills. The explanation of each component of writings 
method can be seen in the following tables.



e 219   f 

Proceedings 
Teaching and Assessing L2 Learners in the 21st Century

3.2.1 Process Approach
Table 5. Process Approach

No. Statement SD D UN A SA

1 Students need to discuss with peers about the ideas (such as topic, 
thesis statement, and supporting details) of what they are writing. 16 4

2 Students need to collect as many Supporting ideas as possible 
about the topic that they write. 1 12 7

3 Students should make a plan or an outline before they start writing. 4 11 5

4 Students’ experience/knowledge is important for them to find 
things to write. 1 2 6 11

5 Students have to write down as many ideas as possible for their 
first rough draft. 7 10 3

6 Students also need to consider peers’ various ideas about the topic 
they write. 14 6

7 Students have to consider the purpose and the readers such as peers 
and the lecturer for their writing. 4 12 4

8 Students have to consider about the organization of their writing. 5 10 5

9 Students need to use dictionary to check unknown words when 
they write. 2 11 7

10 Students need to talk with peers about unknown words when they 
write. 4 10 6

11 Students have to produce subsequent drafts. 7 12 1

12 Students have to revise the draft for content and clarity meaning. 1 3 14 2

13 After individual revising, students need to confer their writing with 
peers and with the lecturer. 2 4 12 2

14 Students have to edit the draft individually and collaboratively with 
peers and the lecturer. 1 4 12 3

15 After getting feedback from peers and the lecturer, students need to 
rewrite the final, polished draft. 1 2 10 7

TOTAL 0 6 49 172 73

As seen from the table 5, there are 15 statements that describe the Process Approach. 
Among them, there is a statement (number 4) that can be said as the most preferable strategy 
used by the respondents, that is the students’ experience/knowledge is important for them to find 
things to write. This strategy is followed by some more strategies like in the statement number 
2 “supporting ideas as possible about the topic that they write”, in the statement number 9 
“students need to use dictionary to check unknown words when they write” and in the statement 
number 15 “after getting feedback from peers and the lecturer, students need to rewrite the final, 
polished draft”. It does not mean that the rest statements in the category of “strongly agree” 
(SA) are not so crucial. In the same sense, there are also several strategies trend to be used by 
the respondents in the category of “agree” (A) to support the strategies use in the category of 
“strongly agree” (SA).
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2.2.2 Process-Genre Approach
Table 6. Process-Genre Approach

No. Statement SD D UN A SA

1 At the beginning of the lesson, students need to pay attention to 
the particular pattern of essay organization being discussed. 1 16 3

2 Students also need to pay attention to thesis statement for each 
organization. 15 5

3 The model text is very important for students to know. 1 10 9

4 Students need to pay attention on how text organization 
developed to accomplish its purpose. 13 7

5 Students have to pay attention on the type of brainstorming 
activity applied by their lecturer. 3 14 3

6 Students have to contribute ideas in brainstorming activities. 1 4 14 1

7 Students also need to participate in making plan/outline for the 
model essay. 3 13 4

8 Students need to contribute information and ideas for the first 
rough draft of the model essay together with the lecturer. 5 14 1

9 Students also need to pay attention to the use of transition signals. 1 4 14 1

10
After the draft of the model essay is finished, students, together 
with the lecturer edit the writing first in terms of content and the 
clarity of meaning. 

1 17 2

11 Students need to apply one of the brainstorming techniques (free-
writing, listing, or clustering) to generate ideas of their writing.  3 13 4

12 Students have to make a plan or an outline before they start 
writing an essay. 1 16 3

13 Students need to depend on their own experiences/knowledge to 
find things to write. 2 10 8

14 Students need to consider the purpose and the audience (peers 
and lecturer) for their writing. 4 12 4

15 Students need to write down as many ideas as possible for the 
first rough draft. 1 9 8 2

16 Students may refer to the model essay when they write an essay 
individually. 18 2

17 Students need to use dictionary to check unknown words when 
they write. 2 12 6

18 Students need to talk with peers about unknown words when they 
write. 2 16 2

19 Students produce subsequent drafts. 1 4 14 1
20 Students revise the draft for content and clarity of meaning. 3 13 4

21 After revising the draft individually, students confer their writing 
with peers and with the lecturer. 3 15 2

22 Students need to consider peers’ various ideas about the topic 
they write. 4 13 3

23 Students have to edit the draft individually and collaboratively 
with peers and the lecturer. 1 2 14 3

24 After getting feedback from peers and the lecturer, students have 
to rewrite the final polished draft. 5 11 4

TOTAL 0 7 64 325 84

As can be seen above, there are 24 statements that describe the Process-Gender Approach. 
Among them, there is a statement (number 3) that can be said as the most preferable strategy 
used by the respondents, that is themodel text is very important for students to know. This 
strategy is followed by some more strategies like in the statement number 4 “students need to 
pay attention on how text organization developed to accomplish its purpose”, in the statement 
number 13 “students need to depend on their own experiences/knowledge to find things to 
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write” and in the statement number 17 “students need to use dictionary to check unknown words 
when they write”. It does not mean that the other statements in the category of “strongly agree” 
(SA) are not so necessary. In line with them, there are also several strategies trend to be used 
by the respondents in the category of “agree” (A) to support the strategies use in the category 
of “strongly agree” (SA).

2.2.3 Product Approach
Table 7. Product Approach

No. Statement SD D UN A SA

1 Model essays are very important for students to learn 
before they write. 1 12 7

2 Students need to learn model essays in term of highlighted 
features, such as sentence structure and vocabulary.  1 14 5

3 Students also need to study model essays in term of essay 
organization. 4 13 3

4 Students need to pay attention on the thesis statement and 
topic sentences of each body paragraph of the model essay. 1 1 14 4

5 The highlighted features of the essays need to be discussed 
and practiced in detail. 1 13 6

6
Students have to participate in the practice of highlighted 
features: sentence structure, vocabulary, and transition 
signals.

1 13 6

7
The practice of sentence structures, vocabulary, and 
the transition signals helps students a lot when writing 
individual essay. 

1 10 9

8
When writing an essay, students need to apply one of 
the brainstorming techniques: free-writing, listing, or 
clustering to generate ideas. 

3 15 2

9 Organization of ideas is very important and even more 
important than the ideas themselves. 2 6 12

10 Students need to make a plan or an outline before they 
start writing. 1 1 16 2

11 Students have to use their own experiences/knowledge to 
find things to write. 1 1 12 6

12 Students have to write down as many ideas as possible for 
their essay. 5 14 1

13 Students have to use various transition signals when 
writing individual essay. 5 14 1

14 Students need to use dictionary to check unknown words 
when they write. 1 1 13 5

15 Students need to talk with friends about unknown words 
when they write. 2 13 5

16 Students need to refer to the model essay when they write 
an essay. 4 13 3

TOTAL 0 8 36 211 65

Based on the above table, there are 16 statements that describe the Product Approach. 
Among other things, there is a statement (number 7) that can be said as the most preferable 
strategy used by the respondent, that is “the practice of sentence structures, vocabulary, and the 
transition signals helps students a lot when writing individual essay”. This strategy is followed 
by some more strategies like in the statement number 1 “model essays are very important for 
students to learn before they write”, in the statement number 5 “the highlighted features of 
the essays need to be discussed and practiced in detail”, in the statement number 6 “students 
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have to participate in the practice of highlighted features: sentence structure, vocabulary, and 
transition signals” and in the statement number 11 “students have to use their own experiences/
knowledge to find things to write”. It does not mean that the rest statements in the category of 
“strongly agree” (SA) are not so important. Accordingly, there are also several strategies trend 
to be used by respondents in the category of “agree” (A) to support the strategies use in the 
category of “strongly agree” (SA).

4 CONCLUSIONS AND RECOMMENDATION
4.1 Conclusions
After this research has been conducted, there are some conclusions can be taken as follow:

There are some preferred strategies used by respondents to do writing skill based on 
gender are writing diary in English, writing fun stories in English, and enriching vocabulary 
mastery.

Preferred strategies used by respondents to do writing skill based on field of study are 
writing diary in English, writing short stories in English, and learning how to make good 
sentences, paragraph, and essays.

In the process approach, there is a statement (number 4) in the category of “strongly 
agree” (SA) that can be said as the most preferable strategy used by the respondent, that is “the 
students’ experience/knowledge is important for them to find things to write”.

While in the process-genre approach, there is also the most preferable statement in the 
category of “strongly agree” (SA) chosen by respondents. The statement is number 9 “the 
model text is very important for students to know”.

Then, in the product approach, there is a statement (number 7) that can be said as the 
most preferable strategy used by the respondent, that is “the practice of sentence structures, 
vocabulary, and the transition signals helps students a lot when writing individual essay”.

4.2 Recommendation
Based on the above research findings, there are two methods that need to be recommended. 

The recommendations are as follows.
The use of language learning strategy should be maximized to do writing skill in order to 

achieve as satisfactory result.
The strategies that have been applied before should be developed by the students and 

lectures as well in order to get very suitable writing strategies in the new future.
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Abstract
Listening is a basic skill for learning a new language. In classroom, besides acquiring the language 
system, the main purpose of listening task is to get information. How much information you get 
will depend on listening strategies that you use. In this case, teachers need to introduce and teach 
listening strategies so that learners can get more information needed to enhance their listening 
comprehension. Thus, this paper intends to describe listening strategies and purpose several possible 
activities to implement listening strategies in English as Foreign Language classroom. Recognizing 
type of text, going for gist, guessing on the basis of knowledge of the world, using tone of speakers’ 
voices for clues, picking out cognates, identifying unfamiliar phrases and playing relevant section 
of the tape, holding unfamiliar sounds in head and saying them, trying to break down the stream of 
sound into individual words, trying to write the sounds down and to relate them to written words 
previously learn and listening out for clues from the tense and word order are listening strategies that 
can be used in the classroom. By implementing the strategies, learners can extract the information 
needed in order to have better comprehension.

Keywords: listening, listening strategy, learning strategy

1 INTRODUCTION 
Listening is a major component of language learning (Brown, 2007; Bozorgian & Pillay, 

2013; Harmer, 2012; Peterson, 2001). In first language acquisition process, babies acquire 
language through listening. Listening to other people talks is how they acquire the language. 
Therefore, listening is the basis for learning a language.

In EFL context, listening is one of the skills that need to be developed. In the classroom, 
learners require the ability to listen to process all the input given by the teacher. In addition, 
learners can form productive skills through listening (Nation & Jonathan 2009). Harmer (2007) 
said that learners could practice their pronunciation by listening. The more they listen and 
understand the words in the English, the more they absorb the tone, intonation, stress and speed 
sound. Moreover, Harmer (2007) affirmed that the success of a communication depends not 
only on the ability to speak but also on the ability to listen effectively.

Moreover, listening is also useful in learners’ everyday life. Most learners want to be able 
to understand English when interacting in English, or at the time of hearing talk on television or 
radio, movies, songs, social media and so forth. Here, the role of teachers is needed to improve 
listening skills learners.

Basically, the main purpose of listening is to obtain information. How much information 
is obtained depends on the listening strategy used. Therefore, teachers need to introduce and 
teach listening strategies so that learners can obtain the information they need as optimal as 
possible. Thus, this paper intends to describe listening strategies and purpose several possible 
activities to implement listening strategies in English as Foreign Language classroom.

2. LISTENING
Listening is one of the receptive skills that is often compared to reading. Nunan (2003) 
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explained that there are two things that must be considered to distinguish these two receptive 
skills. The first is listening occurs in real time. In the interaction, the information received need 
to be processed fast so that the interaction can go smoothly. Moreover, people could not review 
or look for difficult words in listening. The second is listening frequently occurs in the middle 
of interaction and requires a productive response. During the interaction, people should not 
only listen carefully but also give a response so that the communication can be meaningful.

Basically, listening is an activity of paying attention to others talks. In other words, 
listening is an active process that occurs in the human mind to make sense of what listener had 
heard (Nunan, 2003; Nation & Jonathan, 2009; Underwood, 1989). Moreover, listening is not 
only process what is heard, but also connect it with any information or knowledge that has been 
known in advance so that the meaning can be formed as a whole. Thus, in listening, meaning is 
shaped by the context.

In listening process, the same as reading, the term ‘bottom-up’ and ‘top-down’ is also 
used to distinguish the process of listening. The process of ‘bottom-up’ emphasizes on the 
decomposition of the smallest units (syllables and phonemes) to form meaning (Wilson, 2008). 
While the ‘top-down’ more emphasizes on the use of the prior knowledge to predict the content. 
Wilson (2008) found that the comprehension that is formed from the ‘top-down’ will depend 
on what happens before listening activities take place, while on the ‘bottom-up’ meanings 
are formed depends on the linguistics aspect on the text. Here is more detail about these two 
processes.

(i) The process of “bottom-up”
In this process, the meaning will be formed from the smallest component to most major 
components. Starting from the phoneme, syllabic, lexical, syntax, semantics, propositional, 
pragmatic, and interpretive (Field, 2003). Thus, the information contained in the text is used as 
a guide to understand the meaning of the text.

(ii) The process of “top-down”
The ‘top-down’ is used to process the message as a whole by linking it with knowledge beyond 
discourse. Actually, the meaning, which is formed through this process, also comes from the 
linguistics aspect on the text but the process will not only use linguistic knowledge but also 
it will be integrated with other readers’ knowledge. In short, this process uses readers’ prior 
knowledge, context and schemata to predict the meaning in the text (Nation & Jonathan, 2009; 
Hedge, 2000; Wilson, 2008).

Basically, both ‘bottom-up’ and ‘top-down’ are complement each other. Moreover, readers 
tend to use both processes simultaneously. This is known as Interactive models (Wilson, 2008). 
In addition, Van Duzer (1997) said that learners should be aware that both of these processes 
will affect their listening comprehension; therefore they have to learn to use both at a time.

2.1 The Principles of Listening
Brown (2007) found six principles that should be applied in the teaching listening skill. 

These principles can be developed to make techniques and listening activities become more 
effective and efficient. The principles are as follows:

(i) Include a focus on listening in an integrated-skills course
If the curriculum implements the integration of the four language skills (listening, reading, 
writing, and speaking), then we need to realize that every skill should have the same portion. 
There is no exception for listening because students are able to gain a lot of benefits through 
listening.
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(ii) Use techniques that are intrinsically motivating
Knowing the background of the learners is important in the process of language learning. This 
information can be used to design more interesting listening activitiesthat are able to motivate 
learners.

(iii) Utilizeauthentic language and context 
The use of authentic language and context is surelybe beneficial for the learners because they 
are able toacquire the language used in real life. Moreover, learners’ motivation will certainly 
increase because they are able to see that the activities are meaningful.

(iv) Carefully consider the form of the learners’ responses
Comprehension is something that is invisible. Therefore, teachers must design the activitiesthat 
can confirm learners’ responds whether the comprehensionhas been correct.

(v) Encourage the development of listening strategies
Most learners are not aware of how to listen. Thus, teachers need to introduce and teach 
strategies that can be used to listen so that the learners can process information effectively and 
efficiently.

(vi) Includeboth bottom-up and top-down listening techniques
It is important to introduce these processes to the learners because these processes provide 
direction on how to process information and deduce the meaning of spoken discourse.

2.2 Purposes and Types of Listening
Each activity always has a purpose or goal, as well as listening. Listening happens because 

theinformation in the discourse is important to be known. Wilson (2008) stated that we learn 
to listen and we listen to learn. So, one of the main goals of listening is to get the information. 
However, it is undeniable that people also do listening activities only for entertaining themselves. 
Therefore, another goal of listening is for pleasure. Furthermore, Brown and Yule (1983) use 
the term “Transactional” to describe the objectives relating to the exchange of information and 
“Interactional” to describe a social purpose in communication.

According to Nation and Jonathan (2009), listening can be distinguished by two main 
types, namely One-way and Two-way listening. One-way listening is typically associated with 
transferring information. This type is known as transactional listening. In contrast, two-way 
listening is associated with maintaining social relationships; the term is commonly known as 
interactional listening.

Rost (2011) described six types of listening in the classroom. The types are as follow:

Intensive
In this type, the learning focus is on the aspects of phonology, syntax, and word.  Learners pay attention to 
what is actually said and teacher provides feedback that is focused on accuracy.

Selective
The main focus lies on the main idea or gist. In practice, learners try to extract important information and 
build the information into more meaningful information. Here, teacher plays an active role during the 
activity and provide feedback on task completion.

Interactive
In this type, becomingan active listener is the main goal. Here, learners try to explain the meaning or form 
of what they have listened to. Learning activities can be a question and answer session between the learners 
and learners or learners and teacher to seek information or negotiate to find a solution. In this case, the 
feedback given is focused on the shape and outcome of the interaction.

Extensive
This type of listening is focused on a sustainable basis. Thus, learners listen to longer texts and the activities 
mostly focus on meaning. Here, the teacher gives feedback globally and emphasize the activities on 
strategies to comprehendthe speech.
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Responsive
In responsive type, the focus is on the response to a given input. Learners look for an opportunity to respond 
and prove their opinions and ideas. In these activities, the teacher’s role is to motivate the learners so that 
they arebe able to express the ideas and opinions.

Independent
The main focus of this type of listening is the management of the learners’progress. Here, the learners do 
their own learning as choose their own tasks, monitor their own progress and choose their own patterns of 
interaction. The teacher’s role is to provide global feedback on learning patterns that the learners do.

3. LISTENING STRATEGIES AND THE IMPLEMENTATION IN EFL 
CLASSROOM

Strategy is an attitude or behavior, which is done deliberately and consciously to improve 
the learning process so that the information received can be processed effectively and efficiently 
(Wilson, 2008). A good listener uses some strategies that are tailored to the purpose of listening. 
Therefore, listening strategies need to be taught to learners.

Input received through listening is the key to language acquisition.Therefore, effective 
listening strategies are important not only to produce but also to acquire a language (Hedge, 
2000). Here are ten listening strategies proposed by Granfell and Vee (1999) and its application 
in the EFL classroom:

(i) Recognizing type of text
•	 Learners listen to some types of short text and asked to guess the type of the text 

by considering the speaker’s tone of voice, speed, and other sounds.
(ii) Going for the gist

•	 Learners are asked to identify the topic of a piece of text that is listened.
•	 Learners listen to the dialogue and determine what topics are being discussed. 

After that, they match the topics discussed with images that have been 
provided.

(iii) Guessing in the basic knowledge of the world
•	 Prior to listen, teacher and learners discuss the topic and predict the speaker’ 

perception on the topic. Use the scheme KWL (Know / Want to Know / Learnt) to 
attract knowledge on the topic. Provide guidance to learners by giving headlines 
and titles. Let them predict additional content before listening to the recording.

(iv) Using tone of speakers’ voices for clues
•	 Learners listening to a few sentences with a different intonation and give 

punctuation to the statement (.), Question (?), Sentence or order (!).
•	 Learners listen to a dialogue between two people and determine whether the 

speech uttered is a question, statement, or command.
(v) Picking out cognates

•	 Learners and teachers brainstorm to predict a list of words and phrases that might 
appear in the recording. Then, learners listen to recordings and mark the words 
that appear.

(vi) Identifyingunfamiliar phrases and playing relevant section of the recording
•	 Learners are asked to guess the words or phrases that are unfamiliar or difficultby 

using use their reasoning. Then, the learners guessed by considering the context 
and grammatical signs that exist in the discourse.

(vii) Holding unfamiliar sounds in head and saying them
•	 When the learners identify the sounds that they do not know, teachers play the 

recording again. Learners are asked to pronounce the sound repetitive and write 
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it down on paper.
(viii) Trying to break down the stream of sound into individual words

•	 Learners try to extract sounds listened and write it on the paper.
(ix) Trying to write the sounds down and to relate them to written words previously 

learn n the sound listened to
•	 Learners write down what they have listened and compare the results of their 

writing with the actual text.
(x) Listening out for clues from the tense and word order

•	 Learners are asked to use a grammar and word category to identify both words 
and context in which oral discourse is heard.

4. CONCLUSION
Listening is a skill that is sometimes underestimated and neglected compared with other 

language skills. However, it is important to realize that listening is the basic skill that needs to 
be sharpened in order to learn a language. To developlearners’ listening skills, teacher needs 
to introduce listening strategies to the learners. There are ten listening strategies that can be 
introduced and applied in the classroom, namely: (1) Recognizing type of text, (2) going for 
gist, (3) guessing on the basis of knowledge of the world, (4) using tone of speakers’ voices 
for clues, (5) picking out cognates, (7) identifying unfamiliar phrases and playing relevant 
section of the tape, (7) holding unfamiliar sounds in head and saying them, (8) trying to break 
down the stream of sound into individual words, (9) trying to write the sounds down and to 
relate them to written words previously learn and (10) listening out for clues from the tense 
and word order. Teachers should be more focus on developing listening strategies primarily on 
learners with a low level so that they can become independent learners and confident In short, 
by applying listening strategies appropriately, learners can be good listeners which are able to 
listen effectively and efficiently in the future.
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Abstract
A culture if it is to maintain its existence must have values by which its people identify themselves, 
how they should act and what the people think is important.  It is very often mentioned that the 
success of foreign language learning must be an integrative one since language and culture are two 
intertwining aspects, the missing of one would cripple its speaker. While it is true that in intercultural 
communication one needs to understand the culture whose language he is learning, immersing the 
learner just in the foreign culture could, at best, devalue his own cultural identity. Learning a foreign 
language and culture may also be viewed as a reflection to how well we are consciously aware of 
our own. The one component aspect a foreign language learner often suffers from is his inability to 
recognize or say what values he adheres. The writer’s point here is that in order for the learner to be 
equally balanced in his understanding of the target language and maintain his own cultural values, 
it is necessary for the teacher of English to juxtapose values from both cultures in the materials that 
he is using. One way this could be done is by introducing value concepts of both cultures through 
reading materials. A true cross-cultural understanding is when the foreign language learner is 
consciously aware of values from both cultures; then, a growth toward a mature individual could be 
expected as he constantly masters both values and has choices as to which or what values he feels 
fit to identify himself with. 

Keywords: cultural values, cross-cultural understanding, intercultural communication 

1. INTRODUCTION
In the area of English language teaching it is often cited that the best way of mastering it is 

to learn it where that language is being spoken as native language, such as in America, England, 
or Australia. This is, no doubt, giving the opportunity for the learners to get immersed with the 
native speakers both inside and outside of the classroom situation. The question is what strategy 
or strategies one should apply when the learning takes place in the learners’ own native country, 
like in Bali, Indonesia, where English is not used in daily conversational communication. In 
spite of the fact that English is taught starting from junior high school up to the university, and 
for the last decade even many elementary schools have included English in their curricula, 
the teaching of English is far from being communicatively engaged. In so far as English is 
concerned it is still considered as a foreign language, the teaching of which has been focused 
mainly on grammar and reading comprehension rather than on communicative skills. 

Consciously or not the teaching of English often highlight aspects of cultural values that 
would overshadow the learners’ future identity. The much over-stated aspect of teaching English 
is that teachers of English must integrate his class in the native speaker’s model of the English 
language, since in this case English is viewed as conveying with it the whole cultural aspects of 
the native speakers. So, one of the best materials to be used in the classroom is authentic materials 
depicting how native speakers act and talk in their own social setting and environments with 
values all associated with their culture. Some of these values are individuality, independence, 
autonomy, privacy, informality, equality, fairness, directness, etc. It is not that these values are 
bad; rather, how they are manifested in real social life would be in contradiction with some 



e 232   f 

Proceedings 
The 62nd TEFLIN International Conference 2015

aspects of the cultural values from where the language learners come from. Aspects of these 
values taught at schools through English as the target language (TL) without consciously 
comparing them with the learners’ native language-cultural values could be mistaken as having 
originated from their own culture thus in their future life anything local could be viewed as being 
too traditional, un-modern, not independent, etc. In his article entitled Tourism, Language, and 
Culture: Toward an Autonomous Learning, published in ICSD (International Conference on 
Sunstainable Development) 2012, exploring the conflicting values that language learners have 
to face, the writer mentions that

In Bali meals are generally eaten three times a day. Visiting a Balinese house, a guest could expect that 
his host would offer him a meal or something to eat, regardless of whether his host has the food or not, 
being aware that his guest would give a negative response. Depending on the time of the day, the host may 
insist that the guest join him/her for the meal. The guest then has, hypothetically, to resume his/her strategy 
whether to accept the offer or not. This ritual between host and guest, which follows certain formulas, 
may end with the guest having had to, whether s/he wants it or not, comply to accept a cup of sweet coffee. 
(p.577)

In a similar situation directness is being expected in the American English culture. The 
writer cited Livine and Adelman (1982, p. 21) that 

at a dinner party, for example, “it would not be unusual to find that the host does not repeat an offer more 
than once. (Hosts may offer food twice but usually not more than that.) If guests are hungry, they need to 
say directly, “yes, I’d like some more, thank you.” If they hungry but say, “No, thank you,” out of politeness, 
they may remain hungry for the rest of the evening. A host will assume that a guest’s refusal is honest and 
direct. (p.578)

Looking at the two examples above it is easy to see how far apart the difference is between 
the Balinese manner and that of the English. It is obvious that when the Balinese is engaged in 
an interaction of whether to accept an offer, politeness is the value that needs to be observed. It 
works like a tug-of-war, pulling and ceding several times before one side is completely ceding 
to the other side in order to celebrate. On the other hand, in English directness is being valued. 
The assumption goes that we are to be honest with our own state of affairs. Both sides are 
working on the basis of trust. The person giving an offer trusts that the person given an offer 
gives an honest answer, and vice versa, that the person given the offer trusts that the offer is 
an honest offer. We cannot argue for one over the other as both ways have grown out of the 
mould of their cultural customs. In one culture the people emphasize on being polite while in 
the other culture emphasizes on being direct. The one often-misrepresented in the cross-cultural 
discussion is that the differences are being ram-battered in which if, for example, one culture 
values politeness the other must be impolite for doing the opposite way; and, if another culture 
values directness the other must be indirect. As seen above, the emergence of values is a matter 
of perspective which is imposed by many cultural factors that exist in that particular culture. 
The differences between/among cultures are not a matter of opposites. They must be seen as 
bodies of living entities whose growths are very much contingent upon the intakes of food from 
their respective environments. 

Communication is not a matter of language only. It involves non-verbal gestures as well. 
When two people from two different cultural backgrounds are communicating they might use 
parts of their bodies to accompany their verbal utterances. Using either the right hand or the 
left hand to hand something to another and looking straight into eyes from time to time while 
speaking to another is the norm in the English culture, but it is no so the many parts of the world 
such as Indonesia. Using the left-hand to hand something to another and looking straight into 
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eyes frequently are considered impolite in Indonesia. 
The importance of collaborating values in the foreign language teaching becomes more 

urgently taken into consideration as the writer thinks that here in Bali some of the cultural 
values such as ‘honesty’ that the people have cherished so dearly seemed to have undergone 
steep erosion. As the recent news in the Bali Post (21 Mei 2015, p.9 and 22 Mei 2015, p. 9) has 
exposed that Bali’s integrity index in the national examination (IIUN) was among the lowest 
in spite of its highest score achievement average. In part of its introductory paragraph the Bali 
Post (22 Mei 2015) commented that, 

“Hal ini membuktikan pihak sekolah masih mengutamakan mengejar nilai tinggi, ketimbang mengedepankan 
proses pelaksanaan UN yang jujur (the writer’s emphasis) dan berintegritas. Di sisi lain, Bali menjadi 
daerah dengan peraih rata-rata nilai UN tertinggi menjadi tidak bermakna ketika nilai IIUN ini rendah. 

(This was to prove that schools still gave priority to high grades rather than the process of conducting the 
NE (National Examination) honestly and with integrity. On the other hand, Bali’s prestige as a region with 
the highest rank in the NE grade average became meaningless when its IIUN was low. 

As one strategy of teaching the English language focusing on the intercultural values would be 
a excellent way to reverse the condition or to reaffirm this value of honesty together with other 
values that the people adhere. 

2. METHOD
This article was written based on some literatures of teaching and learning researches 

available at the present time.  This is then very much a library research collaborated with the 
writer’s teaching experience in teaching Cross Cultural Understanding in the last six years.  
The two books, “Beyond Language” and “Face to Face”, that the writer has used have given 
a lot of ideas as how to work on intercultural values that the writer has been working on.  The 
current state of education is leaning toward adhering intercultural approach to teaching foreign 
languages.  This is in conjunction with the two text books that the writer has been using in Cross 
Cultural Understanding class, especially the “Face to Face” by Janger (1976) is very helpful 
in delineating what cultural values are.  In the case study he discusses about conflict between 
the host culture (i.e the English cultural value) and the foreign language learner’s culture.  By 
building up the theoretical knowledge and teaching experience, the writer comes to this proposal 
of teaching cultural values of both the target language culture and the foreign language culture, 
especially in comprehension classes would help learners to be an efficient language learner.  

3. DISCUSSION
3.1 An Integrative Approach vs. an Intercultural Approach in the English Language 

Teaching
An ideal teacher in an integrative approach of language teaching was to cultivate a native 

speaker-like linguistic competence to the FLL (foreign language learner) of the English language. 
In a way that the learner was expected to act and speak according to values of the TL (target 
language) culture. This article on the other hand is trying to give a different perspective. We are 
aware that for a learner to be able to speak close to a native speaker s/he needs be immersed 
in the TL culture like those immigrants who study English in the United States, but those who 
learn it in the environment of his or her native culture and whose every life is in constant contact 
with her/his country men who speak yet in differing vernaculars, immersing them in TL culture 
could mean a way of, as the result of that customization and distancing them from their own, 
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aggrandizing that foreign cultural values and putting away their own. If the language learning is 
to benefit the FLLs, they should be given a fair chance to discuss in this foreign language about 
their native cultural values in the expense of going native. 

The native speaker model got a harsh criticism from Byram (1995) for its only concern 
was “the competence of native speakers in interaction with other native speakers, as a basis for 
teaching a foreign language.” (p.24) He was of the opinion that foreign learners might be able to 
master the grammar of the language in reading and writing near native speaker-like; but when 
the spoken language performance in the real time production is being questioned it is obvious 
that “the native speaker model is an impossible target, and therefore condemns all learners and 
their teachers to failure.” (p.24) 

A lot of time the cultural aspects of the TL are difficult accommodate in the language 
teaching practice to the effect that they ignored altogether from the curriculum. Practitioners 
focus on language as a means of communication and integrate these cultural aspects in the 
language and thus they are unconsciously absorbing that foreign culture’s values. The ability 
to communicate then was more important regardless of the cultural content. Citing Pulverness 
(1996:7), Corbett (2003) mentions that “.......... Throughout the 1970’s and much of the 
1980s, syllabus design and material writings were driven by needs analysis, and ‘culture’ was 
subordinated to performance objectives.”  (p.2) He further says that recently there has been a 
movement to integrate ‘culture’ into the curriculum. He contends that the word ‘culture’ here is 
to be understood as not only the TL culture but also the  FLLs own culture:

“........, as learners come to a deeper understanding of how the target language is used to achieve the 
explicit and implicit cultural goals of the foreign language community, they should be prompted to reflect on 
the ways in which their own language and community function. The intercultural learner ultimately serves 
as a mediator between different social groups that use different languages and language varieties.” (p.2)

As culture is understood generally as both the TL culture and the LLs own culture it is well-
worth it to see how foreign speakers are different from native speakers. According to Byram, 
there are three essential differences between the two. First and foremost important is that they 
have different cultural identities as internalized dimensions of the personality. When these FLL 
speak with others—whether native or non-native speakers—they would react according to their 
own specific internalized perceptions of the particular persons they are dealing with. Based on 
the two differences, then it is “quite inappropriate to set as a target a native speaker model of 
communicative and cultural competence.” To him it is more important that the FLL to be able 
to “manage interaction across cultural boundaries, to anticipate misunderstanding caused by 
difference in values, meaning and beliefs and .....” (p. 25). He emphasizes that “intercultural 
competence involves comprehension not only of how we understand others but also of how 
others perceive us.” And the FLLs “... need to be aware of their own culture, of what they take 
for granted, of the cultural relativity of what they hitherto believed was natural and normal.” 
(p.27) Citing McLeod (TESOL QUARTERLY, 1976, p. 211), SidhaKarya (2012) mentions that 
cultural relativity is “a concept which says that there is a theoretical equality among cultures of 
the world; no one culture is worse or better than the other, each should be viewed as a complete 
system having an integrity of its own and as appropriate for its own members.” (p.583) The 
FLLs, together with the teacher, could explore the value systems of both cultures with open 
manners, appreciating both cultural value systems without feeling that either system is worse or 
more superior than the other. In this manner the FLL can go a step further that the FLLs, with 
the help of the teacher, can grow from within so that they can take control of their own learning, 
cultivate self-confidence by making use of their own resources of potentiality, develop it in a 
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way that conforms to their moment-to-moment living values as they grow. This kind of learning 
is hoped to produce individuals with the right to author and control their own lives. (Benson, 
2001, p. 55)

3.2 Teaching Values as an Intercultural Subject
In the next few pages we are going to look at some of the TL cultural values as well 

as the FLLs own cultural values. This is based on the writer’s own experience in teaching 
cross-cultural understanding or misunderstanding in that matter. What are values then? Taking 
a philosophical outlook in his book Values as integrating forces in personality , society, and 
culture, S. TakdirAlisjahbana (1974) speaks of value as a theory of  ethics, which “attempts to 
clarify the super-value or the ethical value called goodness, from which the norms of good and 
bad behavior in relation to the totality of life are derived.” (p.5) Thus, talking about values is 
talking about how good or bad one behaves in his/her society, how s/he acts in terms of what 
people believes to be good, whether what s/he says is already in accordance with the norms in 
the society or not. Basically values are the guiding principles that someone who belongs to a 
particular society need to observe. 

In the discussion on proverbs, Zanger (1993) expresses a similar view, that “values tell 
people how they should act and what their culture thinks is important. They teach what is right 
and wrong, according to a culture’s way of thinking.” (p. 61) Cultures of the world adhere 
different values, but many of them are similar. How these values are being used still depend 
on the customs of the people in that particular culture. “Though proverbs are part of the oral 
culture in the United States, good writers do not use them much. Famous Chinese essays, on the 
other hand, often begin with a Chinese proverb.” (p. 62) For a Chinese writer quoting a proverb 
shows how importantly they value knowledge of the past. It is not so with the Americans. For 
them originality is more important, for their life is more focused toward the future. By inventing 
something new they expect to have a better life in the future. That we in Indonesia may agree 
with Zanger what he says in his Background Reading of the Case Study about time, that an 
Indonesian person would not plan his/her day but wait until later what s/he feels like doing, is 
a matter of  a present orientation. (p.166) 

A teacher of English can take benefits from focusing on teaching values. Values here, as 
already been mentioned above are to be understood as those of the TL culture and the FLLs 
culture. Comparing the cultural values through reading comprehension, vocabulary exercises, 
case studies and background reading of the case studies, interviewing native speakers, and 
finding out what cultural values people in their society uphold and what personal values they 
themselves uphold is a way of activities that a teacher may want to do in or outside of her/his 
English class. During his placement as lecturer at STIBA Saraswati Denpasar, the writer has 
made use of two different textbooks: Face to Face, by Virginia Vogel Zanger (1993) and Beyond 
Language: Intercultural communication for English as a second language, by Levine Deena R. 
and Adelman Mara B (1982), which have been very helpful in clarifying some crucial points, 
firstly, cultural differences such as what is polite in one culture is impolite in another. Secondly, 
in communication what we do not say verbally could mean a great deal. Zanger mentions that 
“It is believed that 65% of communication happens nonverbally, or without words. Our face, 
hands, tone of voice, eyes, and other body movements often tell the real story.” (pp. 24-25) 
This is where the expression “... our own body language .... speaks louder than our words” 
comes from. More surprisingly is that in a more specific study in communicating attitudes 
and emotions in the United States, as mentioned by Levine, at. al. (1982) it was found that “... 
93% of the message was transmitted by the tone of the voice and by facial expressions. Again, 
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looking at the percentages of the studies it is the more importantly to talk about values. Non-
verbal communication is not universal. “What is acceptable in one culture may be completely 
unacceptable in another.” (p.44)

Some of the American values the two textbooks mention are: independence, individuality, 
autonomy, dependability, reliability, privacy, informality, equality, fairness, punctuality, respect, 
directness, honesty, hard-working, work ethic, trust, assertiveness, efficiency, etc. Whereas 
in other countries such as Latin American countries, Arabian countries, and Asian countries, 
the following values might be the norms: politeness, indirectness, respect, generosity, social 
life, mutual help, inter-dependent, family, formality, friendliness, hospitality, religiosity, social 
hierarchy, patience, morality, tolerance, humility, etc. 

Students learning the TL cultural values like those of the American should be able to 
reflect on their own cultural values and his or her personal values. This is where values work 
as a catalyst. When the learner finds differences in the way his partner-communicator speaks or 
acts which are not relevant or appropriate in his own culture he could respect or at least tolerate 
them without feeling offended. A well-learned intercultural communicator would be able to 
respond in an appropriate way by saying ‘yes, thank you’ or ‘No, thank you’ immediately 
(directness is being expected) when offered something in the TL culture without forgetting that 
in her/his own culture s/he might have to wait until the third or fourth offer is being extended 
before accepting it (politeness is being expected). 

In English saying ‘thank you’ is almost imperative no matter how insignificant a 
compliment or the favour is given by someone. While in other cultures like in Bali, a smile is 
enough to do it. In English asking how old someone is or if s/he has gotten married is considered 
to be impolite (understanding the idea of privacy is expected), while in Indonesia this kind 
of questions is quite common. This same intercultural LL would be able to tolerate when a 
foreigner is handing something with his left hand or pointing with his foot for something on 
the ground (as an expression of efficiency), and s/he would for the same activities of handing 
and pointing do them in accordance with her/his own cultural values, i.e. handing or pointing 
with the right hand (politeness/respect is being expected). Invited to a potluck party this FLL 
should be able to respond appropriately by bringing food or drink to share (fairness is being 
expected) as that is the custom in America without forgetting that when the invitation comes 
from his own countrymen bringing food could insult the host (generosity in the part of the host 
is being expected). 

This kind of cultural values needs to be taught explicitly and language materials do not 
need to be authentic. English teachers should be prepared to produce materials appropriate for 
intercultural communication rather than communication with native speakers of English only. 
As mentioned by Tickoo (1995) in his discussion on the irrelevancy of authentic materials in 
the Asian schools that 

“Although learning about English speaking cultures should form an integral part of a well-informed 
programme of English language teaching, English in Asia is no longer taught and learned merely (even 
primarily) for interacting with its native speakers. The English language is highly valued as a medium of 
modern knowledge, as a link language between different countries of multilingual Asia and with the rest of 
the world, ...” (p.108)

He further concludes that 

“..., the processes and products used to teach ... should reflect awareness of all the forces and factors that 
operate in the teaching-learning environment, contribute to each major goal, and most important of all, 
work towards a system in which languages and cultures live cooperate and live in harmony.”  (p. 108)
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4. CONCLUSION
Foreign visitors in Bali are from many different cultural language backgrounds. Many of 

them are non-native speakers of English who would not speak English like a native speaker of 
English. Understanding cultural values would strengthen the FLLs strategy in communication 
as he would be able to see the situation inter-culturally what to say in what context and at the 
same time maintain a strong hold on their own cultural values as they are able to see them as part 
of their identity, culturally and personally. At the personal level they should be able to see how 
understanding these values be a good way of avoiding misunderstanding, avoiding the possible 
over-identification with the new culture as was imposed by the integrative teaching/learning 
approach, and avoiding the glorification and exaggeration of one’s cultural positive aspects as 
the result of ethnocentrism. The language teacher then does not need to be a native speaker but 
someone who can understand both the TL culture and the FLL’s culture. The language program 
should, as mentioned by Corbett (2003),

... encourage learners to be critically aware of the roles that different languages play in their lives. The intercultural 
elements of this kind of second language education also require teachers and learners to pay attention to and respect 
the home culture and the home language. Learning materials have to incorporate aspect of the home culture, and non 
native teachers become particularly valued for their own ability to move between the home and the target culture. 
(p.4)

Language learning through intercultural approach inevitably requires the discussion of 
values of both the TL culture and FLL’s home culture. This “trains learners to be ‘diplomats,’ 
cultural diplomats, able to view different cultures from a perspective of informed understanding.” 
(p.2) In this way they become the bridge between the TL culture and their community, being 
able to be engaged in the foreign culture and to conduct themselves appropriately in their own 
community as well as to bring new light as the result of their learning new cultural values. For 
the individual FLLs themselves they should know by then what cultural values to maintain 
for themselves (while not opposing values held by the society in general) and what to adopt 
and adapt to and develop. This kind of transformation would be an asset invaluable to their 
communities.
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Abstract
This study aims to investigate teachers’ difficulties in designing and implementing 2013 Curriculum. 
To do so, seven English teachers of Senior and Vocational High School were involved as respondents 
in this study. The data were revealed through two data collection techniques; interview and open 
response items of questionnaire. The results shows that the teachers have difficulties in the area 
of the components of lesson plan, basic principles of lesson plan and implementing lesson plan. 
Regarding to components of lesson plan, the teachers get difficulties in determining time allotment, 
determining learning objectives, determining teaching method, and determining assessment. In basic 
principles of lesson plan, the teachers get difficulties in designing lesson plan related to students’ 
differences; designing lesson plan related to students’ interests and needs; developing reading and 
writing behavior; and using cohesiveness of themes, subject matter, learning aspects and cultural 
variety. Meanwhile, in implementing lesson plan, the teachers get difficulties in implementing steps 
of learning activities, preparing students’ readiness, and giving learning activities which are attitude 
competence oriented. With respect to the findings, it is suggested for the teachers to improve their 
understanding about 2013 Curriculum. For stakeholder of education, it is suggested to enhance the 
teacher’s competence by providing seminars, workshops, or trainings more frequently in order to 
improve competence of the English teacher. For further researchers, it is recommended to conduct 
research for more than one unit of lessons in a longer period of time.

Key	words:	designing	lesson	plan,	implementing	lesson	plan,	teachers’	difficulties

1 INTRODUCTION
Indonesia has experienced curriculum changes for more than five times since the 

independence of Indonesia in 1945 (Hamied, 2014) which has changed the elements of each 
of the curriculum. Obviously, the elements of 2013 Curriculum differ quite a lot from the 
previous curriculum in the objective, the content, the teaching and learning process, and the 
assessment.

Every teacher has responsibility to design lesson plan which is related to the elements of 
2013 Curriculum. Lesson planning include composing learning activities, preparing learning 
media and learning sources, determining assessment tool, and learning scenario (Ministry of 
Education and Culture, no 65, 2013). However, teachers sometimes feel difficult in designing 
lesson plan. Mulyani (2013) reported that teacher of Senior High School in Banda Aceh has 
some difficulties in designing KTSP: lack of time, lack of ability in matching between students’ 
aptitude/ability and the appropriate method of teaching, difficulty in developing lesson plan 
based on KTSP in relation with students’ individual differences and students’ encouragement to 
be active learners, and lack of ability in matching between technique of teaching and students’ 
learning styles.  In addition, Jasmi (2014) also found that the teacher of Senior High School 
in Cipatat got some difficulties in determining assessment, particularly in assessing students’ 
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attitude. Lastly, Nissa and Jayadi (2014) revealed that a teacher of Vocational High School in 
Cimahi did not understand about 2013 Curriculum design, confused in designing some elements 
of lesson plan in terms of phases of Scientific Approach, was difficult to make the students pose 
questions and to determine the time allotment for each of the activity.

Besides, there are a number of reasons why designing the lesson plans is important. A 
Brown (2001) state that a lesson plans is very useful to help teachers to be more specific in 
their planning and it can help them to prevent classroom difficulties when they get confuse in 
explaining something. Then, Harmer (2007) also explains that a lesson plan gives framework 
for teachers of an overall shape of the lesson and gives students confidence in the teacher. In 
addition, Wong (2009) says that an effective teacher is able to design lessons for student mastery; 
which is reflected in lesson plan. Moreover, Gafoor and Farooque (2010) assume that lesson 
plans could help inexperienced teachers organize content, materials, and methods. Lastly, Ganta 
(2014) also reveals that students find the lesson interesting when the teachers follow the lesson 
plan format. Regarding to 2013 Curriculum, the teacher should make coherency among outcome 
standard, content standard, process standard and assessment standard. Therefore, lesson plan is 
one of significant aspects that should be considered by teachers to achieve successful learning.

1.1 The Components of the Lesson Plan
In 2013 Curriculum, designing the lesson plan should refer to the Regulation of Ministry 

of Education and Culture, number 65, 2013 which stated that the lesson plan should at least 
cover the learning objective, the learning material, the learning method, the learning source, 
and the assessment of students’ achievement”. Particularly, the components of the lesson plan 
are 

a. Identity (school name, subject, class/semester, major content, and time allotment)
b. Core competence (aspects of attitude, knowledge, and skill that should be learned by 

students in certain school level, class, and subject)
c. Basic competence and indicator of competence achievement 
d. Learning objective 
e. Learning materials 
f. Teaching method 
g. Resources (tools and media) 
h. Teaching activities 
i. Assessment. 

1.2 Basic Principles of 2013 Curriculum
Basic principles which are considered in designing lesson plan based on the regulation 

of Ministry of Education and Culture number 65, 2013 are individual differences of learners, 
participation of learners, learners’ center activities, literacy activities, feedback and follow up of 
lesson plan, cohesiveness among the components of lesson plan, and integrated implementation 
of Information Communication and Technology (ICT) based on the context. Therefore, in 
implementing 2013 curriculum teachers should consider the basic principles in designing lesson 
plan, and implement it in teaching and learning process.

1.3 Implementation of Teaching Learning Process
Conducting teaching learning process means to implement the lesson plan which involves 

pre- teaching activities, whilst teaching activities, and post- teaching activities. Pre-teaching 
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activities involve preparing students physically and psychologically to participate in teaching 
and learning process, to give motivation contextually, to address questions to review previous 
material, to explain learning objective and indicators, and to state explicitly topic of lesson 
materials. Besides, whilst teaching activities uses learning model, learning method, learning 
media, and learning sources that are related to students’ characteristics and subject matter. 
Teacher should select teaching approaches that are related to learning competence and level 
of education. Those competences are attitude competence, knowledge competence and skill 
competence.  Meanwhile, in post-teaching activities, teachers and students conduct the reflection 
activity to evaluate: learning activities, giving feedback, conducting follow up activity, and 
informing lesson material of next meeting. 

Some previous research dealing with designing lesson plan were conducted by some 
researchers (Nurichsania and Rachmajanti, 2012; Mulyani, 2013; Jasmi, 2014; Utari, 2014; Nisa 
and Jayadi, 2014; and Cicek and Tok, 2014), but the previous research only discussed teacher’s 
difficulties in designing lesson plan especially in KTSP Curriculum. Thus, this present study 
is an attempt to fill this gap by investigating the teachers both in designing and implementing 
the lesson plan. In details, this study seek to provide the answers for this question, ‘What 
are teachers’ difficulties in designing and implementing lesson plan of 2013 Curriculum?’. 
Therefore, this study aimed to investigate teachers’ difficulties in designing and implementing 
lesson plan in context of 2013 Curriculum.

The results of this study are expected to give a portrayal of designing and implementing 
lesson plan of 2013 Curriculum about the difficulties of them. Thus, the stake holder of education 
will concern to the problems and give the solutions. 

2. METHODOLOGY 
This qualitative design study employed open-response items questionnaire, and interview 

to collect the data about teachers’ difficulties in designing and implementing lesson plan in 
2013 Curriculum. These open-response items and interview guide were generated from the 
national process standard and content standard of Regulation of Ministry of Education and 
Culture, number 65, 2013 about designing and implementing lesson plan. The questionnaire 
are divided into three parts, namely part A was about component of lesson plan, plan B was 
about principles of designing lesson plan, and plan C was about implementing lesson plan. 
In particular, this questionnaire consists of 10 questions/items for each part. Semi-structure 
interview used interview guide and audio recorder as protocol during the interview session. 
Seven English teachers of Secondary School in Bandung, West Java are respondents of this 
study. The participants of study were selected according to purposive sampling considering that 
they are Secondary School teachers who have implemented 2013 Curriculum in their teaching 
learning process. In other words, they have experienced in designing and implementing lesson 
plan according to 2013 Curriculum. 

The collected data were analyzed by using Miles &Huberman model (Miles & Huberman, 
1994) which consists of data reduction, data display, and conclusion drawing/verification. 
In the first place, the collected data of open-response items questionnaire were reviewed 
and organized, while the recorded audio of interview were transcribed. Then, the data were 
coded and categorized into three working area that are about lesson plan component, basic 
principles of lesson planning, and implementation of teaching learning process. Then, the 
responses of respondents were sorted to select which the most difficult activities in designing 
and implementing lesson plan in 2013 Curriculum. After that, responses that were not involved 



e 242   f 

Proceedings 
The 62nd TEFLIN International Conference 2015

to the difficulties of these were reduced. Finally, the data were displayed in the discussion. 

3. FINDINGS AND DISCUSSION
Two data collection techniques reveal teachers’ difficulties in designing and implementing 
lesson plan of 2013 Curriculum. Seven teachers have difficulties in the area of the components 
of lesson plan, basic principles of lesson plan and implementing lesson plan. 

3.1 The Components of Lesson Plan
Teachers should design lesson plan involving nine components of lesson plan. They are

Identity (school name, subject, class/semester, major content, and time allotment)
Core competence (aspects of attitude, knowledge, and skill that should be learned by students in certain school level, 

class, and subject) 
Basic competence and indicator of competence achievement 
Learning objective 
Learning materials 
Teaching method 
Resources (tools and media) 
Teaching activities 
Assessment (Ministry of Education and Culture, No 65, 2013). 

However, results of open response questionnaire and interview revealed that almost respondents 
have difficulties in designing lesson plan in the matter of determining time allotment, determining 
learning objectives, determining teaching method and determining assessment. 

3.2 Determining Time Allotment
The findings revealed that some teachers felt difficult in deciding time allotment of each 

learning activities in designing lesson plan of 2013 Curriculum. There are several reasons that 
make teachers face difficulties in determining time allotment. Some teachers said that time 
allotment of English subject per week is limited; specifically English teachers only teach ninety 
minutes per week. Whereas, the teachers believe that scientific approach takes much time to 
be implemented in the classroom so that they felt difficult to manage the time allotment for 
the lesson. In addition, some teachers said that sometimes their time allotment planning is not 
appropriate with classroom situation for certain time. 

These difficulties are in line with Brown (2001, p.153), ‘timing is one of the most difficult 
aspects of lesson planning to control’. Brown also adds that teachers usually do not complete 
their lessons within the planned time allotment. Since scientific approach need a lot of time 
to be implemented, the teachers felt difficult in determining time allotment are in line with 
(Nissa & Jayadi, 2015) who revealed that a teacher of Vocational High School in Cimahi did 
not understand about 2013 Curriculum matters, and felt confuse in designing some elements 
of lesson plan in terms of phases of Scientific Approach especially in allotting time of the 
activities.

3.3 Determining Learning Objectives
Results of data collection shows that some teachers have difficulties in determining 

learning objective according to 2013 Curriculum demands. In particular, teachers felt difficult in 
determining learning objectivesthat should be formulated according to basic competence using 
operational verbs that are observable and measurable and should cover attitude competence, 
knowledge competence, and skill competence. Some teachers said that it is so complicated to 
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formulate learning objectives according to 2013 Curriculum demands that should cover three 
competences mentioned. A teacher also said that to make learning objective which involve 
attitude, knowledge and skill to be coherent is difficult to do. Another teacher said that she 
felt difficult to put basic competence on syllabus of 2013 curriculum to be specific learning 
objective. 

Teachers’ difficulties in determining learning objectives are in line with previous research 
of Badriah (2013) and Utari (2014). Particularly, Badriah (2013) revealed that a teacher of Senior 
High School in Cianjurfaced difficulties in determining objectives in developing lesson plan in 
KTSP Curriculum. Besides, Utari (2014) who revealed that two teachersof Vocational High 
School in Majalengka constrained some problems dealing with formulating learning indicators 
and objectives in 2013 Curriculum which meant that the teachers needed more enhancement. 

3.4 Determining Teaching Method
An interview results also revealed that a teacher felt difficult in determining teaching 

method in the lesson plan of 2013 Curriculum. Particularly, teacher has difficulties in selecting 
teaching techniques and methods that are appropriate with learning materials and basic 
competence. It can be seen in the following excerpt.
Excerpt 1

It is difficult to choose appropriate methods that are related to the learning material which are really 
facilitating students’ opportunities to develop their English proficiency. For example, there are some 
students who are dominant in writing, but they are not dominant in speaking. 

Teacher explained that in facilitating students’ opportunities to develop English proficiency, 
it should use appropriate method. However, she felt difficult in selecting appropriate method in 
lesson plan. She also added that she needs to read and learn more about teaching methods which 
are appropriate with EFL classroom. 

This issue is supported by Ministry of Education and Culture (2013), ‘teaching 
methodsused by the teachers should develop learning process to achieve basic competences 
that are appropriate with students’ characteristics’. In addition, the teachers’ difficulties in 
determining teaching method are also in line with Mulyani (2013) who revealed that a teacher 
of Senior High School in Banda Aceh using KTSP Curriculum have difficulty in selecting 
appropriate teaching method with students’ ability. 

3.5 Determining Assessment
The next difficulty in accordance with lesson plan component is that some teachers face 

difficulty in determining assessment that are based on appropriate core competence, basic 
competence and indicator. Some reasons of this difficulty were revealed. First, a teacher said 
that the main difficulty in determining assessment in lesson plan is in the term of attitude 
competence. She added that the rubric of attitude assessment is complicated because it has a lot 
of description in each aspect. Second, other teachers said that it is difficult to determine attitude 
assessment because the students are in the big number in each class. Third, a teacher also 
seemed that she does not understand much in assessment so that she felt difficult in determining 
assessment that are according to core competence, basic competence and indicator. Then, a 
teacher also stated that he felt difficult in constructing the attitude assessment because there is 
no specific criterion stated in the national assessment standard.

These findings are in line with Jasmi (2014) who found that determining assessment of 
2013 Curriculum is difficult for a teacher, especially when the teacher determines assessment 
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of students’ attitude. Jasmi found that the teacher got difficulties because there are so many 
aspects which have to be assessed based on 2013 Curriculum and the teacher have not got any 
training and seminar. Syahmadi (2014) suggests that attitude assessment should be integrated 
with knowledge assessment and skill assessment;particularly it cannotbe an independent 
assessment. 

3.6 Basic Principles of Lesson Plan in 2013 Curriculum
The data collection techniques also revealed that there are some teachers’ difficulties 

in designing lesson plan in terms of basic principles of lesson plan in 2013 Curriculum. 
Those difficulties are about teachers’difficulties in designing lesson planrelated to students’ 
differences, students’ interests and needs, developing reading and writing behavior,and using 
thematic integrated, cohesiveness of across subject matter, across learning aspects and cultural 
variety. 

3.7 Designing Lesson Plan Related to Students’ Differences
It is revealed that most of respondents said that it is difficult to design lesson plan that 

are related to students’ differences i.e. proficiency, learning style, motivation and ability. Some 
reasons were revealed from the teachers in affecting their difficulties. First, a teacher said that 
a number of students in a class arein a large number in which they have different culture. In 
particular, she explained that every student is unique and they have different learning styles. In 
addition, the next teacher also said that this difficulty appears because there are many various 
factors underlying students’ differences. So, it is difficult to design lesson plan which can 
facilitate all of different students’ culture and learning styles. Also, the next teacher said that 
every student has different proficiency so that it is difficult in designing lesson plan. Then, 
another teacher said that it is difficult todesign the lesson which cansupport the students’ who 
do not have interest to involve in the teaching learning process and make it a need for them. 
Indeed, because of the difficulties and lack of time, there is a teacher who only designs a lesson 
plan for overall classes and implementsit according to the classroom situation concerning 
students’ differences. 

These findings are in line with Mulyani (2013) who reported that the teacher felt difficult 
in developing KTSP lesson plan related to students’ individual differences and students’ learning 
styles. Brown (2007, p.368) also stated that it is more difficult to ascertain what all the different 
individuals in a class or indeed a whole student population want. 

3.8 Designing Lesson Plan Related to Students’ Interests and Needs
Another difficulty faced by the teachers are designing lesson plan of 2013 Curriculum 

related to students’ interest and needs. There are a number of reasons the teachers said in their 
response of questionnaire. Specifically, teachers have a lot of learning load so that they cannot 
concern to each individual who are involved in the classroom. In other words, a number of 
students in each class are too large, so it is too difficult to understand every student’s interests 
and needs. Because of too large amount of students, the students’ interests and needs are also 
different in which the teachers can not cover all of them in designing lesson plan.

However, according to Brown (2001, p.154), your lesson plan should also take into 
account the variation of ability in your students, especially those who are well below or well 
above the classroom norm. In specifically, teachers should design lesson plan which consider 
students’ abilities, interests, and needs. 
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3.9 Developing Reading and writing Behaviour
According to interview, it is revealed that a teacher felt difficult in designing lesson plan 

of 2013 Curriculum that can develop reading habits, understanding various reading text, and 
expressing various written form. The teacher felt it is difficult because of a number of reasons 
that were expressed in the following excerpt. 
Excerpt 2

I feel difficult in developing reading and writing behaviour in a lesson because I am teaching at Vocational 
High School which previously focuses on communicative approach. I have never got experiences and 
training about genre-based approach. I also have lack of ability in teaching text based. 

The excerpt shows that the teacher has lack understanding in genre based or text based 
approach because she is teaching in Vocational High School which focuses on communicative 
approach. She also said that she needs training about those subjects. Those are the factors 
affecting the teacher’s difficulties in designing lesson plan that develop reading and writing 
behaviour. 

3.10 Using Cohesiveness of Themes, Subject Matter, Learning Aspects and Cultural 
Variety
The last difficulty of designing lesson plan related to basic principles of lesson plan in 

2013 Curriculum is the teachers have difficulties in designing lesson plan to use thematically 
integrated, and cohesiveness among subject matter, learning aspects, and cultural variety. The 
reasons of this teachers’ difficulty are they have lack of cultural knowledge. Teachers do not 
understand every individual culture in the classroom. It means that most of them do not recognize 
their learners. ‘This problem is because of students’ cultures are so various’, a teacher said. It 
gives the teachers impact in designing lesson plan to integrate the subject matter and cultural 
variety in accordance with Ministry of Education and Culture (2013) who said that one of the 
principles in 2013 Curriculum is to accommodate thematic integrated learning, cohesiveness 
crossing subject matter, crossing learning aspects and cultural variety. Particularly, cultural 
variety should be considered in designing lesson plan to create the lesson related with learners’ 
culture. 

3.11 Implementing Lesson Plan
Beside the teachers have difficulties in designing lesson plan; they also have difficulties in 

implementing lesson plan in the classroom. Those difficulties are in the term of implementing 
steps of learning activities, preparing students’ readiness, and giving learning activities which 
are attitude competence oriented.

3.12 Implementing Steps of Learning Activities
The first difficulty that is encountered by the teachers is to implement steps of learning 

activities stated in lesson plan into the classroom. In other words, what they have written in the 
lesson plan is sometimes difficult to be implemented in the classroom. Some teachers said that 
they did not see the lesson plan when they were teaching so that they sometimes did not concern 
about what they have planned in the lesson plan in their teaching. Some teachers also said that 
teachers felt difficult in implementing steps of planned learning activities in the classroom 
because classroom condition are not always appropriate with their expectation in the lesson plan. 
A teacher also gave an opinion that sometimes classroom condition are too far from expected 
condition in the lesson plan, for example there are unplanned school event that are not included 
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in school agenda such as a teacher meeting in which it takes few time in a lesson so that a whole 
planned learning activities cannot be implemented in such lesson completely. 

Teachers’ difficulty in implementing steps of learning activities are in line with previous 
research of Badriah (2013) who revealed that the teacher of Senior High School in Cianjur 
considered lesson planning found to be useless for she could follow textbook for engaging her 
students in learning English and she could rely on her imagination when she was about to teach 
a lesson.

3.13 Preparing Students’ Readiness
The results show that some teachers have difficulties when they were preparing students’ 

readiness in the classroom. In particular, they felt difficult in preparing students physically 
and psychologically to involve in teaching learning process. This activity is involving in pre-
teaching activities. A teacher mentioned his reasons that he felt difficult in presenting interesting 
activities in the beginning of the lesson because sometimes it did not work to attract students’ 
attention in the class. Whereas, he believed that to prepare students’ readiness, it can be through 
attracting students to give attention in the beginning of the lesson. Another teacher also said that 
students’ conditions are sometimes difficult to be arranged because of their individual mood. 
Teachers’ difficulty in preparing students’ readiness are in line with previous research of Utari 
(2014) who revealed that teachers of Vocational High School in Majalengka modified their lesson 
plans in their implementation because of adjusting the instruction to the class condition.

3.14 Giving Learning Activities which Are Attitude Competence Oriented
The last difficulty in implementing lesson plan that is faced by the teachers is giving 

learning activities which are attitude competence oriented. They felt difficult to integrate attitude 
competence in learning activities. The teachers said that this is difficult because there is no clear 
indicator of attitude competence in the syllabus. In the implementing 2013 Curriculum lesson 
plan, sometimes teachers felt difficult in concerning what appropriate attitude to be integrated 
in certain activity and make it sense for students. This issue is in line with Jasmi (2013) who 
revealed that the most teachers’ difficult is integrating character building and how to assess 
attitude in the classroom. 

4. CONCLUSION AND SUGGESTION
Reviewing the findings of this study, it can be concluded that those are some teachers’ 

difficulties in designing and implementing lesson plan. In designing lesson plan, teachers 
felt difficult in determining some components in lesson plan such as time allotment, learning 
objectives, teaching method, and assessment. Besides, teachers also felt difficult in designing 
lesson plan related to basic principles of 2013 Curriculum, namely involving students’ 
differences, students’ interests and needs, developing reading and writing behaviour, and using 
cohesiveness among thematically integrated, subject matter, learning aspects and cultures. 

With respects of the findings, it is suggested for the teachers to improve their understanding 
about 2013 Curriculum so that they can conduct teaching and learning process well based on the 
regulation of 2013 Curriculum. For Ministry of Education and Culture, it is suggested to enhance 
the teacher’s competence by providing seminars, workshops, or trainings more frequently in 
order to improve competence of the English teacher. For further researchers, it is recommended 
to conduct research with more than one units of lessons in a longer period of time.
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USING wEB-BASED SYNTACTIC COMPLEXITY ANALYzER TO 
ANALYzE SENTENCE COMPLEXITY IN THE INTRODUCTIONS 

OF UNDERGRADUATE STUDENTS’ RESEARCH ARTICLES

Ratna Dewi
Muhammadiyah University of Makassar

Abstract
There has been no specific research related to syntactic complexity in the Indonesian context, 
especially those employed in the undergraduate students’ research articles. Syntactic complexity 
characterizes sentences in academic written texts and delineates the writers overall development of 
sentence complexity use in the target language (Mukminatin, 1997; Lu, 2010) . This research paper 
aims to show the implementation of syntactic complexity in the intorduction of the undergraduate 
students’ research articles. It employes a quantitative design through corpus based analysis using 
Web-based Syntactic Complexity Analyzer. The students’ sentence complexity is shown through the 
values of mean length of production units, the amount of subordinations, the amount of coodinations, 
and the degree of phrasal sophistication employed in the introduction of the students’ research 
articles. The findings show that the students employ the four categories of sentence complexity in 
their academic texts. Further analysis is also done to describe the patterns of the students’ sentence 
complexity in each category, then compared to the patterns of syntactic complexity identified by 
uefap. The results of this research are expected to provide information about the syntactic complexity 
employed in undergraduate students’ research articles and to show its resemblance to the patterns of 
syntactic complexity which have been previously identified. In addition, the results of this research 
would be beneficial in providing information for the lecturers in guiding their students and for 
undergraduate students to write academic texts.

Key words: Syntactic complexity, Introduction of undergraduate students’ articles, Web-based 
syntactic complexity analyzer

1 INTRODUCTION 
Syntactic complexity characterizes academic written texts of advanced writers. Students 

of higher proficiency level tend to produce longer and complex sentences, longer clauses and 
T-units in the forms of complex phrases such as coordinate phrase and complex nominals 
(Mukminatin, 1997; Lu, 2010). Further, syntactic complexity use delineates the writer’s overall 
sentence development in the target language (Lu, 2010; Lu, 2012; Ai & Lu, 2013). Due to the 
fact, the existence of syntactic complexity in students’ academic texts sets forth the students’ 
writing proficiency. Therefore, syntactic complexity proficiency in writing academic texts such 
as research articles is undoubtedly required.

The appearance of syntactic complexity in academic text is also the nature of the text 
itself that loads complex ideas, which need syntactic complexity to generate them meaningfully. 
Complex ideas are commonly written in complex sentences in order to accommodate the needs 
for describing and explaining specification. In short, academic texts which are characterized by 
longer sentences, syntactic modifiers or subordinate clauses, and complex nominal contribute 
to accommodate complex meaning.

So far, the studies done were mainly focused on the differences of syntactic complexity 
in the students’ academic texts of different levels as a result of length of time in learning. 
Lu (2010, 2012) investigated the significance of fourteen syntactic complexity measurers in 
differentiating different language proficiency levels of different four-year colleges in China 
through syntactic complexity analyzer. He reported that the syntactic complexity use increased 
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along with the length of learning and experience in writing. Yau and Belanger (1984:66) who 
studied the expository and narrative texts of different level students of a secondary school in 
Hongkong found that the compositions written by the higher-grade levels are more syntactically 
complex than the lower ones. This is also in line with what is examined by Mukminatin (1997: 
96-98) who stated that in the higher level students’ expository composition, compound complex 
sentences were found. She also stated that the higher the course level, the more complex 
sentences they produced. It was shown by the number of complex sentences used by the students 
in writing I-IV, which increased progressively from 275 to 500 words. She explained that the 
ability to construct complex sentences also developed along the consecutive courses. Kitamura 
(2012) studied how EFL essays of various written skill levels were different in their use of 
subordinators. The result showed that the three groups of Japanese college students revealed 
different subordinators and varied their use of subordinators as their proficiency increased. 
Furthermore, the frequency was more often and the types of subordinators were larger used by 
the higher groups than the lower ones.

Other research, related to Test of Written English explained that syntactic complexity was 
one of the important constructs because it could gauge the L2 writers’ writing scores (Fraser 
et al.: 1999 in Hinkle: 2003; Francis et al.: 2002). Hinkel (2003: 276) stated that the degree of 
sophistication of text determined by syntactic complexity was identified through the extensive 
use of subordinate clauses. The sentences employed by the writers in their writing which were 
described by syntactic complexity reflected the writer’s proficiency.

Different research related to syntactic complexities were conducted by Larsen-Freeman 
(2006) and Naves (2007) who found that Learners who became older, more instructed, and more 
sophisticated, started neglecting accuracy and fluency and start to concentrate on accommodating 
syntactic variety. At that time, the learners became more challenged to perform their capacity to 
use more advanced language. They involved a greater willingness to take risks and to use fewer 
controlled language subsystems. They were more likely to use more adjective clauses, more 
modifiers, more complex nominal, as well as gerunds and infinitives.

Different with the researches that have been previously done, especially in the Indonesian 
context, this study firstly focuses on analyzing the syntactic complexity employed by 
undergraduate students in the introduction of their research articles then it is compared to the 
syntactic complexity employed by Chinese college learners’ level 3 in WECCL (Written English 
Corpus of Chinese Learners) and American University Students in LOCNESS (Louvain Corpus 
of Native English Essays) (Ai & Lu, 2013). Then secondly this study compares the patterns 
or features of syntactic complexity implemented by the undergraduate students with those 
revealed by UEfAP. Based on the idea explained above, the research problems are formulated 
as “how is the syntactic complexity of the introduction of undergraduate students’ research 
articles compared to those employed by Chinese college learners in their texts (NNS) and by 
American University students (NS) and how are the patterns of complexity compared to those 
revealed by UEfAP.

2. METHOD
This research was a corpus study. It employed a web-based syntactic complexity analyzer 

developed by Prof. Xiofei Lu and Haiyang Ai from Pensylvania State University, USA. This 
software is able to be accessed and implemented in  http://aihaiyang.com/software/synlex/
syntactic. The software analyzed, classified and counted the occurrence of syntactic complexity 
in written texts based on mean length of production units, amount of subordinations, amount 
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of coodinations, and degree of phrasal sophistication (Lu, 2010, 2011; Ai and Lu, 2013). Mean 
length of production unit described syntactic complexity of the texts through measuring the mean 
of the total words in sentences (MLS), mean of total words in T-units (MLT), and mean of total 
words in clauses (MLC). The second criterion of syntactic complexity was shown by counting 
the occurrence of clauses in T-unit (C/T), complex T-units in T-units (CT/T), dependent clauses 
in clauses and in T-units (DC/C and DC/T). The third criterion was shown by counting the mean 
of total coordinate phrases in clauses and T-units (CP/C and CP/T), and mean of total T-units in 
sentences (T/S). The last criterion was analyzed by counting the mean of total complex nominal 
in clauses and T-units (CN/C and CN/T) and mean of total verb phrases in T-units.

The software was validated by analyzing 3554 essays, written by English majors from 
nine different four-year colleges in China and compared the results with those produced by 
two trained annotators (Lu 2010). The software is designed to identify the patterns that match 
the set of production units and syntactic structures as follows. A sentence is characterized by a 
group of words delimited with one of the punctuation marks that signal the end of a sentence 
such as period, question mark, exclamation mark, quotation, ellipsis. While a clause is defined 
as a structure with a subject and a finite verb and includes independent clauses, adjective 
clauses, adverbial clauses, and nominal clauses, a T-unit consists of one main clause plus any 
subordinate clause or non-clausal structure that is attached to or embedded in it. A dependent 
clause is a finite adjective, adverbial, or nominal clause. A complex T-unit is one that contains 
a dependent clause. Coordinate phrases are adjective, adverb, noun, and verb phrase. Complex 
nominals comprise 

nouns plus adjective, possessive, prepositional phrase, relative clause, participle, or appositive, 
nominal clauses, and 
gerunds and infinitives in subject position while verb phrase consists of both finite and non-finite verb 

phrases.

The corpus studied was the undergraduate students’ research articles published on line 
at  http://jurnal-online.um.ac.id/article/7. They comprised 134 research articles of the English 
Department alumni of State University of Malang in 2012 and 2013.

3. FINDINGS AND DISCUSSION
To know the level of complexity of the values revealed in the introduction, the data 

found were compared to other data, that was with the mean values of syntactic complexity 
of argumentative essays produced by Chinese learners level 3 in WECCL (Written English 
Corpus of Chinese Learners) and American University Students in LOCNESS (Louvain Corpus 
of Native English Essays) (Ai & Lu, 2013). After the comparison presented, the mean values 
were exemplified by taking one sentence from the introduction that represented each indicator 
in order to be identified their patterns, then they were compared with the patterns revealed by 
UEfAP.

3.1 Length of Production Units in the Introduction of Undergraduate Students’ Research 
Articles
The first criterion of syntactic complexity was identified through the mean of number of 

words in sentences, clauses, and T-units. The results are shown in Table 1.
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Table 1. The Length of Production Unit in the Introduction of Undergraduate Students’ 
Research Articles

Length of Production Unit Values
MLS MLT MLC

Mean Values 22.579 21.660 12.406

Maximum Values 41.143 38.417 21.333

Minimum Values 15.833 15.645 9.188

The values shown in Table 1 indicate the average, maximum, and minimum number of 
words found in sentences, T-units, and clauses in the introduction of undergraduate students’ 
articles. Respectively, the mean values are compared with those of NNS-High (16.632; 14.815; 
9.04), and NS (19.153; 17.072; 9.942) (Ai and Lu, 2013). This comparison shows that the 
sentences, T-units, and clauses of the undergraduate students are the longest following by NS, 
and NNS. This result explains that L2 writers as undergraduate students are now able to write 
complex sentences which are not in line with what Hinkel (2003, 2005, 2011) found that L2 
writers employed simpler sentences, wrote prose that contained fewer syntactically complex 
constructions such as subordinate clause, adjective phrase, and used more coordinators, sentence 
transitions and pronouns.

3.2 Comparing the Patterns of Length of Production Units in the IUSRA and UEfAP
The examples of each category of syntactic complexity in the IUSRA in the following 

represent the mean values of measures. The sentence, T-unit, and clause which represent the 
average values in Table 1 are:
Example 1:
Ability grouping is defined as a group arrangement in which the students are differentiated in 
their class placement based on academic capacity (IUSRA No. 50).
The sentence above represents the average value of sentences produced in the introduction of 
undergraduate students’ research articles. It is taken from IUSRA No. 50 which contains the 
closest number of words in a sentence, they are twenty two words.

Example 2:
In keeping up with the development of the English role internationally, the language teaching 
has shifted its principle from its initial goal (IUSRA No. 17).

The T-unit above is the closest length of the average value of MLT (21.660) of the introduction 
of undergraduate students’ research articles. It contains 22 words and consists of one main 
clause and one prepositional phrase (or one non-clausal form).

Example: 3
One of them is by using multimedia program that can be used independently in learning how to 
write a descriptive paragraph (IRA No. 54).
The italicized and bolded words above are the clause which has the closest number of words 
(13) with the average value of MLC (12.406).

UEfAP (2015) explains that the patterns or features of academic text are grammatically complex 
and is characterized by having more subordinate clauses, more “that/to” complement clauses, 
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more long sequences of prepositional phrases, more nominalizations, more noun based phrases, 
more attributive adjectives and more passive patterns. Because those features characterize the 
sentences of academic texts, the sentences consist of number of words and become longer 
sentences.

Comparing the patterns from UEfAP above with the patterns found from the three 
examples above, the sentence length of example 1 is caused by the construction of sentence 
which consists of noun phrase as subject, verb phrase as predicate, noun phrase as object which 
is described by a relative clause. The length of example 2 is characterized by a main clause 
that consists of noun phrase as subject, complex verb phrase which consists of verb phrase 
as predicate, a noun phrases as object, and prepositional phrase as adverbial. The length of 
example 3 comprises a T-unit which consists of a main clause with one relative clause. This 
explains that the pattern identified by UEfAP is in line with the pattern of syntactic complexity 
employed by undergraduate students’ research articles

3.3 Amount of Subordinations in the Introduction of Undergraduate Students RAs
Other criterion of syntactic complexity was identified through the amount of subordinations. 

They were identified based on the mean number of clauses, complex T-units, and dependent 
clauses in T-units (C/T, CT/T, DC/T) as well as the mean number of dependent clauses in 
clauses (DC/C). The results are shown in Table 2.

Tabel 2. The Amount of Subordinations in the Introduction of Undergraduate Students’ 
Research Articles

C/T CT/T DC/C DC/T

Mean Values 1.757 0.501 0.387 0.696

Maximum Values 2.28 0.800 0.540 1.177

Minimum Values 1.304 0.222 0.218 0.304

Table 2 shows that each T-unit in the students’ research articles contains the average 
amount of about one clause. While each T-unit contains averagely less than one and not more 
than two complex T-unit, the amount of dependent clause are averagely found one in each 
clause. The last, each T-unit consists of less or not more than one dependent clause per T-unit.

The mean values of the IUSRAs using C/T and CT/T are 1.757 and 0.501. Compared 
with the values of Chinese learners level 3 in WECCL, the mean values produced are 1.514 
and 0.386 (Lu, 2010: 490). Meanwhile, the mean values of the introduction of undergraduate 
students’ research articles produced by DC/C and DC/T are 0.387 and 0.696. The mean values 
produced by NNS-High of the same measures are 0.346 and 0.568 while the mean values of NS 
are 0.404 and 0.726 (Ai & Lu, 2013: 258). Using C/T and CT/T, the amount of subordination 
of the IUSRAs are higher than those of Chinese learners. Using DC/C and DC/T, the amount 
of subordination of the undergraduate students’ research articles are higher than those of NNS-
High but are lower than those of NS. These results show that the amount of coordination of 
undergraduate students are higher than NNS Chinese learners but are still lower than NS. This 
result is line with Hinkel (2003, 2005, 2011) who stated that L2 learners’ texts contained fewer 
subordinations.
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3.4 Comparing the Patterns of Subordination between IUSRA and UEfAP
The following examples are the criteria of complexity seeing from the pattern of 

subordination indicated by the values which are measured using C/T, CT/T, DC/T, DC/C.

Example 4:
Based on the observations, the students seem to be more attentive and interested when the 
listening activity involved completing song lyrics (IRA No. 32)
The above sentence represents the criteria of syntactic complexity which consists of one clause 
in one T-unit.

Example 5:
Despite the fact that textbooks are important, there are some weaknesses of textbooks (IUSRA 
No. 10).
The sentence from introduction of research article No. 10 represents a T-unit which contains 
one sub ordinate clause or in other name of complex T-unit per T-unit.

Example 6:
Pelton (2010) mentioned that students more easily recall and retain words after teaching each 
other. (IUSRA No. 79).
The sentence from IUSRA No. 79 contains one dependent clause in one main clause.

Example 7:
By using an interesting material, students will give attention to what they learn (IUSRA No. 
4).
The above sentence taken from IUSRA No. 4 represents the sentence which contains a dependent 
clause in one T-unit.

According to UEfAP, some features or patterns related to the use of subordination in 
academic text are commonly found in the forms of subordinate clauses, complement clauses. 
The patterns used in this part are the use of subordinations and complement clauses. The example 
4 above are complement clause (to-clause), participles; example 5 contains complementing 
clause (that-clause); example 6 comprises complement clause (that-clause), and participle; 
example 7 consists of participle, and complement clause (to-clause). Analyzing the examples, 
it reveals that the patterns of academic text related to the use of complex construction such as 
subordination and complement clauses have been performed by the undergraduate students’ 
sentences.

3.5 Amount of Coodinations in the Introductions of Undergraduate Students’ Research 
Articles
The next component of syntactic complexity is the use of coordination implemented in 

the IUSRAs. The amount of coordinations implemented were identified by counting numbers of 
coodinate phrases in clause, numbers of coordinate phrases per T-unit, and numbers of T-units 
per sentence.
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Tabel 3. The Amount of Coordinations in the Introduction of Undergraduate Students’ 
Research Articles

CP/C CP/T T/S

Mean Values 0.357 0.616 1.042

Maximum Values 0.721 1.167 1.455

Minimum Values 0.088 0.192 0.789

Table 3 reveals that the mean values of the IRAs’ amount of coordination using CP/C, 
CP/T, and T/S are 0.357, 0.616, and 1.042. Using the same measures, the mean values of NNS-
High amount of coordination are 0.231, 0.365, and 1.126 (Ai & Lu, 2013: 258), while the 
mean values of NS’ amount of coordination are 0.254, 0.430, and 1.121(Ai & Lu, 2013: 258). 
Comparing the mean values of introductions of undergraduate students’ research articles, NSS-
High, and NS, the introduction of undergraduate students’ research articles have higher amount 
of coordinate phrases in clause and in T-unit than NNS-High and NS. However, based on the 
amount of T-unit per sentence, NNS-High is the highest, then NS and the undergraduate students’ 
research articles. If the NSs’ amount of coordination to be the reference, the undergraduate 
students’ coordinate phrases in clause and T-unit are needed to be decreased, and the number of 
T-unit in sentence are increased. The result is also in line with Hinkel (2003, 2005, 2011) who 
stated that L2 writers tended to use more coordinators.

3.6 Comparing the Patterns of Coordinations in the IUSRA and UEfAP
The measures used to identify amount of coordination as indictor of syntactic complexity 

were shown through the employment of coordinate phrase in clause and in T-unit, as well as 
T-unit in sentence. The examples of sentences which represent the mean value of each measure 
are as follows:

Example 8:
The teacher only asked the students to complete dialogues, texts, and lyrics (IUSRA No. 32).
The coordinate phrase is found in the bold words in the main clause above.

Example 9:
It is an operational curriculum that is made and implemented by each educational unit (IUSRA 
No. 27).
The bold words are considered as coordinate phrase in the T-unit above.

Example 10:
Grant (1991:13) argues that communicative textbooks create opportunities for the students to 
use the language in the classroom, as short of “halfway house” before using it in real life 
(IUSRA No. 18).
The bold words are the T-unit in a sentence.

In line with Hinkel, UEfAP does not categorize coordination into the complex construction 
of academic text. Coordination is defined by Hinkel (2003, 2005, 2011) that is more used by 
NNSs in their academic texts.
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3.7 Degree of Phrasal Sophistication in the Introduction of Undergraduate Students’ 
Research Articles
Degree of phrasal sophistication was difined by computing the number of complex 

nominals per clause, complex nominals per T-unit, and verb phrases per T-unit. Table 4 describes 
the mean values of complex nominals per clause and per T-unit as well as verb phrase per 
T-unit.

Tabel 4. The Amount of Subordinations in the Introduction of Undergraduate Students’ 
Research Articles

CN/C CN/T VP/T
Mean Values 1.640 2.873 2.604
Maximum Values 2.955 5.417 3.944

Minimum Values 0.081 1.750 1.613

Table 4 shows that the mean values of IUSRAs’ degree of phrasal sophistication are 
1.640, 2.837, and 2.604. Using CN/C and CN/T, the undergraduate students’ degree of complex 
nominals per clause, complex nominals per T-unit are the highest followed by NS (1.222 and 
2.089) and NNS-High (1.064 & 1.669) (Ai & Lu, 2013: 258). Using VP/T, the introduction of 
undergraduate students’ degree of verb phrase per T-unit is higher than Chinese Learners level 
3 (Lu, 2010: 490). Referring to the NS writers, the complex nominals per clause and T-unit 
implemented by the undergraduate students are higher than NS. However, this result is different 
from what Hinkel found that L2 writers had severely limited syntactic repertoire.

3.8 Comparing Degree of Phrasal Sophistication in IUSRA and UEfAP
The appearance of complex nominal in clause and in T-unit, as well as T-units in sentence 

are indicators of syntactic complexity found in the following examples.

Example 11:
In line with Carlston, research carried out by Indahyati (2008) in MAN 3 Malang also showed 
that the students were able to make positive progress after the implementation of SQ3R strategy 
(IRA No. 2 ).
Complex nominal “positive progress” identified as noun plus adjective and “positive progress 
after the implementation of SQ3R strategy” identified as nominal plus prepositional phrase are 
found in a clause “that the students were able to make positive progress after the implementation 
of SQ3R strategy” in the sentence of IUSRA No. 2.

Example 12:
In Indonesia, English is taught as a compulsory subject for the students from the lower level 
secondary school up to the university level (IRA No. 39).
From the T-unit (one main clause plus non clausal structure) above, complex nominals found 
are “a compulsory subject”, “secondary school”, and “a compulsory subject for students”.

Example 13:
Wahono (2008) explained that multimedia is a “combination of text, graphic, animation, sound, 
and video which are used to deliver messages to the public (IUSRA No. 137).
From the T-unit above, some of the verb phrases found are “explained . . . ”, “used to deliver 
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message to the public”, and “deliver message to a public”.

UEfAP identifies degree of phrasal sophistication as modification of noun-phrase, and 
attribute adjectives. Modification of noun-phrase refers to noun as head with a modification 
such as addition of pre-modifier, ed-participle, ing-participle, post modifier, relative clause, to-
clause, ing-clause, prepositional phrase, adverb phrase, or adjective phrase. Attribute adjective 
refers to adjective that functions to modify noun.

Compared with the above patterns, example 11 contains noun+prepositional phrase, 
noun+ed-participles, attribute adjective, modification of noun phrase. Example 12 comprises 
noun+prepositional phrase, attributive adjective, post modifier, etc. Example 13 consists of 
noun with pre-modifier, post modifier, clause modifier.

4. CONCLUSIONS AND SUGGESTION
The result of this study have shown that the undergraduate students have been able to produce 

long sentences, even longer than NNS and NS. This finding denies the previous findings which 
explain that L2 writers employed simpler sentences, fewer syntactically complex construction. 
Related to the use of subordination, the uses of clauses, complex T-unit, and dependent clauses 
are higher than NNS but the employments are still lower than those of NS. Related to the use 
of coordinate phrases and T-unit, the IURASs implement higher coordination. Compared with 
NS, the undergraduate students should decrease the employment of coordination. Referring to 
the NS writers, the complex nominals per clause and T-unit implemented by the undergraduate 
students are higher than NS. However, this result is different from what Hinkel (2003, 2005, 
2011) found that L2 writers had severely limited syntactic repertoire.

The sentence length, the use of subordination, and degree of phrasal sophistication 
produced by the undergraduate fulfills the patterns of sentence length revealed by uefap. Uefap 
and Hinkel do not categorized coordinate phrase as syntactic complexity of academic texts

The results of this research are expected to provide information about the syntactic 
complexity employed in undergraduate students’ research articles. In addition, the results of 
this research would be beneficial in providing information for the lecturers in guiding their 
students and for undergraduate students to write academic texts.
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Abstract
Journals refer to permanent records of thoughts and ideas that an individual has processed and 
clarified through the act of writing or otherwise recording their experiences (Killion, 1999). 
E-journaling is writing in a journal as an online tool a teacher can apply as their useful teaching 
technique to promote students’ critical thinking skills. In line with that, the purpose of this writing 
is to describe how EFL teachers can conduct their feedback towards students’ works in their paper 
writing class by using e-journaling. In this way, teacher will apply an inquiry teaching-learning 
strategy by making use of online connection to build ties between online students with him via 
e-mails and blogs to enhance both reflection and understanding about writing a paper. 20 sixth 
semester undergraduate students are involved and they are encouraged to utilize e-mails to report 
their writing performance (finding a topic, writing the thesis, introduction, theoretical framework, 
method, results, discussion, and conclusion). In return, teacher will provide feed-back digitally. 
Both students’ work and teacher’s note on the process of writing a paper are recorded in a such 
a way that they enable both sides to see the records of thoughts and ideas during the learning 
process via teacher’s blog. The steps includes teacher’s preparation, application, and evaluation. 
The records can help the students understand the rhetoric of a paper writing and build a critical 
thinking amongst them. This kind of e-communication between teacher and students will bring about 
learning autonomy and self-reflection. 

Keywords: E-journaling, inquiry learning strategy, teacher’s feed-back 

1. INTRODUCTION
Today’s advancement in various fields, especially the growing English language teaching 
learning (ELT) world has led ELT teachers to redefine their teaching strategies. Looking into 
21st century learners’ way of thinking can affect teachers’ way of teaching. It goes without 
saying that today’s ELT teachers need to develop their teaching approach, especially moving 
toward digital teaching and learning. Speaking of teaching-learning strategies, there are three 
crucial matters brought about in this paper, namely on-line teaching strategies, teacher’s 
feedback, and students’critical thinking. The purpose of this writing is to describe how EFL 
teachers can conduct their feedback towards students’ works in their paper writing class by 
using e-journaling.

1.1 E-Journaling
One teaching strategy in the high-tech environment of online education is that of 

electronic journaling, or e-journaling. E-journaling is a teaching strategy that enhances face-
to-face classrooms from a distance, providing opportunities for learners to express opinions, 
ideas and concerns about course materials that would not otherwise be shared through more 
traditional journaling methods (Phipps, 2005 in Hayes, 2011). The type of e-journaling used in 
this study was called interactive reading logs (Phipps, 2005), which provide an opportunity for 
recording reactions to materials being read as the learner progresses through a book, an article, 
or instructions. This type enables teacher and students to have imaginary conversations with the 
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author of the material being read, even questioning the ideas presented. In other words, such 
strategy can play a role as a tool for teacher in developing students’ understanding about the 
course material presented in the classroom. In this way, teacher might arouse students’ critical 
thinking in classroom. To do this, teacher should provide feedback which evoke their capability 
of wrting a scientific paper. 

1.2 Teacher’s Feedbacks
In terms of education, feedback, according to Hattie & Timperley, (2007), refers to 

information provided by an agent (e.g., teacher, peer, book, parent, self, experience) regarding 
aspects of one’s performance or understanding. A further definition which focuses more on 
student teachers was given by Tower (1999,  in Akkuzu, 2014) referring to information presented 
to an individual following a performance that reflects upon adequacy, quantity, or quality of 
the teaching performance. In short, feedback is generally identified as an important tool to 
enhance learning. From the two above, the concept of feedback in this paper leads to that which 
concerns with either teacher’s or students’ adequacy, quantity, or quality of their performance 
and understanding within the expectance of paper writing classroom. In other words, it is a 
kind of information given by the teacher concerning the performance or understanding of the 
student, with reference to a goal and aimed at improving learning (see Voerman et al, 2012).
Hattie & Timperley (2007) explained about the purpose of feedback: to reduce discrepancies 
between current understandings and performance and goal. It means effective feedback should 
offer information about these discrepancies. Concerning with this, there are three types of 
feedback, namely specific, positive, and negative (see Voerman et al, 2012). The first, specific 
feedback could be divided into two types, discrepancy feedback and progress feedback. The 
former was defined as what needs to be accomplished to get a desired level of performance, 
while the latter was about what has already been achieved. The second was positive feedback, 
which shows support,encouragement, or appreciation. The third, negative feedback shows 
disapproval, or even sarcasm (Losada, 1999 in Voerman et al, 2012).

1.3 EFL Paper writing Classroom 
Paper writing is under the academic-writing umbrella and is organized to meet the needs of 

valid publication and should be highly stylized, with distinctive and clearly evident component 
parts (Day in G. G. & Bell,1987). The purpose of paper writing is, first, to communicate new 
scientific findings. Thus, it has to be clear, simple, and well-ordered communication. Second, it 
has to use proper English. 

The organization of a paper is known as IMRAD (Introduction, Method, Results, And 
Discussion). Introduction poses what question/topic/problem is studied. Method describes how 
the problem is studied. Then, results shows the findings and discussion provides statements 
about what these findings mean.

However, the format recommended in paper writing class in question covers title, abstract, 
introduction, theories, method, results, discussion, and references. The title describes concisely 
the core contents of the paper. Abstract, in another, summarizes the major elements of the paper. 
Next, introduction provides context and rationales. Then, theories and method will provide 
theories to which the paper refers to and describes the ways of conducting the procedure. In 
results, the summary contains findings without interpretation while discussion interprets the 
findings. Finally, references displays a list of all scientific papers, books and websites cited.

Since paper writing is under the academic writing, it tells what the writer thinks and 
what evidence has contributed to that thinking. The standard for good academic writing is how 
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logical or reasonable the writer’s thinking is. Students’ paper, therefore, should represent some 
characteristics of good academic writing. First, writing a paper needs good planning for the 
sake of being analytical and organized. Second is outlining. A proper outline is a must that it 
will help stduents aware of certain relationships between topics. Third, a formal tone is used. 
In other words, the use of slang words, jargons, abbreviations, etc. are not allowed. Fourth, the 
language in a paper needs to be clear, not flowery one. Fifth is the use of third-person point of 
view. The final characteristic is the use of deductive reasoning for the reader will have to follow 
the path brought to the conclusion (Irvin, 2010).

Another important matter in paper writing class is how to teach the students. There are 
some approaches focusing on how writing should be taught. One is called product approach. 
In this approach, students are encouraged to mimic a model text, which is usually presented 
and analysed at an early stage. The other one is process approach, that is focusing more on the 
varied classroom activities which promote the development of language use: brainstorming, 
group discussion, re-writing. 

Based on the topic discussed in this paper, the writer refers to what is called project 
writing. According to what is stated in ELT Document (1988) , project writing is a marriage 
of process and product approaches.  The aspect of project writing is only the culmination of 
a series of related processes that involve both the receptive and productive use of language: 
reading, reference, discussion, summarizing, etc. Therefore, stduents of the class should finish 
the already mentioned step-by-step processes to accomplish their individual paper writing.

2. METHOD 
This study is descriptive in type and qualitative in design. 20 undergraduate students 

participated in this project and each of them worked with their paper writing and learned their 
feedbacks through e-mails and teacher’s blog. After completing the paper identification phase, 
students were encouraged to create their own paper by following step-by-step instruction, which 
started from topic finding, outlining, introduction, theories and method, analysis/discussion, 
conclusion, and references. It means a student may not proceed to the next step unless he 
completes the previous one. The aim was to find out both benefits and drawbacks of such 
e-journal had created upon teacher’s feedback in her paper writing class. The data were collected 
during the process of teaching via e-mails by taking notes on every single event. Each student 
had his own journal to keep with  and teacher, too, had theirs. The data analysis was conducted 
by analysing the accumulated events, classifying them into categories and draw a conclusion.

3. FINDINGS AND DISCUSSION
The teacher’s feedback towards students’ writing progress in this Paper Writing classroom 

was kept in a journal in the form of electronic files. The files were arranged in a such a way that 
enabled both students and teacher to observe the writing progress and the last activity carried 
out. There were some important parts that make the journal evident, namely number, date, 
points of evaluation (topic, outline, introduction, theories, analysis/discussion, conclusion, and 
references), status (whether accepted or rejected), reason, and suggestion. 

First, number tells the frequency of students activities upon the points of evaluation. 
Second, the date provides information about the length of time the student has spent over his 
work referred to certain point of evaluation. For example, a student might spend quite a short 
time working with finding his topic or creating an outline. On the other hand, another might 
need a longer time only to find an appropriate topic. Third, the heart of the journal is the points 
of evaluation. In this part, teacher should write every single detail of student’s writing progress 
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under the title like TOPIC, OUTLINE, INTRODUCTION, etc. Fourth is where teacher should 
mark either R for rejected or A for accepted. Fifth, teacher should give specific reasons why 
the topic is rejected or accepted. Finally, she has to write some suggestions as the upcoming 
activities to proceed. Accordingly, when a student sent an e-mail asking for teacher’s approval 
toward her topic, for example “Using Round Table in Junior High EFL Writing Classroom”, it 
was necessary that the teacher consider the topic quickly whether it was approved or rejected by 
answering the email. Then, she started the journal for that student by putting number 1 on the 
first column and wrote the date on which the student sent the email. At the point of evaluation 
TOPIC, she wrote the topic and marked the status A (accepted) along with the reason: clear and 
specific. Finally, she wrote “You can go on writing your outline” in SUGGESTION part.

What kind of feedback did students get through this e-journaling? Teacher kept the record 
of the students’ writing progress in a folder of files (pdf format). Each folder identified each 
student’s record. Teacher applied what is known as specific feedback, that is the one which 
provides information pertaining to the accuracy of particular responses or behaviours (see Shute, 
2008 in Voerman et al, 2012). In detail, teacher focused more on the clarification upon the goals 
and reduce or remove uncertainties in relation to how well the students were performing the 
tasks. This leads to what is called discrepancy feedback. The purpose is about what needs to 
be accomplished to achieve a desired level of performance in the task given. For example, 
in writing an introduction part, a student was discovered to be incapable of linking the first 
idea with that of the second to meet coherence. In this matter, teacher drew a big arrow, put it 
between the two paragraphs, and labelled NOT CONNECTED. Also, she used some colours to 
identify specific information: light blue for grammatical errors, light green for word-choice, and 
light yellow for stylesheet. Another colour like pinkish red was used to block some sentences 
or paragraph which were identified as being irrelevant or misleading by putting a message/note 
in a box right upon the blocked stences or paragraphs. Underlining, too, was used together with 
message/note arrow. A sentence might be found to be misleading or not supported with evidence 
and it would get this kind of notification. Sometimes, a map drawing or scheme drawing was 
required to help students get the point of what he did not understand. In other words, this type 
of feedback positioned itself as an indicator towards the desired level of performance in writing 
a paper by referring to a specific part after the current level of performance.

The next feedback applied in the classroom was progress feedback. In this kind of 
fedback, students were let to know about their progress they had made toward meeting goals. 
For example, a student was encouraged to see his journal to get any information about what he 
had already made as his writing progress before getting to the next meeting goals. In this case, 
he might learn that he had finished writing his rationales and thesis. He should be informed that 
what he wrote as rationales were relevant to his topic and that his thesis was what he was going 
to write about. Teacher, then, directed him to write an introduction part by referring to the points 
of rationales he had already prepared and ending the part with the thesis. In doing this, teacher 
usually drew some lines connecting the rationales to the incoming sentences that the student 
should write.

Another kind of feedback was positive feedback. In this way, teacher wrote some notes/
messages, such as “You wrote your introduction excellently. You may go on writing your 
theories.” This kind of note was written both in the student’s file and in journal. This was also a 
sign for the student to proceed with the next level of writing and psychologically having good 
impact on his feeling of being capable. 

However, teacher also applied what is called negative feedback by writing some notes/
messages in stduent’s file. For example “Who says this?” note with arrow pointing to the 
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underlined sentence (s)/paragraph indicated that the student did not provide any evidence to 
support the sttaement written. The more negative note was like “You just copied and pasted it, 
didn’t you?” The worst was “Wrong format of introduction. Check again your lecture book”.

By referring to students’writing progress recorded in the journal, there were some crucial 
points to ponder during the process of teaching them how to write a scientific paper, known as 
paper writing. Those were categorized into both benefits and drawbacks. 

The good things about keeping such journal for both teacher and students was that, first, 
they can both get quick response and enhance traditional face-to-face classroom. One thing 
about quick response was that both teacher and students could interact in sharing information 
without having to wait for face-to-face meeting classroom. It resulsted in saving time mode. 
Another was that the quality of teacher-student interaction was significantly identified as more 
both frequently and intensively done for they had to “meet” each other discussing things which 
concerned with writing progress. Student would either individually and colaboratively work 
with his paper. In this way, he learned things from teacher’s questions arousing his thoughts 
about the topic he was writing about. Another, he might be directed undeliberately to work 
with his friends for checking or comparing his work with the others’. In this way, he eventually 
had practiced collaborative learning: a situation in which the better student helped the low-
achieving one. 

Second, students had an opportunity to express opinions, ideas, and concerns about the 
materials of the course. Using e-mails, teacher would find out her student’s ideas for writing his 
paper. She could see this from questions raised during the “conversation” between them. As a 
result, student felt he got helped to create his writing draft. Also, it was reported that students 
felt more relaxed in expressing their questions or opinions via emails than that of having a face-
to-face meeting with the teacher. Some shy and withdrawn students found utilizing e-mails for 
questioning the teacher was quite helpful. They could express their ideas and ask questions 
more freely to the teacher.

Third, teacher could manage to help the students with problem solving and foster critical 
thinking. This always happened during the process of writing analysis and discussion parts. 
Most students found themselves blank. They did not know what to write and how to arrange 
their ideas to meet  coherent writing. Teacher, several times, had to draw a diagram to help 
them mind-map what they would like to describe. Students had to arrive at teacher’s questions 
which were aimed to direct them to arrange the flow of thoughts so that they could produce both 
coherence, unity, and logical reasoning.

Fourth, students were without fail directed to positive learning experience. From the 
activities performed during the process of writing and the journal they keep, students would 
surely experience the real step-by-step learning how to write a paper. They learned things from 
the very beginning to those at the end. For example, a student might have struggled so hard for 
creating an outline and that she or he would have labels such as NAME-outline 1-10. It means 
that this student took ten time e-mail consultation only for outlining process. Another student 
might only have once or twice. Not all students had the very same length of time finishing 
their outlining process. They varied and they individually put themselves into having a positive 
learning experience for they finally got what they needed to know and be capable of.

The final benefit is that e-journaling plays a role in successful course outcomes. The 
students, through this step-by-step process of writing a paper, was considered to be sucessful in 
writing their own paper individually when they accomplished the final step, posting their work 
in their blog they had to create themselves. Referring to this, teacher had already announced 
the deadline for submitting the final test (finishing their individual project with evidence of the 
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posting of their work in a blog). Everyone in the classroom, of course, had to accomplish this 
task unless they failed their final term test. However, based on the data, out of 20 students taking 
this class, there were only 15 students who succeeded in completing the project on time. Three 
students were noted to fail their deadline. They could not finish writing their paper because of 
their poor ability in writing and being unable to race against time. One student did not return 
and stopped writing his teacher through e-mail after the third feedback sent to him. Finally, 
the rest left unknown after getting the first teacher’s feedback to her topic. The most important 
thing in this final step was student might feel victorious and successful in doing his project and 
that his work was publicly recognized as the teacher uploaded her congratulating note through 
one social media. 

Not only did e-journaling lead to such benefits, but also to some drawbacks which 
cannot be simply avoided. Using e-mails and blogs, both teacher and students experience some 
disadvantages. One, both students and teacher had to be exposed continuously to network 
connection since the concept of learning anywhere and anytime was being applied. The 
consequences were that teacher allowed herself to provide immediate response to the incoming 
e-mails from the students, unless deadline set up firsthand would become a burden for both 
of them. This undeniably made teacher busy during the months of individual writing project. 
Fatiqueness was the case for both sides.

Another drawback was the case of being well-organized. This was the teacher’s problem. 
Keeping e-journals based on e-mails was really time consuming despite its worth informing. 
Being thorough was badly required for the sake of the well-informing journals. Both teacher 
and students referred to every single information of writing progress written in the journal. 
Teacher should provide either neatly and completely written journal describing one student’s 
details of paper writing progress, unless the next step recommended or which step to proceed 
with remained unclear and misleading. This was proven to be difficult but not impossible to 
do.

Finally, some students might suffer psychologically, such as feeling frustrated (unable 
to get the teacher’s points/message via e-mail) and that enabled them revise again and again. 
They might also feel fatique and bored for they had to revise their work several times. But all 
students do this when they take writing subject. The worst was that they gave up. Some students 
could not stand the stress they experienced so they quit the project. It happened because they 
may have been used to the conventional writing class: they just wrote their task, submitted it, 
got some feedbacks, revised, and submitted it again, and finally got the score. It was reported 
that teacher rarely provided time for class discussion or question-answer session. Such a change 
might contribute to the stress. The change was that they should finish one step before getting 
to another based on their own capability of writing which was observed individually through a 
journal.

4. CONCLUSIONS AND SUGGESTIONS  
In summary, as a tool, e-journaling utilized by teacher in her EFL Paper Writing classroom 

has arrived at some points to consider. For one thing, both teacher ad students in general 
speaking should be network literate, which means knowing how to access the information and 
perspective flowing through network. Using this skill, working with e-journaling would provide 
a different perspective in teaching-learning strategies, especially in ELT field. ELT teachers 
are challenged to get into a new and different way of class management that enables them to 
provide tools to help students understand more about the course material through intensified 
face-to-face classroom in distant learning. Another, students would value their own work for 
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they felt they had been working hard to achieve the learning goal and it surely led them to pride 
and self-appreciation. Then, teacher built a closer relationship with the students during the 
online conversation so that she could provide any helps to make the student get to the ideas for 
his writing. Since the conversation contained questioning and logical reasoning to comprehend, 
teacher had evoked a kind of critical thinking to the student. Consequently, student would have 
a positive learning experience. 

However, patience had become the most important element which ties between those 
already mentioned points above. Both teacher and students should be aware of the “extended 
time” of learning in which learning-anywhere-and-anytime concept had been applied. Students 
are supposed to stay in touch with the teacher. It mght be annoying for some students to keep 
waiting for the teacher’s response/feed-back via e-mail. Teacher, in return, has to take any 
consequences of being bothered with inboxes from the students despite midnight time. It 
indicates that students may work quite hard accomplishing the assignment. Next is that teacher 
should keep herself busy with preparation for the course such as creating specific e-mail address, 
blogs, journals, rubric assessments, and ready-to-upload presentations, and giving feed-backs 
via e-mail. In the end, both teacher and students might have conflicts such as breaking the rules 
and misunderstanding.
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Abstract 
One consistent finding of academic research is that high motivations are the most reliable driver 
of high student achievement, even in students who do not have a history of successful achievement. 
This paper focuses on exploring the students’ difficulties in answering the TOEFL (Test of English 
as a Foreign Language) exam and their motivation in TOEFL preparation classes. This was a 
descriptive study based on in-depth structured interviews with 10 students, TOEFL preparation class 
observations and questionnaires assigned to 80 student test takers.  A focus-group interview with 
the five teachers of the TOEFL preparation courses was conducted to reveal student weaknesses in 
English performance. The subjects are undergraduate students taking TOEFL preparation courses 
in English courses in Malang. Findings showed that the main difficulties of the students in answering 
the TOEFL test are related to the complexity of the test item, the duration of the test, fewer basic skills, 
and lack of practice and motivation. The study also provides insights about the role of motivations 
in TOEFL preparation classes and offers examples of TOEFL preparation practices that reflect 
high motivations. The findings reveal that the teaching of TOEFL for undergraduate students needs 
to focus on improving grammar and vocabulary abilities. The course, therefore, has to be set to 
help students improving their grammar and vocabulary competence and overcoming the dilemmatic 
problems they faced in learning TOEFL.

 Keywords: student problem, motivation, TOEFL 

1. INTRODUCTION 
The development of English use in many aspects of life requires nearly everyone to be 

able to understand English.  The exigencies of graduate study in an English language institution 
require that students enter the universities with a basic level of competence in four distinct English 
language skills. The English language proficiency of incoming graduate students is therefore 
a critical determinant in predicting their success in graduate studies. To measure the students’ 
proficiency in English, an assessment is required. According to Reynolds et al. (2006), to obtain, 
evaluate, and score a sample of individual behavior in standardized procedures, a test is used. 

Moreover, the use of English in work environment forces job applicants to learn the 
language and furthermore to obtain a formal certificate of English proficiency as the proof of 
their English ability level. While no test is perfect, standardized tests are a proven means of 
determining students’ English language abilities in all the competencies necessary for success 
in graduate studies and working world.

One of the types of standardized tests is TOEFL, ‘Test of English as a Foreign Language’. 
TOEFL test that is commonly used as the requirement in applying for a job and joining university 
study is Paper-Based Test (PBT).  In the test, the students are required to master three important 
skills in English, namely Listening Comprehension, Structure and Written Expression, and 
Reading Comprehension. There are also tests for Speaking and Writing. There is also a scoring 
system for the TOEFL test. The minimum score is 216 whereas the highest score is 676 (Philips, 
2001). This test is highly recognized as a standard language testing in English language and 
had been “internationally recognized and respected” (Warfield et al., 2013). The grade of the 
TOEFL is mostly used as indicator in academic life around the world. However, instead of 
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bringing the TOEFL subjects into the academic material, many universities only require the 
students to submit their score results of TOEFL. Apart from that, the students often make many 
mistakes in answering the test items due to lack of knowledge on the test structure and low 
English skill ability. This common situation has led to the low scores and lack of motivation in 
studying TOEFL. Consequently, many test takers fail to fulfill the required TOEFL scores to 
either enter university or find a job. 

Obviously, motivation plays an important role in education, especially learning language. 
Bialystok (1978) stated that motivation again has a key role in the transformation of explicit 
linguistic knowledge into more intuitive, spontaneous, and automatic implicit linguistic 
knowledge because such a transformation is intensified in motivated subjects. Furthermore, 
motivation involves the subjects’ degree of commitment to language acquisition (Gardner, 
1985a). It integrates three basic components (Gardner (1985a) including desire to learn, 
effort towards a goal, and greater or lesser satisfaction in learning as the affective component. 
Therefore, boosting students’ motivation in learning is a vital activity. Teachers are a vital actor 
in building the students’ motivation. The teaching style that teachers implement determines 
the success or failure of encouraging the students’ mood and motivation. Grasha (1994, 1996) 
argues that there are five teaching styles: formal authority approach, demonstrator approach, 
facilitator approach, delegator approach and expert approach. These five styles are adopted by 
teachers to promote motivation in their class. This also applies in TOEFL preparation classes as 
a way to prepare students for standardized test. 

Issues in standardized tests have been a major interest among researchers for many years. 
Fahim et al. (2010) focused their study on the test takers’ ability in reading test of the TOEFL in 
relation to critical thinking. In addition, another study Zareva (2005) examined the new format for 
the TOEFL test. Specifically, Arabsarhangi and Noroozi (2014) studied reading comprehension 
test types and their relation to self awareness and learners’ performance. Recently, a study 
done by Mahmud (2014) investigated the students’ problems in answering the TOEFL. The 
findings showed that the main problems of the students in answering the TOEFL test were due 
to several conflicting reasons, such as fewer basic skills, less practice, less motivation, and 
students’ individual differences such as age and social status. None of these previous studies, 
however, deals with motivation related to TOEFL test. 

Therefore, this study focused on exploring the students’ difficulties in answering the 
TOEFL (Test of English as a Foreign Language) PBT and their motivation in TOEFL preparation 
classes. Thus, it was formulating the research questions as follows: what difficulties do the 
students find in TOEFL test? and how do the teachers motivate the students to improve their 
English ability to prepare for the TOEFL PBT?

2. METHOD 
This study was designed in descriptive mixed method approach. A mixed methods research 

design is a procedure for collecting, analyzing, and mixing both quantitative and qualitative 
methods in a single study to understand better a research problem (Creswell & Plano Clark, 
2011). The quantitative method was used to find the common problems that the students faced 
in TOEFL test, while the qualitative one was to reveal the ideal TOEFL preparation class which 
promoted high motivation. 

A survey questionnaire was administered to 80 TOEFL student test takers in an English 
course in Malang during the two month data collection and deep interviews were done to 10 of 
them to verify the answers. Moreover, 55 test answer sheet were analyzed to discover the most 
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common items which the students gave wrong answers in TOEFL, especially in Structure and 
Written Expression and Reading Comprehension parts. The number was chosen purposively 
with the consideration of the test takers who had made preparation before taking the test. To 
find out the ideal TOEFL preparation class which promoted high motivation, interviews to 5 
TOEFL preparation class instructors were conducted after direct observations on the classroom 
practices. The data collection process took 2 month long from the beginning of April to the end 
of May 2015.  

Following the step of data collection is analyzing the collected data. The results of the 55 
test takers were categorized and coded to find the patterns of the most common wrong answers. 
The difficult items were defined as the items on which above 75% of the test takers had wrong 
answers. The used percentage was based on the university and company requirement of TOEFL 
scores which show a result of 75% and above correct answers. This analysis revealed the item 
types which were considered difficult for the students. Together with that, responses of the 
questionnaires were analyzed to show the majority problems faced by the test takers during 
TOEFL tests. The finding was then tabulated into tables to be transformed into graphs. Finally, 
the observation and interview results were investigated to depict the ideal class of TOEFL 
preparation which promoted high motivation. The findings of all analyses had been integrated 
into tables and figures to be discussed in findings and discussion part. 

3. FINDNGS AND DISCUSSION 
Based on the analysis on the questionnaire results and the test answer sheet, it was found 

that most of the students found difficulties in answering the TOEFL Test thereby making them 
failed to fulfill the required scores. The results show the most common problems faced by the 
test takers and the most difficult items for them. 

3.1 Reasons of Taking TOEFL Test
The results of the questionnaires reveal the reasons why the students take TOEFL Test as 

shown in the appendix (see figure 1). The results show that overwhelming majority of the students 
took the test because they needed the score for applying for a job. About 38% of the test takers 
mentioned job requirement as the reason why they took TOEFL test. Moreover, nearly quarter 
stated that they took the test because they needed the certificate and high score for applying for 
scholarships. To add, 20% of them took the test because they needed to fulfill the document 
requirement to study in Indonesia. Small number has shown that studying overseas had made 
the test takers obtain the score. However, none of them mentioned the reason of measuring 
their ability in English. The result is summarized and shows that the test takers need TOEFL 
certificate for searching for a job which suits them and requires high TOEFL score. Besides, as 
one of the university admission procedures is providing a proof of English proficiency level, the 
test takers have to take TOEFL test to obtain the certificate of their proficiency level. 

In addition, there are many efforts that have been done by the test takers. According to 
the deep structured interview results, before taking the TOEFL test, the test takers had reviewed 
their previous school English materials to refresh their knowledge in English. Besides, some 
of them also bought preparation to TEFL books and did some exercises on the books. The 
majority of them, however, preferred to take courses on TOEFL preparation. They believed 
that this would help them in concentration and bring more inputs and knowledge on grammar. 
This also could motivate them to learn as most of the classes were taught in group of people. 
Alternatively, some of them had tried TOEFL online simulation to predict their ability before 
taking the test. 
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3.2 Problems Faced in TOEFL Test
3.2.1 Problems in Reading Comprehension

The findings depict the problems mostly faced by the test takers in TOEFL test. According 
to the analysis on the test takers’ answer sheet and questionnaire responses, it is revealed that 
majority of the students found Reading Comprehension part difficult. Those who answered 
this choice mentioned that they had lack vocabulary and the vocabulary found in reading 
comprehension passages is mostly difficult. They dictions used in the standardized test were 
seen as sophisticated and difficult to understand by the test takers. Thus, they believe that 
reading is the most difficult part in TOEFL test. 

Furthermore, based on the analysis of test taker results in table 1 (see table 1 in appendix) 
showing level of difficulties, the items in the implied information indicator were not answered 
correctly. It means the test takers have some difficulties in comprehend reading TOEFL passages 
in finding the implied information from the text. While the major mistakes in the reading 
TOEFL test were found in the answers of the main ideas. Finding main ideas are considered 
difficult because nearly 70% of the test takers chose the wrong answer. Other difficult items are 
those which belong to word meaning. This happens because the answers given by test takers in 
vocabulary choice were mostly wrong. Approximately half of the answers were wrong in this 
particular type of question in reading comprehension. It can be concluded that difficulties in 
comprehending reading TOEFL text faced by test takers were in finding the main ideas, implied 
information, and words meaning. 

3.2.2 Problems in Listening Comprehension
On the other hand, some respondents believed that Listening Comprehension was difficult 

part in TOEFL test. This is caused by inability to easily catch the native speakers’ words. Besides, 
the test takers did not have a chance to translate the meaning into their mother tongue. 

According to the questionnaire results, among the three parts of the listening comprehension, 
the long talk was believed as the most difficult part. It is because the long content is difficult to 
remember. Moreover, the longer dialogue was put as the second difficult part. Those who chose 
this option believed that it was not easy to distinguish the sound between male and female and 
they sometimes could not hear both sounds. However, these findings do not show consistency 
with the analysis result of test takers’ answers. The majority of test takers had most wrong answers 
in short dialogue rather than long dialogue. The second higher mistakes they made were in long 
talk. This item type proves difficult as the majority of given answers were wrong. According to 
the interview, this happened due to the longer talk which was not easy to remember. Additionally, 
the reason behind bad performance in short dialogue was the limited time to think about the 
meaning and choose the correct answer before the next number came out. 

3.2.3 Problems in Structure and Written Expression
Similarly, Structure and Written Expression was considered difficult for the test takers. 

The results as seen in the appendix (see figure 2) reveal the items which were difficult for them. 
The majority of the test takers failed in answering inversion type questions. This has been 
shown by the major wrong answers obtained after analyzing the test takers’ answer sheet. In 
line with that, the questionnaire result reveals similar finding. The majority of the test takers 
mentioned inversion as the difficult item in structure and written expression in TOEFL test. 
The second difficult item type is part of speech. Word class has been seen as difficult item 
not only in TOEFL test but also in English subject as general. The interview discovers the 
reason of why the test takers could not answer this particular type of items in structure. Most 
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of the interviewees stated that their lack of vocabulary knowledge had led to the mistakenly 
understood different part of speech. Besides, they found it difficult to differentiate adjective and 
adverb and how to identify noun. The limited range of vocabulary and incapability to define 
noun or verb caused wrong choices.  They did not know most suffixes for noun. Thu, they chose 
the wrong answers in the test. 

“I don’t have wide range of vocabulary and there are words that I don’t understand.” (The interview 
answer from test taker 1)
“Sometimes, I cannot differentiate which word is noun and which word is verb. I don’t know the clear 
distinction of them. This makes me choose the wrong answer.” (The interview result from test taker 3)

Moreover, reduced clause item type is another problem shown from the analysis. The 
major answers for this type of item were wrong. This indicates that the test takers have low 
competence in reduced clause structure. They often mistakenly picked the complete clause 
which was not suitable to fulfill the missing part in the sentence. This happened for nearly 
70% of the test takers. However, during the interview they stated that they believed in what 
they gave and they were sure that the answers were correct although in the questionnaire they 
mentioned reduced clause as one of the difficult items in structure and written expression in 
TOEFL exam. 

The other difficult items are subject and verb agreement and countable-uncountable nouns.  
Both analyses of test result and questionnaires show similar results for the two item types. 
Although not proven as the most difficult item type, subject and verb agreement is still considered 
as difficult items. The answers given to this type of questions by more than half of the test takers 
failed to show the correct answer. Similarly, the test takers found difficulty in differentiating 
countable and uncountable nouns. The result of the interview mentioned this problem. 

“I don’t know that the noun is countable or uncountable because I cannot memorize most words in English.” 
(The interview answer from test taker 3)
“The words are difficult and I am lack of vocabulary. I do not know that there are differences in rule 
between countable and uncountable noun. I do not understand how to add -s or -es on the noun. This makes 
me frustrated in answering the questions.”

Furthermore, there other difficult item types which make the test takers’ score low. The 
types include complete clause, parallel structure, word order, determiner, pronoun, singular 
vs plural noun, and comparison which constitute the small number of mistakes the test takers 
made. 

Beside the above difficult items, there still many other difficulties faced by the test takers. 
Based on the interview result, the test takers stated that the duration of the test is very short that 
they most probably could not answer the whole questions, leaving some numbers uncompleted 
or answered by feeling. Obviously, most interviewed test takers agreed with these reasons. 
They mentioned that the limited time gave additional burden to them mentally in doing the test. 
They felt much pressure and nervous when the time was nearly up. Similarly, lack of motivation 
and limited knowledge on the English skills and components put the test takers in difficulty 
while doing the test because they were not familiar with the test items. Because of the lack 
of grammar competence, the test takers felt that TOEFL test was difficult. This indicates that 
variation of the test items has brought a situation where the test takers cannot easily understand 
what type of question is the test item. The unfamiliar words are the major problem caused by the 
lack of knowledge in grammar. They also revealed that their lack of practice and unfamiliarity 
with the test structure consume the test takers’ time in doing the test. 
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These findings illustrate the problems faced by the test takers. The most difficulty is 
dealing with the complexity of the test items. This ranges from the reading passage difficulty, 
structure problems to listening comprehension obstacles. In addition, time limit and lack of 
knowledge in English add their problem in doing the test. Consequently, some respondents had 
to repeat the tests for many times but failed to fulfill the required scores. 

3.3 Motivation in TOEFL Preparation 
Bialystok (1978) mentioned that a key role in the transformation of explicit linguistic knowledge 
into more intuitive, spontaneous, and automatic implicit linguistic knowledge is found in 
motivation. Motivated students will show intensified transformation. 

3.3.1 Motivation to Study TOEFL
It is obvious that motivation plays a vital role in learning. The findings of this study reveal 

some motivations that the students have in joining TOEFL preparation classes or studying 
TOEFL at home. 

Finding of the interview shows that there are four major motivations which encourage the 
test takers to study and prepare for their TOEFL test. Most of the test takers prepared themselves 
for the test by joining TOEFL preparation classes. The motivations behind such action involve 
helping them understand the test items, helping them prepare for the test by doing exercises, 
getting some tips to pass the test, and boosting their motivation and confidence. 

Based on their opinion, the TOEFL preparation classes that they joined help them to 
understand the test items. It is believed that the teachers in the TOEFL preparation classes help 
them to identify the items in the test and show how to find the possible answers. From this, the 
students understand the test items in TOEFL and the structure of the test. This motivation brings 
them to study TOEFL. Moreover, they want to study TOEFL because they can practice doing the 
TOEFL exercises with which they can prepare themselves for the test. The more they practice 
doing the exercises, the better their understanding will be. Moreover, in the TOEFL preparation 
classes the teachers will provide some tips to pass the test. The tips can be the knowledge to 
answer the questions. It can also be the tips to manage their confident while having the test. 
Reviewing the material is their reason in joining TOEFL preparation classes as from the class 
they will understand how to solve the problems. Besides, they also believe that studying TOEFL 
will make them ready mentally. An interview with one test taker shows that studying TOEFL will 
help to build the confidence and motivation to prepare for the possible result. 

“If I study TOEFL, I will be more confident and I will be ready mentally. It means I will know my capacity 
and be able to predict the score that I will obtain. I will feel motivated if I know what I am doing.”

This findings support Gardner (1985a) who mentioned three basic components of 
motivation including desire to learn, effort towards a goal, and greater or lesser satisfaction in 
learning as the affective component. 

Apart from that, according to the questionnaire result as seen in Figure 3 (see appendix), 
the test takers had some consideration in joining TOEFL preparation classes or studying TOEFL. 
Most of the responses show that the motivation of obtaining high score is behind nearly 80% of 
the students. This is due to the high demand of TOEFL requirement in finding a scholarship or 
entering a university locally. The students need to achieve high score to be able to compete with 
other candidates to be accepted in a higher degree of education or to be granted a scholarship. 
With the high score, they can easily pass the requirement. However, merely 10% of them took 
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preparation only to know what TOEFL is and how it differs from other proficiency tests. Out 
of academic world or job environment, TOEFL is still new term for some people. Finally, the 
last reason of joining TOEFL preparation class is to obtain certificate. In the work environment, 
more experiences are very crucial to win competition of finding high position in a company. 
Job applicants are required to prove their English ability by providing certificate of English 
proficiency such as TOEFL or a proof of attending formal English education. This is related to 
the students’ reason of joining TOEFL preparation classes to obtain certificate, given by just 
over a quarter of the respondents.  

3.3.2	 Benefits	of	Motivation	to	Study	TOEFL
As in educational context, motivation refers to a student’s energy and drive to learn, work 

effectively and achieve to their potential (Martin, 2003), motivation is seen as having dominant 
advantages on the learning process. The finding from the interview results shows the benefits 
of motivation to study TOEFL. The interview with the students discovers some benefits of 
motivation in studying TOEFL. 

The finding reveals that high motivation can help the students in build their self confidence 
in answering the TOEFL items. Furthermore, motivated students will be able achieve the target 
score. The increase of willingness to learn English is another advantage of the motivation they 
have. The more motivated students are more willing to come to the next sessions since they feel 
happier and comfortable in joining the classes. 

3.3.3 High Motivation TOEFL Preparation Classes
Based on the observation on the five classes of TOEFL Preparation and the interview 

among the five instructors from TOEFL Preparation classes, the ideal TOEFL preparation 
classes have been found. 

The effective TOEFL preparation classes should be intensive and managed by highly 
professional tutors. Tutors should be able to equip the students with strategies needed to successfully 
pass the exam, such as through problem solving strategies, stress and time management. Besides, 
the classes should have adequate and updated materials to be presented to the students. 

Moreover, a class where teachers explain the materials, give the example in the TOEFL 
items, and ask the students to do some exercises is also effective to bring motivation to the 
class. Furthermore, the teachers can assign the students to do the task and discuss the results 
with giving reward or praise for their progress.

This supports Gilakjani, Leong, & Sabouri (2012) who mentioned that motivation is 
considered influential factors in the learning situation. This includes intrinsic and extrinsic 
motives such as affiliation, group-specific motives, teacher’s personality, teaching style, course 
syllabus, teaching materials, learning tasks, and teaching methods.   Further, studies of motivation 
have also extended to include teachers’ motivational practices (Papi & Abdollahzadeh, 2011) as 
the determinant of successful learning. 

In a relation to the high motivation classes, Shepard (1990) identified additional issues 
which contribute to score inflation, among them the practice of using the same test forms year 
after year, the practice of having classroom teachers administer the tests, questionable test 
preparation practices, and the pressure on teachers to raise test scores.

4. CONCLUSION  
To summarize, reading comprehension of TOEFL PBT is considered as the most difficult 

part among the three. Students’ difficulties in TOEFL test are related to the complexity of the 
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test items such as main idea and implied information in reading comprehension, inversion and 
reduced clause in structure, and long talks in listening comprehension. 

 The students need to take TOEFL test to get the score for finding a job and entering 
university. As they need to obtain high score, TOEFL preparation class can familiarize students 
with the types of questions found in the real formal test, provide guidance or some tips on how to 
approach certain types of questions correctly put the students  in a high-stake test environment, 
so they can better adjust themselves with test-time conditions, pressure, and other cognitive 
factors during the test. In sum, TOEFL preparation classes usually aim at assisting students to 
fully prepare for the TOEFL exam.

5. SUGGESTION
Due to the problems faced by the students or test takers, it is suggested that the TOEFL 

preparation class will be focused more on the grammar mastery and reading comprehension. 
Besides, high motivation classes should be promoted to encourage the students to learn English. 

This study focused mainly in the students’ difficulties and motivation in doing TOEFL 
test. Thus, it is suggested for the next research to conduct further research on the impact of 
motivation on the achievement of the score and on the solution to overcome the problems.  
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Abstract
Vocabulary knows as a thing that should be learned by people who want to know, use and 
understand about a certain language. Nowadays, learning English vocabulary taught from low to 
high education level. Helping students to improve their vocabulary mastery is an important part of 
English teacher’s job. The teacher should be creative in preparing and conducting teaching and 
learning process. Therefore, spelling bee game is one of technique to make the students interested 
in learning vocabulary. There are two objectives of this research. There are to know the process and 
to find out the improvement of the students’ vocabulary mastery through spelling bee game in the 
class VIII/F at SMPN 17 Kota Serang. This research used Classroom Action Research (CAR). It was 
conducted in two cycles which each cycle consisted of three meetings. The researcher gave pre-test 
and two post-tests to know the students’ score. The sample of this research was VIII-F class in SMPN 
17 Kota Serang which consists of 40 students. Based on the result of the research, cycle 1 and 2 
have been implemented and the improvement of each cycle were proven from the test. The score of 
post-test in cycle 1 was 61,25 and the score of post-test in cycle 2 was 77,125. So, the students score 
percentage from cycle 1 to cycle 2 improved 15,875. It means that students’ vocabulary mastery 
through spelling bee game improved from the target. Therefore, the researcher concluded that the 
used of spelling bee game is able to improve students’ vocabulary mastery. 

Key words: Vocabulary, Classroom Action Research (CAR), Spelling Bee Game, 

 
1. INTRODUCTION

Nowadays, learning English vocabulary taught from low to high education level. However, 
the result is unsatisfactory. It is also faced by English teacher of SMPN 17 Kota Serang. Based 
on the pre-interview that the researchers conducted,  the English teacher in the eighth grade said 
that the students in the eighth grade have some problems in vocabulary mastery.  There are three 
cases of this unsatisfactory result. First, students cannot speak English fluently. When teachers 
ask them to respond the text by using English, they are anxious. Actually, they know what they 
want to say but they are confused how to say in English. It is because they are hesitant about 
words choice and do not know how to say words in English. In brief, they have been translating 
from Indonesian to English, when they are going to say in English language. Second, students 
have problems in facing the English examination. Because students have lack of vocabulary, 
they cannot answer the test. And the last, students feel burdened when learning vocabulary in 
class. They have to memorize a lot of words and meaning in order to build up their vocabulary 
mastery. This memorization makes students feel bored when learning vocabulary because the 
teacher does not provide them with a good technique to memorize the words. 

Furthermore, in order to solve these problems, the researchers suggests the students have 
better vocabulary mastery, but in the way that students interested in it. The researchers would 
like to propose the technique for teaching English vocabulary by using Spelling Bee game. It 
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is because this game can make students increase their vocabulary mastery and make students 
still have fun while learning vocabulary.The questions of the research are stated as follows: (1) 
how is the process of the students’ vocabulary mastery through spelling bee game in the class 
VIII/Fat SMPN 17 Kota Serang? and (2) how is the improvement of the students’ vocabulary 
mastery through spelling bee game in the class VIII/Fat SMPN 17 Kota Serang?

According to Uranga (2003), spelling bee is a contest in which competitors are eliminated 
as they fail to spell a given word correctly. It is also called spelldown. It started a decade ago 
as a way to improve children reading and comprehension skills. Spelling bee is more than 
memorizing words or letters which form a word, but it is a complicated thinking process. 
Students receive several clues to answer or to spell the words correctly, such as definition, 
alternative pronunciation, kinds of words (noun, adjective, verb, etc), until the example of 
sentence which using those words. It explains that spelling bee is not only about memorizing the 
words but also learning how to spell the words. Spelling bee is an complete package of games 
which used in language teaching and learning. Because of that spelling bee covers how to spell, 
how to memorize the words and meaning, and how to write it. In this research, the researchers 
focused on action verb as a main material in the spelling bee game. It is also supported by 
Kichura (2008). He defined that  a spelling bee is a competition, usually among children, where 
contestants are eliminated for misspelling a word. However, spelling bees can be conducted 
anywhere and anytime. Even adults have their own spelling bee, with the list of words that more 
difficult to learn. It means that spelling bee can be used in every level such as elementary, junior 
high school, senior high school and college. 

According to Uranga (2003), spelling bee is a very important part of education, and it’s 
often part of class work and homework as a subject. Orginizing spelling bee in the classroom 
is a fun way to get the children to brush up on their spelling skills and get everyone involved 
in the learning fun. It can be interpreted that spelling bee can be one of the techniques to learn 
the words. Spelling is base form of language learning. Based on spelling, students can learn 
how to write, speak, and listen. In brief, spelling bee is one way to improve those learning. It 
is also strengthened by Kichura (2008). He explained that spelling bee encourages students to 
research their spelling words, as well as to learn how to compete with one another. If students 
are encouraged to research their spelling words, it means that they will increase their vocabulary 
which soon will be to raise their understanding on a certain topic.

According to Rahayu (2009), students thought that their spelling and vocabulary skills 
had improved because of spelling bee. However, they still found the disadvantages of this 
game. 

The advantages of using spelling bee as follows:
a. Exciting game that could gratifying the lesson.
b. Improvement of students’ spelling skill.
c. Improvement in students’ vocabulary skill.
d. Improvement of students’ comprehension on the text given.
e. Practice on students’ concentration and their memory ability. 

It can be drawn that improving students’ spelling skill and improvement students’ 
vocabulary skill were the advantages that mostly faced by the students.
The disadvantages of using spelling bee as follows: 

a. Different level of difficulty in the words given.
b. Inability in spelling an English alphabet.
c. Limitation of interaction between the students.
d. Limitation of time.
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It can be drawn that different level of difficulty in the words given and limitation of time were 
the disadvantages that mostly faced by the students.

2.  METHOD
According to Sanapiah (1977) cited in Wulandika (2011), research  is defined as an activity 

or thinking method that is conducted systematically to find the answer of certain problems. It 
means that research is the scientific process to get the answer of a problem. In this research 
paper, the researchers used classroom action research method.The researchers used classroom 
action research by using cycle. The researchers did at least two cycles and each cycle consist or 
three meetings and to improve students’ vocabulary mastery followed by lesson plan.

Picture 3.1 Classroom Action Research’s Cycle

The research subject of this research was VIII-F class of SMPN 17 Kota Serang. It is 
located at Jl. Kesawon, Kelurahan Kaligandu, Kecamatan Serang, Kota Serang.  VIII-F class 
consisted of 20 males and 20 females.Based on the interview, the teacher asked the researchers 
to apply spelling bee technique in the VIII-F class. It was because the students got difficulties  
and low score in vocabulary than the other class. Therefore, it is one of the efforts to improve 
their vocabulary.In this research, the researchers used test and non-test. The test consisted of 
pre-test, post-test 1 and post-test 2. Besides that, the non-test consisted of interview, observation 
and documentation.The test consists of:

The researchers used descriptive analysis as qualitative analysis. Descriptive analysis used 
to find out how is the process of the students’ vocabulary mastery through spelling bee game in 
the class VIII/F at SMPN 17 Kota Serang. For the quantitative analysis, the researchersused two 
formulas to find out the improving students’ vocabulary through spelling bee game.

1. To  find out the mean score of pre-test and post-test, the researchers calculated 
the average score by using the formula as follow:
X = ∑X
N

Notes:
X  = The mean of a sample
∑X = The sum of all the individual observations x
N  = The total number of observations
(Hatch and Farhady (1982) cited in Sugiyono (2010))
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2. Percentage of students’ frequency
The researchers calculated the students’ frequency by using formula as follow:

Notes:
P  = The percentage  of the students who made right answer
∑P	 =	The total of the students who made right answer
S =  The number of students who do the test (pre-test/ post-test)
(Hatch and Farhady (1982) cited in Sugiyono (2010))

3.  FINDING AND DISCUSSION
3.1 Students’ Activity

For the first meeting in cycle 1, the students were given pre-test to know their ability in 
vocabulary mastery. The total of pre-test was twenty numbers. The type of pre-test was multiple 
choices. It talked about meaning, synonym and antonym of verbs.  According to the result of 
pre-test, the average score of students is 47,375. That average score is under the minimum 
score of 70. So that is why, the researcher categorized that the students of VIII-F class got low 
average score. It means that students at VIII-F class were lack of vocabulary mastery. There are 
some causes that make students of VIII-F class got low average score. One of them are they 
were never had a good technique to learn vocabulary. Because of that, the researcher treated the 
students with a good technique that is spelling bee technique. 

For the second meeting in cycle 1, the students were given a treatment of spelling bee 
game technique. When teaching and learning started, the students of VIII-F class began to 
pray. After that, they responded the teacher’s asking about their attendance list. Then, in the 
pre-teaching and learning activity, the students answered teacher’s questions about what daily 
activity is, what is the meaning of sweeping, what you call “belajar” in English, etc. Next, 
in the main  teaching and learning activity, the students listened teacher’s explanation about 
some English verbs about daily activity or doing something based on the power point’s slides. 
They practiced how to spell, pronounce, and say English verbs. They were not only know how 
to say English verbs related to daily activity or doing something but also know the meaning 
of them. Finally, in the end of teaching and learning activity, the students played spelling bee 
game.According to Uranga (2003), spelling bee is a very important part of education, and it’s 
often part of class work and homework as a subject. Orginizing spelling bee in the classroom 
is a fun way to get the children to brush up on their spelling skills and get everyone involved in 
the learning fun. It can be interpreted that spelling bee can be one of the techniques to learn the 
words. Spelling is base form of language learning. Based on spelling, students can learn how to 
write, speak, and listen. In brief, spelling bee is one way to improve those learning.

In the spelling bee game, the students divided into six groups consists of six to seven 
students.  Before paying the game, the students listened teacher’s explanation about rules of how 
to play this game.  In the slides, there were some pictures which doing something. The students 
in groups should guess what the pictures were doing by spelling the verbs. When answering the 
questions, the students should rasise their hands, spell the verb, reading the sentence and write 
it the blackboard. The group who could raise their hands quickly then this group can asnwer 
it firstly. If this group could not answer it correctly, the reseracher as a teacher gave to other 
group. The answer of the questions was also in the slides so the students could see, read and 
comprehend the letter of each word. The students were interested and they enthusiastic as long 
as the game progresses, they guess the picture and they forward in front of the classroom. 
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Furthermore, It is also supported Nguyen and Khuat (2003) who stated that games have 
been shown to have advantages and effectiveness in learning vocabulary in various ways. First, 
games bring in relaxation and fun for students, thus help them learn and retain new words 
easier. Second, games usually involve friendly competition and they keep learners interested. 
These create the motivation for learners of English to get involved and participate actively in 
the learning activities. Third, vocabulary games bring real world context into the classroom 
and enhance students’ use of English in a flexible and communicative way. This theory also 
strengthened by Wright (2006) who stated that game is an activity which is entertaining and 
engaging, often challeging and an activity in which the learners play and usually interact with 
others. 

For the third meeting in cycle 1, the students were given post-test 1 to know their 
improvement in vocabulary mastery. The total of post-test 1 was twenty numbers. The type 
of pre-test was multiple choices. It talked about meaning, synonym and antonym of verbs.  
According to the result of post-test 1, the average score of students is 61,25. Based on the 
average score, the students showed their understanding about vocabulary mastery through 
spelling bee game. Even there is an improvement of students’ average score that is 13, 875, 
the average score of post-test 1 is still under the minimum score of 70.  So that is why, the 
researcher continued to the next cycle. 

For the first meeting in cycle 2, the students were given a second treatment of spelling 
bee game. When teaching and learning started, the students of VIII-F class began to pray. 
After that, they responded the teacher’s asking about their attendance list. Then, in the pre-
teaching and learning activity, the students answered teacher’s questions about what present 
continuous tense is, what the fucntion of present continuous tense is and what the structure 
of present continuous tense is. Next, in the main  teaching and learning activity, the students 
listened teacher’s explanation all about present continuous tense based on the power point’s 
slides. They practiced how to write a complete sentence of present continuous tense, spell the 
sentence, pronounce the sentence, and say the complete sentence. Finally, in the end of teaching 
and learning activity, the students played spelling bee game with the same rules and different 
pictures and vocabularies.

For the second meeting in cycle 2, the students were given a third treatment of spelling 
bee game. When teaching and learning started, the students of VIII-F class began to pray. After 
that, they responded the teacher’s asking about their attendance list. Then, in the pre-teaching 
and learning activity, the students answered teacher’s questions about recalling the material 
of what daily activity is, what present continuous tense is, what the correlation between daily 
activity and present continuous tense is, etc. Next, in the main  teaching and learning activity, 
the students recalled their memory about the material of daily activity and present continuous 
tense based on the power point’s slides. They practiced how to write a complete sentence of 
present continuous tense, spell the sentence, pronounce the sentence, and say the complete 
sentence. Finally, in the end of teaching and learning activity, the students played spelling bee 
game with the same rules and different pictures and vocabularies.

For the third meeting in cycle 2, the students were given post-test 2 to know their 
improvement in vocabulary mastery. The total of post-test 2 was twenty numbers. The type 
of pre-test was multiple choices. It talked about meaning, synonym and antonym of verbs.  
According to the result of post-test 2, the average score of students is 77,125. This average 
score proved that the students of VIII-F class got more than the minimum score of 75. Based 
on the average score, the students showed their more understanding about vocabulary mastery 
through spelling bee game. It is because they got to be improved their vocabulary mastery as 
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seen as in the improvement score that is 15,875. It means that spelling bee game can effectively 
improve students’ vocabulary mastery. 

3.2 Teacher’s Activity
In the cycle 1, there were three meetings. For the first meeting, teacher gave pre-test 

for the students. This test aimed to know students’ understanding about English verbs such as 
meaning, synonym and antonym. Total of this test was twenty numbers with multiple choices’ 
form. For the second meeting, teacher asked students to pray and check the attendance list. 
Then, the teacher gave the material about daily activity or doing something. Here, the teacher 
only focused on the English verbs that used in daily activity or doing something. At the end 
of second meeting, the teacher asked students to work in group which of six to seven students 
each group. The teacher gave introduction and some rules of doing spelling bee game. The 
last, teacher asked students to answer the questions based on the power point’s slides. For 
the third meeting, the teacher gave post-test 1. This test aimed to know the improvement of 
students’ vocabulary mastery after getting treatment of spelling bee game. Total of this test was 
twenty numbers with multiple choices’ form. It talked about meaning, synonym and antonym 
of verbs.

In the cycle 2, there were three meetings. For the first meeting, teacher asked students to 
pray and check the attendance list. Then, the teacher gave the material of present continuous 
tense. The teacher explained what present continuous tense is, what the function is, what the 
structure is, and what the form is. After all students understood about the material, the teacher 
asked students to play the spelling bee game again with the same rules and questions but different 
pictures and vocabularies. For the second meeting, teacher asked students to pray and check 
the attendance list. Then, the teacher asked students to recall their memory of material about 
daily activiy and present continuous. Here, the teacher gave some questions about the materials 
such as what is daily activity? What is present continuous tense? What it the fucntion of this 
tense? What is the correlation between daily activity and present continuous tense? etc. At the 
end of class, the teacher asked students to play the spelling bee game again with the same rules 
and questions but different pictures and vocabularies. For the third meeting, the teacher gave 
post-test 2 to the students. This test aimed to know the improvement of students’ vocabulary 
mastery after getting three times of treatments of spelling bee game. Total of this test was 
twenty numbers with multiple choices’ form. It talked about meaning, synonym and antonym 
of verbs. 

3.3 The Students’ Improvement
Based on the data from students’ score, the researcher made the average from pre-test, 

post-test 1 and cycle 2. The researcher found average score below:

The Average Score of Students’ Improvement in Pre-Test, Post-Test1 and Post-Test 2
Test Score
Pre-Test 47,375
Post-Test 1 61,25
Pre-Test to Post-Test 1 13,875
Post-Test 2 77,125
Post-Test 1 to Post-Test 2 15,875
Pre-Test to Post-Test 2 29,75
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Based on the data of the research above, it showed that the improvement of students’ 
vocabulary mastery. It meant that spelling bee game as a technique had given improvement in 
pre-test, post-test 1 and post-test 2. Students’ ability in English vocabulary mastrey improved 
and it showed by the average score in pre-test was 47,375, after the researchers gave treatment 
1 in cycle 1 the students’ score became 61,25 in the post-test 1 and post-test 2 became 77,125.

In summary, teaching and learning vocabulary in English subject by using spelling bee 
game could help the students to remember and memorize English vocabulary. Spelling bee 
game as a technique could be used in teaching English because it is an interesting teachnique. It 
can make the classroom more active and make the students enjoy the study. On the other hand, 
spelling bee game could improve students vocabulary mastery. 

4. CONCLUSION
Based on the result and discussion of the research, spelling bee game was more effective 

than memorization technique and was able to improve  the students’ vocabulary mastery at 
the eighth grade of SMPN 17 Kota Serang especially VIII-F class. The students enjoyed and 
were enthusiastic in following teaching and learning process. When they were discussing 
the vocabulary using spelling bee game as a technique in teaching and learning process, the 
students were more comfortable and creative to express their ideas to be more active in teaching 
and learning process.In the main teaching and learning activity, the students listened teacher’s 
explanation about certain materials of some English verbs about daily activity or doing something 
and present continuous tense based on the power point’s slides. They practiced how to spell, 
pronounce, and say English verbs. They were not only know how to say English verbs related 
to daily activity or present continuous but also know the meaning of them. Finally, in the end of 
teaching and learning activity, the students played spelling bee game.

According to the result of pre-test, the average score of students is 47,375. That average 
score is under the minimum score of 70. The score of post-test in cycle 1 was 61,25 and the 
score of post-test in cycle 2 was 77,125. It was improved from the standard minimum score 
70. According to the result of post-test 1, the average score of students is 61,25. Based on 
the average score, the students showed their understanding about vocabulary mastery through 
spelling bee game. Even there is an improvement of students’ average score that is 13, 875, the 
average score of post-test 1 is still under the minimum score of 70.  According to the result of 
post-test 2, the average score of students is 77,125. This average score proved that the students 
of VIII-F class got more than the minimum score of 75. Based on the average score, the students 
showed their more understanding about vocabulary mastery through spelling bee game. It 
is because they got to be improved their vocabulary mastery as seen as in the improvement 
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score that is 15,875. It can be concluded that the students of VIII-F class can get good score 
after getting treatment of spelling bee game. So the spelling bee game can effectively improve 
students’ vocabulary mastery. 
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ENCOURAGING STUDENTS 
TO THINK CRITICALLYTHROUGH QUESTIONING
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Abstract
Critical thinking is a thinking skill. It is the process of evaluating what other people say or write to 
determine whether to believe their statements. A person who thinks critically can ask appropriate 
questions, gather relevant information, efficiently and creatively sort through this information, 
reason logically from this information, and come to reliable and trustworthy conclusions about the 
world that enable one to live and act successfully in it. Therefore, everyone who wants to succeed 
in his/her life needs this mental skill, particularly college students. By having critical thinking skill, 
they can succeed in encountering not only academic problems, but also others in their lives. To 
produce critical students teachers are suggested to engage the pedagogy of question which requires 
posing questions to students and listening to students’ questions.  Teachers should also reconsider 
their beliefs and attitudes about themselves, and their functions in classrooms which are supposed 
to have significant implications for students’ ability to think critically. They need to believe that 
their major roles are to think, guide, initiate, facilitate and encourage the students.The best thing 
one can do to develop their ability to think critically is to become conscious of applying a series 
of questions to whatever they read.The questions that can enhance students’ critical thinking are 
categorized into some inter-related parts, as suggested by Devine (1998): recognizing the writer’s 
purpose, noting special points of view, being aware of the writer’s choice of language, evaluating 
the writer’s argument, and evaluating inferences. Those questions can be posed by teachers during 
reading class. This paper is written to describe the importance of having critical thinking skill for 
the students and the suggested way to encourage them to think critically through questioning.

Key words: Critical thinking, questioning, critical questions.

1. INTRODUCTION
Critical thinking is an important and vital in modern education as it is needed by our 

students in this challenging era. It is obviously that students need to have critical thinking 
skill since this mental skill is very useful to help them analyze and find a solution of their 
academic problems as well as problems that they will encounter in their lives. This is in line 
with the Indonesian National curriculum which intends to enhance students’ critical thinking. It 
is explicitly stated by suggesting “whole education” and “life-long education” in which learners 
should learn not only academic skills but also life skills and the vocational skills, and have the 
spirit of learning for the whole of their lives. 

Critical thinking means correct thinking in the pursuit of relevant and reliable knowledge 
about the world (Schafersman, 1991:3). Another way to describe it is reasonable, reflective, 
responsible, and skillful thinking that is focused on deciding what to believe or do. A person 
who thinks critically can ask appropriate questions, gather information, efficiently and creatively 
sort through this information, reason logically from this information, and come to reliable and 
trustworthy conclusions about the world that enable one to live and act successfully in it. 

Critical thinking is expected of students, but it doesn’t automatically and quickly develop.  
As stated by Devine (1981:98)critical thinking is not innate. Children are not born with the power 
to think critically, nor do they develop this ability naturally beyond survival-level thinking. 
Critical thinking is a learned ability that can be taught. One can learn how to continually improve 
the quality of his or her thinking, but most individuals never learn it by themselves.Only trained 
and knowledgeable teachers or instructors are able to impart this skill.
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This skill must be developed, however; and it requires a great deal of effort on the part 
of teachers to help students learn to think critically. In order to develop this skill, teachers must 
learn to incorporate critical questioning into their classes.  The responsibility for developing 
this skill then shifts from the students to the teacher as questioning becomes the guiding force. 
It is the teachers, not textbooks that have power to shape students’ ability to think, which means 
that teachers must be prepared to lead the students toward critical thinking skill.  

Being totally aware of the importance of students to have critical thinking skill, this paper 
attempts to elaborate how to encorage students to think critically. This paper is written based 
on the writer’s experience in applying this technique in her reading classes. Actually there are 
many various of questions that can be used to encourage students to think critically, but the 
writer decided to choosethe category of questions proposed by Devine (1981) since she applied 
it in her reading classes. Thewriter hopes that this paper can give a contribution to education 
practitioners(especially language teachers) in all levels of education.

2. PURPOSE AND RATIONALE OF TEACHING CRITICAL THINKING
As stated in the background of this paper, the purpose of specifically teaching critical thinking 
in any disciplines is to improve the thinking skills of students and thus prepare them to succeed 
in the world. It means that we do not automatically teach critical thinking when we teach our 
subjects as it is reflected on these two quotations:

“It is strange that we expect students to learn, yet seldom teach them anything about learning.” Donald 
Norman, 1980, “Cognitive engineering and education,” in Problem Solving and Education: Issues in 
Teaching and Research, edited by D.T. Tuna and F. Reif, Erlbaum Publishers. 
“We should be teaching students how to think. Instead, we are teaching them  what to think.” Clement and 
Lochhead, 1980, Cognitive Process Instruction.

According to Schafersman (1991:1) all education consists of transmitting to students two 
different things: 

the subject matter or discipline content of the course (“what to think”)
the correct way to understand and evaluate this subject matter (“how to think”). 

We do an excellent job of transmitting the content of our respective academic disciplines, 
but we often fail to teach students how to think effectively about this subject matter, that is, how 
to properly understand and evaluate it, and as a result, the students never develop critical thinking 
skills. There are number of underlying reasons. Schafersman (1991:2) argues that the first goal 
of education, “what to think,” is so traditionally obvious that instructors and students may focus 
all their energies and efforts on the task of transmitting and acquiring basic knowledge. Indeed, 
many students find that this goal alone is so overwhelming that they have time for little else. 
On the other hand, the second goal of education, “how to think” or critical thinking, is often so 
subtle that instructors fail to recognize it and students fail to realize its absence (Schafersman, 
1991:2).

As the information content of any disciplines has become enormous, educators and 
textbook writers came to believe that they must seek to transmit as much factual information as 
possible in the time available. Textbooks grew larger and curricula became more concentrated; 
students were expected to memorize and learn increasingly more materials. Teachers tend to 
put thespread of facts and information in the first priority instead of teaching methods and 
concepts. Inevitably, the essential accompanying task of transmitting the methods of correct 
investigation, understanding, and evaluation of all this data (that is, critical thinking) was 
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left behind. In retrospect, it seems obvious that when the information content of a discipline 
increases, it becomes even more vital to spend time, not learning more information, but learning 
methods to acquire, understand, and evaluate this information that is not known now but will 
surely follow. Frankly, it is counterproductive to simply memorize and learn more new and 
isolated facts when future facts may eventually displace these. Thus, our education policy has 
been completely backward, teaching more facts and less methods rather than the converse.

The final rationale for critical thinking is the business community’s need to compete 
in a global economy. The general skill levels needed in the work force are growing up while 
the skill levels of potential employees are going down. As a result, this particular educational 
reform movement will remain crucial to the education of the work force and the economy’s 
performance in the global arena. This economic pressure to teach critical thinking skills will fall 
in educational institutions because these skills, for the most part, are rarely taught or reinforced 
outside formal educational institutions. Unfortunately, at the moment, they are also rarely taught 
inside educational institutions. 

3. DEFINING CRITICAL THINKING
Critical thinking means correct thinking in the pursuit of relevant and reliable knowledge 

about the world (Schafersman, 1991). Another way to describe it is reasonable, reflective, 
responsible, and skillful thinking that is focused on deciding what to believe or do A person 
who thinks critically can ask appropriate questions, gather relevant information, efficiently and 
creatively sort through this information, reason logically from this information, and come to 
reliable and trustworthy conclusions about the world that enable one to live and act successfully 
in it.

Critical thinking is scientific thinking. Many books and papers describing critical thinking 
present its goals and methods as identical or similar to the goals and methods of science. A 
scientifically-literate person, such as a math or science instructor, has learned to think critically 
to achieve that level of scientific awareness. But any individual with an advanced degree in any 
university discipline has almost certainly learned the techniques of critical thinking.

In addition, Schafersman (1991) states that critical thinking is the ability to think for one’s 
self and reliably and responsibly make those decisions that affect one’s life. Critical thinking 
is also critical inquiry, so such critical thinkers investigate problems, ask questions, pose new 
answers that challenge the status quo, discover new information that can be used for good or ill, 
question authorities and traditional beliefs, challenge received dogmas and doctrines, and often 
end up possessing power in society greater than their numbers.

Critical thinking has many components. Life can be described as a sequence of problems 
that each individual must solve for one’s self. Critical thinking skills are nothing more than 
problem solving skills that result in reliable knowledge (Schafersman, 1991). Humans constantly 
process information. Critical thinking is the practice of processing this information in the most 
skillful, accurate, and rigorous manner possible, in such a way that it leads to the most reliable, 
logical, and trustworthy conclusions, upon which one can make responsible decisions about 
one’s life, behavior, and actions with full knowledge of assumptions and consequences of those 
decisions. 

Huitt (1998:4) proposes another definition of critical thinking. He states that critical 
thinking is the disciplined mental activity of evaluating arguments or propositions and making 
judgments that can guide the development of beliefs and taking action. He offers the definition 
to more closely align the concept to the evaluation level as defined by Bloom who divided 
cognitive domain into six levels starting from the simplest level, such as knowledge (“the 
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remembering, either by recognition or recall of ideas, materials, and phenomena”) to the most 
complex, evaluation (“the making judgments about the value, for some purpose, of ideas, works, 
solutions, methods, materials, etc”). 
From the whole definitions and explanations of critical thinking, we may conclude that critical 
thinking consists of a mental process of analyzing or evaluating information and ideas that 
people have offered as true for deciding what to accept and believe. It forms a process of 
reflecting upon the meaning of statements, examining the offered evidence and reasoning, and 
forming judgments about the facts.

4. CRITICAL THINKING AND QUESTIONS
Thinking is not driven by answers but by questions. If there had no beenquestions asked 

by those who laid foundation for a field, it would never have been developed in the first place. 
Furthermore, every field stays alive only to the extent that fresh questions are generated and 
taken seriously as the driving force in a process of thinking (Paul, 2004). To think through or 
rethink anything, one must ask questions that stimulate his thought. Critical thinking helps us 
question and explore power relationships in communities, schools, workplaces and the wider 
world. It helps individuals and groups to question the motivations behind the hierarchies and 
leadership, and to understand the decisions that affect people’s lives through such questions 
as:

Who makes such decisions? 
Why are they made? According to what criteria? 
Whose interests do they serve? 
What are the long-term consequences of the decisions? 

By asking these questions, participants can better understand how others operate and can begin 
to break down relationships that provide barriers and build new partnerships for sustainability.

Questions define tasks, express problems and delineate issues. Answers on the other hand, 
often signal a full stop in thought. Only when an answer generates a further question does 
thought continue its life as such (Thoms, 2001). This is why it is true that only students who 
have questions are really thinking and learning. It is possible to give students an examination 
on any subject by just asking them to list all of the questions that they have about a subject, 
including all questions generated by their first list of questions. 

Students need questions to turn on their intellectual engines and they need to generate 
questions from our questions to get their thinking to go somewhere. Thinking is of no use 
unless it goes somewhere, and again, the questions we ask determine where our thinking goes. 
According to Richard Paul (2004), deep questions drive our thought underneath the surface 
of things, force us to deal with complexity. He elaborates those questions into several kinds: 
questions of purpose force us to define our task, questions of information force us to look at our 
sources of information as well as at the quality of our information, questions of interpretation 
force us to examine how we are organizing or giving meaning to information, questions of 
assumption force us to examine what we are taking for granted, questions of implication force 
us to follow out where our thinking is going, questions of point of view force us to examine our 
point of view and to consider other relevant points of view, questions of relevance force us to 
discriminate what does and what does not bear on a question, questions of accuracy force us to 
evaluate and test for truth and correctness, questions of precision force us to give details and 
be specific, questions of consistency force us to examine our thinking for contradictions, and 
questions of logic force us to consider how we are putting the whole of our thought together, to 
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make sure that it all adds up and makes sense within a reasonable system of some kind.

5. THE CATEGORY OF QUESTIONS
Critical thinking is needed to process information whether it is in written or oral 

form. Many reading theorists believe in the importance of critical thinking skill. According 
to McWhorter (1992:243), people tend to be much more tolerant and accepting in reading. 
Many readers readily accept information and ideas presented in written form without careful 
evaluation. Obviously, this passive attitude harms the readers themselves. She suggests that 
the readers must be critical in reading starting with the full awareness that everything they 
read must be written from a particular perspective; thus the writer’s subjective opinion, value, 
attitude and ideology are implicitly and explicitly recorded in it. For there are always chances 
for a writer to be biased, Milan (1983:185) also strongly argues that it is not enough for the 
readers to have only a good fundamental ability to comprehend well without having the ability 
to develop critical sense, that is a means of judging the worth of what is being read. In addition, 
Goatly (2000:159) emphasizes that only by having selfresistance and challenging the writer’s 
beliefs and assumptions all the time in reading, the readers could maintain enough sense of 
belonging to remain mentally healthy.

Based on critical thinking process proposed by Devine (1981:103-110), the questions 
that can enhance students’ critical thinking are categorized into some inter-related parts: 
recognizing the writer’s purpose, noting special points of view, being aware of the writer’s 
choice of language, evaluating the writer’s argument, and evaluating inferences. 

5.1 Recognizing the writer’s Purpose 
Before reading, readers must be critical to question the author’s credentials whether he 

has the right qualifications including the appropriate educational background and the wide 
experiences in the field he is writing (Devine, 1981:104). Readers need to realize that not all 
authors are necessarily competent to write about their chosen topics. Therefore, readers must be 
aware all the time that the printed texts they read are not sacred documents, and they are written 
by human beings and consequently, are sometimes biased and sometimes deceitful.

The first thing of being critical in reading a text is able to recognize the author’s purpose 
of writing in such a way. It is very important for readers to know the reasons the author writes 
his composition, whether it is merely to inform the reader, to influence the reader to change 
his attitude or opinion, or to persuade the reader to do something. As it is stated by Devine 
(1981:103) and Heilman, Blair &Rupley (1981:292) that an author may also have “hidden” 
purpose. Readers need to be aware of the possibility if the writer has a secret reason or controlling 
motive behind his article. They should also be conscious of the main points the writer tries to 
get across him.

5.2 Noting Special Point of View
What should be clearly understood by readers is the fact that every writer has his own 

point of view or perspective in understanding the reality, on which, then, he bases his text. The 
readers must be fully aware of possibility that they may unconsciously interpret a text from 
the writer’s point of view, which may not be the right angle in seeing that particular event. The 
writer’s special point of view can be revealed from how he selects the information for his text 
and how he gives his opinion on it.

Devine (1981:104) states that the readers need to distinguish between ideas and 
information that truly belong to the topic and those that creep in because of the writer’s careless 
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preparation, sloppy thinking or deliberate intention to mislead. The writer sometimes leaves 
out some relevant information and asserts the irrelevant ones because of his point of view. The 
intention is to influence the readers’ interpretation and judgments. This process of selecting 
details favorable or unfavorable to the subject being described may be termed slanting. One 
sided or biased slanting of this kind is not uncommon in private gossip and backbiting and all 
too common in the “interpretative reporting” of newspapers and magazines.

The readers also need to be able to distinguish between factual statements and statements 
expressing opinions, feelings and preferences. Factual statements contain facts and evidences. 
However, often a writer also implicitly or explicitly inserts his opinion about those facts and 
evidences. It is through his opinion that actually the writer also expresses his assumption and 
values. Readers must not mix up between facts and opinions in order to see clearly through the 
truth. As argued by Devine (1981:110) and Heilman, Blair &Rupley (1981:292), the ability 
to distinguish fact and opinion enables the readers to look twice, evaluate, judge, critique and 
think about incoming ideas and information.

5.3 Being Aware of the writer’s choice of language
It is a fact that some words carry emotional “charge” (Devine, 1981, Goatly, 2000). Certain 

words may sound favorable while others are unfavorable. This is because those particular words 
have emotive “spin”, meaning that they share the same conceptual meaning but differing in 
emotive meaning. These words can spin positively, neutrally and negatively (example: slim, 
thin, and skinny). Another kind of words called affective words is the words, which are empty 
of conceptual meaning. The words of this kind simply express strong emotions, either positive 
(example: great, fabulous, smashing. etc) or negative (example: horrible, awful, pathetic and so 
on). Because these are evaluative terms expressing individual taste, likes and dislikes, they are 
subjective can not be verified or challenged. As Goatly (2000:109) notices that certain words may 
unintentionally cause negative emotion and offence (example: nigger, poor, crippled, etc). In 
fact, sometimes neutral or positive words are deliberately replaced with the negatively emotive 
ones (example: economic growth vs. economic cancer). Therefore, readers must realize that the 
language they read is not always neutral and clear window through which the writer presents 
idea and information. Words that have connotations or emotional overtones can be deliberately 
or unconsciously used by the writer in print to generate certain impression on the readers.

Besides, the uses of allusion, satire, humor, irony and the like in a text also require the 
readers’ special attention and critical thinking (Heilman, Blair &Rupley, 1981:294). Through 
his choices of language in writing the text, the writer often either expresses his own emotions 
along with the ideas and information or tries to arouse certain emotions in readers in order to 
influence them (Devine,1981:106).

5.4 Evaluating the writer’s Argument
All writers make assertion or argument that wants the readers to accept as true. According 

to Milan (1983), argument is a specific proposition that the writer is putting forth, the subject 
for discussion or analysis about which there may be a difference of opinion. Therefore, readers 
should not accept anything on face value but they must recognize every assertion as an argument 
that must be carefully evaluated before making any decision. Hardcastle (1952) explains that 
an argument has two essential parts: a claim and support. The claim asserts a conclusion –an 
idea, an opinion, a judgment, or point of view- that the writer wants the readers to accept. 
The support includes reasons (shared beliefs, assumptions, and values) and evidence (facts, 
examples, statistics, and authorities, etc) that give readers the basis for accepting the conclusion. 
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When the readers assess an argument, they are concerned with the process of reasoning as well 
as its truthfulness. The readers must check whether the support is appropriate to the claim and 
whether the statements are consistent with one another in order to determine if an argument is 
acceptable. As it is stated by Kurland (2000) that to assess the validity of remarks within a text, 
the readers must evaluate what they have read and integrate that understanding with their prior 
understanding of the world. 

5.5 Evaluating Inferences
Making inferences is the end of a reading act. It is what the readers conclude after reading 

a particular text. According to Hayawaka (1978:35), an inference is a statement about the 
unknown made on the basis of what has been observed and known. It may be carefully or 
carelessly made. A careful inference is made on the basis of a broad background of previous 
experience with the subject matter, whereas a careless one is made with no experience at all and 
might be entirely wrong. However, as it is suggested by Hayakawa (1978:36), it is not easy to 
make a careful and accurate inference, even with a lot of exercises to report only what is seen 
and experienced because making inference a quick, also automatic process. Hence, the problem 
is not on the making of inferences but in the awareness of the quality of the inferences made. 
Critical reading sees inferences as how to think about what are found in the reading that involves 
the interpretation of data from within the text (Kurland, 2000:2). Making inferences out of a 
piece of text, thus, needs a deep thought and careful examination of the good performances on 
the abilities previously discussed. On the other side, readers must also have critical attitude 
toward the inferences made by the writer (Devine, 1981:110). They should critically question 
themselves whenever they feel their attitudes, beliefs and status are challenged (Hardcastle, 
1995:1)

6. THE PROCEDURES AND STRATEGIES
Teachers, as educational practitioners, have a crucial role in helping to improve students’ 

critical thinking abilities. And discussion of the teacher’s role in fostering critical thinking must 
begin from a recognition of the teacher as a person whose unique character, interests and desires 
can not be separated out from the idea of the teacher’s role. Good teachers are doing more when 
they teach than acting according to prescribed roles. Their desire to nurture a love for learning, 
to help students recognize and act upon their capabilities, and to establish a classroom climate 
which is based upon mutual regard and respect gives their teaching purpose and meaning beyond 
any technical description of the teacher’s role (Elder, 2004:2). What is required is that teachers 
be authentic individuals who are striving to improve their practice through the use of critical 
and creative thought. As stated by Lamb (2006:3), acting upon their belief in the importance of 
critical and creative reflection, teachers would attempt to analyze their own thinking process 
and classroom practices, be open-minded and encourage students to follow their own thinking, 
and consistenly provide opportunities for students to develop their potential.

More specific activities and strategies for the improvement of thinking abilities will also 
be proposed, with the qualification that the best ways to foster critical and creative thinking 
will continue to be developed by reflective practitioners as they come to know their students. 
What is needed are teachers who engage their students in meaningful activities - ones which 
incorporate students’ unique interests, abilities, backgrounds and community needs. The ideas 
presented here are only intended as starting points for further reflection, and like all good ideas 
will be improved by critically appraising their application to individual situations.

Here are some procedures and strategies that can be applied in fostering critical thinking 
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to our students through questioning.

1. Define unfamiliar vocabulary or key terms
2. Be mindful of enganging the entire class 

Build a chain of contribution, responses, reactions, alternative 
Randomize questioning in order to keep all students engaged)

3. Create a non-judgemental environment
Buid confidence and logic
Keep a conversational tone
Direct “big picture” questions to the whole class; detail questions to individual students
Give space to introverts: they prefer listening and digesting but can summarize, often with insight

4. “Set the stage”: ask questions with elementary or known content
Use establish facts and opinions as advanced organizers
Build on issues and examples they can identify with
Keep questions that test recall of facts (who, what, where, ect)

5. Build an argument
6. Prioritize questions that challenge them to think (c.f. Proposed by Devine)

1. What is the writer’s purpose?
a. Is there any irrelevant information? (Identify it)
b. Identify the writer’s opinion (not factual statements) on the passage!

2. What is the author’s tone on the passage? (The writer’s emotion that is reflected on the  text)
3. Are the ideas developed logically or convincingly? Explain it!
4. What is the writer’s conclusion on the problem? Do you agree? Give your opinion!

7. Model active listening to student responses 
By summarizing  the content or gist of their answers
Expand on the exercise by calling on other students to do the same

8. Allow students intentional time for thought processing in answering
Create the pause for a thoughtful response rather than expect an immediate reply

9. Allow for unexpected turns that suit the purpose and invite gestalt!
10. Balance the need for breaks (for couple minutes) with keeping momentum and arriving at breakthroughs

Devine (1981) also proposes some questions that can be structured into pre-reading 
activities and/or into follow- up activities for lectures and readings. Those questions are:

1. Has the writer used loaded or emotionally –charged words? What are they?
2. Is he or she a good source of ideas and information on this subject? Have you checked his/her credentials? What are 

they?
3. Which statements are clearly factual? Clearly opinion? How can you tell?
4. Does the writer seem to be deliberately trying to arouse your emotions? What are some examples of his or her 

emotive language?
5. Which statements are clearly inferential? Is there evidence in the writing to support these inferences?
6. Has the writer referred to experts by name or are the references based on hear-say evidence (“They say” or “Research 

proves”)?
7. Is the writer biased? How do you know?
8. What assumptions are implied by his or her statements? What are they? 

7. SUGGESTIONS FOR EDUCATIONAL PRACTITIONERS
The students’ inability to think critically on the text causes a deep concern especially to all 

educational practitioners. As educational practitioners, we are responsible for the quality of our 
students. The findings of this study show that our students were unable to summarize, analyze, 
hypothesize, and evaluate the ideas they encountered in the reading passage. Since university 
students are intellectual people and the future of nation, this situation harm Indonesia. Based 
on this consideration, teaching critical thinking to the students is a must. Thus, the curriculum 
makers need to realize the importance of teaching critical thinking to the students. The students 
must be taught critical thinking skills as early as possible. Practically, the teaching critical 



e 291   f 

Proceedings 
Teaching and Assessing L2 Learners in the 21st Century

thinking must be included in all levels of education and should be inserted in syllabuses. 
Teachers hold a strategic position in determining the quality of students’ critical thinking 

skills. They are the persons who know their students’ weaknesses best. Therefore, they must 
know the best strategies to teach their students how to think critically according to the students’ 
characteristics. Teachers must develop the students’ awareness that everything they see, hear, 
and read is very possible to contain biases. 

Before resolving to nurture critical learners, teachers should take into account the important 
element needed to accomplish the purpose, and that is the change of teachers’ attitudes towards 
students, pedagogy, and themselves as teachers. Students are not empty vessels which need to 
be filled with knowledge so that teachers should not assume that the students do not have or 
little prior knowledge and experiences regarding the subject matter that is going to be taught in 
the classrooms. If teachers ignore the individuality of the students, they fail to understand and 
appreciate the students’ unique experiences, and concepts, notions and view of the world. This 
attitude will lead a boring and unimaginative classroom because of the minimal participation 
and involvement of students. The students will feel left out and assume their opinions and beliefs 
as not important enough to be heard in the classroom. Eventually, this would lead them to be 
passive students, and be a detriment to critical thinking. Teachers could gain much by listening 
to the students’ opinions and beliefs. It obviously becomes the enrichment of experiences, 
ideas and thoughts in a discussion of an issue. To make this discussion flow without hindrance, 
teachers should develop a mutual relationship with their students. Besides creating a situation 
of two-way communication, teachers must also involve respect and provide collaborative 
learning. Thus, the students 

Producing critical students is not an easy task, but it can be achieved by engaging the 
Pedagogy of Question which requires posing questions to students and listening to students’ 
questions. This is a practice that forces and challenges the students to think critically. Teachers 
should also avoid spoon-feeding teaching learning process which does not challenge and 
stimulate the students’ thoughts. They must create atmosphere that can encourage the students 
to give their opinions, to think alternatives and to take initiatives instead. 

8. CONCLUSION
A person who thinks critically can ask appropriate questions, gather information, 

efficiently and creatively sort through this information, reason logically from this information, 
and come to reliable and trustworthy conclusions about the world that enable one to live and 
act successfully in it. The best thing one can do to develop his/her ability to think critically 
is to become conscious of applying a series of questions to whatever he/she reads or listens.
Thus, teachers should teach their students this mental ability by posing critical questions, as 
suggested by Devine.In addition, teachers’ beliefs and attitudes about themselves, and their 
functions in classrooms have significant implications for students’ ability to think critically. If 
the teachers think that their primary roles are to teach and provide answers and information, 
then the students are exposed to the culture of “spoon-feeding”. Consequently, the students’ 
ability to look for answers and solutions, and to inquire, to decide, to question, to reject and 
accept ideas will diminish. Teachers need to believe that their major roles are to think, guide, 
initiate, facilitate and encourage the students. This will put them in a right frame of mind and 
lead the students to become critical thinkers.
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Abstract
In this paper I would like to explore how the students were able to accomplish summaries of research 
articles from open access journal including the challenges encountered by the master students of 
English department of Mulawarman University in the academic writing course. It is expected they 
are able to use the summarized articles for their thesis proposal. 
The students are experienced English teachers, novice teachers, and graduated students from 
undergraduate program who are unfamiliar with reading academic texts especially the journal 
articles. The data of this study were gathered from self-report of during each process of skimming 
and scanning, skimming and scanning, highlighting and noting, paraphrasing, and summarizing.
The students have to select their own research topic, find main ideas or key words, highlight and note 
important points of each paragraph of the articles gathered from the credible open access journals. 
Paraphrasing and summarizing were the following steps to be completed. 
The results revealed that the students encountered difficulties in reading in terms of vocabulary, 
sentence structure, and unfamiliarity with the article topics. Reading journal articles was uncommon 
for them leading to confusion. Furthermore, they lack of knowledge which part of the articles should 
be underlined. This provides some suggestion that strengthening students reading of journal articles 
should receive more attention. This could be done by teaching them to read journal article from the 
undergraduate program. 

Keywords: summarizing, journal articles, challenges  

1. INTRODUCTION
One of the requirement for postgraduate students particularly in the master program 

at Mulawarman University is completing a thesis. They have to conduct research based on 
their interest. Meanwhile,  the Internet has provided more access for foreign language/second 
languagereaders since online reading serves as the source of input for them (Anderson, 2003). 
Leu (2002) emphasized that the Internet offers time-saving for gathering information and 
communication comparing to other media such as books or computers. In addition, credible open 
access journals could be easily downloaded for students to enrich their research knowledge

As the credible open journal articles could be accessed and the requirement of research 
thesis for the master students, it is expected that they could take the advantages of this 
condition. The question appears here is how they could use the articles for the benefits of their 
thesis. Therefore in this study I would like to explore what I have done with my students in the 
academic writing course to summarize journal articles throughout four various major phases 
namely, skimming and scanning, highlighting and noting, paraphrasing, and summarizing. 

Literature in the second reading or writing has indicated that summarizing is hard and 
difficult task. It is perceived as a very beneficial but complicated skills in the academic field. 
This requires students to reconceptualize material in order to articulate similar ideas to the 
original source but different way of expression (Chen & Su, 2011; Johns 1985, Nambiar, 2007). 
This strategy also requires students to integrate reading and writing abilities (Grabe and Zhang, 
2013). Students need to engage in a variety of complex reading and writing activities and make 
contextualized decisions as they interact with the reading materials and the assigned writing 
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tasks (Ferris & Hedgcock, 2005;Grabe and Zhang, 2013; McGinley 1992; Spivey 1990). 
Grabe and Zhang (2013) reported major factor that contribute to be effective how to 

summarize in  their critical review of the integration of reading and writing with the implications 
for L2 learners which could be summarized that lack of academic vocabulary knowledge 
impaired students for better reading abilities or writing task. 

2. METHOD 
The methodology comprises three sections; participants, procedures, data and data 

analysis.

2.1 Participants 
The participants of this study were 18 master students in the second semester of 

Mulawarman University who learned academic writing course and were expected to complete 
research proposal at the end of the third semester. 

2.2 Procedure
2.2.1 The students were taught in four several diverse phases; skimming and scanning, 

highlighting and noting, paraphrasing, and summarizing. 

2.2.1.1 Data and Data Analysis  
The data were gathered from the self- reports of what students experience form each of those 

four steps; skimming and scanning, highlighting and noting, paraphrasing, and summarizing. 
The self-reports were only from experiences of summarizing of three journal articles, therefore 
the reports were completed in the sixth meeting of the academic writing course focusing on the 
students’ experiences during completing the tasks including the difficulties they encountered in 
each phase, the benefits of each phases and reflections of the process. They were analyzed based 
on the themes emerged from the responses. 

3 FINDINGS 
3.1 Skimming and Scanning  

Most of the participants encountered difficulties in this stage because of complicated 
vocabularies. There were many new terms for them. They were confused and some of them got 
headache because this required them to read more than three times. One student reported that 
she had to read four-seven times just to enable them to get general ideas of the article content 
as follows ‘In this stage I still could not understand all new vocabulary. But practicing this 
skimming bit by bit enabled me outline each paragraph and the article. I needed to read 4-7 
times for skimming to allow to paraphrase (S2). 

In order to understand the article the student needs to practice the skimming progressively 
which should be done many times. Moreover in these phases lack of vocabulary also distracted 
them to focus on the gist of the article therefore they concentrated on the new vocabulary which 
were mostly related to the articles terminology. 

In the scanning phase the students experienced difficulties due to unfamiliar technical 
vocabularies and complicated sentence construction that hindered them to understand the 
articles. Therefore, they necessitate to read any times. 

Similar to the skimming stage, the scanning process was challenging for students, limited 
vocabulary was the burden to understand the detail of the article. Some students need a dictionary 
to get the meaning of the new vocabulary 
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Other reported that scanning takes time, she needed to put more effort and patience to do 
this. 

Therefore, the students focused on the new vocabulary in the scanning phase. They 
searched for meaning to allow them to understand the article. This shows that vocabulary 
impeded comprehension of the article. 

3.2 Highlighting  
In the highlighting phase two students wrote that they found highlighting was not really 

difficult as one student informed ‘Highlighting was not really complicated because I already know 
the main ideas of the paragraphs. I highlighted every important word or sentences that I liked 
(S8).Highlighting the main ideas and their supporting sentences assist the students to comprehend 
the article Therefore, the student was able to highlight the key words but linking the ones have 
been emphasized is the challenge that forced him to read many times. In the highlighting process, 
therefore, the students were able to highlight the words they thought the vital ones but sometimes 
they were unsure whether the words they have noted were the essential ones. 

3.3 Note Taking 
The reports in the noting phase were varied. Taking notes during reading the article made 

the students confused as one student wrote that ‘I have to read and reread to make notes I needed. 
Sometimes the notes I have made wereconfusing (S11).Meanwhile other student commented 
that making notes is relatively less difficult. 

Even though some students experienced that making notes of what is being read was not 
too complicated but for most students this process was still complicated such as dissimilarity of 
the notes and the source, taking times, and selection of the words should be noted. 

3.4 Paraphrasing  
In the paraphrasing phase some themes appeared especially confusion of how to paraphrase 

that obligate the students to open dictionaries, review grammar books, and time. They tend to 
copy-paste the original source in the paraphrasing process. She tried to do paraphrasing but 
only some of the paragraphs. Therefore in this phase the students met some difficulties in terms 
of the process of paraphrasing itself such as grammar, vocabulary, active-passive voice, direct-
indirect sentences that ask for more time to complete it. 

3.5 Summarizing 
More than half of the total students in this phase stated that less complicated than the 

previous phase that is paraphrasing. S6 – after paraphrasing each paragraph the last step is 
summarizing and thistends to be easier. I just needed to link all the paraphrases I made to 
represent the content of thearticle. Making into a cohesive summary from all paraphrases is 
anotherchallenge in the summarizing as the students needed to review their notes but however, 
she could doit gradually. Familiarity of the article topic also contributes to the understanding. 

4. DISCUSION AND CONCLUSIONS 
The findings in this study have revealed some conclusions.First, the students were familiar 

with all the phases given in this course however, they encountered some difficulties in each 
phase. New technical vocabulary that were mostly related to research and particular terms of 
the topic. The students found that new vocabulary was an obstacle in these phases. They had 
to open dictionary regularly and it took time to understand the texts. They had to search for 
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meaning and tried to understand the whole texts. These findings support the review of previous 
studies by Grabe and Zhang (2013) that vocabularies is the most challenging for students in the 
second language context to comprehend texts. 

Students claimed that paraphrasing is the most difficult step to do. The problem was how 
to do the paraphrasing itself, such as active-passive voice, direct-indirect sentences that ask for 
more time to complete it. They had to use their own words but similar meaning with the source 
(Bean, 1986).

Summarizing was less frustrating for students predominantly for those who were able 
to do paraphrasing, while for others, they could do it with more time and progressively. In the 
reflection, they found that the phases given in the academic writing was useful for them for 
improving reading comprehension (Cordero-Ponce, 2000) and writing proficiency (Garner & 
McCaleb, 1985; Spack, 1988), although it was paintful. 

The findings implied that the students in this study were required to have appropriate 
reading and writing skills to do summarizing which is hard and complex (Grabe and Zhang, 
2013). Teaching students for each stage should be given at the beginning of their study in the 
tertiary level. 

Since this study investigated only small number of participants therefore future research 
with similar interest could include more participants in order to have broader understanding of 
students’ challenges in summarizing including how to overcome those complexities. 
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ABSTRACT 
An issue about a global market, integrations among different countries, or other issue related to 
common interests for making the border among nations permeable is currently becoming a lively 
topic of discussion. Among other points being discussed is the language, particularly on how to 
cope with global communication using one globally understandable language. English is the lingua 
franca that has so far enabled global communication find an ease. Therefore, it is the right reason 
for ITS to promote the capacity to master the language as one of the requirements to graduate from 
the institute. A proficiency test, Test of English Proficiency, has been developed and distributed to 
measure students’ capacity. In practice, the test has invited controversies as many of the students fail 
to meet the threshold level determined by the institute; however, there, at the same time, are many 
who can successfully attain the level. The present study is aimed at figuring out some internal and 
external factors affectingg the success and those would become an inventory that can be used as a 
model for students to succeed the attempt for arriving at, at least, the threshold level. 

Key	words:	internal	factors,	external	factors,	TEFL,	Language	Proficiency.

1. INTRODUCTION
Indonesian people today start to realize that they are now living in the global era where 

people all over the world are interconnected by sharing and understanding global perspectives. 
Other popular term like global village introduced by McLuhan (1962) might be well understood. 
The era where electric technology and instantaneous movement of information flow rapidly then 
bring all social, political, or many aspects of lives freely permeating from one to other villages. 
At this era, people need to be aware of having the capacity to communicate and interact globally 
and adjust with the running technology development. Therefore, no one now can deny the need 
to cope with a language spoken by many other people in the other part of the hemisphere. The 
idea of global world, free trade, and  remarkably imply that there is a need for every single 
person to cease the capacity for being accepted in the global world. Until today, English is by all 
means still selected to be the language of global communication, as it is stated in the statistics 
portal 2015, it is found that 1,500 million people worldwide speak the language of whom only 
375 million of native speakers. It means English has already been spoken by most people in the 
world and therefore, there is no reason for those living in this world not to cease the capacity 
to use the language. 

Universities or other higher education institutions become the party who need to put the 
priority to give students skill to cope with the language. Those who are not majoring in English 
have to take at least 2 credits during the study in university. Language Centre is established in 
universities in Indonesia to accomodate the need for learning the languages, especially English. 
Varied programs are developed as the attempt to help students to cope with the language 
learning process. Then, it becomes very common that each university develops varied test of 
Language Proficiency to measure students’ skills in the language. Many of those universities 
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adapt and adjust the populer proficiency test like TOEFL for the sake of getting closer picture 
of the students capacity to the standardize test. In Indonesia, this kind of test is labelled in 
some different brands such as Institutional TOEFL, TOEFL-like, TOEFL prediction test and 
the like. Although using different names but the essence is absolutely the same. Therefore, this 
kind of test is very popular in Indonesia and used for varied purposes. Some use it for one of 
the requirement to graduate from universities, other uses for eligibility to pursue higher degree, 
even some other uses for promoting certain level of position in the career. 

In Surabaya, Institut Teknologi Sepuluh Nopember (ITS) promotes its graduates to 
have an additional value besides the major they have. The institute encourages the students to 
empower themselves with maximising their soft skills, one of them is an ability to have a good 
interpersonal interaction. Due to this, then the graduate candidates must have acquired certain 
level of proficiency in foreign language, especially English. At the same vein, in Makasar the 
TOEFL test is highly recommended for students who want to continue their education to higher 
level, for example, from undergraduate level to graduate level. The test is also used for public 
usages such as to get promotion to higher level of job. 

From the picture taken from both universities, it is figured out that there is a similar 
problem encountered. Students learn the language with varied success, and some are found 
to have difficulties to gain the determined passing grade. By studying from those two studies 
conducted by prior researchers, the present study aims at figuring out the factors seen from both 
sides: internal and external factors. In the side of internal factors, the present study would focus 
on the strategy and motivation, while from the external side, learning experience would be 
traced. Pertinent to this, the questions are emerged: 1) how are the students different concerning 
to the use of learning strategies?; and 2) what are possible factors affecting the choices of 
the learning strategies?. Relevant to these two questions, the present research is directed 
to: 1) determine three factors: how gender, motivation, and experience in studying English 
affect choices of language learning strategies; and 2) compare the effects of these factors on 
their language learning strategy use. The result of this study is expected to be beneficial to 
universities in Indonesia who are still having the classical problems for enhancing the capacity 
for learning this language, and for the teachers, this would contribute information about how 
gender, motivation, and learning strategies are intricately correlated. 

2. LITERATURE REVIEw
This section provides a review of prior studies that have conducted in universities in 

Makasar and in Surabaya. Subsequently, a definition of language learning strategies is 
presented, then followed by a review on the roles of learningg strategies on gender, motivation, 
and experience in studying the language. 
 
2.1 Prior Researches Review

First, a study has been conducted in Institut Teknologi Sepuluh Nopember (ITS) by Heny 
Kartikasari (2014) who is completing her graduate program. The primary data are derived from 
the result of a survey to a group of students from 2010/2011 academic year representing five 
faculties in ITS, and secondary data are taken from students of ITS of the same academic year 
who have not yet been able to complete the passing grade of EFL test (i.e. the name of proficiency 
test developed by the institution), or at least have already taken once but fail. By using random 
sampling, 86 students are finally selected to involve in the study. Some variables employed 
in the study include student demography, and their learning history, and the response variable 
is derived from the score of EFL test that is comprised from three parts, namely, Listening 
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(Y1), Structure (Y2), and Reading (Y3). Another variable called predictor variable involves the 
overall GPA, semester GPA, Score of English Course, Time span for studying English, each 
component Scores of EFL Test. The study uncovers several facts:
(a) From the sample of the study, the researchers can figure out that 53% or  46 male and the rest 

47% or  40 female students have not yet pass the passing grade of the EFL test distributed by 
ITS Language Centre. The percentage is still somewhat equal or not significantly different 
so that genders seem not eliciting any different in learning the language between male and 
female students. 

(b) In terms of students demography data, it is revealed that 56% students are from out of 
Surabaya, but towns surrounding East Java; 24% from Surabaya, and 20% from other 
provinces. From those percentage, 74% living in dorms and the rest 26% living with 
the family or relatives. Unfortunately, there is no discussion made to see how this factor 
correlate to the proficiency of the students. 

(c) From education background, it is identified that students are coming from different 
enrolment mechanism, 39% from Regular SNMPTN/PMDK, 35 % from SBMPTN, and 
26% dari jalur masuk Kemitraan/Mandiri. Then, 86% students are from High School,  8% 
from Islamic High School, and 6% from vocational high school. Also,  79% is from state 
school while 21% is from private school. 

(d) Then, random variable shows that 49% students read references in English while 51% 
admits that they do not see any English references. While 90% students state that they 
are completing tasks in English, 64% reviewing international journals, 15% presenting in 
English, 13% writing papers in English and 8% working on  other tasks. 

(e) Related to the English courses they have ever taken, 66% students do not take any courses 
and the rest 34% have an experience of taking English courses. From those 34 %, 72% 
undertake the courses in ITS Language Centre, and the rest take outside.

(f) Survey has revealed 54% students consider Listening the most difficult skill in the test, then 
it is followed by 29 % students who admit that Structure is the most difficult, 17 % say that 
reading is taken the place of the most difficult in the test.

Second, the study is conducted in the state universities in Makassar, South Sulawesi, 
Eastern part of Indonesia in2013 (Mahmud, 2014). The study focused on the students of 
Graduate Program who took TOEFL Test as the requirement for finishingtheir study. After 
being successful to be accepted as students, the results of the TOEFL Test in the entrance 
test becamethe basic guidelines for administering the TOEFL Preparation course. The TOEFL 
certificate would be issued for thestudents who were able to reach the passing grade, which 
then became the requirement for them to finish their study. Ifthey did not pass the TOEFL test, 
their final exam would be suspended. The passing grades were 426> for Non EnglishProgram 
and 476> for English Program. Since it was locally used in the Graduate Program, the TOEFL 
used was notInstitutional TOEFL. The TOEFL-like or the TOEFL Prediction was used instead 
whose materials were taken from theTOEFL Preparation Books (Philips 2001).The Graduate 
program had the language laboratory that conducted the test (TOEFL-like or prediction TOEFL) 
andalso conducted the TOEFL Preparation Course. In 2013, there were 30 classes which were 
conducted by the languagelaboratory covering different study programs. The programs were 
English Education, Non-English Program (IndonesianLanguage and Social Science (Economy, 
Geography, History, Educational Management, Early Childhood Education,Educational 
Research, Sociology, Sports, and Arts) and Natural Science (Mathematics, Biology, Physics, 
Chemistry,and Technology). Each class consisted of 15 to 20 students.
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For this study, three classes were taken as sample (one from English department, and two 
from non-Englishdepartment, namely one social science class and one natural science class). 
To collect data, the researcher observed these threeclasses. He also conducted in depth semi-
structured interview to representatives of these three classes. There were twelvestudents (four 
for each class) who were interviewed. These respondents were chosen based on the frequency 
they tookTOEFL test and their obtained scores which had not reached the passing grade. 
Respondents had taken the TOEFLPreparation Course and had taken tests for many times. 
Some of the respondents had to take remedial course and failedthe tests for many times. The 
main focus was asking their major problems in answering the TOEFL Test.

This paper has discussed the facts from the teaching of TOEFL in one of the state 
universities in Makassar, SouthSulawesi, Indonesia. Based on the intensive interview and 
classroom observation, the main reasons were due to severalconflicting factors, such as the 
less basic skills in English, less practice on the test, less motivation, and students’individual 
differences such as age and social status.Findings from this study are very crucial as input for 
teachers in organizing and teaching TOEFL preparation Course.This teaching is very crucial 
as students need to take the TOEFL Test as a measurement in their English proficiency. Ashad 
been discussed above, students undertaking TOEFL test found many kinds of problems that 
hampered theirachievement. Therefore, the process of learning and teaching in the TOEFL 
Preparation Course needed to be given highpriority.It can be revealed that the teaching of TOEFL 
for English students and Non-English students needs attention toimprove further skills. The 
course needs not only improving the skills but also overcoming the dilemmatic problemsthey 
faced in learning TOEFL.In order to gain better input for this study, it is suggested for further 
researchers to conduct related studies. One of theimportant aspects is to investigate the 
relationship of the above problems with the students’ achievement in answeringthe TOEFL test. 
Are those above problems influence their achievement or are there any other factors influencing 
theirachievement. Studies should also investigate the tests themselves whether the tests have 
been operated in standard .

From the above studies, it is summarized that studies aimed to figure out the factors 
influencing the achievement of the students. The present study is conducted to fill the gap after 
the above studies fail to coe at figuring ot the influencing factors in language learning. The 
present study would take some of the internal and external factors to be investigated. Learning 
strategy and motivation will be used to represent the internal factor, while learning experience 
will be the external factor that is going to be investigated.

2.2 Language Learning Strategy 
The use of language learning strategies might be able to be identified as one of the influential 

internal factors that would affect the success in pursuing language learning process. There have 
been so many researches developed under the heading of language learning strategies with 
various proposals for the definitions, underlining concepts as well as the categorisations. Say 
for example, O’Malley & Chamot (1990) has divided language learning strategies into three 
categories: cognitive, metacognitive, and social-affective, Ox-ford (1990) has developed the 
most comprehensive, detailed and systematic taxonomy of strategies. She neatly proposed the 
point that “they are tools for active, self-directed involvement, which is essential for developing 
communicative competence. They are specific actions taken by the learner to make learning 
easier, faster, more enjoyable, more self-directed, more effective, and more transferable to new 
situations” (1990, p. 8). In this regard, Oxford also categorizes language learning strategies 
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into two domains: “Direct Strategies and Indirect Strategies. Direct Strategies mean language 
learning strategies that directly involve the target language. All direct strategies require mental 
processing of the language.” (1990, p. 37) The three groups of direct strategies are as follows: 
(a) Memory strategies – techniques specifically tailored to help the learner store new information 

in their memory and retrieve it later on, e.g. placing new words in context, using key-words 
and representing sounds in memory, etc. 

(b) Cognitive strategies – skills that allow students to better comprehend and produce language 
in different ways, e.g. note-taking, repetition, summarizing text, etc. 

(c) Compensation strategies – behaviours used to compensate and help them to employ the 
language, e.g. guessing while listening or reading, or using synonyms or paraphrasing 
while speaking or writing. 

Unlike direct Strategies, indirect strategies provide “indirect support for language learning 
through focusing, planning, evaluating, seeking opportunities, controlling anxiety, in-creasing 
cooperation and empathy, and other means” (1990, p. 151). The three sets of indirect strategies 
are as follows: 
(a) Metacognitive strategies – behaviours used for arranging, planning and evaluating one’s 

learning, e.g. overviewing and linking with already known material. 
(b) Affective strategies – techniques which regulate emotional behaviours and motivation, e.g. 

using relaxation techniques, singing songs in a target language to lower one’s anxiety, etc.
(c) Social strategies – actions allowing better learner interaction with other people in the 

language learning process, e.g. asking questions, cooperating with peers, and developing 
empathy towards target language speaking people, etc. 

2.3 Genders
As evidenced by a number of research studies, among several factors such as motivation, 

age, proficiency level, etc., gender difference is deemed worthy investigation on the influence 
on language learning and acquisition (e.g. Chamot & Keatley, 2004; Goh & Kwah, 1997; Gu, 
2002; Hong-Nam & Leavell, 2006; Mochizuki, 1999; Wharton, 2000). A number of studies 
reported significantly more use of learning strategies than their male counterparts (e.g. Goh & 
Kwah, 1997; Factors Affecting Language Learning Strategy Reported Usage Green & Oxford, 
1995; Gu 2002). These studies postulated that female students used Compensation and Affective 
strategies more frequently than male ones. 

Several studies have established the existence of gender differences in the use of language 
learning strategies. A study conducted by Hong-Nam and Leavell (2006), for example, 
investigated learning strategy use of 55 students learning English as a second language (ESL) 
with differing cultural and linguistic background: Brazil, China, German, Indonesia, Japan, 
Korea, Malaysia, Taiwan, Thailand, and Togo. The results showed the students preferred to 
use Metacognitive strategies, whereas they depicted the least use of Affective and Memory 
strategies in overall strategy. Mean differences revealed that females engaged in strategy use 
more frequently than males. Also, female participants reported using Social and Metacognitive 
strategies most and Memory strategies the least, while males favoured the use of Metacognitive 
and Compensation strategies most and Affective strategies the least. 

While considerable foreign language and second language studies using the SILL in 
various countries have found significantly more frequent strategies used by females, Wen 
and Wang (1996) employed self-designed questionnaires with tertiary second-year non EFL-
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majors in China to determine a relationship between learner variables and scores on English as 
a foreign language achievement test. Again, they found that six factors affecting directly EFL 
achievement scores included: gender, first language proficiency, second language proficiency, 
vocabulary learning, ambiguity tolerance, and mother tongue avoidance. Wen and Wang’s 
findings correspond to Green and Oxford’s (1995) study, demonstrating that gender was one of 
factors affecting the choices of language learning strategies. That is, females used Memory and 
Metacognitive strategies more frequently than males. 

In sharp contrast, some studies revealed that males used learning strategies more than 
females when learning a language (Tran, 1988; Wharton, 2000). For instance, a  study that 
involved language learning strategies and affective factors was conducted by Wharton (2000). 
678 university students learning Japanese and French as foreign languages in Singapore 
participated in this study. Using Oxford’s 80-item SILL with this group of students, he found that 
more proficient learners used diverse strategies to succeed. Additionally, this study pointed out 
that types, numbers, and frequency of use of language learning strategies, cultural background, 
language studied, stage of learning, age, motivation, language learning goals, settings, previous 
language learning experience, and language learning style are factors affecting students’ 
language learning. Particularly, in terms of gender difference, the finding showed that males 
used a greater number of strategies significantly more often than females. This finding confirmed 
the results of Tran’s (1988) study of adult Vietnamese refugees, demonstrating that males were 
more likely to use a variety of learning strategies than females. 

Nonetheless, other studies pointed out that gender might not be one of key variables 
affecting the choices of language learning strategies. For example, Griffiths (2003) investigated 
the relationship between course level and frequency of language learning strategies used by 114 
male students and 234 females. Employing the 50-item SILL, a significant relationship between 
strategy use and course level was found, while there was no statistically significant differences 
according to either gender or age with strategy use. Congruent with Griffiths’ findings, Ma (1999) 
revealing that gender had no significant effect on the choices of such strategies as Memory, 
Metacognitive and Affective strategies. However, a significant difference was found in strategy 
choice by students of different majors. In this regard, it can be said that the relationship between 
gender and learning strategies are not explicit due to conflicting results generated by previous 
studies. For example, given the fact that the participants in Ma (1999) and Wen and Wang’s 
(1996) studies are from the same tertiary EFL in China, the studies reported conflicting results 
even in a single country. 

Although research studies on learning strategies and gender are common, reflecting a 
distinction in strategy use between males and females, the relationship between gender and 
learning strategies are not explicit due to conflicting results generated by previous studies. 
Therefore, more studies are needed to verify the role of gender in determining learning 
strategies.

2.4 Motivation
Speaking frankly, a success in anything cannot be separated from a strong motivation, as it 
becomes the drive leading to gain the targeted goal. At the same vein, successful learning should 
also begin from a state of having good motivation; therefore, motivation in learning process 
not to mention language learning plays a vital role. It is motivation that produces effective 
communicators by planting in them the seeds of self- confidence. It also successfully creates 
learners who continuously engage themselves in learning even after they complete a targeted 
goal. 
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Specifically speaking, some researchers have put some varied definitions toward 
motivation in language learning. It has been very popular definition that has been offered by 
Gardner (1985), saying that motivation and attitudes are the primary sources contributing to 
individual language learning. Gardner has described the phenomenon of motivation as consisting 
of four components: a goal, effort, want, and attitudes toward the learning activity. In addition, 
the concept of motivation can be classified into two orientations of reasons: instrumental and 
integrative. The former refers to the individual’s willingness and interest in having social 
interaction with members of the L2 (second language) group. This orientation occurs when 
students wish to truly become part of the culture of the language being learned. An instrumental 
orientation is more self-oriented, described as when students have utilitarian reasons such as 
they want to pass an exam or they want to get a job. This is congruent with the statement made 
by Gardner and Mac Intyre (1993), that both instrumental and integrative orientations lead to 
more proficiency, but integrative orientation motivated students to learn more. 

Other researcher whose concern on motivation has been widely recognized is Dörnyei 
(2001). He states that, generally, motivation can be a matter explaining why people decide to 
do something, how long they are willing to sustain the activity, and how hard they are going to 
pursue it. Similarly, Oxford and Nyikos (1989) indicate that the learners with high motivation to 
learn a language will likely use a variety of strategies. Therefore, in terms of language learning, 
achievement can be viewed as one of indexes of motivation since motivation can lead to and 
support all activities. 

From what has been stated above by Oxford and Nyikos, the present study attempts to focus 
on motivation and its relation to the learning strategy. Some other similar researchers whose 
emphasis is placed on both poles, motivation and language learning are, among others, Pintrich 
and Schunk (2002), they has pointed out that motivation involves all activities in the classroom, 
affecting learning of new behaviours and the performance of earlier learned behaviours, and 
then Mochizuki’s (1999) also indicates that, after being assured by the Second Grade Test of the 
Society of Testing English Proficiency (STEP) and the 80-item SILL, 44 second-year and 113 
first-year Japanese students used Compensation strategies the most often and Affective ones 
the least. The study also reported that motivation affected the learner’s choices of strategies the 
most strongly of all the factors: major course, self evaluation of English proficiency, enjoyment 
of English learning, and gender. 

Like Mochizuki, Yutaka (1996) worked with 24 Japanese learners of a second language’s 
learning strategies used and the effect of experience of studying or living abroad. The study 
designated that, in terms of motivation, centering learning, and evaluating learning strategies 
had the influence on learning strategy use. The study also indicated that students' gender, 
integrative motivation, and instrumental motivation affected choices of strategies significantly, 
but major, personality, and proficiency did not. Experiences of both studying and living abroad 
significantly also seem to affect strategy choices. 

Referring to all the above prior researches, the present research is attempted to see how 
students motivation has led them to choose the learning strategy choices. After figuring out how 
good the motivation of the students, the way they use the startegy in learning English will be 
investigated.

2.5 Learning Experience 
According to Kolb (1984), learning is defined as a human adaptation process, it is a 

process whereby knowledge is created through the transformation of experience. Therefore, 
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experience plays a key role in the process. According to Rogers in Hansen (2000), he states 
strongly the importance of learning experience particularly on the role of teacher in that process. 
He believes that no one learns anything of significance from someone else. Instead, learning 
takes place when learner is intrinsically motivated to learn and undertakes to learn something 
on his/her own. 

Experience in studying language is also regarded one of the factors that it is claimed 
to affect the choices of language learning strategies (Khamkhien, 2010). However, a small 
number of studies have been carried out investigating the relationship between the experience 
of English study and language strategy use. Purdie and Oliver (1999) reported the language 
learning strategies used by bilingual school-aged children coming from three main cultural 
groups: Asian (predominantly Vietnamese or Chinese dialect speakers), European (children who 
spoke Greek and those who identified them-selves as speakers of Macedonian), and speakers of 
Arabic. The results showed students who had been in Australia for a longer period of time (3 or 
less years and 4 or more) obtained significantly higher mean scores for Cognitive strategies and 
for Memory strategies. These findings, thus, can serve as the insight that experience in studying 
a language can affect the language learning strategy choices. 

Based on some of the evidences brought by earlier researches that learning experience 
is quite pivotal in the sake of affecting the choices of the learning strategies as it has built 
knowledge to the learners about how a learning should have been completed. Pertinent to this, 
the present study put language learning experience as one thing being investigated in the present 
study.
 
3. METHOD 
3.1 Subjects of the Study
Students of Institut Teknologi Sepuluh Nopember in Surabaya are selected to be the population 
for the study. Language Centre is selected to be the setting where subjects are offered to be 
the respondents of the research. 100 copies of questionnaires are distributed and 84 copies are 
returned with the responses. Thus, at the end, the present research is conducting by involving 
84 students—26 males (31.0%), and 58 females (69.0%). 

3.2 Instruments 
The 80-item Strategy Inventory for Language Learning (SILL) developed by Oxford 

(1990) and a background questionnaire were employed in this study. The SILL contains 80 items 
of learning strategy statements classified into six categories: Memory category, Compensation 
category, Cognitive category, Metacognitive category, Affective category, and Social category. 
Scores for each item was assigned on a Likert scale, ranking from (1) never or almost never did 
this to (5) always or almost always do this. 

To gain information about factors affecting the choices of language learning strategies 
which the present study aimed to determine, the background questionnaire was adapted from 
Khamkhien (2010). In the process of adapting the background questionnaire, all items related 
to the language learning enjoyment were excluded because they are not directly relevant to 
the present study. Since this study focuses on investigating the role of gender, motivation, 
and experience in studying English, two items together with their sub-questions focusing on 
variables were added: motivation (no. 12: Why do you want to study English?), and experience 
in studying English (no. 13: Your experience in studying English). In addition, to facilitate 
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the understanding of the participants, the phrase “learning a new language” in the SILL was 
changed into “learning English” in every item. In this case, the adapted version (see Appendix) 
was checked for clarity and consistency by the two scholars whose expertise was in English and 
applied linguistics. 

3.3 Data analysis 
In order to identify the language learning strategy patterns used by ITS students when 

learning English, the scores gained from the SILL was calculated. To determine the three factors, 
the data obtained from the background questionnaire were analyzed. First, the questionnaires 
in each group were divided into two groups according to gender—male and female. Second, 
in terms of motivation, all questionnaires from both groups were analyzed according to the 
answers to the question “Why do you want to learn English?” (no. 12) to separate highly-
motivated and lowly-motivated students based on the scores of each sub-question. Through this 
stage, the scores assigned for the answers “strongly agree” and “moderately agree” are 2 and 1 
points, respectively. The students who got more than 15 points (60%) were regarded as highly-
motivated students, whereas those of less than 15 points were grouped in lowly-motivated 
group. The cut-off point may seem a bit high. As arbitrarily established, the rather high cut-off 
score would be beneficial in enhancing the distinction between the two groups of students by 
motivation. Then, focusing on experience in studying English of each student group, the answers 
to the question “Your experiences in studying English” (no. 13) were analyzed. In this regard, 
the questionnaires were separated into two groups: group 1 – those from the respondents with 
experience from language center and those from going abroad in an English speaking country 
but no more than 4 months; group 2 – those who had no experience from these two sources. 

To obtain descriptive and inferential statistics, data analysis was carried out using the 
SPSS 15 statistical program. Means and standard deviations of the data were also computed. 
In addition, the t-test was calculated to determine the influences of gender, motivation, and 
experience on studying English in the strategies and to determine whether there were any 
significant differences among learners with regard to strategy use. 

4. RESULTS 
The data of students on the SILL, as classified based on gender, highly-motivated and lowly-
motivated students, and students experienced in studying English in international schools and/or 
programs and by students inexperienced in those were analyzed. The following sections present 
the results of the analysis using t-test through means, standard deviations, and the significant 
difference, including the discussion. 

4.1 Gender 
Data are elicited from the responses given to SILL questionnaire and then they are analized in 
accordance with the gender of the respondents. The results of the choices of strategies employed 
by students of different gender are prsesented below:
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Table 1: Variation in use of Strategy category by Gender

*p < 0.05

Depicted from table 1., then it can be surmised that there is no statistically significant 
difference in overall use of strategy categories between male and female except Cognitive 
Category (p=0.03), with males reporting higher use of Cognitive category than females.

The result of the present study does not correspond with some other studies which confirm 
that female students make a significant difference with male students (e.g. Green & Oxford, 
1995; Griffiths, 2003; Ma, 1999; Oxford, Park-Oh, Ito, 7 Sumrall, 1993); hoverer there is also 
a study showing similar evidence that there is no significance difference like one conducted by 
Khamkhien (2010). Then, it might be able to be inferred fron the evidence that a study on how 
gender affect learing is somewhat uncertain. There is no clear cut answer about which gender 
uses which strategies; therefore, it is then assumed that learning strategies might be hardly 
affected by the factor of gender but it might be some other factors that have been intricately 
affecting the startegy choices that would lead to a successful learning. 

To figure out other possibel affecting factors, the analysis is furthur to seek the difference 
relevant to the motivation of the students. 

4.2 Motivation
In order to make data easily identifiable, the collected data derived from students responses 

on the SILL questionnaires are coded into two categories, high motivated and low motivated 
learners. Then the use of six language learning strategy categorized by high and low motivated 
students are shown in the following tables:

 

Strategy Category

Students

Sig. Males (N=26) Females (N=58)

Mean (SD) Mean (SD) 

Memory 2.86 (0.43) 2.7 (0.58) 0.21 
Cognitive 3.05 ((0.39) 3.23 (0.58) 0.03 * 
Compensation 3.72 (0.46) 3.65 (0.59) 0.55 
Metacognitive 3.31 (0.59) 3.21 (0.72) 0.56 
Affective 3.09 (0.70) 3.06 (0.70) 0.84 
Social 3.23 (0.66) 3.21 (0.71) 0.89 
Average 3.29 (0.53) 3.18 (0.65) 0.51 

Strategy Category

Students

Sig. Highly (N=51) Lowly (N=33)

Mean (SD) Mean (SD) 

Memory 2.83 (0.52) 2.61 (0.56) 0.07 
Cognitive 3.46 ((0.50) 3.08 (0.52) 0.00 * 
Compensation 3.78 (0.57) 3.51 (0.47) 0.00* 
Metacognitive 3.46 (0.63) 2.90 (0.62) 0.00* 
Affective 3.31 (0.60) 2.71 (0.68) 0.00* 
Social 3.44 (0.69) 0.53 (0.71) 0.00* 
Average 3.38 (0.59) 2.95 (0.56) 0.02* 
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It is shown from the table that the t-test shows no statistically differences in the use of 
language learning strategies in all of the six categories (p< 0.005) except Memory Category. 
This reveals that motivation is a significant factor contributing to the choices of language 
learning strategies, especially for highly motivated students in learning English. The motivation 
has become the drive leading to action and effort to put forth during the learning process. Then, 
it implies that motivation is a factor leading to the differences in English proficiency between 
highly-motivated and lowly motivated student group. 

Such an evident corresponds closely to that of what Mochizuki (1999) and Wharton 
(2000) have studied. They also sumarized that motivation has affected the learner’s choices of 
strategies, the most strongly of all the factors. This also confirms what has been done by Oxford 
(1996) that motivation is the factor affecting strategy choices besides culture and nationality.

4.3 Experiences in studying English
The last factor studied in the present study is the experience of studying English, the 

experience is seen from the history whether the students have experienced learning the language  
from specific program in the language Centre or other English Courses; and some who do not 
have any experience means that there is no specific action for taking any aditional learning 
program in the language courses. Then, the data are coded into two groups according to their 
experience. The result of the analysis are then presented in the following table.
 

The table shows that there are two significant differences that are identified from the use 
of Cognitive and Metacognitive categories (p=0.003). That means that students with additional 
experience in studying English in the Language Centre or other language courses use Cognitive 
and Metacognitive categories significantly more frequently than those who do not have any 
additional experience. 

This result has noted that students’ experience in studying English has an effect on the 
choicesof language learning strategies, specifically in the use of Cognitive and Metacognitive 
categories. Thus, its noteworthy that experience in studying English would be main effect on 
the choices of the six categories of language learning, and such a result is in line with what 
has been discovered by Purdie and Oliver (1999). Finally, it is presumable that students with 
additional experience know and/or apply special learning strategies obtained from studying in 
the courses and/or language centre where they spent the time to study the language besides that 
of they have in their academic program.

Strategy
Category

Students

Sig. with Additional 
Experience (N=22) 

without Additional 
Experience (N=62) 

Mean (SD) Mean (SD) 

Memory 2.86 (0.48) 2.71 (0.58) 0.26 
Cognitive 3.52 ((0.39) 3.23 (0.57) 0.03

*
Compensation 3.82 (0.54) 3.62 (0.54) 0.14 
Metacognitive 3.51 (0.65) 3.15 (0.67) 0.03* 
Affective 3.25 (0.75) 3.01 (0.68) 0.17 
Social 3.36 (0.60) 3.16 (0.71) 0.26 
Average 3.39 (0.57) 3.15 (0.62) 0.15 
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5.   DISCUSSION AND CONCLUSION
This paper examined the roles of three variables; namely, gender difference, motivation 

and experience in studying English, and how this affected the choices of language learning 
strategies reported by ITS students. The results of the present study remain in adequate. With 
respect to gender, the findings of the present study are consistent with the previous studies 
in this area, confirming that gender difference was not one of the variables contributing to 
the differences in the choices of language learning strategies (Goh & Kwah, 1997; Gu, 2002; 
Hong-Nam & Leavell, 2006; Mochizuki, 1999). There are two possible explanations for these 
findings in this regard. First, the different pattern and frequency of strategies use by gender in 
the current study are probably affected by other variables such as ethnic background, cultural 
background, language learning environment, etc. Second, the number of participants of each 
gender is another factor that cannot be controlled in the present study. 

With respect to motivation, the analysis showed a significant effect on the use of language 
learning strategies due to motivation. The results of this study are congruent with a number of 
the previous SILL research findings, such as the study conducted by Dreyer and Oxford (1996) 
and Yu (2003). Therefore, the consistency of the finding designates that motivation in studying 
English could lead some benefits to learning a language. However, it is noteworthy that the cut-
off (60%) used in this study is arbitrary. Further in-depth investigations need to verify this factor 
in order to add more evidence about the roles of motivation and the use of learning strategies. 

Additional experience in studying English has a great influence on students. This is 
because the students with additional experience used more strategies than those without 
additional experience. The results of the study confirmed Opper et al. (1990) and Purdie and 
Oliver’s (1999) findings showing that the more experienced students obtained significantly 
higher mean scores for Cognitive strategies and for Memory strategies than those who had 
less experience. As a result, the students who had less experience in studying English should 
be taught how to use strategies to promote their English learning advancement. However, it 
should be noted that the criteria used to classify the students with respect to their experience 
in this study is arbitrary. Other factors such as the role of exposure to English such as passive 
listening to English songs, watching movies, etc. which can affect the choices of language 
learning strategies cannot be overlooked. These factors, again, cannot be con-trolled in the 
present study. The findings concerning experience in studying English, affecting the choices of 
learning strategies, therefore, should be carefully interpreted. 

Although the results of the present are not claimed to be exhaustive, the study highlights the 
significance of language learning strategies in learning process. Identifying learning strategies 
use and understanding factors that might affect learning their learning strategy pattern is one of 
the many possible ways classroom teachers employ to help students become successful learners. 
The results generated from this study also provide language teachers with deeper insights into 
how they should aware the use of students’ learning strategies and how to design more effective 
learning tasks as well as activities to suit ITS students.
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ABSTRACT
English as second language acquisition becomes popular among the students since the information 
technology demands the mastery and fluency in speaking English. It is a fact that the training and 
practices in the classroom don’t reach the goal of learning target that the learners are able to use 
English in daily communication. Communicative approach promotes some techniques which are 
called: skills-based syllabus, Pair-work, Role-play, and Learning by Teaching. These activities give 
benefits to the learners in experiencing real-life situation in practicing language. The application of 
communicative approach is applied for the students in faculty of law that they are joining English 
practice program. This program offers various activities, such as simulation/ teaching-learning in the 
classroom, Group discussion (English Club), and teaching practices for students in Madrasah. The 
purpose of applying the technique is to acquire the mission of University and Government program 
in improving the education of people in coastal area. The result shows that communicative approach 
fulfills the students’ expectation in which they become creative learners in presenting grammar 
theory, handling worksheets, and explaining the reading text as well as speaking English in teaching 
English for young learner as a form of community services

Keywords: Communicative approach, Learning by Teaching, Pair-Work, Role-Play, Skills- based 
syllabus. 

Introduction
(Fulcher, 2003) states that learning to speak a second language is different from 

acquiring the first language acquisition. After the age of nine, it may be that humans must make 
an effort to learn to speak another language. In order to speak fluently is the main purpose in 
studying English. The fact that most of the people don’t have opportunities in practicing is the 
main problem of mastering English. Student in University have difficulties in speaking English 
fluently because of some reasons, for example lack of encouragement, interlocutors, and idea 
in enriching their knowledge. The benefit of using communicative approach is to overcome 
the problem mentioned above. Communicative approach gives chances for the student to 
practice more in formal teaching learning and communication to each other. This method is 
recommended in order to help the learners in exploring knowledge and applying what they 
know into discussion, writing, and teaching. In addition, the target learning in ESL is to create 
an attractive teaching method to avoid the student boredom, provide various activities, and give 
authentic materials.
 According to the purpose of the learning target that students are able to use English 
communicatively, some techniques are used in order to support the teaching. One of the technique 
in communicative approach is information gap. Here, the students are trained to be able to 
share knowledge they have with other participants in order to successfully complete a task or 
solve a problem. Transferring information is a type of communicative activity to develop the 
learner’s communicative competence by engaging them in meaning-focused communication. 
Furthermore, a learner needs to express the ideas through communicative language in different 
functions or speech acts, such as requesting, suggesting, promising, describing (Palmer& Grant, 
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1992). The purpose of using communicative approach is to provide exercises that trigger the 
students to be able to use the language for meaningful communication. By using this method, 
communicative competence will be gain, such as knowing how to use language for a range of 
different purposes and functions, knowing how to communicate in various types of situations.

Some thoughts in selecting the appropriate approach have been discussed and explored 
in teaching learning aspect. There’s no single approach claimed to be the best. The approach is 
used communicatively whenever it matches with the condition of the student, classroom, and the 
regulation in the institution itself. The discussion of communicative approach occurs for years 
because the students especially in University level are targeted to be able to perform language 
communicatively for the future career (Gardner, 1993). For the significant improvement, 
the communicative language teaching must set the situation even if it is a classroom, should 
become real situation, for instance, the students of business administration department in FISIP 
department, they are trained to learned and apply the knowledge of Entrepreneurship. Therefore, 
the classroom situation sets the situation if they are the apprentice. By using English in the 
communication to ask, buy, pay, bargain, and discuss with the supplier will be a meaningful 
practice. 

CLT also defines as student participation and responsibility. In this case, teachers in 
communicative approach will find themselves talking less and listening more and becoming 
active facilitators for the student learning improvement (Larsen-Freeman, 1986). The teacher 
sets up the exercise, but because the students’ performance is the goal, the teacher must step 
back and observe, sometimes acting as referee or monitor. A classroom during a communicative 
activity is far from quiet, however. The students do most of the speaking, and frequently the 
scene of a classroom during a communicative exercise is active, with students leaving their 
seats to complete a task. Because of the increased responsibility to participate, students may 
find they gain confidence in using the target language in general. Students are more responsible 
managers of their own learning (Larsen-Freeman, 1986). 

Pair-work is recommended in CLT as an approach to increase the participation in 
speaking task. Thus, the worksheets have competency for fluency, pronunciation, and intonation. 
In this case, Students work in pair, discuss the topic, practice how to pronounce words well, talk 
actively and make a simple role play with the partner. In line with this, (Alderson & Bachman, 
2004) state that using intonation, pronunciation, and the sound of speech, they also create the 
textures of the talk that improve what they are saying. The people’s speech is meaningful, and 
that makes it important to assess the speaking. Furthermore, the interlocutor can give input on 
the errors made by the speaker. This effective technique is often happened in the classroom 
which means the teacher who applies this properly, is a good facilitator in communicative 
approach. 

(Tippelt, 2003) states that learning is a process for the students to apply the theory as 
a key to be successful in their study. Learning is two way communications. Teaching is the 
teacher’s role and learning is the student role. In speaking teaching technique, the students 
are trained to speak actively using expression and fluency. The role of teacher is providing 
a creative technique to encourage them to speak and perform well. The student’s role is 
practicing and applying the technique. Furthermore, role play is well-known as an interesting 
way to be implemented as it can be done in drama, presentation, or dubbing. In this research, 
the students of law faculty are encouraged to do various role-play. It is very attractive and 
interactive for student communication. They are forced to memorize at the beginning of study 
then perform the drama. Presentation using Power Point is also another step to retell the story. 
It is a storytelling activity in which each member in a group takes turn in explaining the plot 
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and character. In addition, Dubbing is also considered as a fun-learning activity because they 
translate the utterances in a movie and deliver them orally. It can be seen that Role play has 
various approaches for improving the student communicative learning. 

Learning by teaching is very applicable technique for students in University level to 
have contextual learning, know the real situation to handle the class situation, and speak in 
English during teaching and learning. (Johnson, 2002) states that learning in the context of 
society and culture where the students live. Here, the students not only apply the knowledge but 
also act in the reality life. Students are instructed to cooperate well in group to discuss the role 
and task. A group consists of 6 (six) students who explain the grammar and vocabulary in the 
passage, guide the role-play and games, help to understand the listening session, and show how 
to write well in a simple sentence. Learning by teaching is very useful as they work together and 
become part of the teacher’s task. 

In this research, CLT offers various types of communicative activities to encourage the 
participants become more active as the main performers of the materials. Skills-based syllabus, 
Pair-work, Role-play, and Learning by Teaching are the communicative approach. Furthermore, 
it can’t be neglected that communicative approach needs the understanding of grammar and 
vocabulary so that when the students speak, they know how to respond using full sentences 
and appropriate vocabularies. It is the task of the teacher as the facilitator to make the learners 
have some improvements from knowing less to knowing more, from talking less to talking 
more, from passive to active student. CLT gives valuable impacts in integrating English skills 
especially in speaking. 

English is defined as Lingua Franca which means a language communication generally 
used for the communication between the speakers of second language acquisition (Harmer, 
2002). The target of mastering the second language for the students who consider English as 
the second language acquisition is able to write and speak well. It is a fact that mastering 
language needs practice in all skills. A student can’t be said as a master in English by improving 
only one language skill, as a result an English learner should able to use spoken and written 
language. For instance, mastering grammatical order, sentence construction and coherence are 
needed in writing an academic essay. Using the right pronunciation, spelling, and expression 
are required in speaking. Therefore, a learner must be given some practices in order to enhance 
the comprehension of those components. 

The students in University level are asked to be able to speak fluently for their future 
career so that the ability of mastering both writing and speaking are demanded by the corporation 
or institution where they work. In this case, the major problem in mastering the language is in 
oral communication. This most typical problem leads them unable to talk English fluently. 
Because of the lack of practices in communicating using English, most of the students only 
memorize the words or grammar without practicing the daily communication. In order to make 
changes in this situation, the education system must be reformed including the teaching method 
and the learning target. According to the national education vision and mission in Indonesia UU 
RI No. 20 Year 2003, Chapter 1 Paragraph 1, 

“Education is a conscious and deliberate effort to create the situation of learning and process so that 
learners are actively developing the potential for him to have the spiritual power of religion, self-control, 
personality, intelligence, noble character, as well as the necessary skills for themselves, society, nation 
and state.” 

This statement is very clear that the education system in Indonesia expects the learning 
target can develop the knowledge and characters of the learners. Communicative language 
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teaching is promoted in order to change the learning situation becomes a suitable atmosphere 
for learning. 

The task of the teachers is transferring knowledge and evaluating. In term of transferring 
knowledge, he/she delivers the theory and practices using suitable method. The teachers 
should update the suitable teaching technique and what the students need. Here, there will be 
a relation between teacher and students teaching and learning process. In term of evaluating, 
the teacher task is to give inputs for the students’ capability and the achievement. Students 
respect their teachers in every ways which means they will see the comment or advices as 
the positive learning for their own improvement. Evaluation is a decision made based upon 
the information gathered through assessment (Stiggins, 1996). In CLT, the condition between 
teachers and students are related to each other that students perform and participate more the 
learning target and the teachers as the facilitator and evaluator. In this research, communicative 
approach will approve that several method used in the classroom effects the understanding and 
the development process of English as integrated-skills. 

It is the truth that some students have different level of understanding the language 
teaching. In order to cope with this problem, group discussion and individual sharing are very 
important to be done. The benefit of group discussion in CLT is that one person can ask for 
help to the others about what should be done, what can group do to overcome, and what aspects 
can be helped. The benefit of individual sharing is that one person can share the problem in 
mastering language with the teacher for he/ she will ensure that solutions can be made to win 
the situation. Communicative approach is the key to help the learners in all situations. It is a 
teaching technique that students are the center of the learning and teacher is the facilitator. 
CLT techniques, namely skills-based syllabus, Pair-work, Role-play, and Learning by Teaching 
are expected to provide some valuable practices for the students to speak fluently and to 
support the national education system becomes an excellent learning process. In order to speak 
fluently, (Thornbury, 2005) states that fluency is the capacity to string long runs together, with 
appropriately placed pausing. When the students make an error in intonation, pronunciation and 
expression, they are asked to repeat it so that they master the dialogues and be competent to 
utter the English sentences. The application itself aims to enhance the fluency in speaking.  

Methodology
The sample

The Law faculty students who join Basic English class are given some practices in 
CLT, namely skills-based syllabus, Pair-work, Role-play, and Learning by Teaching. There 
are 25 students who have been analyzed and evaluated. In this case, 5 (five) groups of student 
do the activities in CLT. The evaluation from the lecturer is the measurement of speaking 
improvement. 

The procedure
There are twenty five students who take English subject on the first semester, are 

instructed to do some practices on skills-based syllabus in which they do the worksheet to 
measure the competency in reading, writing, listening, and speaking. Students are also instructed 
to do pair-work and role play as speaking practices. The activities in CLT are used to prepare the 
students to be able to teach English for children in Madrasah. CLT is introduced to the students 
according to following steps.
(1). Practices on integrated-skills (Reading, writing, listening, and speaking)
(2). Pair work: group discussion (sharing knowledge)
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(3). Role play: students’ performance in speaking
(4). Learning by teaching: Students teach English skills to the young learners in Madrasah.
(5). Evaluation: Teachers give input related to the student activity in the class. 
 

The strategies above are expected to give a very clear instruction for the communicative 
approach. One procedure can’t be separated with another part. This is a chronological order 
from learning the basic of reading passage and grammar to producing communicative sentences 
and dialogues. The product of communicative approach is students become teachers who help 
the young learners in Madrasah to study integrated skills of English. 

Results
Communicative approach is applied in language learning in order to increase the English 

mastery. The activities which are done in the classroom and contextual practices as follow. 

Table 1
Communicative Approach activities

No Group Integrated 
skills

Pair work Role play Learning by teaching

1 A Reading
Writing
Listening
Speaking

Discussing the material/ 
dialogues in group (very 
active in using English)

Performing drama/ 
dubbing/ teaching 
practices (good 
cooperation in a group)

Using games, ice breaker, •	
and pictures for media of 
teaching
Using English in teaching •	
for young learners

2 B Reading
Writing
Listening
Speaking

Discussing the material/ 
dialogues in group (very 
active in using English)

Performing drama/ 
dubbing/ teaching 
practices (good 
cooperation in a group)

Using games and pictures •	
for media of teaching
Using English in teaching •	
for young learners

3 C Reading
Writing
Listening
Speaking

Discussing the material/ 
dialogues in group 
(some participants talk 
less, are  not active in 
discussion)

Performing drama/ 
dubbing/ teaching 
practices (good 
cooperation in a group)

Using games, ice breaker, •	
and pictures for media of 
teaching
Spoken skill needs to be •	
improved

4 D Reading
Writing
Listening
Speaking

Discussing the material/ 
dialogues in group (one 
member talks actively, 
the others just listen)

Performing drama/ 
dubbing/ teaching 
practices (good 
cooperation in a group)

Using games, ice breaker, •	
and pictures for media of 
teaching
Spoken skill needs to be •	
improved

5 E Reading
Writing
Listening
Speaking

Discussing the material/ 
dialogues in group (very 
active in using English)

Performing drama/ 
dubbing/ teaching 
practices (good 
cooperation in a group)

Using games, ice breaker, •	
and pictures for media of 
teaching
Using English in teaching •	
for young learners

Table 1 above describes the combination techniques of CLT, namely skills-based 
syllabus, Pair-work, Role-play, and Learning by Teaching. The activities which are applied 
in teaching learning of communicative approach promoted by (Gradner, 1993). Below is the 
description. 

1.  Integrated skills. Students do the tasks in reading, writing, speaking, and listening in 
order to increase the knowledge both theory and practices

2.  Pair work. This activity prepares the students to have small group discussion in sharing 
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knowledge and techniques to improve the language skills. 

3.  Role Play: the activity aims to prepare the students to perform well in drama and teaching 
practice. Each members has his/her own task

4.  Learning by teaching: teaching English for young learners by introducing some 
vocabularies, simple reading passage, and the theory of grammar can improve the 
knowledge. Speaking practices are also given to be able to delivering the material in 
English. 

Evaluating the student speaking skill.
(Alderson & Bachman, 2004) state that to assess the student ability of speaking, the Test 

of Spoken Englsih (TSE) scale (ETS, 2001b) is used to evaluate the student English proficiency. 
Below is the example of the student assessments:

Table 2
The Effectiveness of Using the Test of Spoken English Rating Scale

No Group Level of student Score Description Input/ evaluation
1 A Advanced 60 Very competent enthusiastic, knowledgeable, 

good intonation
2 B Advanced 60 Very competent enthusiastic, knowledgeable, 

good intonation
3 C Higher intermediate 50 Competent enthusiastic, knowledgeable, 
4 D Higher intermediate 50 Competent enthusiastic, knowledgeable, 
5 E Advanced 60 Very competent enthusiastic, knowledgeable, 

good intonation

Table 2 shows the result of the effectiveness in using the Test of Spoken English Rating 
Scale that can describe the student ability of speaking and show the level of student whether 
they are categorized as advanced, higher intermediate, and intermediate. The results show that 
group A, B, and E are categorized as very competent. The groups show the efforts in applying 
language skills as advanced learners. Group C and D are categorized as competent students in 
which they have to improve the knowledge and intonation. Furthermore, the use of CLT based 
on the evaluation above gives positive benefits as follow. 

1. The students have more encouragement to speak English actively in the class since 
the teacher gives the opportunity to practices both theory and practices of English in 
teaching English for young learners in Madrasah.

2. The students have enthusiasm to express the dialogue using intonation, face expression, 
and pronunciation.

3. The students are motivated because they are given the contextual learning.
4. The teacher can easily assess the student proficiency of speaking in a valid scoring 

system.
5. The students improve their ability of speaking which contains meaningful messages.

Discussion
In addition to dramatic improvements in student and lecturer learning experiences, the 

techniques in CLT present these following advantages.  
(1). Students feel enthusiastic in joining the class
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(2). Students talk in English during the class, discussion, and any occasions. 
(3). Passive students become active students
(4.) Students work independently with significantly greater on task performance
(5). Overall literacy improves across a broad range of reading, writing, and thinking 

skills
(6). Students gain confidence
(7). Students demonstrate more accountability and demonstrate greater effort
(8). Students know how to use knowledge in practices
(9). The lecturer gives positive input on the student speaking performances
(10). Speaking subject has completely fulfilled the student and lecturer expectations. 
(11). Students have experiences teaching young learners for their own improvements.
(12). Teaching for young learners is the real and valuable learning for university 

students.

Conclusion
Learning by teaching is held in order to give the real practices for university students in 

applying the knowledge of grammar, writing, reading, listening, and speaking. The benefits of 
learning by teaching is students become teachers who are teaching young learners integrated 
skills while they are also in the learning process. The young learners in Madrasah enjoy the 
class which is taught by university students because they introduce the English skills using 
communicative approach and the use of picture, games, and ice breaking is really useful to 
help the teachers delivering the important learning. This activity is also called as learning 
in contextual situation in which the knowledge is applied directly in school that needs to be 
taught English as this subject is not included in the curriculum. The way of introducing this 
language is starting from basic, such as introducing words (noun, verb, adjectives, pronoun) 
and pronouncing the words correctly. 

The evaluation checklist means to get the input which is acceptable for the students 
thought so that they know which parts of language skill that have to be improved. The evaluation 
focuses in suggesting 80% in speaking skill and 20 % in writing and language usage. This input 
is considered to be meaningful for the student as they expect to be corrected on the speaking 
because they are already mastering grammar and know how to write in coherence. Based on 
the interview and checklist, the results show that they need to be trained in speaking skill. The 
purpose of using Communicative language teaching (CLT) is giving the valuable practices 
in English skills for student and contextual practices in learning by teaching. The techniques 
which are promoted in communicative approach consistently improve the student speaking 
performance, student confidence in putting the ideas, and the skill of delivering material for the 
young learners. The method of evaluating the speaking aspect also enhances the lecturer’s skill 
in providing some inputs based on the students’ expectation for their academic future career. 
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ABSTRACT
In the study of psycholinguistics, participants in language teaching took a crucial role in determining 
analysis method. The step of language acquisition emphasized on the role of long term memory that 
require materials delivered through the form of examples and sharing experiences. One of the aspect 
that shows preferred result is students’ motivation, which does not appear in constant and definite 
form throughout the learning process. The data taken from one of the literature class of non-regular 
program in Udayana University, Bali; where students applied through this class mostly have an 
occupation elsewhere, so they are showing a tendency of minimum motivation due to their lack of 
concentration.

In drama analysis, students are expected to comprehend literature theory in the application of 
drama. Old references of literature of drama for data source are preferred, since these models may 
provide different stylistic figures that other sources nowadays rarely inputted; therefore, quality 
of the subject may be assured. In the other hand, impact of using these materials seen on students 
decreasing motivation, since stylistic figures of old literature are unfamiliar for these students.

Few techniques to improve students’ motivation in teaching drama analysis are by using exactly 
the same script, including play as a crucial mark in assessment, and emphasizing assessment of other 
supporting fields (staging, costume, and setting). Through these techniques, students motivation 
appear significantly rising in terms of their contribution to the play conducted; mostly shown by how 
these students fairly competing on their costumes, dialogue, and act on the stage.

Keywords: psycholinguistics, motivation, drama analysis, stylistic figures, act

INTRODUCTION
In the study of psycholinguistics, participants in language teaching took a crucial role 

in determining analysis method. Throughout varieties of participants in a classroom, one of the 
obvious participants appeared nowadays are those that focusing more on the aims and result 
of post language teaching. These participants demand is on the acceptability and usable level 
of language in several factors of occupation related. Implication from the view on language as 
a product of application in society based factor, is seen through underlined passive acquisition 
(active application) skills amongst the four basic language skills, where usual focus would 
be on the speaking rather than listening, and writing rather than reading. The impact of these 
focuses appear on the method, which took a relatively communicative approaches in assessing 
participant linguistics competencies.

In language teaching of English as Foreign Language (EFL), the role of participants; in 
this case, the learners as bilinguals, would usually hindered by the process of Second Language 
Acquisition (SLA). The step of language acquisition emphasized on the role of long term 
memory that require materials delivered through the form of examples and sharing experiences. 
Problems of application that usually appear in the classroom is in providing sufficient 
examples and experiences that may be used during the process. Through this relationship, in 
psycholinguistics approaches, learners state of mind should are crucial for any changes in the 
frequency and intensity of the acquisition process. One of the aspect that may shows preferred 
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result is student motivation, which does not appear in constant and definite form throughout the 
learning process.

Motivation drawn from the classification of extrinsic and intrinsic motivation; along 
with integrative motivation that integrated with learner culture point of view, and instrumental 
motivation that serves to pursue materialistic reason (Harmer, 2012: 98). Although most of 
the learners these days may only invoke instrumental motivation, it is teachers’ role to relate 
it with integrative motivation that may serve as stronger field in language teaching process. 
The required effort is not in initiating this motivation, but rather on sustaining this motivation 
throughout the whole course studies; which involves setting long-terms or short-terms goals, 
maintaining the emotional atmosphere, keeping the students interested (Harmer, 2001: 53). 
Therefore, factors that may enhance motivation are categorized; where the ones that aligned 
with initial motivation serve as enhancement on sustaining this motivation.

METHOD 
Motivations are commonly separated into two types; they are drives that described as 

an act of motivation like thirst or hunger that have primarily biological purposes, and motives 
that are driven by primarily social and psychological mechanisms. Motivation is an interceding 
variable, which means that it is a variable that is not directly observable. Therefore, in order to 
study motivation, one must approach it through variables which are measurable and observable 
in terms of variation in independent variables, and in indicators of behavior in dependent 
variables (Bickhard, 2003: 8). The data taken from one of the literature class of non-regular 
program in Udayana University, Bali; where students applied through this class mostly have 
an occupation elsewhere, so they are showing a tendency of minimum motivation due to their 
lack of concentration. In the whole year, students are divided into two literature classes, where 
drama analysis course is also a part of literature class; along with other literary subject such 
as prose and poetry analysis. Separation of these classes enable the teacher to fully manage 
situation in the class and distribution of subject comprehension.

In language teaching, the method of applying drama or role play has been done 
frequently in various fields. But in teaching literature; especially in drama analysis itself, there 
are several significant differences on students need analysis, additional techniques applied, and 
quality of the material along with its assessment. One similar research conducted by Truong 
Thi My Van in his article entitled “The Relevance of Literary Analysis to Teaching Literature 
in the EFL Classroom”, which reveals the need of literary analysis in addition to the pertaining 
method of Communicative Language Teaching (CLT). The analysis is divided into six different 
approaches of new criticism, structuralism, stylistics, reader-responses, language-based, and 
critical literacy. These approaches are correlated with principles of CLT in the place of meaning, 
the purpose of learning, activities in the classroom, role of the student, and role of the teacher. 
Through this relationship, materials and lesson implemented in the classroom may increase 
student motivation in the learning process. However, the question of measuring motivation 
itself still persist on these students; as involvement in the learning process cannot be imposed, 
every subject has to attain significant number of drives to enhance their motives. Not to mention, 
these approaches may only suffice when literature is seen as supporting material, not on the 
event of compulsory or definite means that students have to partake.

Compared to other literary form, drama is a visual experience; whether we read it or 
see it on a play (Standford, 2005:70). The words written in the playwright will take the role 
of visualizing and enhancing the sense of beauty grasp in the literature. In drama analysis, 
students are expected to comprehend literature theory in the application of drama; particularly 



e 321   f 

Proceedings 
Teaching and Assessing L2 Learners in the 21st Century

using drama script from around the 18th century. Old references of literature for data source 
on their analysis are preferred, since these models may provide different stylistic figures that 
other sources nowadays rarely inputted; therefore, quality of the subject may be assured. In the 
other hand, an impact of using these materials may obviously be seen on students decreasing 
motivation, since stylistic figures of old literature are unfamiliar for these students. During this 
course, the method of conducting play may not be preferred, since it is time consuming and 
does not provide significant feedback of literary knowledge to the students, as other sources of 
literary work of drama may be found in online videos. But on psycholinguistics, the approach 
of motivation to unfamiliar subject may result in both ways; whether it is fully acceptable, 
or fully rejected, rarely resulted in the middle. These results mostly depend on the method, 
where students show relevant reaction that may affect their result; shown as early as on the 
introductory part.

During the first meeting in the classroom, students are introduced to a drama script 
written by Oscar Wilde on the title “The Importance of Being Earnest”. Social and cultural 
perspectives may differ in important ways from the social norms and cultural attitudes of earlier 
times (DiYanni, 2000: 731). As seen in this drama, it uses the perspective on upper class society, 
which is taking great concern on duty, honor, and respect. This author and title is chosen, 
since the play may be conducted even with small group members, and the plot of this drama 
is relatively easier to comprehend. Since students are introduced to a specific literary work, 
the elements of instrument in language teaching took a significant role rather than its method. 
Observe the following example:

Lady Bracknell: The line is immaterial. Mr. Worthing, I confess I feel somewhat bewildered by what you 
have just told me. To be born, or at any rate bred, in a hand-bag, whether it had handles or not, seems to 
me to display a contempt for the ordinary decencies of family life that reminds one of the worst excesses 
of the French Revolution. And I presume you know what that unfortunate movement led to? As for the 
particular locality in which the hand-bag was found, a cloakroom at a railway station might serve to 
conceal a social indiscretion – has probably, indeed, been used for that purpose before now – but it could 
hardly be regarded as an assured basis for a recognized position in good society.

Through these lines, students are expected to comprehend the characteristics of Lady 
Bracknell, which shown at this moment in disagreement and dissatisfaction. Using comparison, 
her expression used a number of complex sentences, several punctuations, and formal lexical 
choices; since script in drama left any formal writing behind in the effort of emphasizing 
literary elements. Due to the intensity of literary form in this drama, students may encounter 
difficulty in comprehension at early process that may result in decreasing motivation later on. 
Fortunately, the script provided here rarely provide this example; and this example does not 
pose much relevance to the main plot, aside from its first sentence of ‘The line is immaterial’ 
that already serves as topic of the whole paragraph. Therefore, by focusing on the frequency 
of practice and assessment of this part, students should be able to comprehend it easier and 
even taken a challenge of similar examples further; as challenge is also another factor that may 
increase motivation.

The aim of conducting drama is to initiate and sustain the intrinsic motivation; or self-
rewarding, since it may strongly produces greater drives and that drama itself does not poses 
much of extrinsic motivation features (Brown, 2000: 165). By exploiting the material in a sense 
of discovery of the plot, student motivation has to be enhanced with several approaches that can 
effectively support this effort in the form of several techniques. Few techniques that can be used 
to improve student motivation in teaching drama analysis are:
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FINDINGS AND DISCUSSION
1. Utilization of Same Script

A polished performance is rarely the intended goal of educational drama, make no mistake 
about the appeal and usefulness of low-key performance with even the most spontaneous or 
briefest classroom drama experiences (Dowdy and Kaplan, 2011: 4). Therefore, the specific 
aims in these students performance is not on general quality, but on their own quality; by 
using comparison amongst them, or with similar performances. Through eliminating several 
possibilities that may appear in the complexity of their material, the original script that performed 
by these students is limited only on the 1st act, since the part of introducing plot, characters, 
and the whole work itself, relatively easier to comprehend; thus enhance their motivation in 
discovering the story.

Further effort in the distribution of material is by letting these students take on the 
same script. Through this simple distribution, students may utilize the benefit of group study 
to its utmost efficiency in case they face difficulty along the process of comprehending; which 
is not limited only on their own group, but also covers the whole class. In its application, this 
distribution enables the student to carefully observe previous group, compare, and improve 
themselves in their own performance. But in order for this effect to occur, the first group that 
performed the play should be well selected, in order to leave a good impression and setting the 
example for other groups (initial model) that this play is in their range of capability (performable) 
and able to generate challenging aspect in the excitement of performing (enjoyment). By using 
these elements, favorable result in increasing motivation will appear on the following several 
other groups. Below is the frame capture of 1st group play video.

These students are selected due to the significant motivation they have shown during the 
introduction of the material, as well as their previous mark record in other relevant literature 
fields. With their own understanding of the script, they have successfully generated those three 
elements earlier that well affected the other groups. It is seen on their simple decoration of the 
setting; using classroom chairs and table, they only need to bring tea set that is crucial as part 
of the play itself. Costumes that appear in moderate manner in relevant to the setting of middle 
age in their play; using formal dress and suit, they only need to bring a fan to emphasize the 
characteristics of the character.
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On the 2nd group, changes have already occurred in the respective performance, which 
shown by the same time frame of their play. This group has already improve their stage balance; 
by putting the table in the middle and positioning of the characters. They have also comprehend 
the limit of characters that may transcend genders, should the opposite sex may give better 
result in the performance; considering the fact that they may change the role of Lane (guy in 
white shirt as the servant) rather than Algernon (girl in blue suit as the secondary character), 
since secondary character impose relatively larger effect to the whole story. Moreover, several 
improvements have been made in the female characters costumes and their overall acting, which 
shown by letting all the characters sitting in a well-mannered conversation as aligned with the 
play setting. 

This improved setting and role of the characters have clearly point out that similarities 
in the material has able to initiate sufficient motivation of performing the play that appear in the 
students increasing quality of the performance itself. Specific quality range in the performance; 
as appeared in the simple setting and act of the characters has also able to provide suitable 
example in the following groups by performing the same script.

2. Assessing the Play
Providing feedback to learners’ performance is crucial in this classroom; where it is done 

through letting students know they have performed correctly, and increasing motivation through 
effective praise (Nunan, 2000: 195). Which is why, giving feedback to students performance 
in drama may prove to give large impact on their motivation; since by doing this performance, 
they have spent a great deal of effort in comprehending the script and preparing the play, which 
is based mostly on their motivation. This sensitive and delicate matter has to be treated with 
utmost care by the teacher, since student motivation is at risk.

The difficult part in this assessment is measuring the extent of teacher involvement, 
which is shown difficulty in giving praise (cannot be more than necessary), selecting matters 
to discuss (simple act such as student habit, cannot be discussed), and students relationship 
amongst them that appear relatively faint (must be discovered as it affects students emotion). 
The example below taken from the same frame of video of the 3rd group.
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Several mistakes on their performance are clearly seen through positioning of characters 
and stage balance. Most of the characters acting are also relatively bold, in the essence that it 
does not fit to the setting of this play. The fact that all three students (three guys) have previous 
record of lower motivation and lower marks on other literature classes suppose several measures 
to take, they are: the fact that they have done the performance itself is a great effort, where 
assessing their performance should only be done on obvious and utmost mistakes; praising 
should be well elevated in relation to students emotional state in the class, where it must also 
be done in obvious and utmost scene, since these students motivation that hangs in the balance 
will increase their sensitivity in comprehending reason and state of assessment; and several 
points in their assessments can be shifted in regard to how much they express their effort (rather 
unconsciously produced) as a result of their motivation, where sufficient amount of efforts are 
imperative for their assessment.

Therefore, suggestions pointed out on their stage balance that proved incorrect, 
where Lady Bracknell (girl with fan) left alone on the right side of the stage, while two other 
characters also stands in their conversation. Showing back to the audience is incorrect as well, 
since audience must be able to observe on stage characters expression at all times during the 
performance. But on the other hand, acting mistake in pouring drink by himself (the only guy 
sitting as Jack) must not be pointed out; since although this slight mistake shown misalignment 
of the setting, it poses minor affect to the performance and irrelevant factor to characterization 
of the characters. Well praise should be done on the effort of their costumes and their ability 
in managing the coherency of play, where it performed with minimum pauses and utmost 
confidence in immersing self with the characters.
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Other example of changing assessment also seen in this 4th group performance; where 
in this case, both two characters, the main character (left girl in suit and glasses as Jack) and 
the secondary character (right guy in suit as Algernon) have significantly higher motivation 
than the rest of students in this class that this fact is shown through their fullest extent of 
performance in this play. But one of them (Algernon) has better competence in comprehending 
script and performing act, which made their assessments different by putting motivation as the 
utmost factor on the other one (Jack).

Assessing other students in this group does not pose much threat to their motivation, as 
students with higher motivation tend to affect their friends in group activity. By letting student 
with most motivation (Algernon) act as the role in assessment, majority of their motivation can 
be preserved. But dealing with the assessment of student that consciously rely on their motiva-
tion in putting the effort has to be done in different manner. While mistake that must be pointed 
out is the position of blocking other character is incorrect, since audience must be able to clearly 
see all on stage characters; a great deal of effort in memorizing the script is done by this student 
(Jack). Therefore, this effort should be mentioned well in praising, in order to maintain and also 
preserve the significant quality of motivation initiated earlier by the respective student.

3. Marking Supporting Elements
Since drama is using a kind of experiments in the assessment, it aims at a single relationship; 
where it is designed so that other possibly interfering factors are controlled in such a way that 
their influence on the results is minimized or eliminated as far as possible (Corder, 1973: 365). 
This is effectively applied in drama; as one of the form in literary work, which may broaden 
the effort in reaching definite number that caused by numerous factors of senses and figures 
of art. But in the application that related to sustaining motivation in teaching drama, irrelevant 
and insufficient factors should all be considered, since the approach to motivation is pursuing 
abstract form of student emotional drive and motive. Therefore, any slight relation that finds 
corresponding match to student state of mind must be considered in the marking, since marking 
itself also propose significant amount of motivation in relation to student goal for the course (its 
instrumental motivation).

Elements in this student performance that serve as better acceptable base of markings are 
the ones that student may clearly saw during the performance itself, they are staging, costumes, 
and setting properties. This implies that even though act is what mostly decides quality of the 
performance, it should not be taken as priority or taking major quantity of percentage in the 
marking, since marking competence and motivation mostly does not align well. Observe both 
examples from the 5th and the 6th group below.
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One of the crucial mistakes in this part of performance is how students of this group 
position themselves, which shown by the setting in front of their seats. This is also another form 
of blocking audience view, since revealing the characters as much as possible also means to able 
to correctly and efficiently comprehend the characteristics of characters; thus fully reflecting it 
in the performance. Although they are able to act in moderate quality, lower marking has been 
given due to this obvious mistakes done. The result is well accepted in this case, since they realize 
that performed in latter turn from other groups should have enabled them in realizing similar 
mistakes that have already made. On the other hand, these slight mistakes has successfully 
increased motivation even further from initial motivation.

Further techniques used to justify the marking system is by pointing out insufficient 
increase in the setting properties and costumes that may have been done considering their turn, 
which they have also realized earlier. By stating this fact, previous acceptable reason has been 
strengthened and justified to show the teacher expectation; since expectation that is relatively 
easy to do can increase the existing motivation.

The result of increasing motivation shown in this example, where two members of this 
group cannot attend. A member of previous group with the highest motivation has taken the 
role of fulfilling one of the absence student (guy in white shirt as Algernon), as prove that 
motivation to improve and correcting previous mistake has been done. While another student 
that also tries to fulfill the other absence, this student (guy with a towel as Lane) has already 
hold a high motivation and competence to begin with. However, the act of realizing previous 
mistakes that most of his friends already done (and also done at the same time by members 
of the current group) has made him move further left; thus emphasize the role of marking 
that heighten sufficient motivation in the learning process, which shown through memorizing 
assessment.

As a result of this heightened motivation, the effort of improving performance of the 
play is seen through how these two students tried to act to the fullest in order to serve as model 
for three other members of this group; which well affect and also increase their motivation and 
competence. This act may also regarded as their intrinsic motivation that is proven to provide 
and stimulate better outcome of learning process of themselves or even of their surroundings.

CONCLUSIONS AND SUGGESTIONS  
Through using the same script, assessing the play, and marking supporting elements, any 

changes in motivation of the students taking drama analysis for improvement in the learning 
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process. These changes are clearly shown in the students performance and their attitude toward 
the whole class of drama analysis. Further studies may take on this procedure as an initial step 
to investigate relationship effect amongst participants that will decrease subjective findings and 
eliminate most indefinite factors.
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ABSTRACT
This study was intended to investigate the supporting factors and barriers of students to communicate 
in a speaking class at a college level. The study was triggered by the fact that most of the students 
were passive and speechless during a speaking class. Many students showed only minor improvement 
although they had taken the class of speaking for at least five semesters. Qualitative research design 
was used to investigate the phenomena. A questionnaire for 23 participants and an in depth interview 
for the most passive 6 students were used for data. The participants were the students of the English 
Department. Data analysis indicated some supporting factors and some barriers for the students to 
actively speak in class. The supporting factors covered encouragement, empathy, and care from 
others students as well as the teacher. The barriers to communicate in a speaking class mostly came 
from the students themselves, namely: worry, scare, shyness, unconfidence, and uncomfortableness. 
Moreover, the study also showed that the only place for them to practice their communication in 
English is only class. Based on what has been shown by this study, it is suggested to support as 
what they need and eliminate their barriers to facilitate students as what they need. Teachers need 
to a range of techniques that can be used to address the problems, a range of techniques how to 
encourage, empathy, and care. Furthermore, Teachers also need to a range of techniques to eliminate 
the students’ feelings much on worry, scare, shyness, unconfidence, and uncomfortableness.

Key words: supporting factors, barriers, speaking

INTRODUCTION
Make students to speak well in English is one of the learning outcomes which is designed 

in the curriculum by the English department. The curriculum designers know that speaking is the 
most skill needed by students. Richards and Renandya (2002 : 201) say that a large percentage 
of the world’s language learners study English in order to develop proficiency in speaking. 
The curriculum designers also know that speaking is the most complex and difficult skill. 
Speaking in a foreign language has been considered the most challenging and complex (Nunan, 
2003; Zhang, 2009). To facilitate it, the curriculum provides five courses to build the student’s 
speaking, starts from basic speaking until the advance speaking. It is believed that giving five 
levels of speaking to the students can make them to speak English well. Unfortunately, not all 
students who pass each level of speaking have good proficiency in their speaking. However, 
they are in the grade sixth and even they graduate from the English department, they cannot 
speak English well. 

 In one side, getting learners to speak in class can be difficult (Zhang & Head, 2009). 
Speaking is skill in which people need to practice everyday to master it. To speak well, learners 
have to master grammar, vocabulary, pronunciation, fluency, accuracy and pace. Speaking also 
needs students to be confidence and brave to speak.  It means speaking is complex skill. Learners 
have to learn complex thing to be a good speaker. As stated by Hinkel (2005: 485) speaking is 
the most complex and difficult. 

Students are realized they need to develop their speaking proficiency. They believed that 
people will consider their ability in English from their speaking proficiency. This is apparent in 
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Riggenback and Lazaraton (1991) students of second or foreign language education programs 
are considered successful; if they can communicate effectively in the language. However during 
the speaking class, most of them are passive, even they tend to keep silent.  As what happen 
in class of speaking for debate, during the class the teacher tried to make discussion, give 
some questions and life the class but only several students who actively respond to the teacher. 
Most of them are silent. Realizing the importance of speaking, it is very important to find the 
students’ problems and students’ need to support them to speak up. This phenomena attracts the 
researcher to find the supporting factors and barriers of students to communicate in a speaking 
class. By knowing their barrier factors, the teacher will know how to help students overcome 
their barriers. In one side, knowing their supporting factors, the teacher will know how to 
always support them to communicate actively in speaking class.

METHOD
A qualitative study using questionnaire distributed to a class and in depth interviews focus 
to six students was conducted to fourth semester from English department to determine their 
supporting and barriers to communicate in speaking class. The participants of this study were 
selected from the classes where speaking is taught and those who passed the previous speaking; 
speaking for daily communication, speaking for group communication and speaking for speech. 
Data was collected after mid-examination was conducted to gain their experience after joined 
7 meetings speaking class and mid-examination. The participants are 23 students who take the 
same course, then among these students, six were selected as the ones having the lowest score 
and having the most problem in speaking. Having been selected as the participants of the study, 
these six students were interviewed by the researcher self who also teaches speaking. 

 The procedures in collecting the data were; the questionnaire was distributed among a 
group of 23 students to know the supporting and barriers factors to communicate in speaking 
class. The participants were required to fill out the questionnaire then collected for the purpose of 
analysis. Then, the researcher ranged the participants’ responses to the items in the questionnaire 
to be selected the six lowest participants who have the most problem in speaking. Next, the 
selected participants were interviewed. The form of interview was unstructured-interview so 
the researcher could develop the questions based on the participants’ answers. The results of 
interviews were analyzed and described to get the answers of the research that is to know the 
supporting and barriers factors in speaking class. Last, conclusion and suggestion were made 
and written in this paper.

FINDINGS AND DISCUSSION
Findings of the study are presented under two key themes; the supporting factors of students 
communicative activities in a speaking class and the barriers factors of students communicative 
in a speaking class. 

The Supporting Factors of Students Communicative Activities in a Speaking Class
The findings related to the participants’ responses on the questions of supporting factors to 
communicate in a speaking class are encouraging, empathizing and caring from other students 
and teachers. The data obtained through interviews strengthen these findings as the excerpts 
below:

I need encouragement from my friends to make me confident to answer teacher’s questions, I want to speak 
but yaaa I cannot, but please involve me always. (Interviewee 1).
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I cannot speak English mom, please understand me, please help me, i just practice my English in class. 
(Interviewee 2)

I want if I speak and make errors, my friends do not laugh me, I need encouragement and empathy from 
my friends, a speaking out classroom is needed to facilitate (Interviewee 3)

Three things that can make me respond to teacher’s questions in speaking class; encouragement, empathy 
and caring, i need more practice outside. (Interviewee 4)

We need to care each other in class, yes from my friends and teachers, especially good students should 
care to the students like me because my English is bad, …..ehm…they can help me and give me opportunity 
to speak in class, eh….not only them who speak and the teacher be more care too especially to me as you 
know mom, my English is bad, I am afraid and shy. Yaa, supporting is really I need it mom. (Interviewee 
5)

My English is not good, I am not confident to answer your question. I need more care and empathy to 
make me confident. So far, I feel, no one care of my problem. (Interviewee 6)

The excerpts above show that their Speaking proficiency is poor that make them are not 
confident to communicate in speaking class. Their responses to the interviews show they 
need to be encouraged, empathized and cared.  As in Mufanti’s  study (2014) suggested that 
supportive teacher behaviors, i.e., building learners’ confidence, giving motivation during 
teaching, listening attentively to students while speaking, giving hints and encouragement, 
being responsive to students questions, creating natural setting and showing empathy to students 
need to be provided in speaking class activities to explore learners social strategies. Those 
are related with what the students’ need to support them to communicate actively in speaking 
class. Encourage reluctant students to speak in the language classroom is suggested based on 
the cognitive, affective and situational framework ( Hue, 2010). Empathy is the “capacity” 
to share and understand another’s “state of mind” or emotion in which it   as the process of 
understanding a person’s subjective experience by vicariously sharing that experience while 
maintaining an observant stance when it is used appropriately can be a communication tool  ( 
Ioannidou & Konstantikaki,  2008). Moreover, Caring each other is common in a social life 
since we life in Asian country. Caring in reality is also needed not only in a social life but also 
in learning second or foreign language.  As what students stated in interviews, they need to be 
cared from others to support them to communicate with others in speaking class.

The students’ responses to the interviews describe how the students expect from the 
class; their friends and teachers. They hope emotionally understood, more time for speaking 
activities outside the classroom and warmth-class. These are able to stimulate passive students 
begin to speak up. Encourage them to speak even only one or two words, empathy to give them 
time to correct their errors in speaking and care them by placing them meaningfully.

The Barriers Factors of Students Communicative Activities in a Speaking Class
From the results of questionnaire, feeling worry, scare, shyness, unconfidence, uncomfortableness 
become their most barriers to communicate in a speaking class. It is strengthen by the results of 
interviews to the six selected students as described in the excerpts below:

I am shy, not confidence, worry making mistakes, I cannot speak English.(Interviewee 1)  
I think I feel what you said mom, yes worry, afraid, shy, unconfident, not comfortable in class, shy my 

friends laugh me, I am nervous when you call my name mom. (Interviewee 2)  
I am not good as my friend ‘A’ and ‘B’ mom, yaaa, when when…ehmm… I see they speak, ehm…. I 

feel shy and unconfident.  Ehmmmm….I want to speak but I cannot. (Interviewee 3)
All mom, I am worry, scare, shy, unconfident, uncomfortable, I don’t know why I learn something 

that from the beginning I cannot, so I think I am late to learn English, for me English is difficult mom and 
speaking is really difficult, really I cannot speak English. I cannot, sure I cannot. (Interviewee 4)  

I need motivation because my English is bad, because I am worry to make mistake, shy when speak in 
front of class, unconfident speak in front of friends, uncomfortable with my English, because my English 
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is bad. (Interviewee 5)  
Shy is the most problem, I am shy  Speak in front of you and friends (Interviewee 6)  

The excerpts describe the barriers factors felt by students. Speak means producing words, 
phrases, sentences through the organ of speak loudly in order to the listeners can catch the 
message of our speaking. Speak forces speaker to perform. Moreover speak needs others 
as the listeners. It means that in speaking the students’ confidence is crucially needed. They 
also should be able to eliminate the feeling of worry, shy, afraid and uncomfortable. In fact, 
these feelings are happen to all learners who learn target language. The six participants are the 
example of learners who state their feeling honestly. From the results of interviews, the students 
admitted that their speaking is poor. These conditions make them underestimate their self that 
influence their emotionally into negative feeling. Building techniques to help them eliminate 
these negative feelings are essentially needed to make them to start to speak.

CONCLUSIONS AND SUGGESTION
The findings discover supporting factors needed by students, they are; encouragement, empathy 
and care and explore to gain the students’ barrier factors to communicate in a speaking class; 
worry, scare, shyness, unconfidence, and uncomfortableness. The discussion to the findings 
clearly explains that class is designed not only to attract the students’ cognitive but also to create 
emotionally atmosphere so they feel to be supported each other and can eliminate the barriers 
they have since we understand well that speaking forces students to perform in front of others. 
After knowing those factors, it is suggested to support as what they need and eliminate their 
barriers to be brave to start to be communicative in speaking class. Furthermore, teachers need 
to a range of techniques that can be used to address the problems, a range of techniques how 
to encourage, empathy, and care. Teachers also need to a range of techniques to eliminate the 
students’ feelings much on worry, scare, shyness, unconfidence, and uncomfortableness.
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ABSTRACT
That meaning is still primary in learning English grammar is beyond dispute, and yet teachers do not 
regularly assess their learners’ understanding of it. A typical practice that seems to downplay the role 
of meaning in comprehending the message conveyed in the target language through its grammatical 
structures is this: after presenting the rules and their usage, teachers proceed to assessing the students 
by giving production activities, such as fill-in-the gaps exercises, which are only helpful to assess 
grammatical forms. Learners’ understanding of grammatical meanings is hardly addressed and 
assessed. To assess learners adequately, teachers must also assess grammatical meanings. In this 
paper, I first argue that assessing learners’ understanding of the meaning of the taught grammatical 
form is as important as assessing their use of the form in production for five reasons: (1) the centrality 
of meaning, (2) learners’ primary attention to meaning, (3) the problem of meaning, (4) the problem 
of form-meaning mapping and (5) learners’ problematic meaning processing strategies. To address 
the problems, the teacher must devise appropriate tasks. However, most ELT and grammar practice 
books rarely provide such tasks, making it unlikely for teachers to assess meanings. Therefore, I 
present some practical tasks that teachers can use to assess how well their students have understood 
the meaning of the form being taught and at the same time assist learners in acquiring L2 grammar 
because the tasks address the problems. These tasks include, but not limited to, comprehension 
questions and structured-input tasks.

Key words: assessment, meaning, grammar instruction, comprehension-based activities

1. INTRODUCTION
 Few language teachers today would deny that grammatical competence includes learners’ 
ability to understand the meanings of grammatical features. As the second dimension in language 
for communication, meaning is “the essential denotation of a decontextualized form” (Larsen-
Freeman 2003:34). In other words, it is a crucial piece of information we would learn when 
we encounter a particular form. In vocabulary learning, we usually look up this information 
in a dictionary. However, teachers in traditional grammar instruction do not regularly discuss 
meanings; their teaching practice typically includes presenting forms and rules (Larsen-Freeman 
2015). Subsequently, they employ mechanical drills to ensure that their students successfully 
learn target grammatical structures, and they believe written grammar exercises, such as fill-in-
the gaps, are still very useful to assess their students’ grammatical competence (Jean and Simard 
2011). Learning tasks that require production are also prevalent in grammar practice books. R. 
Ellis (2003) surveyed all the learning activities in six grammar textbooks and discovered that 
only two included comprehension-based tasks; production-based tasks are abundantly provided 
in all six books. Apparently, the majority of L2 teachers still take a syntactocentric perspective 
of language, where a structure of a sentence is the core feature to be studied and analyzed. 
Although syntactocentric theories have provided L2 teachers with abundant information about 
grammatical forms and the rules that govern them which has for many years served as a basis 
for syllabus design, materials development and classroom assessment, critics point out that 
this perspective downplays the role of meaning (semantics) and use (pragmatics) (e.g., Hymes 
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1971; Halliday 1994; Purpura 2004). Thus, while output-based tasks, such as mechanical drills, 
are helpful to assess grammatical forms, they are unlikely to assess grammatical meanings. 
However, the ubiquity of output-based tasks may indicate that many teachers and materials 
developers are not familiar with input-based tasks.
 The aim of my presentation, therefore, is twofold. First, I would like to make the case 
for assessing learners’ understanding of grammatical meanings by presenting the theoretical 
rationale. Secondly, I would like to share related learning tasks that focus on grammatical 
meanings and are also useful to assess learners’ comprehension. I believe these are pedagogically 
relevant matters which, I hope, not only stimulate further discussion but also inspire teachers to 
assess their students adequately.  

2. THEORETICAL RATIONALE
I argue that there are at least five main reasons for assessing learners’ understanding of 

grammatical meanings: (1) the centrality of meaning, (2) learners’ primary attention to meaning, 
(3) problems of meaning, (4) problems of form-meaning mapping and (5) learners’ problematic 
meaning processing strategies. The arguments I present here will be mainly based on work by 
Langacker (2008), DeKeyser (2005) and VanPatten (1996, 2007). 

2.1. The centrality of meaning 
When we are engaged in communication we do not manipulate syntax for our own 

enjoyment because our concern is with the meanings expressed by each speaker (Langacker 
2008). This does not follow that syntax is not important. Just like words, grammar is meaningful, 
and grammatical meanings are usually more abstract than lexical meanings due to the process of 
grammaticalization (see Hopper and Traugott 2003). The simple future tense “going to” is one 
perfect example of a grammatical feature that went through the process of grammaticalization. 

2.2. Learners’ primary attention to meaning
When learners get exposed to input, “they attend for its propositional content (message)” 

(VanPatten 1996:10). As they process input, they first look for the meaning. According to 
VanPatten (1996), due to the limited capacity of the working memory, learners pay more 
attention to the most meaningful words, which are mostly the content words. Because of this, 
other smaller words and inflections may not be processed properly. Furthermore, since some 
grammatical forms may be less meaningful than others, learners tend to pay attention to forms 
that are meaningful.

2.3. Problems of meaning
Meanings themselves may pose their own difficulty to learners due to at least three 

factors: novelty, abstractness, and a combination of both (DeKeyser 2005). This is certainly the 
case in learning the English article system. Articles are used not only to talk about definiteness 
but also genericity (see Huong 2005 for a comprehensive review on the meaning of articles). 
Although Indonesian expresses indefiniteness through the classifier se-, this is radically different 
from the use of the indefinite article. One could argue, then, the meanings of articles are new to 
Indonesian learners. Moreover, not only is the article system difficult due to its novelty but also 
its abstractness. Articles expressing genericity are extremely abstract. Learners may not find 
“*A lion is becoming extinct” problematic if they are not informed that the predicates such as 
be extinct, die out, and be numerous require the subject to be a class or group expression, not a 
representation of a species expressed by the indefinite article (Chesterman 1991). 
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2.4. Problems of form-meaning mapping 
 Even when the meaning does not pose difficulty (i.e. it is not new nor abstract) the 
connection between form and meaning are sometimes problematic because they are not 
transparent enough. This lack of transparency has been argued to be due to redundancy, 
optionality or opacity (DeKeyser 2005). The meaning of a form can be redundant when there 
is another element in the same sentence expressing the same meaning (e.g. a past tense verb 
and a past adverbial occur together). A grammatical element can be optional if the presence or 
absence of it in a structure does not make the structure ungrammatical (Crystal (2003 [1980]: 
329). Take the presence/absence of prepositions as an example. We will not make an error if we 
omit with from the structure I met with the Dean. Opacity means the correlation between form-
meaning is low. That is, the same meaning is expressed through different forms or the same 
form expresses different meanings (as in the case of -s).

2.5. Learners’ problematic meaning processing strategies
 Research into input processing demonstrates that learners possess default processing 
strategies as they attempt to derive meaning from an utterance. Such strategies include learners’ 
tendency to process nonredundant meaningful grammatical markers, their first language transfer, 
and their tendency to process the first noun or pronoun as the subject of the sentence (VanPatten 
2007). These strategies may inhibit them from processing the input for meaning properly and 
thereby impede acquisition.    

3. TASKS FOR ASSESSING GRAMMATICAL MEANINGS
 Given the importance of understanding grammatical meanings and the crucial role 
meaning plays in enhancing grammatical competence, I will share several learning tasks that 
have been proposed and used by second language researchers and educators to measure learners’ 
ability to comprehend meanings. In addition, these tasks may assist learners to apply effective 
meaning processing strategies as they get exposed to input. 

3.1. Comprehension questions
 Grammar needs to be used both contextually and meaningfully. Discourse serves this 
purpose because it presents grammar meaningfully in context. Thus, the first thing the teacher 
should do to assess is to give comprehension questions for the given discourse. Comprehension 
questions should be given to keep learners’ attention to meaning and make sure they understand 
the overall meaning of the given discourse. Comprehension questions can come in the form 
of open-ended questions, true or false statements, inference or multiple choice questions (see 
Day & Park 2005 for a detailed discussion of comprehension question types). Since the focus 
is on grammar, the teacher should limit the number of questions. Otherwise, it will be a reading 
class.
 Comprehension questions can also be used to assess grammatical meanings. The teacher 
could provide open-ended questions related to the sentences that contain the target forms and 
ask the students to answer. For example, if the target structures are the simple present tense 
and the present continuous tense, and the focuses are habitual states and present-moment-of-an 
activity, the teacher could ask the students which sentences in the discourse imply activities that 
are in process and which sentences imply activities that are done on a regular basis. 
 Teachers could also use multiple choice questions to introduce novel meanings. Take 
the third conditional construction for example. After presenting the target structure in a text, the 
teacher could ask the students to identify the meaning of the form in question and give options 
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to answer. For example, 

Read the short dialogue below and then answer the questions.
A: Luckily, we were able to catch our train! I was afraid we wouldn’t have enough time.
B: Yeah, so was I. The time was so short. But we had even planned to buy some snacks!
A: If we had stopped to buy them, we would have missed our train.
1. Which statements are true?

a. We bought some snacks.
b. We managed to get on the train.
c. We missed the train.
d. We didn’t buy any snacks.

2. What is the meaning of the sentence “If we had stopped to buy them, we would have missed our train”?
a. impossible past condition with imaginary result
b. future condition with possible result
c. impossible present condition with imaginary result

 

3.2.  Structured-input tasks
 Structured input (SI) comprises of activities that are manipulated for the purpose of 
altering learners’ problematic processing strategies when they try to make connection between 
the form and the meaning. This is the type of comprehension-based activities widely used by 
processing instruction researchers. An SI task typically consists of a number of related sentences 
where the learner has to decide on the correct meaning by focusing on the target form. The 
teacher could provide the meaning by means of visuals (a) and/or phrases (b). This is called 
referential activities. See the example below.

(a) Decide which picture represents the meaning of the preposition in each sentence.

        

    
A (point)  B (contact & support)   C (contact & support)     D (containment)

1. Someone is at the door.
2. Nobody is in the living room.
3. The cups on the table have been used.
4. There’s a huge spider on the wall.
5. What’re you holding in your hand?
6. I put the money on his hand.

(b) Decide if each of the statement is true (T) or no longer true (NL)
1. My mother worked as a secretary.
2. She works as a manager.
3. She went to work by bus.
4. She drives to work.

.
There are two things the teacher must keep in mind while designing an SI task (Wong 

2004). First, the teacher must identify the learner’s processing problem. If the forms at issue are 
the simple past tense and the simple present tense, then she must be aware that the learner tends 
to ignore the inflectional morphemes and pay more attention to meaningful words. Secondly, 
the teacher must follow the steps for developing an SI activity (VanPatten 1996). They are (1) 
present one item at a time, (2) keep meaning in focus, (3) move from sentences to connected 
discourse, (4) use both oral and written input, (5) have learners do something with the input, 
and (6) keep the learners’ processing strategies in mind. The emphasis is still on how to alter 
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learners’ processing problem.
After giving a referential activity, the teacher may give an affective activity to consolidate 

the form-meaning connection (Wong 2004). This type of activity only requires learners to 
respond based on how they feel about the content of sentences that has the target form in 
question. For example,

Read the statements and decide whether you agree with the statement.
1. American movies are exciting to me.
2. I get bored easily when I see a Korean movie.
3. People who smoke make me irritated.
4. Reckless drivers are so irritating. 

 
CONCLUSION
 Grammar is an integral part of language. Acquiring a second language grammar comprises 
acquiring not just its form, but also its meaning, and its form-meaning mapping because meaning 
is central in language use. Grammatical meanings, just like forms, pose their own problems to 
learners. To make sure that learners acquire the target grammatical features, teachers must also 
assess their learners’ understanding of grammatical meanings with tasks that can address the 
problems. Comprehension questions and structured input activities are such tasks. Comprehension 
questions are useful to introduce new meanings and keep learners’ attention to meaning. Structured 
input tasks are helpful to alter learners’ problematic processing strategies and consolidate form-
meaning mapping. By having learners do such tasks, we can make sure how well they have 
understood the target grammatical meanings and assist them in their L2 grammar acquisition. 
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Abstract 
Language testing and assessment is recognized as an important issue for the field not only for 
professional test developers, but also for classroom teachers and educators. The study of literature in 
EFL classroom is indispensable, because it exposes students to meaningful context that are replete 
with descriptive language and interesting characters. Structuring lessons around the reading of 
literature introduces a profound range of vocabulary, dialogues, and prose. In addition to developing 
students’ English language skill, teaching literature also appeals to their imagination, develop 
cultural awareness, and encourage critical thinking about plot, theme and characters. This paper 
presents a basic review of six approaches to teaching literature and assessment on the folktales by 
giving questions to a deeper understanding of literature.

Keywords: language assessment, folktales, teaching literature

INTRODUCTION
Literature in Education is aimed at developing the potential of students in   a holistic, 

balanced and integrated manner encompassing the intellectual, spiritual, emotional and physical 
aspects in order to create a balanced and harmonious human being with high social standards. 
Literature is not only meant to address the interpersonal and informational esthetic value of the 
learning, but also beyond that where the students learn about people, culture, ethics, behaviors 
and other social norms.

In Indonesian EFL context, for instance, reading particularly on a literary work as a 
field of teaching is considered as one of the important areas of teaching. It is one of the most 
important academic skills. It is also a major pillar upon which teaching and learning process is 
built. The reading ability plays a central role in teaching and learning success at all education 
stages. It is because most of the materials of teaching and learning are in written form. It means 
that the students need to improve their reading skills in order to understand the teaching and 
learning materials. The students will be on the road to academic failure, if they could not read. 
Teaching students to read with a good comprehension must be teachers’ highest priority. That 
is why reading and comprehending folktales is one of the English skills the Indonesian students 
are required to master (Riswanto, et.al., 2014).Furthermore, folktales as narrative texts are the 
reading materials for each level of schooling in Indonesia. These facts show that comprehending 
folktales for Indonesian students is one of the required English skills they must master. 

This paper describes how the six approaches are used in some activities in Introduction 
to Literature EFL classroom for second semester university students in analyzing the American 
folktale with the title ‘The Fisherman and His Wife.’  By learning the folktales, the learner can 
get better understanding of language context culture, and morality.  

REVIEw OF LITERATURE
Folktales

 A folktale may be defined as a traditional oral prose narrative (http://dictionary.reference.
com). Like other kinds of folklore, the folktale circulates by word of mouth in a consistent yet 
shifting form; since each new teller does not read from or recite a fixed text, the words are 
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constantly being altered to some degree. If a collector records and prints a tale in a book, it 
becomes merely a printed version of a folktale, lacking the intonation, inflection, gestures, facial 
expres sions, and audience responses that make the narrating of a folktale a living performance. 
A writer’s paraphrase or embellishment of a folktale he or she has heard is a literary version 
of the folktale, considerably removed from the original and authentic oral version. A story that 
is told only once does not qualify as a folktale because, al though oral, it is not traditional. The 
length, subject matter, and form of folktales vary enormously. A one-minute joke and an adven-
ture-laden romance requiring sev eral nights to narrate can both be characterized as folktales, if 
they exist in oral variants. Lewis (1995) cited that storytelling is a basic human need, folktales 
are told even in the midst of technological cultures saturated with electronic media.

Folktales are a versatile source of passing down moral values. Lindahl (2004) has stated 
that folktales are stories told from generation to generation; an invaluable creative material that 
continues a certain culture’s oral tradition. Some folktales are part make believe and part real. 
Folktales function the  same way all over the world: a communal tradition is orally transmitted. 
The transmission is through its plots,characters,language and picture of life. Themes of folktales 
include stories for children , legendary, tall tale and jokes. To comprehend folktales, one should 
possess sufficient linguistic, rhetorical, and cultural knowledge as suggested by Wolfram (2007). 
It is because folktales  are literary  genre  characterized  by heavy use of  dialogue  (folktales are 
based on  oral tradition). Understanding those dialogues is dependent upon principal of language 
use  commonly consigned to the level of pragmatic, and in particular of socio-pragmatics.

Synopsis of ‘The Fisherman and His Wife’
Long time ago, they were a fisherman and his wife who lived in a little hut near the sea. One 
day, when he was fishing, the fisherman caught a big fish who actually was an enchanted 
prince. The fish begged to stay alive. The fisherman kindly released it and went home. His wife 
asked what was he got at that day and then she heard the story about the fish from the man. 
She ordered that he should ask a wish to the fish. She told him went back and asked a small 
cottage to the fish. He returned to the sea and made a rhyme to call the fish. The fish granted 
her request. However, the wife became greedy and made too much demands. After she got a 
cottage she wanted a castle. She also wanted to be a king. Then she ordered to be an emperor 
and finally became a pope. The fisherman knew it was wrong but he could not refuse her. The 
fish always granted her wishes, but the sea grew increasingly stormy every time the fisherman 
went to call the fish.  Eventually the woman was too far when she wished to be a Lord of the 
sun and moon. The fish took everything that it has been granted. The fish told the fisherman 
to go home because they would find their dirty hovel again. The fisherman and his wife were 
back living in their hovel.

Approaches to Literary Analysis
Many theories exist on how to evaluate and teach literature. Six frequently discussed approaches to 
literary analysis include: (1) New Criticism,(2) Structuralism,(3) Stylistics, (4) Reader-Response,(5) 
Language-Based, and (6) Critical Literacy. The sections that follow will briefly introduce these six 
approaches and discuss the benefits and drawbacks they offer for teaching literature in the EFL 
classroom.

Approach 1: New Criticism
The New Criticism approach to literary analysis appeared in the United States after World 

War I. According to this theory, meaning is contained solely within the literary text, apart from the 
effect on the reader or the author’s intention, and external elements are disregarded when analyzing 
the work. The reader’s role is to discover the one correct meaning by a close reading and analysis 
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of formal elements such as rhyme, meter, imagery, and theme. According to Thomson (1992), 
the world of a literary work is self-contained, and readers must exercise total objectivity in 
interpreting the text. In other words, the social, historical, and political background of the text, 
as well as the reader’s reactions or knowledge of the author’s intention, distract from and are not 
relevant to the interpretation of the literary work.
Approach 2: Structuralism

Structuralism is an approach that gained importance in the 1950s; instead of interpreting 
a literary text as an individual entity, this approach determines where a literary text fits into a 
system of frame works that can be applied to all literature (Diasand Hay hoe 1988). Like New 
Criticism, Structuralism emphasizes total objectivity in examining literary texts and denies the 
role of readers’ personal responses in analyzing literature. It requires learners to approach literary 
texts scientifically and to use their knowledge of structures and themes to place the work into a 
meaningful hierarchical system. According to Culler (1982, 20), Structuralism does not focus on 
the aesthetic value of literature, but on the different processes and structures that are “involved in 
the production of meaning.”
Approach 3: Stylistics

The Stylistic approach, which emerged in thelate1970s, analyzes the features of literary 
language to develop students’ sensitivity to literature. This includes the unconventional 
structure of literature, especially poetry, where language of ten is used in a non-grammatical and 
loose manner. Whether these unconventional structures confuse or enhance a learner’s knowledge 
of the language is the subject of debate. In this respect one must consider the differences among 
genres. For example, poetry is often abstract and imaginative, while dialogues in dramas are often 
very realistic. In the Stylistic approach, the teacher encourages students to use their linguistic 
knowledge to make aesthetic judgments and interpretations of the texts. Thus the issue of the 
role of the reader in the process comes up again.
Approach 4: Reader-Response

The principles of the Reader-Response approach include attention to the role of the reader 
and a process-oriented approach to reading literature. Reader-Response supports activities that 
encourage  students to draw on their personal experiences, opinions, and feelings in their 
interpretation of literature. Diasand Hay Hoe(1988,15) point out that “it is precisely the role of 
the reader in the act of reading that has not been sufficiently and properly addressed.” Reader-
Response addresses this problem by making the learners “active participant[s] in the learning 
process” (Daviesand Stratton1984,3).
Approach 5: Language-Based

Like the Stylistic approach, the Language- Based approach emphasizes awareness of the 
language of literature, and it is a basic stage for EFL learners. However, this approach facilitates 
students’ responses and experience with literature, and it is considered more accessible for 
language learners than the Stylistic approach (Nash1986; Littlewood1986; Carter and Long1991). 
In addition,  the Language-Based approach calls for a variety of language instruction activities, 
including brainstorming to activate background knowledge and make  predictions, rewriting the 
ends of stories or summarizing plots, cloze procedures to build vocabulary and comprehension, 
and jigsaw readings to allow students to collaborate with others, form  opinions, and engage 
inspirited debates. The point is that literature is an excellent vehicle for CLT methods that result 
in four-skill English language development through interaction, collaboration, peer teaching, 
and student independence. The teacher’s role is not to impose interpretation but to introduce and 
clarify technical terms, to prepare and offer appropriate classroom procedures, and to intervene 
when necessary provide prompts or stimuli.
Approach6: Critical Literacy

Critical Literacy is drawn from a variety of theories such as critical language studies, 
educational sociology, and feminism (Luke and Free body 1997).Though not explicitly developed 
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to teach literature, this approach has important implications for teaching both language and 
literature because it reveals the interrelationship between language use and social power. Much 
has been written about how social aspects of language use have been neglected in EFL classrooms 
(Osborn2000; Pennycook 2001) and how student voices are absent from many classroom 
activities (Walsh1991; Wallace1992). In many cases, the language teaching profession ignores or 
inadequately addressed show texts deal with important issues of ideology and power relations in 
society (Wallace1992; Luke,O’Brien, andComber1994; Cummins2000).

DISCUSSIONS
Teaching Procedures 
The teaching and learning process within this theme covers mainly some activities, those 
are Information Based Activities, Personal Response Activities, Language Based Activities, 
Paraphrastic Activities, Moral-Philosophical Activities, and Stylistics Activities. In this 
paper the writer limited the description only to Moral Philosophical Activities. In this case it 
discusses moral values to students. Language Assessment in the form of giving some questions 
to students in class has been given to the students on ‘The Fisherman and His Wife’ Folktales. 
The following below is the activities in the classroom.  

Types of Activities                                                                                                                                       
    
Information-Based Activities

1. Comprehension questions exercises
2. Lecture sessions
3. Read notes from work books/handouts with students

Personal-Response Activities
4. Explain a text/folktales to students
5. Journal writing
6. Brain storming sessions
7. Small group discussions
8. Writing about feelings/reactions towards an issue

Language-Based Activities
9. Group work

10. Language activities (cloze, jigsaw puzzle, prediction exercises)
11. Debate
12. Performance activities (drama, role play, poetry recital)

PaParaphrastic Activities
13. Translation of textusingL1
14. Re-tell story to students
15. Students read paraphrased notes in the workbook/handouts
16. Students retell story/folktales to the class

Moral-Philosophical Activities
17. Reflective sessions
18. Discussions on moral dilemmas
19. Tell moral values to students
20. Conduct self-evaluation activities
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Stylistics Activities
21. Identify linguistics features (example. vocabulary, tenses)in a text
22. Discuss different meanings of a text 
23. Extract examples from a text that describe a setting
24. Identify adjectives that describe a character

Assessment
To assess the students’ comprehension of the literary work in question, a written type of 

assessment may be used. This may be conducted individually, in pairs, and/or in small groups. 
Here is an example:

Figure 1 Sample written test 
What is the message in this folktale?•	
Identify how the imagery is in the folktale. Use information from the folktale to support your answer.•	
What happened in the beginning of the story that surprised the fisherman?•	
Why did the wife get mad at her husband when he told her about the talking fish?•	
Why did she keep asking her husband to go back to the fish?•	
What happened at the end of the story?•	
What moral values are performed in the folktales?•	

 
Teachers may also ask students to do a critical analysis of the discussed folktale in groups. 
Some criteria used to examine the quality of the folktales include use of literary elements and 
motifs, development of story sense, and incorporation of cultural elements. Criteria used to 
examine the quality of the picture books will include several broad areas such as organization 
of content, creative interpretation of material, and audience appeal and appropriateness. The 
students can be assigned to analyze it in terms of Focus/Organization, Elaboration/Support/
Style, and Grammar, Usage, and Mechanics. Figure 2 can be used for the assessment rubrics.

Figure 2 : Sample assessment rubric
Focus/Organization

• The narrative fulfills its purpose by telling a story using all of the elements of a folktale.
• The story is appropriate for its intended audience.
• The story takes place in the present.
• Time order is used to organize the story’s events.

Elaboration/Support/Style
• Enough details are provided to describe the setting and characters.
• Realistic dialogue contributes to the story and is used appropriately.
• Writer has developed a theme throughout the story.
• Writer uses the third-person point of view correctly and consistently.

Grammar, Usage, and Mechanics
• The writing is free of misspellings, and words are capitalized correctly.
• Sentences are punctuated correctly, and the piece is free of fragments and run-ons.
• Standard English usage is employed except where inappropriate.
• The paper is neat, legible, and presented in an appropriate format.

In addition, teachers may use the folktale to address a comparison of the students’ native culture 
and the target culture in the folktale. The students then look through the cultural components 
reflecting their own culture in the folktale. The students work with their partner to compare the 
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folktales they have located and read. They identify common components (morals, values, way 
of life, etc.) of their chosen cultural group.

Another example of the assessment is to ask the students to discover the moral values 
contained in a folktale. Figure 3 exemplifies the student’s result of finding the moral values in 
the folktale of The Fisherman and His Wife (Johnson, 1993).

Figure 3 The Moral Values in the folktale of The Fisherman and His Wife
1. Self-discipline

Quotation Note

He was feeling much pleased that he had secured so big a fish when he was 
surprised by hearing it say to him, “Pray let me live. I am not a real fish. I 
am a magician. Put me in the water and let me go.” […] Then he removed 
it from his hook and put it back into the water. “Now swim away as soon as 
you please,” said the man, and the fish darted straight down to the bottom. 
(Johnson, 1993: par. 1—3)

It has to be asserted allegedly that the man’ 
self-discipline is being good ethic, humble 
and kind. This earliest part of this folktales 
has clarifies this per-condition of the man’s 
discipline. 

“What should you ask for!” exclaimed the wife. “You talk as if we had every-
thing we want, but see how wretchedly we live in this dark little hut. Do go 
back and tell the fish we want a comfortable house.” The fisherman did not 
like to undertake such an errand. However, as his wife had bidden him to go, 
he went; and when he came to the sea the water looked all yellow and green. 
(Johnson, 1993: 7—8)

As a good man, also as a good husband, he 
wants his wife to be happy although what 
she wants is almost impossible to be actu-
alized. The fisherman obeys her wife, it can 
be assumed as a fear, but the tendency also 
dribbles this to the field of self-discipline 
as a good husband.

 “Husband, there is not enough room in this house, and the yard and garden 
are a great deal smaller than they ought to be. I would like to have a large 
stone castle to live in. So go to the fish again and tell him to give us a castle.” 
[…] The next morning […] the wife jogged the fisherman with her elbow and 
said, “Get up, husband; bestir yourself, for we must be king and queen of all 
the land.” […] “Never is a long time. I am queen, ‘tis true, but I begin to be 
tired of it. I think I would like to be pope next.” […] “Ha!” cried she. “I was 
about to sleep, had not the sun disturbed me with its bright light. Cannot I 
prevent the sun rising? […] Go to the fish and tall him I want to be Lord of 
the sun and the moon.” (Johnson, 1993: par. 13, 24, 35 & 49)

It is not once the fisherman obeys what his 
wife desires; she wants to be queen, to be 
pope, and even to be Lord of the sun and 
the moon. If her husband does not have 
self-discipline as good husband, he will 
never goes back to the fish to demand.

3. Compassion
Quotation Note

“You need not make so many words about the matter,” said the man. “I wish 
to have nothing to do with a fish that can talk.” Then he removed it from his 
hook and put it back into the water. “Now swim away as soon as you please,” 
said the man, and the fish darted straight down to the bottom. (Johnson, 
1993: par. 2—3)

The fisherman catches a heavy fish wedged 
in his hook. However, the fish can talk 
and ask the fisherman to release him. The 
fisherman then allows him to swim away. 
This is a kind of compassion in the human-
ity moral that he does not want to eat, even 
to kill, the creature that can talk as if it is 
human (the key word to trick this enigmatic 
and metaphorical fish is the word of  “ma-
gician” which refers to human)

The fisherman did not like to undertake such an errand. However, as his 
wife had bidden him to go, he went; […] His wife then asks for a castle, 
The fisherman went, but his heart was heavy, and when he came to the sea 
the water was a dark gray color and looked very gloomy. […] His wife asks 
more for being the queen, so the man went, but he felt very sad to think that 
his wife should want to be queen. […] His wife asks for being a pope, so the 
fisherman went, and when he came to the shore the wind was raging and the 
waves were dashing on the rocks most fearfully, and the sky was dark with 
flying clouds. The fisherman was frightened, but nevertheless he obeyed his 
wife and called out, […] and his wife still asks for being Lord of the sun and 
moon, The man went […] The fisherman trembled so that his knees knocked 
together […]. (Johnson, 1993: par. 8, 17, 27, 40 & 52, italic is added)

The wife asks for something which seems 
to be unfilled fulfillment. She asks many 
and many thing as if it were unfinished. 
Nevertheless, although his wife wills to ask 
for something irrational, the fisherman’s 
compassion to her drives him to yes it.
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5. Responsibility
Quotation Note

The fisherman returned to his little hut and told his wife how he had 
caught a great fish, and how it had told him it was a magician, and how, 
when he heard it speak, he had let it go. “Did you not ask it for any-
thing?” said the wife. “No,” replied the man. “What should I ask for?” 
“What should you ask for!” exclaimed the wife. “You talk as if we had 
everything we want, but see how wretchedly we live in this dark little 
hut. Do go back and tell the fish we want a comfortable house.” The 
fisherman did not like to undertake such an errand. However, as his 
wife had bidden him to go, he went; […] (Johnson, 1993: par. 4—8)

As a husband, he has to be responsible for his 
wife’s life (although it sounds too patriarchal). 
However, the underlined point should be re-
garded is the husband’s responsibility. He comes 
back to the shore and asks for the fish to fill what 
his wife wants and nothing compares this respon-
sibility.

7. work
Quotation Note
[..] he removed it (the fish who can talk) from his hook and put 
it back into the water. “Now swim away as soon as you please,” 
said the man, and the fish darted straight down to the bottom. 
(Johnson, 1993: par. 3, italic is added)

It is what the fisherman has done which is 
going to chain the concatenation for his life, 
especially for his wife. His work is releas-
ing the fish that can talk and this kindness 
churns his milky life. Work is not what the 
fisherman’s life for, but what the fisherman 
does in his life. 

9. Perseverance
Quotation Note

[…] as the fisherman sat on the rocks at the water’s edge fishing with 
his rod and line, a fish got caught on his hook that was so big and 
pulled so stoutly that he captured it with the greatest difficulty. He 
was feeling much pleased that he had secured so big a fish when he 
was surprised by hearing it say to him, “Pray let me live. I am not a 
real fish. I am a magician. Put me in the water and let me go.” […] 
“I wish to have nothing to do with a fish that can talk.” Said the man. 
Then he removed it from his hook and put it back into the water. […] 
and the fish darted straight down to the bottom. (Johnson, 1993: par. 
1—3, italic is added)

The perseverance can be dragged into a condition 
of the protagonist here, as poor husband lives in 
the poor hut near a shore. He persistently fishes and 
wishes that he will get the fish (to please his wife 
specially). This firmness, inflexibility, resoluteness, 
steadiness, and diligence can be stimulated to the 
perseverance category.

11. Honesty
Quotation Note

“Ah,” answered the fisherman, “my wife says that when I had caught 
you I ought to have asked you for something before I let you go. She 
does not like living any longer in our little hut. She wants a comfort-
able house.” “Go home then,” said the fish. “She is in the house she 
wants already.” (Johnson, 1993: par. 10—11)

The man comes back to the shore and tells to the 
fish his wife’s wish. He tells honestly so that the fish 
replies it in honesty too.

“Ah,” replied the man very sorrowfully, “my wife wants to live in 
a stone castle.” (18) “Go home then,” said the fish. “She is at the 
castle already.” […] He comes back again, “Alas!,” said the man. 
“My wife wants to be queen.” “Go home,“ said the fish. “She is 
queen already.” […] He comes back again, “Ah,” said the fisher-
man, “my wife wants to be pope.” “Go home,” commanded the fish, 
“She is pope already.” (Johnson, 1993: par. 18—9, 29—30, 42—43)

Gradually, the fisherman comes back and back as his 
wife wishes. He tells the truth so that the fish fulfills 
his wife wishes honestly. This honest telling changes 
everything and each further wish finally undoes those 
edifice wishes because the moral value of this folk-
tales generally to warn the unsatisfied desire.
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13. Faith
Quotation Note

“Never is a long time. I am queen, ‘tis true, but I begin to be tired 
of it. I think I would like to be pope next.” “Oh, wife, wife!” the 
man exclaimed. “How can you be pope? There is but one pope at 
time in Christendom.” “Husband,” said she, “I will be pope this 
every day.” “Ah, wife,” responded the fisherman. ‘The fish cannot 
make you Pope and I will not like to ask for such a thing.” (John-
son, 1993: par. 35—8)

Faith, which is related to religiosity, can be seen from 
how the wife desires to be a pope. It means that there 
is an instrument of Christianity which is leaned on this 
folktale. It implicitly tells the pope cannot be regarded 
as a fulfillment of desire. However, in different point 
of view, this “pope-wanna-be” indicates that pope is 
on high level of humanity’s strata and it is higher than 
either king or queen.

CONCUSION 
Language assessment is an important role in teaching and learning activities particularly in 
learning English literature, particularly folktales. By assessing the language competence of 
the students in mastering the folktales, it will help to enhance the students’ understanding 
of the target language and its culture and, therefore, the students will get more confidents to 
communicate by the language. There are six approaches to evaluate and teach literature. They 
include: (1)New Criticism,(2)Structuralism,(3)Stylistics, (4) Reader-Response,(5) Language-Based, 
and (6)Critical Literacy. The Moral values that can be taken from the folktales above are self-
discipline, compassion, responsibility, work, perseverance, honesty, and faith. By presenting 
the American Folktales ‘The Fisherman and His Wife’ the learner can get better understanding 
of language context, culture, and morality at last supported to communicate using English 
contextually. 
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ABSTRACT
Reading asssessment become one of the significant factor in EFL classroom since it has a great power 
to alert the teachers, researchers, and policy makers for educational improvement. Unfortunately, 
mastery of reading is significant problems in schools. OECD (2009) consistently stated that Indonesian 
students had serious difficulties in reading skill, and the teachers also reported that they were not 
well prepared to assess students’ learning. This study used descriptive qualitative as a method and 
aimed at investigating practices of reading assessments that explored the purposes, methods, and 
techniques of their practices. The questionnaires of Likert scale are completed by 15 EFL teachers 
from eight Senior High Schools in East Jakarta. Meanwhile, the interview and document are also 
got from 30% of respondents. The result of this study showed that most respondents implemented 
reading assessment in their classroom but not all of them were treating information resulted from 
reading assessment as its purpose. The teachers also used various methods depends on the students’ 
need and activities to achieve their purposes. Teachers also have implemented various techniques 
in assessing reading, however there are also some teachers still used monotonous techniques. The 
schools support and government attentions on EFL teachers were the most influencing factors in 
their classroom assessment practices.

Keywords: reading assessment, teachers’ practices

INTRODUCTION
 Assessment is becoming increasingly important in English Foreign Language (EFL) 

classroom as a means for demonstrating and promoting quality in student learning. As cited in 
Eggen & Kauchak (2004) classroom assessment provides valuable information for the teachers 
to adapt instructional procedures in learning process toward the students’ need in the classroom. 
Unfortunately, mastery of reading is significant problems in schools. OECD (2009) consistently 
stated that Indonesian students had serious difficulties in reading skill in eight ranks from the 
bottom.

Sikka, Nath and Cohen (2007) found that many education programs do not require 
prospective teachers to take up courses in classroom assessment, and the teachers reported 
that they were not well prepared to assess students’ learning. Stiggins and Conklin (as cited 
in Rahim, Venville, & Chapman, 2009) inform that the teachers spend one third to one half of 
their time on assessment related– activities. This situation leads us to the indication that there 
are some crucial problems in our reading classroom. These facts also indicates that teachers 
must have good knowledge and skill of assessment; therefore, they can make efficient time 
to deal with assessment. Further, the former ministry of education and culture, Mohammad 
Nuh, informs that “the one thing that is hardest and often gets complained by the teacher is 
assessment of learning” (Prawitasari, 2014). 

     Based on the background above, the writer formulates the research questions as 
follows: 

How do SHS EFL teachers in East Jakarta practice their reading assessment? 1. 
What assessment purposes do their classroom reading assessment practice serve?a) 
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What assessment methods do they choose to serve their reading assessment purposes?b) 
What assessment techniques do they choose to serve their reading assessment c) 
purposes?

METHOD 
The objective of this study investigated teachers’ practices of reading assessment.  It 

was intended to examine the implementation of reading assessment practices that will be done 
by fifteen teachers from eight Senior High Schools in East Jakarta. Further, this study also 
tries to find out the purposes, the methods and techniques in language classroom that already 
elaborated by several experts in the literature review. 

Regarding with the objective, this study decide to use choose descriptive study. Based on 
Sevilla et al (2007), descriptive study is conducted to gather information about present existing 
condition.  

Furthermore, they assume that descriptive study is used to identify and obtain information 
on the characteristics of a particular problem or issue. In addition, the research questions of 
descriptive study start with ‘what’ and describe current events and that the research questions 
or problems raised are based on the appreciation of present phenomena, events, or state of 
affair. Additionally, McMillan and Schumacher (2006:177) argue that qualitative methods are 
used in research design to provide an in-depth description of a specific program, practice, or 
setting. Then, the descriptive research is aimed to provide an overall “picture” of a population 
or phenomenon by developing an in depth exploration (Creswell, 2008)

Time and Place of the Study
The data are collected in 8 public Senior High Schools (SMAN 12, SMAN 44, SMAN 21, 

SMAN 59, SMAN 91, SMAN 54, SMAN 61 and SMAN  103). It will collect within 8 weeks 
start from May to June, 2015.

Sample and Population of the Study 
The population of the study is all English teachers of public Senior High Schools in East 

Jakarta, while the samples are fifteen English teachers from eight Senior High Schools. For 
the sample, the writer employed random sampling techniques. The respondents were chosen 
randomly and the results of their answers were having no influence each other.

Instruments of the Study 
In collecting the data, the writer will use three instruments. They are questionnaire, 

document analysis and interview. The questionnaire is composed in well-structured questions. 
Moreover, the five point Likert scales (strongly agree, agree, uncertain, disagree, and strongly 
disagree) and self-checklist (yes/no) also used in this study to explore the reading assessments 
held by the teachers.   Part A consists of 6 close-ended questions and 1 open-ended question 
to obtain the data about assessment’s purposes. Part B consists of 4 close-ended questions and 
1 open-ended question deals with methods on practicing reading assessment. Part C consists 
of 16 closed-ended questions and 1 open-ended question to obtain data about the reading 
assessment techniques. Apart from questionnaire, the writer will conduct interview with 30% of 
respondents on the questionnaire to confirm and strengthen the data from the questionnaire. The 
interview protocols were semi-structured interview. While, the document this study is students’ 
worksheet or assignment. Those documents acted as the justification for the questionnaires, and 
the interviews in investigating reading assessment practices. 
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Assessment in Language Classroom  
Assessment is one of the main elements that cannot be separated from learning 

process. Taylor (2006:3) states that “assessment is gathering of relevant information to help 
an individual make decisions. The educational and psychological assessment of exceptional 
students, specifically, involves the collection of information that is relevant in making decisions 
regarding appropriate goals and objectives, teaching strategies, and program placement”. Thus, 
assessment is useful to inform about students’ progress and to identify their learning areas that 
need improvement. Further, it also helps the teachers to make decisions concerning students’ 
learning of classroom instructions. 

Reading Assessment

Reading assessment 
Purposes

According to Afflerbach (2007:6) 
& Caldwell (2008:6)

Reading assessment 
methods

According to Stiggins 
(2007:91)

Reading assessment Techniques
According to Brown 

(2004: 189)

To indicate students’ level of 	
reading skill.
To diagnose students’ 	
strength and weakness
To monitor students’ 	
progress
To assess students’ mastery 	
of an  objective
To evaluate the effectiveness 	
of the learning activities
To provide information 	
to students, school, and 
parents.

selected 	
response
extended 	
response
performance 	
assessment
personal 	
communication 

reading aloud	
written response,	
multiple choice,	
picture-cued items, 	
multiple choice,  	
matching task,	
editing task,  	
picture-cued tasks,  	
gap-filling tasks, 	
cloze tasks, 	
impromptu reading plus comprehension 	
questions, 
short answer tasks,	
scanning, 	
ordering tasks,	
information transfer: reading charts, maps, 	
graphs, diagrams,
skimming tasks,	
summarizing and responding,	
Note taking and outlining.  	

FINDINGS 
Reading Assessment Purposes1. 

 The result of this section is intended to answer the research question “What purposes 
do their classroom reading assessment practices serve?”. The result showed that reading 
assessment purposes are mostly conducted to indicates students’ level of reading skill and to 
provide information for students, 
school and parents.  
  Purposes Questionnaire Interview

To indicate students’ level of reading skill 90, 7 % 80 %

To diagnose students’ strength and weakness 88 % 60 %

To Monitor students’ progress 89,3 % 60% %

To assess students’ mastery of an  objective 92 % 60 %
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To evaluate the effectiveness of the learning activities 88 % 20 %

To provide information to students, school, and parents. 81,3 % 80 %

Total 88,2 % 60%

Table 4.2.1 Reading  assessment purposes

Reading Assessment Methods 2. 
 The findings of this  section has aimed to answer research question of EFL teachers’  
methods  of reading assessment.  Stiggins (2007) reveals there are four methods of reading 
assessment which are selected response, extended response, performance assessment, and 
personal communication.

Result showed that respondents were mostly used selected response and extended response 
as their assessment method rather than performance assessment and personal communication. It 
has been explained in the following table : 

Reading Assessment Techniques3. 

 The result of this section has aimed to answer research question of EFL teachers’  
techniques of  reading assessment ptractices.  Based on Brown’s teory (2004) and also supported 
by  policy No. 66/2013 there are 16 techniques that can be used in reading assessment.  The 
results of this part are shown on the table below
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Chart 3.A Preferred Technique for Perceptive Reading
The teachers preferred  to use multiple choice and written response as the techniques in 

assessing reading skill. Both techniques are implemented during the learning process and also 
in the end of learning.

Chart .3.B   Preferred Technique for Selective Reading

Matching and gap-filling are mostly implemented by teachers to find out what students 
have learnt about the lesson. This techniques usually used when daily test and examination.

Chart.3.C Preferred Technique for Interactive Reading
Reading comprhension and short answer were usually held to assess  reading.  It was 

measured through kinds of texts,  then the students are required to answers the questions based 
on the text. The teachers usually put this technique in the daily test.  

Chart 3.D Preferred Technique for Extensive Reading
Based on the data above, the teachers preffered to use skimming task in this catagory 

rather than summarizing and note taking. The teachers usually used this techniques because to 
enhance students’ learning by using the texts and then tried to find out the students’ level of 
reading skills since the students are asked to find out the information from the text.

 

42% 

91% 

83% 

73% 

59% 

59% 

cloze test

reading comprehension

short answer

scanning

ordering task

information transfer
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DISCUSSION
The findings of the questionnaire and interview also presented that teachers were using 

reading  assessment to assess students’ mastery of an objective. Those fact are supported by the 
document findings  indicated  that reading assessment was implemented to know students’ level 
of reading skill.  After that, the results are used as information to make judgment and to know 
students’ achievement. On the other hand,  from the interview findings we can see that only 20% 
teachers use reading assessment to evaluate the effectiveness of the learning activities. This 
could be because their understanding about reading assessment which affects their practices of 
the assessment. Whereas, this purpose is important to evaluate their teaching ways, to examine 
students’ progress, and also to provide effective and appropiate methods and techniques in EFL 
classroom. It means that if the teachers have a proper knowledge and understanding  about their 
purposes in assessing their students, they are expected  have a better understanding to chose and 
use appropiate methods and techniques to reach their goals.

The second research question discuss about the method of reading assessment. The 
findings from the questionaire presented that mostly teachers used selected response  and 
extended response such as : matching, multiple choice and gap-filling, and essay. This results 
also supported by teachers and students’ interviews finding and  documents which also showed 
that the teachers usually used this kind of method in assessing reading.  This kind of assessments 
is  chosen by the teachers because it is easy to administer, and relatively fast and objective to 
be scored, and to increase students’ critical thingking.  While performance assessment and 
personal communication methods or also known as the informal methods were used by teachers 
to review the lesson. It was used to confirm whether the students understad or not about the 
lesson. Based on the findings from questionnaire, interview, and document, asking questions 
during instruction, listening students participation in the class, reading aloud, and group or 
individual presentation are kinds of the methods usually used in reading assessment. In short, 
all methods above were also mixed up depend on the students’ need and activities. 

The results showed that the respondents have used varians techniques from the 
perceptive, selective, interactive, and extensive techniques. The most common techniques that 
usually used by the teachers are multiple choice, reading comprhenshion, matching, fill in the 
blank and essay, and  usually use when the exam section and daily test.  Those techniques  are 
used because it is easy to be administer and have efficient time to be scored. Further, for the 
techniques that are demanded the students to create their own words are also useful to develop 
their languange skill and promote high order thinking. 

While, the others techniques such as, reading aloud, note taking, summarizing, picture 
cued were still have less attention from the teachers.  They were  not always used in the process 
of leaarning activities due to some reasons, such as it is difficult to be conducted in the limited 
times and it is coul be time consuming . In the other words,  there are some techniques which 
have advantage in raising students’ abily, increasing their reading progress, and also diagnose 
their weaknessess are not implemented consistenly in assessing reading skill.

Conclusion 
Based on the findings and discussion the common purpose served in reading assessment is 

to indicate students level and informing stake holders about students’ ability. The commonly used 
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method is selected response, followed by extended response. While, multiple choice, reading 
comprehension, matching and skimming are preferred techniques used by the teachers.

Recommendations
Problems appear in reading assessment would hinder its benefits to development. One 

of the respondents in the interview stated that the teachers need more training opportunity to 
enhance their understanding and knowledge about how to teach in effective ways. Based on 
the findings it is recommended that teachers should be introduced or reminded about the other 
assessment purpose and how to conduct assessment to serve those purposes, teachers should try 
to explore using performance communication and teachers should incorporate more techniques 
to promote reading skill. This finding also implies that every faculty of education should make 
improvement for preparing pre-service teachers or teacher candidates better.
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ABSTRACT
By the end of the year of 2015 the ten countries that make up the Association of Southeast Asian 
Nations (ASEAN) are supposed to join forces as a single economic community, the ASEAN Economic 
Community (AEC). The AEC will create a single market and production base, fully integrated into 
the global economy. This situation, whether we realize it or not, brings impact to education system 
(Fernquest, 2015). We need to educate our students so that they will be ready to strive for in the 
global competition, especially in the job market in the future. Our students nowadays who are partly 
shaped by their environment, which is media rich, immediate, fast, engaging, dynamic and instant 
are labeled as Digital Natives or 21st Century Learners. In order to be able to teach them, teachers 
should also be 21st Century Educators. One of the characteristics of a 21st Century Educator is being 
an adaptor who must be able to adapt the curriculum and its requirements to teach using digital 
tools (Education for the 21st Century: The Basics).

One of the easiest ways to use digital tools is video. Nowadays everyone can make his/her own 
videos as handphones are embedded with cameras for taking pictures and making videos. Handy 
cams which can create higher resolutions are getting cheaper and available in many stores. Teachers 
can make use thaese gadgets to make their own films while teaching certain subjects and play them 
later on in their classes to create more engaging and meaningful activities. This paper, created 
based on the writer’s experience, will discuss some tips on creating your own language learning 
videos (LLV’s) especially in teaching English grammar. Some classroom activities related to the self-
made videos are also presented to provide some ideas. The LLV’s can also be uploaded to YouTube 
to gain more viewers and learners and be useful for other people around the globe.

Keywords: Digital Natives, 21st Century Educators, Language Learning Video (LLV)

Background of the Study

“Change is the law of life. And those who look only to the past or present are certain to miss the future.” 
- John F. Kennedy. 

The above quotation from the late President of USA seems true on what will happen in 
Indonesia and other nine ASEAN (Association of Southeast Asian Nations) countries by the end 
of 2015. It marks the future of those countries as they will become a single economic community, 
the ASEAN Economic Community (AEC), whose main purpose is to create a single market and 
production base, fully integrated into the global economy. This situation brings impact to our 
education system as all parties who work in educational fields need to prepare our students to 
be able to compete in the global market. It also needs the teachers’ concern to reflect themselves 
how they teach their students. 

We, as teachers, realize that our students nowadays are different from us when we were of 
their ages. There might be no mobile phones, laptops or even PCs, internet, or LCD projectors 
in the classrooms at that time. Our students now think and behave differently than those from 
previous generations. McCrindle Research (2006) quoted by Reilly (2012) describes them as:
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These students were born into a world of information technology; they prefer to multitask rather than 
focus on one thing at a time, and they can be more attracted to the ideas of a peer or a web video than 
what their teachers have to offer. This generation has been given different names, including Net Gen, 
the Millenials, and generation Y.

Other terms to label those students are Digital Natives or the 21st Century Learners. In 
order to be able to teach them, teachers should also be 21st Century Educators. One of the 
characteristics of a 21st Century Educator is an adaptor, meaning that he or she must be able to 
adapt the curriculum and its requirements to teach using digital tools (Education for the 21st 
Century: The Basics).

Trying to be an adaptor teacher, the writer created web videos or language learning videos 
for his university students. The writes is usually assigned to teach English grammar subjects 
every semester. The name of the subject is Structure. One of the Structure subjects is Structure 
IV, the last series of Structure subjects, whose focus is for the students to be able to master 
paper-based TOEFL’s Structure and Written Expressions section. There are many grammatical 
aspects which need to be addressed in that section. However, those aspects have mostly been 
explained in previous Structure subjects, mainly: Structure I, II, and III. Thus, in Structure 
IV what the students need to learn is to review the grammatical aspects they have learnt. The 
teachers teach their students by using TOEFL Preparation book which discusses a number of 
grammatical items appearing in paper-based TOEFL. After that, the students working in groups 
of four persons do the exercises available in that book. What happens during the lessons is the 
students usually forget the grammatical aspects which have been taught in previous Structure 
classes, for example: they cannot mention the difference between a phrase and a clause, which is 
a basic knowledge that should be possessed in order to be able to answer the exercises correctly. 
These “forget” problems continue to occur throughout the lessons. Sometimes the teachers need 
to remind the students about types of clauses and phrases, subject-verb agreements, and many 
other grammatical aspects. 

The problems above lead the writer to create language learning videos, commonly known 
as LLVs. Alhamami (2013) describes LLVs as video recordings as complete language lessons 
that usually do not require supplementary language learning. By having short videos containing 
the grammatical aspects taught in the TOEFL Prep Book, the writer managed to create more 
engaging learning atmosphere for the students in the classroom as they could discuss the 
content of the videos with their classmates. Besides, they could access his videos everywhere 
outside the class as long as the internet connection was available since the videos could be 
viewed in Youtube. This will help the students to review the content of the LLV’s for their own 
purposes. Another advantage of having LLV’s is that it can help significantly reduce the amount 
of Teacher-Talk Time (TTT) and promote more Student-Talk Time (STT) in a student-centered 
setting.

Videos in Language Learning
Scrievener (2005) mentions that a video has several features which can serve as a great 

tool to be applied in the classrooms. It has sound, moving pictures (the pictures give context 
to the sound we hear), a ‘rewind’ button (we can reply the images again and again), a ‘pause’ 
button (we can freeze-frame images, stopping the action at any point), a volume control (we can 
turn the sound off, or make it quiet or very loud).

In terms of its strengths for teaching and learning, British Educational Communications 
and Technology Agency (Becta) made an analysis of current research about the use of (digital) 
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video in teaching and learning. Its research suggests that using video:
•	 Increases motivation and engagement
•	 Develops literacy skills
•	 Can be used across the curriculum and age phases
•	 Accommodates different learning styles and abilities

It also suggests teachers to be able to maximize the impact of video by:
•	 Planning and structuring video activities
•	 Understanding visual literacy
•	 Allowing students frequent access to video.

Taloko (2014) made a paper on the use of Language Learning Videos available in Youtube or 
Youtube LLV’s as a supplementary tool to reinforce the teacher’s explanations and examples in 
Structure I. In spite of the advantages LLV’s offer to the students of that class, they also have 
several disadvantages, two of which are their difficulty to follow what the speakers are saying 
and the speakers use the words the students do not understand. These two problems probably 
happened because the students had difficulty in catching the native speakers’ speech when they 
were explaining the materials. This situation gives me a great motivation to create my own 
LLV’s containing grammatical aspects that can be used in my classrooms and hopefully can be 
understood more easily by the students.

How to create LLV’s
There are two aspects that need to be considered when planning to create LLV’. The first 

thing is technical aspects and the second is pedagogical aspects. Referring to technical aspects, 
there are several properties which need to prepare prior to video recording, such as: a camcorder 
or handy cam, a tripod, a clean whiteboard, 2-3 markers of different colors, and, of course, an 
eraser. Having a camcorder to record LLV’ is a great advantage as it has wide pixels which 
provide us with clear motion pictures. It is also so sensitive to detect any voices coming to the 
device that our voice can be clearly recorded. A tripod is used to hold the camcorder unmovable 
as we need firm and still recording. In order to record real-life teaching atmosphere, we can 
explain the materials on a clean whiteboard and with colorful markers to help the students 
understand the grammatical points I want to emphasize easily. Instead of the properties above, 
the camcorder may be substituted by a mobile phone which has a recording facility. We can also 
ask someone to help us hold the phone during the recording. In addition, a whiteboard may be 
substituted with a wide white paper.

The pedagogical aspects refer to the length of the LLV’s, the content of the grammatical 
aspects, and the approach. A good LLV should not exceed more than 10 (ten) minutes (see 
Godwin-Jones, 2007). Another consideration is the content of the LLV in which one grammatical 
aspect is discussed thoroughly rather than having several aspects discussed in one LLV. For 
example, rather than explaining 3 (three) types of clauses: adjectival, adverbial, and nominal in 
one LLV, it is much better to separate those clauses into three different LLV’s, each of which 
discusses one type of clause. By doing so, the materials can be delivered in more structured way. 
Having one grammatical aspect in one LLV is also beneficial for later use, especially when the 
students need to search and review that aspect in Youtube. In order to avoid being stumbled in 
the middle of recording, we need to prepare the grammatical aspect to be explained in advance. 
Having 8 (eight) squares in an A-4 or F-4 piece of paper as a draft paper is a great idea. The 
squares represent the whiteboard on which we explain the materials and also refer to each scene 
in which one grammatical item is elaborated. Thus, in one LLV may contain a number of scenes 
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depending on how many items or scenes are needed to cover the whole grammatical aspect. 
Diagram 1: Draft Paper

There are two approaches that an English teacher can choose when he or she teaches English 
grammar, whether to work inductively or deductively (Larsen-Freeman in Celce-Murcia, 
2014). An inductive activity is one in which students infer the rule or generalization from a set 
of examples. In a deductive activity, on the other hand, the students are given and they apply 
it to examples. Considering that the focus of the LLVs for Structure IV is understanding and 
analyzing the English grammatical sentences without direct participation from the students, 
a deductive approach can be applied. Ana and Ratminingsih (2012) mention that there some 
strengths of deductive approach, mainly:

1. This approach is straight forward, so that it will not waste too much time for explanation. 
It gives more opportunities for learners to apply the rules.

2. It respects the intelligence and maturation, especially for adult learners.
3. It confirms may learners’ expectation, especially for those who want to have an analytical 

learning style.
As the beginning, the writer created 3 (three) LLV samples about :

•	 Adjective Clause https://www.youtube.com/watch?v=NMUjvnO2gdk)
•	 Adverbial Clause (https://www.youtube.com/watch?v=Urk57ERHSp0)
•	 Noun Clause (https://www.youtube.com/watch?v=aW2q0R2m5s8) 

which had been uploaded in Youtube. The materials in those videos were explained in deductive 
way, meaning that the writer gave a step-by-step explanation with simple English and natural 
speech so that the materials could be followed easily by the students. For example, when he 
explained about Adjective Clause, he started with the definition and examples of adjective in 
several different sentences. After explaining the basic concept of adjective, now it was time for 
the students to learn a bigger concept, in this case adjective clause. He provided information 
about the subordinators commonly used in Adjective Clause and when to use each of them. 
Then, he taught the students how to use each subordinator by providing a pair of sentences and 
combined them using certain subordinator, for example: to teach how to use whose I made 2 
sentences:

•	 That woman is my teacher.
•	 Her picture ison the class’ wall.

Then he explained them how those two sentences could be combined into “That woman whose 
picture is on the class’ wall is my teacher”.
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Figure 1: The LLV about Adjective Clause

Editing and Uploading the LLVs Recording
Editing video clips is not a difficult thing to do nowadays. There are plenty of video editing 
softwares available in the internet and we can choose one and download it for free! The one that 
is recommended is Windows Movie Maker, or simply Movie Maker. Since most of computers 
or laptops use Windows as their operating system, Movie Maker is the right choice as it is 
surely compatible with Windows systems, depending on which version our computer or laptop 
has now. For example, Windows Movie Maker 2012 is compatible with Windows 8.1, Windows 
8, and Windows 7, or Windows Movie Maker 6.0 and Windows Movie Maker 2.6 for Windows 
Vista. 

Once the Movie Maker is available in our laptop, we can start making our own LLV. 
What we need to first is to import our video scenes (or clips) into Movie Maker. It allows us to 
drop-and-drag the clips and puts them in sequence. It also enables us to trim, split, and speed 
up or slow down the clips. To have our LLVs more stylish, it provides several themes we can 
choose. We can also bring our movie to life with a soundtrack. To learn more about Movie 
Maker, we can visit http: windows.microsoft.com/en-id/windows-live/movie-maker.

Once we have finished creating our LLV’s, we can upload our LLVs to Youtube. We 
need to have Google or Youtube account to be able to do it. After creating our account in 
Youtube, now it’s time for us to upload and share our LLVs. We then can tell our students to see 
our LLV’s for individual learning or use the off-line versions to be applied in our teaching.
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Applying My LLVs for Grammar Class
Harmer (2007) in Yassaei (2012) suggests a variety of viewing techniques when using 

films and videos in the classrooms, including:
•	 Silent viewing (playing the video without the sound)
•	 Freeze framing (freezing the picture and asking the students what they think will 

happen)
•	 Partial viewing (covering most of the screen with a piece of paper)
•	 Picture or speech (half the class watches the video while the other half faces away)
•	 Subtitled films (students see and hear the English language)
•	 Picture-less listening (listening to the audio before watching the video)

The writer had tried to apply the first two techniques to be used in the classroom. In 
silent-viewing, he played the LLV, let’s say Adjective Clause, with sound off. He asked his 
students to see the whole video, from the beginning until the end, and then in their groups of 
4-5 students he asked them to tell their ‘smiling’ partners, the students sitting in front of them, 
what the teacher probably said when he was speaking in the video. Their ‘smiling’ partners 
might complete the explanation given by their partners or ask some questions. If their partners 
could not explain, they could in turn explain the materials. During this activity, he wandered 
around the class and observed their explanations to their partners. After that, he played again 
the video, now with the sound on, and this time the students got the complete explanation from 
the video.

Another technique that he applied was freeze-framing. In this activity, he freezed certain 
frame, see Figure 1 as an example, and asked the students to predict how to combine those two 
sentences into one sentence with whose as the subordinator. He asked the students to tell their 
‘shoulder’ partners, the students sitting beside them, how to combine those pair of sentences. 
Their ‘shoulder’ partners might complete the explanation given by their partners or ask some 
questions. If their partners could not explain, they could in turn explain the materials. During this 
activity, he again wandered around the class and observed their explanations to their partners. 
After that, he played the rest of the video and the students got the complete explanation from the 
video. They then compared whether their explanations matched with the teacher’s.

The students’ Voices
To see the effectiveness of those two techniques and the students’ opinions about the 

LLVs, the writer asked two open-ended questions to the students and they wrote down the 
answers on pieces of papers provided by the teacher. Out of 19 students listed in the attendance 
list, 15 students answered the questions while the other 4 students were absent. The first 
question referred to which technique, between Silent-Viewing and Freeze-Framing, they liked. 
In general, most students had the opinions that they liked those two techniques. Nevertheless, 
they liked Freeze-Frame more than Silent-Viewing. See Table 1 below:

Table 1: Students’ Preference on Silent-Viewing and Freeze-Frame
Technique Yes No

Silent-Viewing 8 7
Freeze-Framing 11 4

The students who were in favor of Silent-Viewing (8 students) argued that this techniques 
helped them think creatively in guessing what the teacher was explaining the material without 
the sound muted. They looked at their teacher’s hand movement and the texts on the whiteboard 
and guessing what he was saying. On the contrary, the other 7 students did not like this technique 
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as they could not catch what the teacher was explaining with mute sound. One of the students 
said that this technique took longer time as the video was played twice, first with the sound 
off and the second the sound was on to let the students compared their explanations with their 
teacher’s.

The students in favor of Freeze-Framing said that it allowed them to guess better what 
the teacher would talk or explain next. They thought it was like reading a book because when 
you were reading a book you could predict what would come next. It also did not require the 
teacher to play the whole video more than once.

The other question was about their positive opinion about the LLVs recording and the 
area of improvement of the LLVs. The positive sides of the LLVs were the teacher’s loud voice 
and the length of video which was relatively short (5-8 minutes). The pitfalls of the LLVs were: 
the picture was not clear (due to the resolution of the handycam), the texts (the markers) were 
so thin that the texts could not be read easily, the background noise, lack of animation, and the 
teacher uttered the word “so” quite a lot.

Conclusion
Creating our own LLV brings can be a new experience in teaching to address our ‘digital 
native’ students. They could access our LLVs in Youtube and learn the materials at their own 
convenient time outside the classrooms. The teachers can also use the LLVs in the classrooms. 
The teaching techniques proposed by Harmer should also be applied to encourage our students 
to engage more in the learning process by sharing their ideas or knowledge with their partners. 
They would actively be involved in learning the grammar and gain more understanding about 
the grammar aspects being studied in the classroom. Having good quality in the pictures and 
sound of the LLVs is another crucial issue that needs particular attention in order to increase the 
students’ grammar mastery.
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ABSTRACT
In persuading students to speak up in the classroom is a little bit hard because most of students 
prefer to be passive in the class. Moreover, students think that speaking is a big part of English 
which should be mastered in main four of English skills. Furthermore, teacher should think hard 
in helping students to be active in speaking English. However, with a good method, teacher can 
encourage students’ ability to use English in the classroom actively. Commonly students are less 
confident in speaking up when they only speak alone without any support or helping from another 
friend. That is why group work or cooperative learning can be adapted in helping them able to speak 
up in the classroom. The pre-experiment research pointed out about the effectiveness of Picture and 
Picture as a cooperative learning method. The designed of this research is a single group with pre 
and post-test. In addition, the result of t-test showed t-observation was 9.29 and t-table was 1.70. The score 
of tt was from the table of t distribution percentile score with df = 0.05 (= probability 0.95), and n = 
n-1 = 35-1 = 34. From the calculation to  > tt , It means that H0 hypothesis is rejected , otherwise the 
Hi hypothesis was accepted. It can be concluded that using Picture and Picture in teaching speaking 
was effective.

Keywords: Speaking, Cooperative Learning, Picture and Picture

INTRODUCTION
Language is a human system of communication. Everyone has some ways to express 

his languages in his life to communicate with other people. As human being live in society, 
communication cannot be avoided. Like Edward stated, “Language is used for communicative 
purposes by a group of people who constitute the speech or language community.”1  By using 
language, people can talk and understand each other. Furthermore, people can know what they 
will express and feel when someone talks directly. It means people need language as their 
device or tool to help their daily life. 

In this world, there are many languages that people use as the communication tool. As 
Danesi said, “Languages enable people across the world to classify the things that are relevant 
and meaningful to them.”2 Each region or country has different language, so it becomes very 
hard situation when someone from another country wants to talk each other. Therefore, today 
everyone uses English as an international language to connect people around the world. 

In Indonesia, English is already taught from elementary up to senior high school as 
foreign language. To master English language the students which learn English have to learn 
four important skills such as, listening, speaking, reading, and writing. Students have to learn 
all of the skills one by one, and one of the skills which has very important role in learning 
1  John Edward. 2009. Language and Identity. New York: Cambridge University Press. p. 53 

2  Marcel Danesi. 2004. A Basic Course in Antropological Linguistic. Toronto: Canadian Scholars’ Press Inc. p. 8
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English is speaking, as stated by Richard, “Speaking is very important part in studying English. 
People need to speak in order to communicate one each other and make a good communication. 
When someone was born, he learns how to speak, and speaking can make him communicate or 
contact with other person.”3 

Nowadays many English students feel great difficulty to speak each other and they also 
feel bored because the teacher is less creativity in teaching speaking. Most teachers in school 
use conventional method to teach their students in speaking class. They only invite the students 
to repeat the words or sentences. The students are not involved in the some active activities in 
the class. Even, teachers do not let their students to speak out in the class. 

Based on the writer’s experience when the writer interviewed some English teachers of 
SMPN 259 Jakarta, the students are not able to express their feeling and ideas when they learn 
English. They faced problems in speaking dealing with grammar, vocabulary, pronunciation, 
and lack of them to speak out. They are also passive during the teaching and learning process 
because they were not accustomed to speak in English. They will speak if the teacher translate 
the lesson to their mother tongue; therefore, it makes them rarely answer the questions that 
given by their teacher directly. 

Along the problem above that there should be a method that can help teachers and 
students to solve the problem. Therefore, the picture and picture method might be one of the 
solutions in speaking class. It is one of the cooperatives methods which might help them to 
solve the problem. 

The meaning of picture and picture itself is a learning method which uses pictures as 
the teaching media and arranged them into a logical order.4 This method trades on picture as a 
media in learning process. It can make students easier to learn English and give them interest 
in speaking class.

Based on the condition exposed above, the writer tries to make a research whether 
the use of picture and picture method can be the alternative way in teaching speaking. Thus, 
the writer is interested in getting empirical prove of this problems by doing and investigating 
whether picture and picture method can be useful to solve the problem in the speaking class 
with the title: “The Effectiveness of Using Picture and Picture Method to Increase Students’ 
Ability in Speaking Class to The 8th Grade of SMPN 259 Jakarta”. 

METHOD
The objective of study is to know whether the scores of speaking taught by using picture 

and picture is effective or not by comparing the students scores before and after being taught by 
using picture and picture method. The study took during three month, and it was held on March 
until May 2013. The place was held at SMPN 259 Bambu Apus, East Jakarta. The object of the 
research is the 8th grade students of SMPN 259 Jakarta. The population of eight grade students 
at SMPN 259 Jakarta are around 350 students. Each of class consist of 35 students, it took 35 
students in a class as the sample of the research. The class which was used the writer to get the 
data is 8.7 class. The sample class was taken randomly from ten classes.This research employed 
a quasi-experimental method by using single group pre-test and post-test design that will be 
done in six meetings. Each meeting was conducted with a lesson plan specifically designed by 
the writer based on existing syllabus and the proposed theories by using picture and picture 
method during the research. To know the effectiveness of teaching speaking by using picture 
3  Richard. 2010. Articlesbase. http://www.articlesbase.com/college-and-university-articles/theoritical-frame-work-theory-

of-speaking-2421633.html retrieved on January 2013

4  Agus Suprijono.2009.Cooperative Learning Teori Dan Aplikasi Paikem. Yogyakarta: Pustaka Pelajar. p.125
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and picture, the writer will give oral test to students material is about narrative or recount text. 
As the test is oral test, the writer divided the score into four criteria, which included fluency, 
pronunciation, grammar, and vocabulary. Each criteria, then, is rated into four scale of rating 
scores, it is based on Harris’s scale rating scores.5 After that, to get the mean, the scores from 
all criteria are sum. The pre-test will be given before the treatment will be given. Moreover, the 
post-test will be given after given the treatment to the class.

The Variable of the researcha. 
The variables of this research are:
Independent variable (X Variable)  : Using of Picture and Picture
Dependent variable (Y Variable) : Increasing students’ speaking ability

The Design of the Pre-Experimental Researchb. 
The design of the variables is of follows:
R ⇒ O1 ⇒ T ⇒ O2 

6

Note:
R = Randomized
O1 = Observation (Before Treatment)
T = Treatment (Using Picture and Picture)
O2 = Second Observation (After Treatment)

To analyze the collected data, the writer employs the following t-test formula:

    7

Note:
t :  The result of t-test calculation.

 : The average of speaking ability test scores of experimental class.
μ0 : The average of population score (before there is the treatment)
s : The standard deviation
n : The total of research sample 

FINDINGS AND DISCUSSION 
After the writer did the research in the school, in this chapter, the writer tries to describe 

and analyze the result of the research about the effectiveness of using picture and picture to 
increase students’ speaking ability. Before finding out the evidence of the Picture and Picture 
method is effective or not, he will find out the normality distribution firstly. After the result is 
normal, the writer uses t-test to find out the effectiveness of Picture and Picture.

Furthermore, the writer presents the detailed information about the research finding. The 
scores which were achieved by students can be seen in the following tables.

Table 4.1
List of Pre-test and Post-test Scores 

Pre-Test Post-Test
Total 1606 2326
Mean 45.92 66.1

Increasing 20.18

 From the result of pre-test and post-test above it can be seen that all students have 
increased their score from pre-test to post-test, although sixteen students still get the score 
lower than sixty seven from standard minimum of score in the school (KKM) (see appendix 1 

5 Michael Harris & Paul McCann. 1994. Assessment: Handbooks for the English Classroom. London: Macmillan Education. 
p.46

6 Sigit Sumarsono. 2010. Metode Penelitian. Jakarta: UHAMKA Press. p.38

7 Sigit Sumarsono. 2011. Statistika Pendidikan. Jakarta: UHAMKA Press. p.96
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& 2). Thus, there is a 20.18 improvement from average score of pre-test and post-test.

Data Analysis
The computation of Pre-Test and Post-Test1. 
The first thing in doing the computation of these tests is making the interval class of 

pre-test and post-test. Each data groups are presented in the following table:

Table 4.2
The Interval Class of Pre-Test

Score fi Xi fiXi Xi
2 fiXi

2

20-29 7 24.5 171.5 600.25 4201.75

30-39 6 34.5 207 1190.25 7141.5

30-49 11 44.5 489.5 1980.25 21782.75

50-59 4 54.5 218 2970.25 11881

60-69 3 64.5 193.5 4160.25 12480.75

70-79 1 74.5 75.5 5550.25 5550.25

80-89 3 84.5 253.5 7140.25 21420.75

Σ 35 1607.5 84458.75

From the interval table of pre-test above, it can be known that most of 11 students get 
score between 30-49 from the pre-test result. As a whole, it can be seen in the table 4.2 above, 
and it can make the histogram as follows:
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 Histogram of Pre-Test Score
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Table 4.3
The Interval Class of Post-Test

Score fi Xi fiXi Xi
2 fiXi

2

45-52 5 48.5 242.5 2352.25 11761.3

53-60 9 56.5 508.5 3192.25 28730.3

61-68 4 64.5 258 4160.25 16641

69-76 11 72.5 797.5 5256.25 57818.8

77-84 3 80.5 241.5 6480.25 19440.8

85-92 3 88.5 265.5 7832.25 23496.8

Σ 35 2313.5 157888.75

From the interval table of pre-test above, it can be known that most of 11 students get 
score between 69-76 from the post-test result. It means, there is increasing score from pre-test 
to post-test. As a whole, it can be seen in the table 4.2 above, and it can make the histogram as 
follows:
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The Computation of 2.  Formula
The formula of t-test is to find the effectiveness of using Picture and Picture to 

increase students’ ability in speaking. After the post-test has been held, the formula 
of t-test which has been explained in previous chapter can be used to measure the 
effectiveness of Picture and Picture method.

 From the pre-test and post-test, the writer gets the mean, standard deviation, and 
number class which are as follows:
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Table 4.6
The Number of Students, Mean, and Standard Deviation

Result of Data Pre-Test Post-Test

Mean ( ) 45.92 66.1
Standard Deviation ( ) 17.68 12.87
Number students ( ) 35 35

Before using the t-test formula, the writer shows the hypothesis. 
H0  : μ1 = μ0
Hi  : μ1 > μ0

Note:
μ1 : average score of using Picture and Picture in increasing students’ speaking 

ability after getting the treatment 
μ0 : average score of using Picture and Picture in increasing students’ speaking 

ability before getting the treatment
Furthermore, the acquiring data is as follows:

= 66.1  s  = 12.87
μ0   = 45.92  n   = 35
The analyzing data is below:

  

   

      

   
From the calculation above, t observed is 9.29, and t table is 1.70. The writer gets the 

score of tt from the table of t distribution percentile score with df = 0.05 (= probability 
0.95), and n = 35-1 = 34. From the computation above to > tt (9.29>1.70), it means H0 is 
rejected, and on the contrary Hi is accepted. It can be concluded that the using of Picture 
and Picture is effective in increasing students’ speaking ability.

CONCLUSION AND SUGGESTION
In the previous chapter, the process of finding the computation of t-test formula has 

been explained clearly. As the t observed is 9.29, and t table is 1.70. The degree of freedom (df) is 
0.05 with probability 0.95, and n = 35-1= 34. From the result above, the writer gets t observed is 
higher than t table (t observed > t table); it means the hypothesis of Ho is rejected, and Hi is accepted. 
The conclusion of the result is the using of Picture and Picture is effective to increase students’ 
ability in speaking at the eighth grade of SMP N 259 Jakarta. Moreover, it can be an alternative 
for teachers if they are still difficult to make learning activity more active especially in speaking 
class. This method is one of the cooperative learning activities that can be used to help learner 
in acquiring speaking more and for teacher in teaching speaking English subject. 
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In addition, to accomplish the research, the writer is interested in giving some suggestions 
after conducting the research in order to increase the process of teaching and learning in the 
school. The suggestions are for the teachers, the students, and also the school itsself. Using 
conventional method and lack of attention to the students in the classroom become the main 
problem in the class because it makes many students being passive in learning English because it 
is too boring to hear only the teacher speaking up in the classroom all the time. More importantly, 
Picture and Picture can help the teacher in the classroom to make the attractive and interactive 
situation, and also it can make the students to be more confident and brave to speak up in the 
classroom. From the writer’s view during the research, the writer suggests for the students to 
enjoy the lesson and accustom to speak up in the classroom during the English lesson. So, the 
students have to be active and enjoyable the material in the classroom in order to understand 
and get the material easily.  
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ABSTRACT
This paper elaborates a study conducted to successful ITP TOEFL test takers on their personalized 
strategies in answering TOEFL reading comprehension tests. The research was aimed at finding out 
the frequently asked questions on TOEFL reading tests, personalized strategies implemented and 
the most and the least dominant strategies applied by those who succeeded in achieving high scores 
particularly on the reading test. The data of this mixed-method research were collected through 
interview and two Likert-type questionnaires were given to twenty six TOEFL Institutional Testing 
Program (ITP) testees who undertook the test at Pusat Bahasa University of Mataram who were 
previously selected because of their high achievement on ITP TOEFL reading tests (i.e. 550 and 
above) and answered minimum 35 out of 50 reading comprehension test questions. The study reveals 
that there was a combination of participants’ use of memory strategy, cognitive, compensation 
and social strategies during the test such as skimming, scanning, using key words, grammatical, 
structural clues, learning the texts’ context and not reading or translating word-for-word to solve 
different types of reading questions. 

Key words: personalized strategies, TOEFL reading comprehension test, successful testess. 

As an international English language proficiency test, Test of English as a Foreign 
Language (henceforth TOEFL) has been categorized a standardized and high-stake test (Hughes, 
2005) as it fulfils validity and reliability criteria of a good language test. The “construct” (Brown, 
2000) of the test takes into account the underlying abilities of people expecting or performing 
English for specific academic purposes. Since it was developed in 1963 by the National Council 
on the Testing of English as a Foreign Language, the TOEFL has been used as an academic 
admission and exit test for non-native speakers of English pursuing higher study at universities 
or colleges in English medium countries such as the USA, Canada, and the UK. It is also used 
by scholarship and certification providers, by professional institution, as well as by students and 
workers applying for a working visa. Regardless the dispute about its reliability (Griffin 2004 
in Arifuddin, 2013 p.21), up to present time, it has been more than 9,000 colleges, agencies 
and other institutions in over 130 countries accept TOEFL scores for admission, exit test and a 
track to students’ English learning progress, and is predicted to increase in the future. Since its 
commencement in 1963, TOEFL has been developed into more technological based test; not 
only in form of paper based tests (PBT) but TOEFL has been administered through the use of 
computer (Computer Based Test) and internet (Internet Based Test) since 2005. As the purpose 
of this paper, the paper based test officially administered by IIEF in form of Institutional Test 
Program (ITP) TOEFL is used. Compared to the technologically based test, the ITP TOEFL 
is the most practical test in terms of its administration and cost, thus most TOEFL testees are 
taking this type of TOEFL for their English language proficiency assessment. The ITP TOEFL 
comprises of three sections: Listening Comprehension, Structure and Written Expression 
(SWE) and Reading Comprehension with 140 multiple-choice questions in total. The test takes 
115 minutes with 35-37 minutes for Listening Comprehension, 25 minutes for SWE, and 55 
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minutes for Reading test. Considering the number of questions and the time allotment for the 
test, it is unarguable that the test is not only about testing the test takers’ knowledge of English 
language but also strategies in completing the test promptly within the time limit. 

The writer’s prior interview with the test takers sitting the ITP TOEFL at Pusat Bahasa, 
University of Mataram discovered some facts regarding the challenges of each test section. 
Listening was found the most problematic as the test takers are not entirely familiar with 
English native speakers’ talks; SWE was viewed even more challenging as it needs sufficient 
knowledge about the grammar and the construction of English language sentences; and 
interestingly, Reading Comprehension which is believed to be a complex process was perceived 
as more approachable than the two previously mentioned sections due to some factors such as 
the familiarity of the topics and the vocabularies, the text structure and its organization. Even 
though it is no less perplexing than the other two tests, the information needed to complete 
the test is still available on the text and the testees may also be assisted by understanding the 
contexts. In relation to this, people from non-English background may be advantageous by 
learning about the knowledge, skills, and strategies on TOEFL reading test, thus more likely to 
upgrade their overall score. In addition, reading has been acknowledged as an essential skill and 
indivisible from those of academic activities (Fairbairn & Fairbairn, 2001). As a skill, reading 
a text is similar to a “problem-solving” skill where the readers adjust their reading strategies to 
the text (Rahimi, et.al. 2012) thus considering prompt approaches to retain the information from 
the text as well to accomplish the tasks given. Oxford (1990) earlier classified reading strategies 
as a combination of memory strategy, cognitive, compensation, and social strategies as this 
receptive skill requires more than skills but strategies, moreover on a test. Remembering the 
location of vocabularies asked on the test, skimming, not translating word-for-word, guessing 
difficult words, reading without looking up every single word, and using cultural and context 
knowledge of the texts are the examples of those four Oxford’s learning strategies for reading. 
Therefore, this particular paper is expected to not only presenting what successful ITP TOEFL 
test takers had done on reading test but also providing insights about an interactive process 
between the texts and the readers’ (test takers) reading experiences (Farmasari, 2011) in so 
limited a time allocation.  Phillips (1996) mentioned that the TOEFL reading test is specifically 
constructed in order to measure people’s ability in understanding (1) main idea, (2) organization 
of ideas, (3) detail information: stated and unstated, (4) Pronoun referents, (5) Transition, (6) 
Word definitions from structural clues, (7) Determine meanings from word parts, (8) Use 
context to determine meanings of difficult words, (9) Determine where specific information is 
found, and (10) Determine the tone, purpose, or course; while Pyle and Page (2005) grouped 
them into test of understanding ideas of the passages and of the words. The reading skills tested 
on the ITP TOEFL are basically intended to support academic English understanding used by 
the educated and is needed to function at the university level and beyond. Krashen & Brown 
(2007) discussed that the mastery of how to use and comprehend academic language has been 
recognized as one of the four major goals of many language teaching programs in recent years 
and the assessment of those of academic reading skills on English proficiency test such as the 
TOEFL are attempted to determine the needs of overseas students studying in universities and 
colleges as well as to find out information about people’s English deficiency (Clapham, 1996).

One of the debatable issues in assessing English for academic purposes is whether the 
test should focus on the specific academic course that the candidates are going to major in 
the universities or colleges (Clapham, 2000) considering that it is hard to define the concept 
of specific per se; how specific should it be? (Farmasari, 2011). Including subject matter 
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knowledge as part of the construct is advantageous to the candidates since their existing prior 
knowledge may benefit them on the test as it does in real life. Bulk of scholars have attessted 
that background knowledge has a powerful effect on the readers’ performance particularly for 
academic purposes, moreover when are tested. In this case, texts on familiar topics are generally 
more approachable than texts on unfamiliar topics (Irena, 2011; Abu-Rabia, 1998; Clapham, 
2000; Johnson, 1981; Krashen & Brown, 2007: Ribovich, 1979). However, Stott’s research in 
2004 has revealed the opposite when giving some Japanese students familiar and unfamiliar 
texts. There might be two possible reasons suggested from that finding: a lack of attention to 
the text’s actual wording and interference from other similar texts and the original one, taking 
into account that the students may have read different literary works written by the same author. 
Therefore, he concluded that lack of concentration and interference from other materials may 
also have influenced the test takers’ performances on an English proficiency test. 
 In line with Stott’s findings, success on English reading comprehension test is more 
likely to be influenced by the level of difficulty of the texts rather than the specificity of the 
passage itself (Farmasari, 2011). Clapham (1996) discovered that tests on the International 
English Language Testing Systems (IELTS) academic reading containing specific topics still 
enabled other candidates from different subject areas to understand the content and answered 
the questions successfully because the level of the difficulty was moderate; whilst the highly 
specific ones with typical specific wordings required specific knowledge about those specific 
subjects and words recognition, thus it benefitted only candidates with the relevant background 
knowledge. The level of difficulty of academic texts usually contain a large proportion of 
lexical items specific to the subject specialty which requires the readers to have efficient and 
automatic word recognition or so called linguistic recognition skill (Krashen & Brown, 2007). 
The TOEFL reading test which contains a large number of word recognition requires the 
candidates to activate prompt strategies in recognizing the lexical items regardless their specific 
academic background.  Apart from topics specification and linguistic recognition skills assessed 
on the TOEFL reading test, candidates also require sufficient academic reading knowledge and 
skills such as skimming, scanning, inferences, and drawing conclusions on particular main 
idea, stated and unstated detailed questions as almost every passage on the TOEFL reading test 
comprises of questions of those sorts. This particular study focuses the discussions into those of 
frequently asked questions on the TOEFL reading test, grouping them into general and specific 
strategies to answer questions on Main Idea, Detail Questions, Vocabulary Questions, and the 
Authors’ views and Inferences. This study was conducted elaborate strategies that the successful 
candidates of the ITP TOEFL have implemented and rank the strategies from the most dominant 
into the least. The information revealed is expected to enrich future test takers of TOEFL paper 
based test with best practiced strategies on reading tests and provide valuable inputs for English 
teachers and trainers in general about ways of approaching reading comprehension tests in 
general and the TOEFL reading test in particular. 
 Preliminary study on TOEFL reading comprehension test conducted prior to the present 
study has revealed the most causes of failure on this particular section of the TOEFL that 
is time management and approaches to the problems asked on the tests. In relation to time 
management, a choice of whether to read the whole texts first or start from the questions has 
not been proven empirically to save the time during the test. Moreover, approaching different 
types of questions using similar or distinctive strategies require more prompt evidences for 
future TOEFL candidates; hence they would achieve maximum scores on this test. In relation 
to the mentioned research problems, this study was conducted at Pusat Bahasa, University of 
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Mataram to reveal the answers for the following research questions: (1) what are frequently 
asked questions on TOEFL reading tests?; (2) what personalized strategies did the successful 
test takers apply to approach the different types of questions?; and (3) which personalized 
strategies are the most and least dominant used by the successful test takers?

METHOD
The data of the present study were gathered from successful TOEFL test takers who sat on 

ITP TOEFL test at Pusat Bahasa, University of Mataram through interview and questionnaires. 
The respondents were chosen because they have met the criteria determined by the researcher 
that are achieving TOEFL score minimum 550 and answered at least thirty five out of fifty reading 
comprehension questions. For this cause, the score recaps from the IIEF were used.  In order to 
determine the frequencies of the strategies used by the testees, a “mixed method” is employed 
in the data analysis with more descriptive qualitative analysis. This is to enable the writer to 
rank the frequency of strategies implemented by the test takers and more importantly describe 
and discuss the findings. On the interview, the respondents were given some questions related 
to the research problems and some sample questions of the TOEFL reading comprehension 
tests were also presented to help the respondents recall the strategies they applied. The Likert-
type Scales were used for the questionnaire with four options: Always, Often, Sometimes, and 
Never. The questionnaires contain both General Strategies (GS) and Specific Strategies (SS) 
compiled from the facts gathered from the interview and existing TOEFL preparation books. 
Regarding the different tested reading skills, the specific strategies on the questionnaires were 
grouped into Main Idea questions, Detail Questions, Vocabulary Questions, and the Authors’ 
views and Inferences. Then the strategies were classified into the Oxford’s learning strategies 
for reading.

FINDINGS AND DISCUSSION
Frequently Asked Questions on TOEFL reading tests 

Reading comprehension test on TOEFL is specifically designed to test the candidates’ 
ability to understand written English mainly about the lexical items (words) and ideas of the 
passages (Phillips, 1996). Further, Philips mentioned that there are five reading comprehension 
skills measured on the TOEFL: (1) ideas and main ideas of the passage, (2) directly answered 
questions (pronoun referents), (3) indirectly answered questions (transition questions), (4) 
vocabulary questions (definitions, meanings from word parts, and meanings from context), and 
(5) overall review questions. Pyle & Page (2005) complemented that the majority of the reading 
passages are factual readings from science, history, linguistics, or other areas commonly typical 
of those colleges and university students will comprehend for their study, thus they frequently 
contain rather complicated constructions and college-level vocabularies. The topics may also 
very typical to factual texts about America (Phillips, 1996) such as American art, history, 
literature, and geography.  These reading comprehension skills are specifically tested in form 
of objective test i.e. fifty multiple choice questions with four stems or choices. One reading 
comprehension test mainly comprises of five passages of different topics. Eight to ten questions 
are added to each passage which should be completed in fifty five minutes; which give the 
candidates only have 1.1 minutes, on average, to accomplish one question.  Having reviewed 
two TOEFL reading comprehension tests from some TOEFL preparation course books, below 
are the summary of the frequently asked questions on the TOEFL reading tests.
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Table 1: frequently asked questions on the TOEFL reading comprehension test
Skills Questions Sources

Identifying Ideas and Main 
Ideas of the passage

What is the topic of the passage?1. 
Which of the following would be the best title 2. 
of the passage?
The main idea of the passage is…3. 
The passage mainly discusses…4. 
Etc5. 

Phillips, D. (1996); Pyle & 
Page (2005)

Recognizing Stated details According to the passage,…1. 
The passage states that…2. 
The passage indicates that…3. 
The author mentions that…4. 
etc5. 

Phillips, D. (1996); Pyle & 
Page (2005)

Recognizing Unstated de-
tails

It is implied that…1. 
It can be inferred from the passage that…2. 
It is most likely that…3. 
etc4. 

Phillips, D. (1996); Pyle & 
Page (2005)

Identifying Pronoun Refer-
ents

the pronoun “….” In line… refers to…1. 
etc2. 

Phillips, D. (1996); Pyle & 
Page (2005)

Recognizing lexical items 
(vocabulary questions)

What is the meaning of…1. 
Which of the following is closest in meaning to 2. 
the word “…” in line “…”?
The word “….” In line …. Indicates that …3. 
etc4. 

Phillips, D. (1996); Pyle & 
Page (2005)

Overall message (review) of 
the passage

Where in the passage does the author discuss 1. 
…?
Etc2. 

Phillips, D. (1996); Pyle & 
Page (2005)

Determining the author’s 
messages on the passage

What is the author’s purpose in this passage?1. 
In which course would this reading be as-2. 
signed?
How does the author seem to feel about …?3. 
etc4. 

Phillips, D. (1996); Pyle & 
Page (2005)

Personalized Strategies the Successful Test Takers Apply to Approach the Different Types 
of Questions
 Table 1 above summaries frequently asked questions on TOEFL reading comprehension 
test and it clearly indicates that each type of question requires different approach of 
accomplishment. Vocabulary questions, for instance, requires more careful reading on very 
specific section of the passage where the lexical items are located; whilst main idea questions 
mainly require the candidates’ ability in understanding the gist by doing skimming activity. 
Nevertheless, review questions about the author’s point of views or messages sometimes urge 
the candidates to put their inferencing skills into practice, i.e. drawing conclusions from the 
contexts and specific clues on the passage. Pronoun referents questions, on the other hand, 
may be approached using similar strategies as vocabulary questions that are by carefully 
reading the part of the words (pronouns) and learning the neighboring nouns. According to the 
information gathered from the interview, all the twenty six respondents allocated plenty of time 
learning strategies from the existing TOEFL preparation books such as the second edition of 
the Longman Preparation Course for the TOEFL Test by Deborah Phillips (1996). Even though 
the respondents were not able to name the strategies, they basically direct those to the strategies 
they have learnt from the books; thus the questionnaires were made parallel to the discovered 
strategies and were adapted to some points by the researcher. For the sake of this paper, the 
strategies are distinguished into two types: General Strategies (GS) and Specific Strategies 
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(SS). GS refer to what all respondents implement to all types of questions, meanwhile the SS 
are those of more specific ones based on different types of the reading comprehension questions. 
In order to present more detailed strategies carried out the successful test takers, table 2 and 3 
below recap the information. 

Table 2: General Strategies applied by the respondents on TOEFL Reading  Comprehension Test
GS 1 Reading the whole text before the questions
GS 2 Skimming & Scanning the texts to determine the main idea & the overall
GS 3 Looking for specific lexical items to determine the organization of the text
GS 4 Reading the first sentence of each passage
GS 5 Looking ahead at the questions to determine the types of questions
GS 6 Identifying the key words on each question
GS 7 Finding the section of the passage that contain the key word (s)
GS 8 Reading the part of the passage that contains the answer
GS 9 Eliminating incorrect answers from the options
GS 10 Making a guess when having no idea

Table 3: Specific Strategies applied by the respondents on TOEFL Reading  Comprehension Test
Types of Questions Strategies

Main Idea questions

SS 1 Reading the first line of each paragraph
SS 2 Looking for a common theme or idea in the first line
SS 3 Pass over the rest of the passage to confirm the topic sen-

tence
SS 4 eliminate wrong answers and choose the remaining 
SS 5 directly read the questions 
SS 6 Use the key words in the questions to find the answers

Detail questions

SS 7 Read the first line of each paragraph
SS 8 Choose a key word in the question
SS 9 Skim & Scan the appropriate part of the passage which 

contain the key word
SS 10 read the sentence that contains the key word/idea
SS 11 eliminate wrong answers and choose the remaining 

Vocabulary questions

SS 12 Find the word in the passage
SS 13 Read the sentence that contains the word

SS 14 Look for context clues 
SS 15 Study the structural clues
SS 16 Study the neighbouring words
SS 17 Choose the answer that the context indicates
SS 18 eliminate wrong answers and choose the remaining 

Author’s Point of Views & Infer-
ences

SS 19 Skim the text to look for clues
SS 20 study the main idea in topic sentence and details of the text
SS 21 draw conclusion about the author’s point of view

 The strategies on both tables are listed on the questionnaires in order to rank the most 
and the least dominant strategies used during the reading comprehension test by the successful 
test takers, thus the following section overviews the rank or the frequency of the use of the 
above general and specific strategies.  
 
Personalized Strategies: the Most and Least Dominant Strategies 

Chart 1 below shows the rank or frequency of the General Strategies (GS) implemented 
by the successful ITP TOEFL test takers on reading test. You may refer to the General Strategies 
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(GS) on table 3 and Specific Strategies (SS) on table 4 for the abbreviations on the chart. 

Chart 1 : General Strategies (GS) on TOEFL Reading Test

 The chart shows that the most dominant general strategies applied by all respondents 
are GS 7 and 8 that are finding the part of the passage that contain the key words (found on the 
questions) and reading that particular section to find the answer carefully. These mainly carried 
out by the respondents after reading the questions prior to the texts (GS 5) and use the key words 
in the questions to find the answers on the passage (GS 6); as the percentage of the respondents 
who were using these two later strategies are 84.6% and 88.5%. Looking ahead to the questions 
directly before reading the texts are, theoretically, provide bases or reasons of reading for the 
candidates as what Alderson (2000) mentioned as having the need(s) for reading. Readers who 
are looking for the time of an accident on a newspaper headline, for instance, may only focus on 
numbers related to time or any time phrases used, or a person who needs to find out the actor or 
actress on particular movie session may only scan for names on a movie pamphlet. In contrast, 
reading the whole text (GS 1) was never practiced by the respondents as they were definitely 
aware of the time allotment.  It is frequently happen that the candidates lost or having no 
idea about certain asked questions. Had they experienced this, 42.3% of the candidates would 
have tried to guess the answers by studying the clues on the passage. This usually occurs on 
vocabulary questions either about synonyms or definitions. Grammatical and structural clues 
are often used, by looking at the parts of the speech (a noun, verb, adjective or an adverb) and 
sentence structure which, for example, contains appositives, i.e. a noun that comes before or 
after another noun Pyle & Page (2005). Here is an example of a sentence construction which 
contains an appositive : John Quincy Adams, the sixth president of the United States from 1825 
to 1829, is today recognized for his masterful statesmanship and diplomacy. (Phillips, 1996 p. 
309).
 Understanding organization of ideas on the passages is also quite helpful. There was 
61.5% of the successful test takers studied how the texts are organized by looking specifically 
at the cohesive devices such as connectors in order to learn how ideas are presented and how 
paragraphs are connected to each other. Passages which contain more contrastive conjunctions 
such as yet, however, nevertheless, on the other hand, etc. are more likely delivering contrasting 
ideas or facts. Therefore, recognizing the organization of the texts assisted the respondents to 
find out not only the relation between paragraphs but may also able to answer questions about 
author’s main position or even the purpose of text. Therefore, amongst the ten identified general 
strategies, the most dominant strategies applied by successful TOEFL test takers were looking 
ahead at the questions (GS 5) , identifying the key words on the questions (GS 6), finding out 
the section or part of the passage which contains the key words (GS 7) and read them carefully 
(GS 8); whilst reading the whole text (GS 1) was the least practiced strategy.  Despite the ten 
general strategies, the study also reveals twenty one specific strategies applied by successful 
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TOEFL test takers in relation to different types of questions on the test. Some of the strategies 
are basically similar to those implemented generally but they were re-mentioned when the 
respondents were asked to describe how they solve specific reading comprehension questions. 
The following chart (chart 2) illustrates the specific strategies mentioned by the respondents 
along with the rank or the frequency of their usages.  

Chart 2 : Specific (Personalized) Strategies on TOEFL Reading Test

As shown on the chart, specific strategies (SS) 1, 9, 10, and 13 are practiced by all 
respondents. SS 1 is about reading the first line of each paragraph in order to determine the main 
idea of the passage. This skimming technique in reading (Brown, 2004) leads the readers to the 
main content of a text since the main ideas of a paragraph are normally put at the beginning, 
even though sometimes they are located at the end or in the middle of the text (Uribe, 2008). 
By paying attention to the first line of the paragraph the candidates were able to save their time 
and allocate more time for the next questions. In addition to this, about 73.1% of the successful 
candidates pass over the rest of the passage quickly to confirm the topic sentence (GS 3) found 
on the first line of the paragraph. Listed as general strategies, choosing a key word(s) in the 
questions and scan the appropriate part of the passage which contains the key words (GS 9) and 
10) are in fact the other dominant strategies used to search for the answers for detail questions 
(mainly stated detail information) of the passage. This may be due to the respondents’ beliefs 
that when they have the key words from questions, it would be easier for them to locate the 
answers. These two strategies were also applied for vocabulary questions (GS 13 and 14).  On the 
other hand, using key words in the questions (SS 6) and reading the first line of each paragraph 
(SS 8) appeared to be inappropriate for the candidates to solve detail (stated) questions as the 
readers need to navigate further down to the passage to search for the specific information 
mentioned on the passage. Vocabulary questions  are sometimes  quite complicated for the test 
takers particularly when the lexical items are very typical to certain subject areas (Buell, 1992). 
For this problem, 57.7% of the respondents often learnt the structural clues of the sentences 
which contain the asked words; whether the sentence introduces definitions or examples as 
well as attempted to recognize the punctuation used in the sentences. Another frequently asked 
question on TOEFL reading test is finding out the author’s points of view and 65.4% of the 
respondents reported to always study the main idea in the topic sentence and details of the text 
(GS 20) as those mainly signal the author’s main purpose, ideas, and position in relation to the 
issue delivered on the texts. To summarize, even though some different approaches were found 
to solve specific questions or different types of questions on TOEFL reading comprehension 
tests, some strategies appear to be alike to the previously discussed general strategies. Amongst 
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the twenty one specific strategies applied by the successful test takers, looking for and using 
key words to locate the answers to the questions of the passages still appear to be the most 
strategies in answering different types of questions. However, a number of specific strategies 
are viewed to be prompter strategies only for certain types of questions such as reading the first 
line of each paragraph will mainly useful for determining questions about main ideas, topics 
and title of the passage and may not be appropriate for detail (stated) questions.  
Classification of the reading strategies 

Oxford (1990) distinguishes learning strategies into (1) memory strategy, (2) cognitive 
strategy, (3) compensation strategy, (4) metacognitive strategy (5) affective strategy, and (6) 
social strategy and the research data show the participants’ activation of four of those strategies 
during the TOEFL ITP: memory, cognitive, compensation and social strategy. The table below 
summaries them:

Table 5: classification of the reading strategies into Oxford’s learning strategies
Oxford’s Learning Strategies GS/SS

Memory Strategy

GS6 Identifying the key words on each question

GS8 Reading the part of the passage that contains the answer
SS12 Find the word in the passage

Cognitive Strategy

GS 2 Skimming & Scanning the texts to determine the main idea & 
the overall

GS 4/SS 1/
SS7/SS19

Reading the first line/sentence of each passage
Skimming the text for context clues

Compensation Strategy

GS 7 Finding the section of the passage that contain the key word
GS 10 Making a guess when having no idea
SS 6 Use the key words in the questions to find the answers
SS 8 Choose a key word in the question
SS 10 Read the sentence that contains the key word/idea
SS 12 Find the word in the passage

Social Strategy
SS14 Look for context clues
SS 17 Choose the answer that the context indicates

CONCLUSIONS AND SUGGESTIONS
In summary, this study showed the reading comprehension strategies used by the 

participants are considered prompt due to the time allocation on the test. Therefore, strategies 
which assisted them save the time are dominant such as not reading the whole text or word-for 
word and look ahead to the questions. Key words are important as they direct the testees to 
locate the answers on the texts as well as guessing using grammatical, structural and the texts’ 
context. The findings also disclose that a combination of what Oxford (1990) categorized into 
memory, cognitive, compensation and social strategies were used. The personalized strategies 
discovered through this study are revealed from the respondents’ experiences on taking the 
ITP TOEFL which they adopted and adapted from the strategies they learnt from some TOEFL 
preparation books and the reading behaviors they experience. The strategies presented on this 
paper may be quite familiar for other candidates but the success of applying the strategies may 
be different from one candidate to another. 
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PEER FEEDBACK ON STUDENTS’ wRITING: 
wHY IS IT SO IMPORTANT?

Siswana
English Study Programme of Teacher Training and Education Faculty of University of 

Muhammadiyah Prof. Dr. HAMKA Jakarta

ABSTRACT
This study was mainly trying to find out what improvements the students make in their writing after 
receiving peers’ feedback. The study employed a qualitative method. The instruments were class 
observation, documentations, and interviews done to six central respondents. The observation was 
directed to gain picture of how peer feedback was applied and of who the respondents would be. The 
documentations consist of peer feedback and reflection journal. The information on interviews was 
conducted to explain the answers of the questions and to gain more insight of peer feedback. 

In relation to the question, the research revealed that students improved their understanding 
about how to write an essay, their writing components, their writing before handing to the lecturer, 
their chances to brainstorm ideas in their writing, and their confidence in their writing

It was expected that the findings of this research would be able to give teachers a picture on how 
important the peer feedback on the other students in producing a better writing was. By using peer 
feedback, finally, teachers were expected to be able to promote the process of writing to the students. 

Key words: peer, feedback, writing, important. 

INTRODUCTION
Of the four language skills (reading, speaking, listening and writing), the writing skill 

has, for a long time, been ignored or been treated with less respect than it deserves. Writing 
is the most neglected language skill in schools. Most university graduates are not equipped 
with writing skills (Alwasilah, 2001, p.15). Therefore, it is believed that there is no doubt that 
writing is the most difficult skill for students to master. The difficulty lies not only in generating 
and organizing ideas, but also in translating these ideas into readable text. The students have to 
pay attention to higher level skills of planning and organizing as well as lower level skills of 
spelling, punctuation, word choice, and others. The difficulty becomes even more prominent if 
their language proficiency is weak (Richards and Renandya, 2002: 303). Moreover, writing an 
essay is not simple for the students. They should pay attention to parts of it. 

It takes study and practice to develop the writing skill. Russo (1987, p. 83) then suggests 
that a writing skill can be developed through class writing, group writing, individual writing, 
and community writing - each contributing to the perfecting of the skill. In addition, Cohen 
(1994) states, “In recent years, the process approach to writing has begun to replace the more 
traditional product-oriented approach in language writing programs.” Moreover, Hermann 
in Bruffee (1983) and Faigley (1985) points out that teachers have turned their classrooms 
into communities of learners, as the focus of writing pedagogy shifts from written products to 
writing as a process, and as ways of making knowledge - including writing - are viewed from 
a collaborative or social perspective. Therefore, respected teachers and writing theorists have 
fostered peer groups in high school and college classrooms as a way to encourage students to 
write and revise. 

Good writing does not happen overnight. It involves a process. The process will force 
the writers to go through the revision required to produce a polished piece of work. Therefore, 
in the whole semester, students work on multiple drafts of their writing. Here, there are several 
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steps in the writing process. Writing process as a classroom activity incorporates the four 
basic writing stages: planning, drafting, revising, and editing, and three other stages externally 
imposed on students by teacher, responding (sharing), evaluating and post-writing. The steps 
begin with prewriting and end with proofreading a final draft. The steps are like prewriting, 
writing a first draft, sharing, revising into a second draft, and editing into a final draft (Basili, 
et. al. 2003: 9). 

Responding (sharing) to student writing by the teacher or by peers has a central role to 
play in successful implementation of process writing. Responding intervenes between drafting 
and revising. It can be oral or in writing, after the students have produced the first draft and just 
before they proceed to revise (Richards and Renandya, 2002: 317). In this step, the students 
seek out others for feedback. The writers ask peers for reaction to what they are writing. The 
students have to learn to draft and revise according to collaborative feedback from peers and 
instructors; they must also learn to give this feedback. Thus, one productive way that teachers 
can provide feedback for students writing is through the use of peers’ feedback in group. In this 
group, students read and respond to others’ draft. Such feedback can be provided in the margin, 
between sentence lines or at the end of students’ texts. It can be effectively carried out by having 
students respond to each other’s texts in small groups. Then, when students revise, they review 
their texts on the basis of the feedback given in the responding stage. They reexamine what was 
written to see how effectively they have communicated their meanings to the reader. It’s an 
inevitable part of the writing process, and it happens to all writers. Feedback helps them see the 
essay with a fresh eye (Basili, Seppy, et. al. 2003: 171). 

In peer feedback sessions students not only compose their own texts but read the texts 
written by other students, adopt the role of interested readers and commentators, and help 
each other in the elaboration of better texts. This collaboration increases a range of social and 
communication skills, including negotiation skills and diplomacy, verbal communication skills, 
giving and accepting criticism, justifying one’s position and assessing suggestions objectively 
(Topping, 2000). Responding to peer work involves students in each other’s writing, so that 
they can see similar problems and weaknesses in their own writing (Grabe and Kaplan, 1996).

It is, necessarily, then, to build the writing habit and to motivate them to write feedback 
to others’ piece of writing. This kind of activity could be an answer to what Alwasilah (2001: 
25; 2003: 324) found in his research that predominant technique is teachers have students write 
a composition, grade it, but never return to them, that students never know what is right or 
wrong with their composition, and that there is no written feedback on the students’ work. 
It is, somehow, in line with the condition at English Programme of FKIP of Prof Dr. Hamka 
Muhammadiyah University, in the process of teaching learning in writing class. 

There are two questions which become the focus of this research: What improvement 
do the students make in their writing after receiving peers’ feedback? and What are the benefits 
of peers’ feedback to the students?

REVIEw OF RELATED LITERATURE
1. Theory on writing 

Good writing involves a process. That process five steps that begin with prewriting and 
end with proofreading a final draft – will force the writer to go trough the revision required to 
produce a polished piece of work. The five-step process is intended to be done in linear order; 
that is, each step should follow the previous step. Each phase of the writing process builds upon 
the work done prior, so it’s important to keep that momentum going. Therefore, the process of 
writing is indeed flexible. The five steps of the process of writing are: (1) prewriting, (2) writing 
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a first draft, (3) sharing, (4) revising into a second draft, and (5) editing into a final draft (Basili, 
et. al. 2003:8-9).

Good writing requires the ability to write good sentence( s) in order to be understood by 
others (Oshima and Hogue: xi). Writing is quite different than that often found in personal writing 
where the relationship between writer and reader is often more important than the actual content 
of the text. However, the important relationships to be signaled are those between sentence and 
sentence. This requires a constant monitoring of grammatical and lexical information (Gee: 
154). According to Hobelman and Wiriyachitra (1995: 123), the characteristics of clear, fluent, 
and effective communication of ideas are (a) word choice: vocabulary, idiom and tone, (b) 
organization: paragraph, topic and support, cohesion and unity, (c) mechanics: handwriting, 
spelling, (d) grammar: rules for verbs agreement, articles, pronouns, (e) syntax: sentence structure, 
sentence boundaries, stylist choices, (f) content: relevance: clarity, originality, logic. Besides, 
writing clearly means thinking clearly. When it is done successfully, the writer shows precision 
of thought. It is for the success of communication between writer and reader. It is important for 
them to have ability to analyze discourse in order to understand the relationship of the Writer to 
the reader and subject. The writer, the subject, and the reader form the communication triangle 
(Gibson:29). 

2. Types of text writing 
Before writing, the first thing the writers need to do is to streamline the topic. To do 

this, they clarify their intent. Are they writing to: persuade? (persuasive writing), describe? 
(descriptive writing), share? (personal writing), or tell a story? (narrative writing). Wishon and 
Burks (1980: 377) explain that the form of writing used to tell or relate is called narration; that 
used to describe is called description; that used to explain or interpret is called exposition (or 
explanation); the form of writing used to persuade or argue is called argumentation. 

3. Process of writing 
Process writing is the process approach treats all writing as a creative act which requires 

time and positive feedback to be done well. Tribble (1996) in Holmes (2003, p.3) defines the 
process approach as an approach to the teaching of writing which stresses the creativity of the 
individual writer, and which pays attention to the development of good writing practices rather 
than the imitation of models. Thus, the focus shifts from the final product itself to the different 
stages the writer goes through in order to create this product, by breaking down the task as a 
whole into its constituent parts. Writing can seem greatly less frightening and more manageable 
to the EFL student. 

Czerniewska (1999, p.475) notes that during the late 1970s and early 1980s, an approach 
to the study of writing developed which has had a major impact on the way that writing is 
taught in schools. Collectively, it has been termed the ‘process approach’. While details in the 
accounts of process theory differ, they share the same underlying assumption that writing is a 
complex set of cognitive behaviors. Writing is descended as a series of interrelated behaviors. 
For example, to produce a school essay a student might first discuss the issue with friends, jot 
down key points, and then write a first draft. The ideas might be discussed with others, the draft 
revised and finally edited and ‘published’. 

Process theorists propose different sequences of a writer’s behavior. Ronk (2003, p.9), 
for instance, proposes a circular model with five main steps labeled: prewriting, writing a first 
draft, sharing, revising into a second draft, and editing into a final draft. Others talk in terms 
of prewriting, drafting, revision, editing, and publishing (Graves, 1983 in Czerniewska, 1999, 
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p.475). Murray (1980) cited in Riehards (1990, p.108-109) distinguishes three stages in writing: 
rehearsing, drafting, and revising. 

4. Feedback 
Feedback is objective comments given to or received from others that can be used in 

revising writing assignments. Keh’s definition of feedback is ‘the comments, questions and 
suggestions a reader gives a writer’ in order to produce ‘reader-based’ prose (Keh, 1990, p 
294), both teacher and peer-evaluation stages in process writing can also assist students in the 
all-important task of discourse recreation. As part of the cycle of writing and response, students 
expect to receive feedback from the teacher, as well as from classmates. The feedback usually 
takes two forms: comment and error correction. 

5. Peer feedback  
Peer feedback is based on the socio-cognitive approach to learning according to which 

“knowledge is best acquired through negotiated interaction” (Grabe and Kaplan, 1996: 380) 
and cooperative learning. In addition, peer feedback is seen as a way of giving more control to 
students since it allows them to make active decisions about whether or not to use their peers’ 
comments as opposed to a passive reliance on teachers’ feedback (Mendonça and Johnson, 
1994; Mittan, 1989). Peer feedback means feedback from their fellow students. If they are 
working on the same assignment as another student, peer feedback can mean exchanging drafts 
and comments on each others’ draft. 

Peer feedback, with its potentially high level of response and interaction between reader 
and writer, encourages a collaborative dialogue in which two-way feedback is established and 
meaning is negotiated between the two parties (Rollinson, 2005). The use of peer feedback 
in L1 settings as well as in ESL/EFL writing classrooms has been supported as a potentially 
valuable aid for its social, cognitive, affective and methodological benefits (Mendonça and 
Johnson, 1994; Villamil and de Guerrero, 1996). 

Peer feedback has also proved to have an impact on affect, increasing motivation through 
the sense of personal responsibility, and improving self- confidence (Topping, 2000). Since 
student reviewers soon perceive that other students experience the same difficulties in writing 
that they do, peer feedback also leads to a reduction in writer apprehension and an increase in 
writer confidence. 

6. The importance of feedback 
The advantage of peer feedback is that peers share their perspectives on writing and 

their problems. The writer may also feel less threatened by feedback from peers. The writer will 
certainly feel less obliged to accept comments from peers than comments from teachers. Peers 
are best able to tell the writer if their writing is interesting or not and whether it makes sense to 
them. The important point is that the writing belongs to the writer. Whatever kind of feedback 
the writer receives, it is up to the writer whether the writer acts on it or not.

The students would like feedback from someone else about their writing. It can be done 
when they are just beginning a paper and want to talk to peer about their ideas. Besides, they 
might be midway through a draft and find that they are unsure about the direction you have 
decided to take. When they ask for feedback, they are no longer working in a void, wondering 
whether or not they understand the assignment. By seeking feedback from others, they are 
taking positive, constructive steps to improve their writing. Later they will be a better writer 
and writing will become a less painful process (http://www.unc.edu/depts/ wcweb/handouts/



e 385   f 

feedback.html). 
The important thing about feedback is that it should be useful to and sensitive to the 

writer. The best kind of feedback is feedback that the writer has asked for. This means that if a 
writer gives the draft to peer to read, a writer should tell him what kind of feedback he wants. 
He should give the reader some questions to answer or some points to pay attention to. Positive 
feedback is helpful than negative feedback because it encourages the writer to improve the 
writing (http://ec.hku.hk/writing_turbo charger/ feedback/default_answer.htm). 

RESEARCH METHODOLOGY
The major purposes of this study are to find out what improvements the students make 

in their writing after receiving peers’ feedback and what the benefits of peers’ feedback to the 
students are. 

The study employed a qualitative method since it observed peers’ feedback to the 
writing. This is in line with what Merriam emphasizes that the focus of qualitative study is 
on process (Maxwell, 1996: 19). The research was intended to be a case study since first there 
was only an analysis of single social unit, i.e. the chosen students, in a certain period of time 
(Merriam, 1988: 9). 

The students wrote four different compositions. Then, each composition should be read 
and given feedback by peers. The feedback given by peers was written in available space of the 
drafts. The feedback was given for three drafts of each composition. 

The research was conducted at the English Education Study Program of Prof. Dr. 
HAMKA Muhammadiyah University in Jakarta. The research was particularly carried out in 
Writing 3 subject for students of fifth semester. 

RESEARCH FINDINGS AND DISCUSSIONS
The observation and documentation gave a description on the application process of 

feedback writing in class. It was revealed that during the learning process in Writing 3 class, the 
students were assigned by the lecturer to read multiple draft writings and to give feedback to 
them. They were supposed to write four compositions during the semester called EDAN (taken 
from Alwasilah and Senny: 2005). EDAN stands for Expository, Descriptive, Argumentative, 
and Narrative. The submission was due after third draft. In each student’s writing, students 
responded to the other’s writing by giving feedback or by writing comments. The process 
writing consists of three drafts. The feedback was written on space available on students’ 
multiple drafts writing: first draft, second draft, and third draft. The feedback was written on 
the margin or between the lines of the drafts writing, for example. The feedback was got from 
at least three peers. The feedback was gained from each draft, namely: first draft, second draft, 
and third draft. 
 The respondents’ feedback is categorized based on the points which are paid attention in 
writing essays, such as grammar, mechanics, organization, syntax, vocabulary, content, quality, 
and types. Grammar consists of tenses, subjet verb agreement, plural, preposition, adverb, 
article, pronoun, word order, and possessive. Mechanics contains capital, punctuation, and 
spelling. Organization includes paragraph, topic, and coherent and unity. 

RESEARCH FINDINGS AND DISCUSSIONS
The Students’ Improvements in Their writing through Peer Feedback
a. Students improved their understanding about how to write an essay. 

From the total percentages of calculation of the number of peer feedback, it could be 
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found that there was tendency of the decrease of the feedback from draft-1, draft-2, and draft-3. 
There was improvement in the writing. More specifically, they succeeded in improving the 
overall quality of their texts between the first and final drafts. This analysis also reveals signs 
of transfer with regard to grammatical spelling. Jacobs and Zhang (1989) said it does improve 
the grammatical accuracy in a no less efficient fashion than teacher feedback
b. Students improved their writing components.

There was development in it especially the vocabulary and tenses. It means that there 
was improvement in the writing. The students said their peers could identify their mistakes and 
gave them opinions to elaborate in their essays. Furthermore, the peer feedback helped each 
other to look at their essays from a different perspective and clarify the parts that were unclear. 
They also helped each other in using more appropriate vocabulary and correcting the grammar 
of their sentences. Morrow (2006) mentioned the process was beneficial in encouraging students 
to read other CRs (Critical Reviews) provide useful peer feedback and actively engage with the 
task.
c. Students improved their writing before handing to the lecturer.

From the interview, the feedback could help them to improve their writing better. In the 
journal reflection, the feedback could make the essay better. Here, the students have opportunities 
to improve drafts before it’s too late: When feedback is given early enough, before drafts are set 
student writers are more likely to make substantial changes in their drafts. The questions and 
comments with which peers respond to initial ideas or sequences of ideas can dig the writers to 
deepen their approach to a subject, or to anticipate reader questions and therefore incorporate 
answers. Later in the process, after student writers have struggled to complete an entire draft 
and set their ideas into a pattern of essay, they may feel restrained about cutting or radically 
altering the work they consider almost finished. Blain (2001) proved that in fact, the quality of 
the writing increased between the first draft and the final draft whether the texts were revised 
alone or in a group.
d. The students improved their chances to brainstorm ideas in their writing.

From the interview, all respondents admitted that in the process of writing they had to 
collaborate their writing, so they had chances to make their writing step by step become better. 
In the journal reflection, most of respondents wrote they read and wrote the essays again and 
again. Jacobs (1989) supported that students are given plenty of opportunities to brainstorm 
ideas in pairs or groups, to give feedback on each other’s writing and to proofread and edit for 
each other. While increasingly more mainstream classroom teachers are encouraging students 
to write in collaboration, ESL/EFL writing instructors sometimes have reservations about its 
effectiveness due mainly to the concern that students lack cognitive sophistication and linguistic 
skills in judging writing and in revising and editing a piece of work.
e.	The	students	increased	their	confidence	in	their	writing.

From the interview and journal reflection, R#1 and R#6 admitted that they felt confident 
after giving and receiving feedback. Grabe and Kaplan (1996) said students frequently start a 
course confident in their assumption that writing done by classmates is much better than their 
own writing. When they see their peers’ first drafts and realize that drafts don’t have to be 
perfect and that those written by their peers look pretty similar to their own, they see that it is 
safe to loosen up and take risks in developing ideas. In addition, because they are able to act 
on their peers’ feedback prior to turning a draft over to an instructor, they have had a chance to 
improve that second draft and are able to feel less vulnerable to attack. They also suggest peer 
feedback be used to reduce writing anxiety and to increase writer confidence. 
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The Benefits of Peer Feedback to the Students’ Writing 
a. The students were motivated in writing an essay.

From the interview, the writer was motivated by the feedback to write better writing. 
In the journal reflection, all respondents wrote they had to write esseys. Topping (1998, 2000); 
Rollinson (2005) showed that the social dimension of peer feedback enhances the participants’ 
attitudes towards writing and has an impact on affect by increasing motivation through personal 
responsibility, greater variety, and interest. Motivation is also frequently mentioned with respect 
to feedback effects (Hull, 1935; Wallach & Henle, 1941; Dweck, 1986; Dweck & Leggert, 
1988).
b. The students could enlarge their concept of readership.

From the interview, all respondents admitted they had to read other writing again and 
again. In the journal reflection, most respondents wrote at first at process of writing their writing 
were not read by the instructor but also other people, their peer. Kurt and Atay (2007) wrote 
that getting and giving feedback in a small group setting enables student writers to enlarge their 
concept of readership. Prior to this process, they may have written with the idea that their only 
reader was the course instructor. Hearing comments from a variety of readers with diverse, and 
perhaps contradictory, reactions makes writers realize that they cannot please everyone and that 
they are going to need to resume their original ideas of content and purpose in order to make 
revision decisions. 
c. The students had chances to practice for revision. 

From the interview and the journal reflection, all respondents admitted that they had 
chances to practice their writing in the process of writing. Morrow (2006) pointed out that 
reading and subsequently talking constructively to a group of peer writers about writing can 
strengthen students’ independent ability to read for revision.  In addition, student writers are 
often relieved to get away from their own drafts for a moment in order to see how others are 
handling the assignment.  Because they are not emotionally invested in a peer’s work (work that 
they did not have to struggle to produce), student writers are often able to see and articulate big-
picture revisions more clearly.  At the same time, they might be able to reflect on the applicability 
of these comments to their own drafts.  
d. The students could be enhanced their communication skill.

From the interview and the journal reflection, all respondents admitted that they had 
much time to make discuss their writing with peer often comparing to the previous writing 
subject. Nelson (2007) explained that talking with peers about their work can strengthen students’ 
ability to articulate specific reactions and suggestions. They know that negotiating a revision 
suggestion with their own colleagues can require a tricky balance of tact and clarity.  When it 
is made clear that “good job!” and “this is perfect as it is!” will not be considered satisfactory 
remarks, students will develop writing skills that they’ll find useful in future scholarly and 
professional endeavors.

CONCLUSION AND SUGGESTIONS
The students made different kinds of peer feedback. The students’ feedback are 

categorized based on the points which are paid attention in writing essays, such as grammar, 
mechanics, organization, syntax, vocabulary, content, quality, and types. Students improved 
their understanding about how to write an essay, their writing components, their writing before 
handing to the lecturer, their chances to brainstorm ideas in their writing, and their confidence 
in their writing. The benefits of peer feedback to the students were that they were motivated in 
writing an essay, they could enlarge their concept of readership, they had chances to practice for 
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revision, and they could be enhanced their communication skill.
Therefore, teachers need to give them obvious guidance in making a feedback. In first 

meetings it is better that the instructor also gives some examples of what the expected feedback 
looked like. This can be a teachable moment for the instructor and a learnable moment for the 
students. It is to give students more elaboration of the task. By doing so, s/he can in the first 
give obvious insight into what is expected and also can give positive feedback. Feedback from 
peers is good in certain condition. The instructor needs to construct a systematic ways in how to 
have class structure with balance distribution of students. Here, students having better feedback 
should be put in different groups. In this way, they can help others to compose better feedback. 
When they are in groups, they are expected to be able to set themselves into a supportive 
condition to compose their writing. 
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ABSTRACT
This study attemps  to assess the readibility of the Intensive English Course Textbook I, II, and III 
used by the English department students of Unnes. The problems to be studied are:1) to what extent 
is the readability of the Intensive English Course textbooks? 2) is there any significant difference of 
the readability among the Intensive English Course textbooks ? It employed  descriptive quantitative 
evaluative research design; one hundred (100) students in semester I were taken randomly as the 
samples of this study; while the instruments used for collecting the data were cloze test, questionaire 
and observation. The results of the research showed that the readability mean scores of the three 
textbooks were at the frustration level 24.37 for Textbook 1 and at the instruction level 51.1 and 58.01 
for Textbook II and III; and there is no significant difference among the readibility of textbooks. It 
means that when the students read the texts, they  were not able to comprehend the messages of 
the texts well. Therefore, when these textbooks are defended to be used as the main material for 
the teaching of Intensive Course, it is suggested to be revised so that they can fill  the needs of the 
students.

Key words: Readability, textbook, Intensive English Course.

Introduction
There are some factors that influnce the inability of the students to understand a textbook; 

among others are the non-conformity of the writer’s and reader’s background, including the 
cultures, knowledge and the codes which are difficult to be interpreted by the reader. As a result 
the message conveyed in the textbook is not understood. Reading is an ability of cognitive 
process that conveys several purposes and each purpose emphasizes a somewhat different 
combination of skills and strategies. It highlights how the ability to draw meaning from a 
text and interpret this meaning varies in line with the second language (L2) proficiency of 
the reader (Feather, 2004). Different background of knowledge will also arise a problem in 
understanding the message of the textbooks. Likewise, the level of dificulty of a textbook will 
also influence the readibility of  a textbook. This is the reason why English Department of 
Unnes should provide an Intensive English Course textbooks used as a teaching material which 
have appropriate readibility. Having appropriate readibility is that it has the conformity of the 
cultural background, and appropriate level of difficulty to the users. Readibility, as defined by 
Ziriki (2009 ) is as reading ease, especially as it results from a writing style. The readability 
level of a book therefore, is one of the factors that determine the students’ understanding of a 
subject. The first semester students of the English Department of Unnes who study English are 
supposed to acquire the literacy level of epistemics. Since they are still at the first semester, the 
materials given must be appropriate, chalenging and not be too difficult or too easy. A difficult 
material will discourage the students while the easy one will challenge them to study. In order to 
find  textbooks having appropriate level of difficulty given to the students as teching materials, 
the textbooks provided must be evaluated for their readibility. In this research, therefore,the 
researher tried to evaluate the readibility of the Intensive English Course textbooks used as 
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teaching materials. Some  scholars are of the opinion that textbook as the core of learning are 
composed or designed to bring about a specific set of educational outcome; traditionally a printed 
and bound book including illustrations and instructions for facilitating sequences of learning 
activities (UNESCO: 2005:1). The research questions are: 1) to what extent is the readability 
of the Intensive English Course textbook I, II and III? 2) is there any significant difference of 
the readability among the Intensive English Course textbooks ? Therefore the purposes of this 
study are 1) to describe the readability of the Intensive English Course textbook I, II and III; 
2) to find out whether there is a significant difference among the readability of  the Intensive 
English Course textbooks. This study gives some benefits, theoretically, this study could be 
used as a reference for the teachers who teach English particularly in teaching reading. Besides, 
it can also be used as a source of study for further research on readability. Pedagogically, the 
result of the study hopefully can contribute to the English teachers to identify the textbooks 
which have  good readability, so that, they are able to choose the appropriate one used for the 
teaching materials. And practically, the result of this research can also be used as a practical 
model of how to measure the readibility of a text book, so that the books chosen  as the teaching 
materials are assessed before hand.

Research Method
        This research belongs to a descriptive quantitative evaluative research design, since it 
aims at evaluating the readability of the Intensive English Course textbooks  used as teaching 
material for the first semester students of Unnes. The objects of this research are Intensive 
English Course textbooks. The subjects were 100 first semester students. The instruments used 
in this research are readability test,  observation and questionaire. The test is in the form of 
Cloze Test (Bormuth,1971), while the questionaire and observation are in check list. The cloze 
test items were taken from the texts in each unit of the three textbooks. Every eighth word of 
each text was deleted. The time allotment given is 100 minutes. 16 texts were analized,. In the 
preparation phase, determining the time and room to be provided. In the execution phase, the 
researcher gave readability tests in the forms of Cloze Tests. Each of  the 16 texts  has arround 
10 cloze items to be filled out. So, there were 160 cloze items for testing the readability of the 
textbooks. The answer is considered correct when it is the same as the deleted word or it fits to 
the context of the text. The correct answer was given score 1, so when each item is correct then 
the total score will be 160 (100% correct). 

FINDINGS
Table 1. The Criteria of the Readability Formulated by Wellington&Osborne (2001) 
Readability level       Score
Independent 60-100% correct                     
Instructional 40-59% correct
Frustration 0-39% correct

 
From the table above, Wellington and Osborne classifies the level of readability into three 
criteria: independent, instructional and frustration. From this table, then the writer can state 
whether the readability of the textbooks studied belong to difficult or easy.   
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Table 2 : The readability scores  of textbooks 
Mean score of textbook I Mean score of TB II Mean score of TB III The difference
24.37

Frustation level

51.1

Instruction level

58.01

Instruction level

 I & II  = 26.73

 I & III = 33.64

 II & III=   6.91
       

It can be stated that: 1)  the readability of the Intensive English Course textbook I (24.37) 
belongs to a very low level. It means that the textbook is very difficult to learn and belongs to the 
frustration level; 2) the readability of the Intensive English Course textbook II  (51.1) belongs 
to the instruction level. It means that it is approppriate to be used as teaching material; 3) the 
readability of the Intensive English Course textbook III  (58.01) also belongs to the Instruction 
level. So, both textbook I and II are approppriate to be used as the teaching materials. However, 
when they are calculated for their difference, it was found out that  there is no significant 
difference among the readability of Intensive English Course  textbooks. 

All English lecturers at Unnes, especially those who teach the first semester students should 
have in their mind that they train the students how to read quickly with good understanding in 
order to get the  main ideas as well as the supporting details. Besides, English textbook writers 
should also pay attention to topics and language elements covered so that all will suit to the 
needs of the students. 

From the interview it showed that  not all the students gave positive answers; it means 
that they were not able to learn English through the textbooks independently. While  from the 
observation it showed that they were doing the test hard in order to complete it on time without 
knowing whether their answers were correct. It also showed that most of the students were 
enthusiastically doing the test but some were nervous and looked up dictionaries many times, 
no one cheated during the test; felt unhappy since they were not sure whether their answers 
were correct. some students needed some more minutes to finish the test and did not submit the 
work on time. 

TB1 is in the frustation level; TB2 and TB3 are in the instruction levels. Meanwhile, the 
t-test calculation employed resulted the differences of the readability of the three textbooks 
as follows: the difference between TB1 and TB2 based on the t- test  is 1.874. It is lower than 
t-table (1.874< 2.5706); it means that there is no significant difference between TB1 and TB2. 
The H0 is accepted and Ha is rejected.  While the difference between TB1 and TB3 based 
on the  t-test is 1.074. it is lower than the t-table (1.074<2.576). It also indicates that there 
is no significant difference betweem TB1 and TB3. Thus, the Ho is accepted while the Ha is 
rejected. The difference between TB2 and TB3 based on the t-test is 0.400. It is lower than 
t-table (0.400<2.5706). So, it can be stated that there is no significant difference between TB2 
and TB3. It means that Ho is accepted and Ha is rejected.  

The result of the analysis of the interview with the students to get their opinion on  using 
the Intensive English Course textbooks  were some students  did not feel comfortable in English 
class; sometimes forgot to bring their Intensive English Course textbooks anytime they had  
the Lesson; always learnt English at home using their English textbooks; most of them did not 
understand  quickly what they read the textbook; had difficulties in doing the exercises; did 
not understand the message in the texts  without lecturer’s explanation;  needed dictionaries 
anytime they read the texts; felt frustrated when they did not understand the  messages in the 
texts;  sometimes they  asked their friends on the meaning of difficult words found in the texts; 
all students  had the textbooks;
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CONCLUSIONS AND SUGGESTIONS 
        1)  the readability of the Intensive English Course textbook I is 24.37. It means that  this 
textbook belongs to the frustration level;  2) the readability of the Intensive English Course 
textbook II is 51.1. It belongs to the instruction level; 3) the readability of the Intensive English 
Course textbook III is 58.01. It belongs to the Instruction level. 4) there is no significant 
difference among the readability of Intensive English Course textbooks.
      In setting a textbook several factors should be taken into consideration, such as the age of the 
students, the level of English mastery and the students’ needs etc. It was found out that TB I  has 
high level of difficulty; it means that the students have difficulties to understand the material. 
Therefore, it is advisable for the lecturers to adjust the  material to the students’ competence and 
the students’ needs.  
      It is suggested that before developing the textbooks the writers have to conduct a survey on 
the students’ comprehension level, students’ needs, students’ age, so that the teaching material 
developed will be appropriate for the students. The appropriacy of the teaching material to the 
students’ competence and needs is of important to facilitate them to learn easier, quicker and 
more comfortable.    
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ABSTRACT
This research aims to examine the effect of two models of speaking ability, namely top-down and 
bottom-up processing, on the speaking achievement of extrovert and introvert EFL learners. To 
do this, 120 learners out of a total number of 120 university learners abeing educated at English 
and Literature Department, Universitas Negeri Medan were selected with PTQ (Personality Traits 
Questionnaire) first for homogenization prior to the study introverts and extroverts. All in all, 
there were four subgroups: 30 introverts and 30 extroverts undergoing the top-down processing 
treatment, and 30 introverts and 30 extroverts experiencing the bottom up processing treatment. The 
aforementioned PET was administered as the post-test of the study after each group was exposed 
to the treatment for 18 sessions in six weeks. After the instructions finished, the mean scores of all 
four groups on this post-test were computed and a two-way ANOVA was run to test all the four 
hypotheses raise in this study. The results showed that while learners generally benefitted more from 
the bottom-up processing setting compared to the top-down processing one, the extrovert group 
was better off receiving top-down instruction. Furthermore, introverts outperformed extroverts in 
bottom-up group; yet between the two personalities subgroups in the top-down setting no difference 
was seen. A predictable pattern of benefitting from teaching procedures could not be drawn for 
introverts as in both top-down and bottom-up settings, they benefitted more than extroverts.

Keywords: speaking achievement, top-down processing, bottom-up processing, extrovert, introvert

1. Introduction
All those who are involved in the field of language teaching, whether they are working 

on speaking or any other skills have one purpose in mind and that is to ease the process of 
teaching for themselves and learning for learners. Therefore, teachers’ knowledge in the last 
few years towards the importance of knowing more about learners’ differences, characteristics, 
personality types, and psychological effects has been increased. Learner factors namely age, 
aptitude, attitude, motivation, personality, cognitive styles, and preferred learning strategies 
must be taken into consideration in any comprehensive theory at L2 acquisition (Hadley, 2003). 
Therefore, a person may have different personality type; however, regarding what type of 
personality type best suit them in that very case of learning, they decide to utilize the best one 
through modifying the most appropriate one. Hence, in order to facilitate learning through the 
use of certain strategies, more effective ones should be modified (Hedge, 2008).

The personality type that has attracted the most attention in L2 research is extroversion/
introversion (Dornyei, 2005). Extroverts and introverts can learn to work with each other while 
the teacher is helping them in that the person in charge of leading the L2 discussion gives 
introverts an opportunity to participate equally with extroverts (Celce-murcia, 2001).

Despite the existence of different personality variables affecting L2 learning, one cannot 
ignore the role of models to learning a new skill. One of those models is top-down and bottom-
up processing models in achieving a speaking skill. In top-down processing, the reader gets 
a general view of the topic by absorbing the overall picture (Harmer, 2008). In bottom-up 
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processing, meaning exists in the conversation itself by stringing the words, phrases, cohesive 
devices together (Ajideh, 2003).

These two models should be applied in speaking, here through the administration of 
tasks. A task is a type of activity in which learners are required to utilize language, while putting 
emphasis on meaning, in order to obtain a goal (Bygate, Skehan, and Swain, 2001, cited in 
Ellis, 2003).

The present study aims to explore the comparative influence of top-down processing 
and bottom-up processing models accompanied with tasks for the speaking of extroverts and 
introverts. Based on the crucial importance of achievement, the selected tasks are according 
to either top-down or bottom-up processing model. The Following listed tasks are top-down 
processing in which students will get a general overview of the topic:

Paraphrasing: in this task students should retell what they have grasped with the same 1. 
meaning but with different ways to speak. 
Using background knowledge and experience: what students have about the past about 2. 
the title or thesis of the topic is considered students’ background knowledge, which must 
be activated. 
Prediction: here, some key words out of the topic and/or the title of the topic are put on 3. 
the board for the student to see and predict what they will encounter whole through the 
speaking achievement. 
Note taking: in this task students should speak about the topic for themselves and take 4. 
notes from what they consider the gist. 

There exist other tasks considered bottom-up processing tasks in which students analyze 
the topic in detail to achieve skill:

Using an L1 or an L2 equivalent: this task is about the unknown words students do not 1. 
know the meaning. thereby, they should apply an L1 or an L2 equivalents 
Scanning for unfamiliar words: here, the eyes are just looking for the words deemed 2. 
unknown 
Through which they can achieve the topic. 3. 
Re-speaking: in this way students should speak the parts they could not get again and 4. 
again to find some clues for  easing the comprehension 
Marking the vocabulary: there are some parts in every text that should be marked or 5. 
underlined for the sake of later  achievement or spending some time on it to analyze in 
detail. 

According to afore-mentioned points the following research questions were formulated:
Q1. Is there any significant difference between the effect of top-down and bottom-up processing 

through TBLT on introvert EFL learners’ speaking achievement ?
Q2. Is there any significant difference between the effect of top-down and bottom-up processing 

Through TBLT on extrovert EFL learners’ speaking achievement ?
Q3. Does top-down processing through TBLT have a significantly different impact on the 

speaking achievement of introvert and extrovert EFL learners?
Q4. Does bottom-up processing through TBLT have a significantly different impact on the 

speaking achievement of introvert and extrovert EFL learners?
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2. Review of the related literature
2.1 Speaking achievement 

Speaking is not only speaking a simple topic but it is both the extraction and construction 
of meaning through interaction and involvement with listened language,which require the 
speaker, the topic, and the activity or the purpose for speaking (Snow, 2002).

Speaking achievement is of paramount importance. According to Richards and Renandya 
(2002), speaking has gathered the attention of many experts, researchers, learners because of a 
number of reasons:

Firstly, Speaking is one of the most crucial aims of foreign language learners because in 1. 
this way they can share for knowledge, for their career, and for educational purposes. 
Secondly, speaking topic is considered as pedagogical purposes because linguistic 2. 
exposure to rich topic not only increases the speed of language acquisition but also 
expose them to good listening samples. 
Thirdly, it also gives students time to be familiar with new points of discussion, to 3. 
encourage speaking and to work on other skills such as vocabulary, grammar, idioms.  

When we speak a topic, we don’t solely read the lines with some words. As Grabe (2004, 
p19) suggested that “speaking achievement implies processing efficiency, language knowledge, 
strategic awareness, extensive practice in speaking, cognitive resources in working memory to 
allow critical reflection, and appropriate purposes for speaking”.  Roe, Smith & Burns (2005) 
stated that if one wants to understand the speaking topic completely, he must use the clues in the 
sentence for inferential understanding and creative and critical speaking, which means figuring 
out literary terms, deciding the author’s intention, evaluating the stated views and putting those 
views in real conditions.  

2.2 Speaking processing models 
Speaking processes have been categorized as data-driven processes in which speaker 

should have sophisticated knowledge of language itself and conceptually-driven approach in 
which he draws on his intelligence and experience to understand a topic (Brown, 2001).
According to Abbot (2007, p.15) “Some of the binary speaking strategies include bottom-up 
vs. top-down, local vs. global, data driven vs. concept driven, form based vs. meaning based, 
syntactic vs. semantic, decoding vs. meaning- getting, language-based vs. knowledge-based, 
word-level vs. text-level, micro vs. macro, analytic vs. synthetic, and analytic vs. global”.

2.2.1 Top-down Processing 
Top-down processing wants readers to administer the background knowledge before 

and during the speaking process, through the existent clues in the text, in order to check if their 
previous knowledge was according to what they believed. (Eskey, 2005).

According to Nunan (2001) in top-down processing or psycholinguistic approach to 
speaking, one begins with a series of hypotheses or predictions about the concept of the text 
one is about to read, and then selectively samples the text to determine whether or not one’s 
predictions are correct.

Nuttal (1998) compared top-down processing to an eagle eye’s view of the landscape in 
which an eagle was able to take a look at the expanded landscape from distant point of sky and 
this way it can have a general pattern between various parts of something that an observer on 
the ground cannot have

According to Birch (2007), “As we learn to decode, we also learn a large set of strategic 
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speaking skills, which we will call top-down skills and strategies, that readers use in concert 
with background knowledge to construct meaning from the text (p. 33).

Therefore, top-down processing model to speaking is a process one begins with the 
largest elements and works down towards smaller elements to build comprehension of what is 
being read.

2.2.2 Bottom-up Processing
In bottom-up speaking processing, readers need visual sense, contrary to bottom-up 

listening processing in which listeners need auditory sense, to process written syntax (for example, 
word order), lexicon (the words and the meaning of words), orthography (letters), decode words 
as well as have an ability to process speaking phonology (for example, the intonation used in 
speaking when we speak aloud inside our heads or to an audience) (Gebhard, 2009).

Nuttal (1998) considered bottom-up processing as the picture of a scientist holding a 
magnifying glass and testing the ecology of a transect, which is the small bit of the landscape 
an eagle looks at. In this illustration, the scientist understood that single piece of area in detail, 
which is probably taken as a sentence in the context of speaking.

Gladwin and Stepp-Greany (2008) stated that teaching speaking in accordance with 
bottom-up views included activities such as making the text simple, developing vocabulary, 
exploring words and structures in detail, respeaking the text, and responding comprehension 
questions_ basically teacher-centered class activities.

According to Rupp, Ferne and Choi (2006, p.444) “In order to highlight the importance 
of the efficiency and accuracy of bottom-up skills, the term ‘Matthew Effect’ was coined to 
represent the notion that automaticity of lower level speaking skills, in particular phonological 
awareness and word recognition skills, are crucial to the future development of successful 
speaking achievement ”. Therefore, bottom-up approach to speaking is a process with which 
the reader begins the smallest elements and builds up to comprehension of what is being read.

2.3 Personality Traits
According to Chamorro-Premuzic (2007), traits represent implicit connection between 

noticeable behaviors and internal dispositions or preferences to act, theses associations picture 
the individual’s unchanging patterns of behavior and delineate differences between rather than 
within individuals, this in turn may lead to various types of feelings, thinking, and behaving in 
different ways and among different people.

Personality can be defined in two different ways (a) a number of qualities characterizing 
an individual, or as (b) the subjacent system that brought on the set of attributes (Boyle, 
Mathews, & Saklofske, 2008). Eysenck 1967 (cited in Singh, 2005, p. 126) “identifies the 
major component of personality as a small number of personality types. Each type includes a 
set of personality features. For instance, people who are considered as an extrovert according 
to Eysenck extroverted type are believed to have characteristics such as sociability, liveliness, 
and excitability.”

The studies have revealed that the most eye-catching personality dimension attracting 
and prompting researchers’ focus in the L2 field has always been extroversion/introversion 
(Dorneye, 2005).

2.3.1 Extroversion
“Extroverted is the extent to which a person has a deep-seated need to receive ego 

enhancement, self-esteem, and a sense of wholeness from other people whereas introverted 
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receives that affirmation within oneself” (Brown, 2000, p. 166)
“A person whose conscious interaction is more often directed towards other people and 

events than towards the person themselves” is considered an Extrovert (Richards & Schmidt, 
2002, P. 195).

According to Eysenck Personality Inventory (EPI) which was administered in this 
research to rate extroversion/introversion position of the participants, extroverts are bored as 
time passes by and therefore they need to be encouraged by the external causes to perform 
optimally outside of their context. Those whose scores were 13 or more on the EPI were 
considered extroverts.

2.3.2 Introversion
“A person who tends to avoid social contact with others and is often preoccupied with 

his feelings, thoughts, and experience” is considered an introvert (Richards & Schmidt, 2002, 
p. 195). Introverts are more interested in activities such as speaking, writing, and drawing than 
activities which require them to act in an outgoing way (Naik, 2010).

According to the Eysenck, introvert learners are anxious as time elapses and therefore 
they need calmness and do not want to be interfered by the others to perform optimally. Those 
whose scores were 12 or less on the EPI were considered introverts.

3. Method
This study deals with comparing two models of learning, namely top-down and 

bottom-up processing, in regards with their effect on speaking achievement of introvert and 
extrovert EFL learners. To conduct the research, a questionnaire of 57 questions called Eysenck 
Personality Inventory (EPI) was given to all participants. The design of the study is experimental 
posttest only as random assignment of four groups took place at the outset of each treatment 
phase. In order to clarify how the researcher found the answers to the research questions of this 
study all that was conducted throughout the process with detailed information on participants, 
instrumentation, treatment are discussed in this part.

3.1 Participants
To fulfill the objectives of this study, 120 male intermediate EFL learners with the age 

range of 16-35 studying in English Department State University of Medan participated in this 
study. These participants were selected through a proficiency test, PET (Preliminary English 
Test) from 170 learners in the same university. Therefore, the number of selected participants 
for the sake of study was 120 students. Because of the number of the participants, the treatments 
were conducted in two terms. The participants’ selection procedures were also done at the 
beginning of each term meaning that the PET was administered to 90 learners at the outset of 
the first term through which 60 learners were chosen. Then, they underwent EPI, 30 introverts 
and 30 extroverts, and the first phase of the treatment was commenced. At the beginning of the 
second term, the above procedure was conducted again among 80 different learners, 60 of who 
were selected for the second phase.

3.2 Instrument
To accomplish the objectives of this study, two PETs and a questionnaire were 

administered. Moreover, certain materials were also used in the teaching procedure throughout 
the both terms. The first PET was used for homogenization process prior to the treatment. 
The second administration of the test was when the treatment was completed. Therefore, The 
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PET was used this time as the posttest after the course. EPI questionnaire was to assess the 
personality traits of the participants. This hugely validates test consists of 57 Yes/No items. 
The scores given to those who fill out the questionnaire were: the E score computed out of 24 
is related to how much extrovert a person is, the N score measuring the neuroticism is also out 
of 24, and the Lie score which tries to measure how socially desirable a person has wanted to 
prove to be is out of 9. The following materials as course books of this study were applied in 
this research.

3.2.1 Preliminary English Test (PET)
As noted earlier, the PET was used for the homogenization process before the treatment 

starts and the same test was used as the posttest after the course. The test adopted from PET 
practice tests by Jenny Quintana, Oxford University Press. The test consisted of two papers: 
paper 1 for speaking / writing and paper 2 for listening. Each part of the test (speaking, writing, 
and listening) consisted of 25% of the total score, which was 75. The speaking part of the test 
was not possible to conduct because of two reasons: firstly, it required a qualified examiner 
from Cambridge ESOL exams. Secondly, it was not the focus of the current study.

The speaking part of the test consisted of 35 items, writing 7 items (including two 
writing tasks), and the listening 25 items and the administration of the whole test took 120 
minutes.

This test revealed appropriate items for and characteristics for the sample since it was 
piloted with 30 participants with the students of the same university having similar characteristics 
as the target sample before the actual administration.

3.2.2. Eysenck Personality Inventory (EPI)
In the EPI, the personality traits of a person are assessed. It was designed by the German 

psychologist Hans Jurgen Eysenck and his wife Sybil B. G. Eysenck. Eysenck firstly pictured 
personality as two categories of biologically-based temperament which include: extroversion/
introversion and neuroticism/stability. This hugely validated test consists of 57 Yes/No items. 
Those who fill out the EPI receive three different kinds of scores: the E score which is related 
to how much extrovert a person is, the N score measuring the neuroticism, and the Lie score 
which tries to measure how socially desirable a person has wanted to prove to be. The E score 
is computed out of 24 because it consists of 24 items, the N score is out of 24, and the Lie score 
is out of 9.

The Yes/No answers should be given based on the usual way of acting or thinking of an 
individual. The researcher used the Farsi version provided and validated by Noor institute of 
Behavioral Sciences Research in Tallish in order for the respondents to answer the questionnaire 
more accurately. The answer key and the standard rating scales were also provided in the 
battery.

3.2.3 Materials
3.2.3.1 Interchange3, 3rd edition

The main textbook used in this research was interchange 3 by Jack C. Richards with 
Jonathan Hall and Susan Proctor. This textbook was used in Iran Mehr Language School for 
intermediate learners and it consists of 16 units, which are divided into four terms. The main 
purpose of this book is to integrate speaking, grammar, pronunciation, vocabulary, listening, 
speaking, and writing. Every units of this book also contains speaking achievement.
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3.2.3.2 Oxford word Skills
This is a series of three books for students to learn, practice, and revise new vocabulary 

developed by Gairns and Redman. It is available in basic, intermediate, and advanced level. Each 
unit contains 80 units of vocabulary presentation and practice. The intermediate level includes 
the following: 1) various topics in real life, e.g. foods, communication, friendship; 2) Words and 
phrases needed in social interaction, e.g. giving opinions and making arrangements to meet; and 
3) Areas of lexical grammar, e.g. word formation, suffixes and prefixes, and connectors.

3.2.3.3 Selected Speaking Books
These books contain speaking pages of different genres and are graded from elementary 

to upper-intermediate level, using the syllabus devised by Linda Lee and Eric Gundersen. Since 
the level of students in this study is intermediate, intermediate level was chosen.

3.3 Procedure
In order to conduct this study, the researcher first conducted the PET among 90 

intermediate learners for choosing 60 learners whose scores on the test fell one standard 
deviation above and below the mean. In the first phase of the study the bottom-up processing 
model was administered. In the next step, EPI was conducted among 60 participants dividing 
them into 30 introverts and 30 extroverts.

In the first phase of the study, with two types of learners namely extroverts and introverts, 
the teacher tried to implement some tasks that were bottom-up. The researcher implemented 
the following bottom-up processing tasks to see how they can contribute the learners’ speaking 
achievement: using an L1 or an L2 equivalent, scanning for unfamiliar words, re-speaking, and 
marking the text.

After each speaking topic of the main book, there are some questions such as short 
answer, true false, and some teacher designed multiple - choice questions. The students were 
told to read the text for themselves and then reread it. After that they should underline the parts 
they could not understand. Next, through finding an L1 or an L2 equivalent, they should process 
their comprehension. In the listening part, the script was given to students. They were looking 
at the text while the listening track was being played. They were required to mark the parts they 
did not understand for the later interpretation.
Oxford Word Skill was the vocabulary book with some short speaking texts. Students were 
responsible for speaking each part and translating the meaning of words either in L1 or in L2 
in case they face with some unfamiliar ones. Having analyzed every single detail, they should 
retell each other what they had understood.
 Immediately after this treatment, the first group of the study which was practicing 
English, specifically speaking achievement, with a bottom-up processing model underwent the 
posttest to see how the treatment could significantly affect students’ comprehension.

The subsequent term, the same participant selection procedure was conducted again 
with 80 learners undergoing the PET, 60 of who were chosen and subsequently sat for the EPI. 
This time, students received top-down processing model. The teacher started to apply top-
down processing tasks to see in what way they can help the learners comprehend the text. The 
following tasks were administered: paraphrasing, using background knowledge and personal 
experience, prediction, note taking.

The same materials were taught but with the other model, top-down processing this time. 
The teacher elicited some of the key words of the text and put them on the board accompanied 
with the title of the text. Then, the teacher got the students to predict what they would see in 
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the text according to the given information on the board. Sometimes the teacher asked some 
questions to activate students’ background knowledge or schemata.

Oxford Word Skill was practiced in another way. One of the students was asked to 
read half of its speaking part. The other should take notes about what they understood from 
his speaking. Finally, students who were note takers were responsible for predicting what will 
happen in the second half according to their notes.

The students were asked to study one unit of the selected speaking book at home. First, 
they had to read it once to take the whole and general idea of the text. Second, they had to 
paraphrase it in the L2 language. In some sessions, the students were required to summarize 
what they read at home by taking notes and present what they have summarized by taking look 
at their notes. This group also underwent the PET as the posttest of the study at the end of the 
18 sessions of top-down processing model.

4. Data Analysis
To verify all four hypotheses of the study together, a two-way ANOVA was required since 
there is a dual learning modality (top down versus bottom up learning) and also a dual style 
of personality (extroverts and introverts) involved with one dependent variable (speaking 
achievement) at stake.

5. Results and Discussion
The statistical procedure of the study was based on a two-way ANOVA procedure, 

which was run to study the interaction of two modalities of the independent variable and the 
two moderator variables on the dependent variable of this study.

Table 5.1 Test of Between Subject Effects

 As Table 5.1 indicates, the significance value was less than 0.05 (F (3,116) = 822.700, p 
= 0.000). There was a significant difference between the impact of the two learning modes on 
all the participants (F (1,116) = 374.533, p = 0.000 < 0.05). Furthermore, there was a significant 
difference between the impact of the two personality types in this study in general (F (1,116) = 
374.533, p = 0.000 < 0.05). Finally, as the interaction of the learning mode and personality type 
did not prove significantly different (F (1,116) = 73.63, p = 0.099 > 0.05), the overall conclusion 
was that the interaction of the two learning modes (top down and bottom up) with the two 
personality types (extroverts and introverts) was not significant.

As in this uni-variate two-way ANOVA, there were only two modalities of each of the 
pair of variables, running Post- Hoc tests was not feasible since a minimum of three cases are 

Table 5.1 Test of Between Subject Effects j

Source Type III Sum 
of Squares 

df Mean Square F Sig. 

Corrected Model 822.700a 3 274.233 10.271 .000 
Intercept 67308.033 1 67308.033 2520.846 .000 
Learning Mode 374.533 1 374.533 14.027 .000 
Personality Type 374.533 1 374.533 14.027 .000 
Learning Mode * 
Personality Type 

73.633 1 73.633 2.758 .099 

Error 3097.267 116 26.701   
Total 71228.000 120    
Corrected Total 3919.967 119    
a. R Squared = .210 (Adjusted R Squared = .189) 
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required for such tests. Hence, as the differences proved significant, the researcher had to clarify 
which group significantly outperformed which through a two-by-two comparison.

The first step was to calculate the descriptive statistics for each of the following groups 
on the posttest: the 60 participants who underwent top down learning in both groups, the 60 
participants who underwent bottom up learning in both groups, the 60 participants who were 
extroverts, and the 60 participants who were introverts. For further analysis of the ANOVA 
results and to verify each of the four hypotheses of this research, the means of the four subgroups 
on the posttest are showed on table below.

Table 5.2 Means of All Four Subgroups on the Posttest

Based on the ANOVA table revealing the significant differences, the first hypothesis of 
the study, that is, there is no significant difference between the effect of top-down and bottom 
up processing through TBLT on extrovert EFL learners’ speaking achievement was rejected 
as the extroverts exposed to top down processing outperformed significantly those exposed to 
bottom up processing.

The second hypothesis, which read there is no significant difference between the effect 
of top-down and bottom up processing through TBLT on introvert EFL learners’ speaking 
achievement was also rejected as the introverts exposed to bottom up processing outperformed 
significantly those who received top down processing.

The third hypothesis, which states that bottom up processing through TBLT does not have 
a significantly different impact on extrovert and introvert EFL learners’ speaking achievement 
was also rejected as again introverts outperformed extroverts significantly.

Finally, the fourth hypothesis or top down processing through TBLT does not have a 
significantly different impact on extrovert and introvert EFL learners’ speaking achievement 
was not rejected, however, as both subgroups undergoing the top-down treatment gained the 
same mean score on the posttest

In the next step, the researcher calculated the parameter estimates to estimate eta squared 
(η2) to find out to what extent the observed difference could be described by the two different 
learning modes of incidental and intentional vocabulary learning and also the word presentation 
in semantically related and unrelated sets. Table 5.3 provides that information.

Table 5.3 Estimates of Effect Size for the Posttes

Table 5.2 Means of All Four Subgroups on the Posttest 
g p

Learning mode * 
Personality type 

Extroverts – 
Top D

ow
n 

Extroverts – 
B

ottom
 U

p 

Introverts – 
Top D

ow
n 

Introverts – 
B

ottom
 U

p 

Mean 22.90 20.93 22.90 28.00 

Source  Partial Eta 
Squared 

Noncent. 
Parameter 

Observed 
Powerb

Intercept .836 24.274 1.000 
Learning Mode .112 3.823 .966 
Personality Type .173 4.933 .998 
Learning Mode * Personality Type .018 1.474 .310 

a. R Squared = 0.433 (Adjusted R Squared = 0.418) 
b. Computed using alpha = 0.05 
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As demonstrated in Table 5.3, η2 came out to be 0.112 and 0.173  accounted for 11% 
of the variability in the posttest scores while the two personality types did so for 17% of the 
variability. Moreover, to determine the strength of the findings of the research, that is, to 
evaluate the stability of the research findings across samples, effect size was also estimated. 
The observed power as shown in Table 4.11, came out to be 0.97 for the learning mode and 
1.00 for the personality type. According to Mackey and Gass (2005), a value of 0.8 and more is 
generally considered a large effect size. Therefore, the findings of the study could be considered 
strong enough for the sake of generalization.

6. Conclusion
At first sight, one might think that the results delineated a contrary corollary to the 

above statement and that bottom-up processing proves more efficient than top-down processing 
since those undergoing the bottom-up processing performed better than those in the top-down 
setting (with mean scores of 24.46 and 22.90, respectively).

Yet, this result is not the categorical finding of this research as albeit the students in 
the bottom-up group were more successful than those in the top-down group, the extroverts in 
the top-down group achieved more than the extroverts in the bottom-up group. Hence, while 
bottom-up teaching was more beneficial to the learners in all, the extrovert group was better 
off receiving top-down instruction. The reason for this is perhaps due to the very nature of 
extroverts who seem to be more apt at engaging with one another in group activities.

The above conclusion is further substantiated by the other finding of this research: 
introverts outperformed extroverts in the bottom-up group meaning that bottom-up processing 
does not match the personality of extroverts. Thus, it is clear according to this study that extroverts 
do not benefit all that much from bottom-up processing. As for introverts, a predictable pattern 
of benefitting from teaching procedures could not be drawn as introverts in both top-down and 
bottom-up processing settings benefitted more than extroverts. In other words, introverts were 
generally better readers than extroverts. 
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ABSTRACT
Translating is a complicated process that involved some aspects. Those aspects are the language 
aspect and the cultural aspect. The language aspect is the main concern while the cultural side of 
the language that is being transferred influences the translation. An idiom is a number of words 
which when joined together will have different meaning from the meaning of the words when the 
words stand alone. In translating idioms, a translator normally attempts to make adjustments. In that 
adjustment sometimes an idiom in the source language will be translated into non idiom and vice 
versa. A non idiom sentence sometimes can be translated into idioms. The purpose of this writings is 
to know how and what kind of non idiom sentence in the source language which is usually translated 
into idioms which caused Gain of Idioms. And what idioms in the source language that is translated 
into idioms that makes the occurrence of Loss of idioms. In the process of Translating, many losses 
of idioms will occur. Losses of Idioms mean the fall of idioms into non idiomatic expression in the 
process of translation. Many Idioms in the source language will lose their form as idioms, because 
that form cannot be maintained. Gain of idioms will also occur. Gain of Idioms mean that, in the 
process of translators have to translate non-idiomatic expression into idioms. The losses of idioms 
in the novel are: a wary arms-length relationship into hubungan	yg	jauh,	fly	into	temper	translated 
into kemarahannya meledak etc. While the Gain of idioms are; could not be blamed translated into 
tidak terkena getahnya, memorize translated into menghapal di luar kepala, sightseeing translated 
into makan angin, had laughed translated into tertawa lebar. Felt a poignant sadness translated 
into hatinya bagai diiris sembilu.

Keywords: Translation, Loss of Idioms, and Gain of Idioms

INTRODUCTION
Translation is an action of replacing one language with other language, in order to transfer 

information. It helps people from a non-native speaker of the source language in this case 
English, in order to grasp the meaning or the content of that source text easier. Translation 
consists of changing from one state or from another, to turn into one’s own or another language 
(Merriam Webster Dictionary 1974).
 The existence of translation is significant since many textbooks; one of them is novel 
which has come to Indonesia. The purpose of translation is to transfer meaning of the source 
language into receptor language. The meaning which is being transferred must be constant. 
Only the form changes (Larson, 1998:3).
 Novel consist many figurative expression one of them is idiom. This study is focused 
on idiom since it has a unique characteristic, which cannot found in other figurative expression. 
The uniqueness of idioms lies on the words which build them. The meaning cannot be grasped 
even though the meaning of word for word is known. Idiom can be defined as a number of 
words which when taken together will have a different meaning from the individual meaning of 
each word (Seidl, 1998:13).
 In the process of translation many losses of idioms will occur. Losses of idioms mean 
the falls of idioms into non-idiomatic expression in the process of translation. Many idioms in 
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the source language will lose their form as idioms, because that form cannot be maintained. 
Gain of Idioms will also occur. Gains of Idioms mean that in the process of translation the 
translators have to translate non idiomatic expression into idioms.
 Some problems will occur in translating idioms, since appropriate adjustments have to 
be done. Since many problems exist in translating idioms, this writings are limited in to these 
problems: What Idioms in the source language which is translated into non idiomatic, that 
creates the loss of idioms and what phrase in the source language which is usually translated 
into Idioms in the receptor language. And what is the classification of those idioms.

RESULT AND DISCUSSION
In this section, some losses and gains of idioms will be presented, whereas in certain case it is 
possible. Those cases will be presented and analyzed. The data from the analysis are mainly 
taken from the novel “The Other Side of Midnight” by Sidney Sheldon and Its translation in 
Indonesian Lewat Tengah Malam by Danny Wijaya.

1. Losses of Idioms
Losses of many idioms in the process of translation are unavoidable, it occurs since 
translator try to make adjustments. Such idiomatic renderings do much to make 
the translation come alive, for it is by means of such distinctive expression that the 
message can speak meaningfully to people in terms of their own lives and behavior 
(Nida and Taber, 1974:106).

Based on the above statement, it can be noted that the adjustments made by the translator makes 
the losses of idioms, and the following are the examples.
Data 1

SOURCE LANGUAGE TARGET LANGUAGE

While Frederick Stravos was truly in his dingy law 
office, Napoleon Chotas was attending a black tie 
die party at a luxurious home in the fashionable 
Kolonaki sections at Athens (Sheldon, 1973:17).

Sementara Frederick Stavros sedang sibuk memeras 
keringat dalam kantornya yang dekil, sementara Chotas 
aryik menghadiri pesta makan malam resmi di sebuah 
rumah bilangan Kolonaki, Athena (Wijaya, 2000:21).

 A black tie dinner party is an idiom that belongs to an idiom derived from noun phrase. 
In English the idioms means a party, where the entire guest use a formal dress; a black bow-
tie worn with a jacket. A black tie dinner party is translated into pesta makan malam resmi. In 
translating this idiom, the translator has to make an adjustment that is to translate the idiom into 
non-idiom expression.
Data 2

SOURCE LANGUANGE TARGET LANGUAGE

She had a wary arms-length relationship with 
other children and was terrified of her teachers, 
who misinterpreted her lonely standoffishness as 
conceit (Sheldon, 1973: 24).

Hubungan dengan teman-teman sekelasnya amat 
jauh dan hatinya diliputi ketakutan terhadap para guru-
nya yang mengartikan sikapnya yang tertutup sebagai 
kesombongan (Wijaya, 2000:28).

 The idiom in the source language text above belongs to idiom, which is formed by a 
noun –phrase. The expression of an arm-length relationship is translated into hubungan yang 
amat jauh. In the source language this idiom means to avoid becoming friendly or involved 
with somebody. According to Larson, idiom can be translated into non-figurative expression. 
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The process of translation, firstly the translator has to get the meaning than to transfer it into the 
receptor language.
Data 3

SOURCE LANGUAGE TARGET LANGUAGE

The only time, Noelle saw him fly into temper 
was one might when she was in the darkened 
kitchen kissing a boy whom she dated occasion-
ally (Sheldon,1973;450).

Hanya suatu kali pernah kemarahannya meledak ke-
luar, yaitu ketika suatu malam dia memergoki Noelle se-
dang berciuman dalam dapur yang gelap dengan seorang 
anak lelaki dengan siapa Noelle kadang-kadang pergi ke-
luar. (Wijaya,2000:59).

 
Fly into temper means to become suddenly very angry. In Indonesian it is translated 

into kemarahannya meledak keluar. The adjustment from idiom to non-idiom is to clarify the 
meaning. This idiom can be considered as a verbal idiom because this is formed by a verb which 
is followed by preposition and noun.

Data 4
SOURCE LANGUAGE TARGET LANGUAGE

There was something else, something the director could 
not quite put his finger on (Sheldon,1973:111).

Ada sesuatu yang tidak bias diungkapkan ke dalam 
kata –kata biasa oleh direktur (Wijaya,2000:150).

 The idiom in the source text above belongs to a verbal idiom. The expression could not 
put his finger on is translated into tidak bisa diungkapkan dengan kata-kata. If is translated 
literally means tidak bisa meletakkan jari-jarinya. In the source text put his finger on, means to 
describe. Originally to describe in Indonesia means menggambarkan. The translator translates 
the idiomatic expression in to non-idiomatic expression. It makes the idioms in the source 
language loss into a non-idiom translation. Because the translator cannot adapt the style of the 
language only the meaning.

Data 5
SOURCE LANGUAGE TARGET LANGUAGE

I’ve been up to my ass in actresses 
(Sheldon,1973:102).

Saya sudah jemu bergaul dengan segala jenis film se-
lama hidupku (Wijaya,2000:138).

 Been up to something means a maximum number or amount in a maximum bumber or 
amount. It can be categorized as adverbial idiom, since up is adverb. The expression I’ve been 
up to my ass is translated into sudah jemu. This translation is appropriate, because when you 
reach to maximum number in anything naturally you will get bored. The word ass in addition 
is an expression is uttered by a person who is not in the mood or upset about something. This 
translation is not translated into Indonesian because the meaning jemu is already representing 
the messages. 

Data 6
SOURCE LANGUAGE TARGET LANGUAGE

Later, He had Noelle’s movies, seeing them again 
and again and remembering how she had once 
made love to him (Sheldon, 1973L:15).

Berulang kali dia menonton film yang dibintangi Noelle 
dan menyenangkan saat-saat sewaktu dia sedang bercinta 
dengannya. (Wijaya,2000:18).
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 Type idiomatic expression in the source text above is idiom with identical pairs. In this 
case, pairs of verbs which can be joined together. Something, the meaning of the SL idiom is 
close to the RL words that compose them. The example can be seen is again and again which 
is translated into berulangkali. This phrase berulangkali shows repetition of action. Loses of 
idiom in the source language into the receptor language is a common things happen on novel 
translation.

Data 7
SOURCE LANGUAGE TARGET LANGUAGE

If you are going to keep winch everytime I say a 
four-letter word, its going to drive me up the wall 
(Sheldon, 1973:125).

Jika kau masih saja tersentak setiap kali saya mengucap-
kan sebuah kata bernada kasar, saya bias jadi gila dibuat-
nya (Wijaya, 2000:165).

 
 The following type of idiomatic expression is concerned about the existence of verb 

followed idiomatically by preposition, such as in the expression drive me up the wall, which is 
translated bisa jadi gila dibuatnya. It can be noticed that the word dibuatnya in Indonesan. This 
addition is only the emphasis which strengthening the word gila or crazy in English. The loss of 
idiom into non idiomatic expression is intended to make the meaning no longer has a figurative 
meaning which can be understood in RL.

Data 8
SOURCE LANGUAGE DATA LANGUAGE

We lost the first scrimmage, but now they’ve sent 
the first team in it, and we’re gaining ground 
(Sheldon, 1973:223).

Kita kalah dalam pertempuran pertama, tetapi sekarang 
mereka telah mengirim pasukan terbaik dan kitapun 
memperoleh kemenangan (Wijaya, 2000:267).

 The above idiom is a verbal idiom. In English the idiom gaining ground mean to make 
a progress. The meaning of the source language can be different from the receptor language. 
The shift of meaning in translation is acceptable. The expression gaining ground is unable 
to be translated figuratively (using idiom). To clarify the intended meaning in the process of 
translating make the idiom in the source language is lost. The translator cannot translate the 
idiom into idiom because no appropriate idiom exists in the receptor language.

Data 9
SOURCE LANGUAGE TARGET LANGUAGE

Styvesant will have kittens if we do not get this 
campaign to him today (Sheldon,2000:277).

Styvesant tentu bakal marah bila hari ini kita tidak dapat 
membawa pekerjaan kita padanya (Wijaya,2000:389).

 The expression have kittens is a very common English Idiom. We say have kittens if 
someone had every anxious or tense characteristic. Tense in Indonesian means kesal. To make 
tense means to make someone getting upset. Have kittens is an idiom which belong to a verbal 
idiom. It forms by verb which is followed by nouns. The literal translation of have kittens is 
mempunyai kucing. To express the meaning idiomatically in Indonesian is difficult since there 
is no suitable idiomatic expression in Indonesian.
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2. Gains of Idioms
Idioms are some of the most obvious candidates for semantic adjustments for the very 
fact that they are idioms mean it is unlikely that they same type distinctive form will 
have the same means or another language. The adjustments are quite understandably; 
from non-idioms to idioms. One also stands to gain a number of idioms. Such idiomatic 
renderings do much to make the translation come alive, for its is by means of such 
distinctive expression that the message can speak meaningfully to people in terms of 
their own lives and behavior (Nida and Taber, 1974:106)

Based on the above statement it can be noted that a non-idiomatic expression can be 
translated into idiom of RL. The translator tries to find a natural way to re-express the message. 
In novel there will often be words, phrases or sentences in the source language which are not 
idioms but are best translated with idioms. The following examples which are taken from the 
data source will exemplify the above explanation.

Data 1
SOURCE LANGUAGE TARGET LANGUAGE

Anna, a middle-aged, ugly, bitter woman of peasant 
stock, had ordered him to keep away from the airport 
and stay in the background so that he could not be 
blamed if anything went wrong (Sheldon,1973:3).

Anna, permpuan setengah baya, buruk rupa, wanita pe-
murung dari kelas petani, memerintahkannya agar men-
jauhkan diri dari lapangan terbang dan tetap bersembu-
nyi di belakang layar agar tidak terkena getah kalau ada 
sesuatu yang tidak beres( Wijaya,2000:7).

The phrase could not be blame is translated into tidak terkena getah. Terkena getah 
is an idiom which means getting a negative effect because of something. Getah means resin. 
In Indonesian this idiom is classified as a verbal idiom. Since Indonesia is a tropical country 
mostly trees will have resin. Resin if get in to your cloths will be very difficult to be cleaned. 
This case shows a gain of idioms, where a translator can translate non idiomatic expression by 
idiomatic expression (an idiom).

Data 2
SOURCE LANGUAGE TARGET LANGUAGE

It would take a whole week or two to memorize the 
part, or what was even more likely. She would come 
to him and confess that she was unable to memorize 
it (Sheldon, 1973: 14).

Noelle pasti membutuhkan waktu kira-kira satu atau 
dua minggu untuk menghapal di luar kepala atau 
bias-bisa dia malah dating kepadanya dan menga-
takan bahwa otaknya tak mampu menghapal bagian itu 
(Wijaya,2000:148).

The phrase to memorize is translated into menghapal di luar kepala. Menghapal di 
luar kepala is common in Indonesia that means somebody who’s able to memorize something 
excellently. In the process of translation, the translator makes adjustments to change a non-
idiomatic expression into idiom. This idiom in Indonesian can be categorized as a verbal idiom 
because this idiom always acts as a verb in the sentence.
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Data 3
SOURCE LANGUAGE TARGET LANGUAGE

He was only too well aware of what an easy tar-
get he would be for the press as he sat in the court-
room everyday, completely unprotected by his press 
agents and managers (Sheldon, 1973:14)

Philippe sadar, sesadar-sadarnya bahwa kehadirannya 
dalam siding pengadilan itu akan merupakan sasaran 
empuk bagi para wartawan tanpa didampingi para agen 
press dan manajer-manajernya (Wijaya, 2000:16)

The literal translation of an easy target in Indonesian is sasaran yang mudah. The 
translator is not translating this phrase into that literal translation because there is a better idiom 
in Indonesia which can express this idea in the source text. She changes it into menjadi sasaran 
empuk. In English this adjustments helps the reader in the receptor language to feel that it was 
an original work instead of the result of translation. This idiom is an idiom that is form by 
nouns.

Data 4
SOURCE LANGUAGE TARGET LANGUAGE

The prison on Ageana is on north side of the island, 
out of sight of the little harbor where excursion 
boats regularly disgorge excited tourist for an hour 
or two of shopping and sightseeing on to the next 
island (Sheldon, 1973:654)

Penjara ini tidak terlihat dari pelabuhan kecil, dimana 
kapal-kapal pesiar membawa mampir para turis yang in-
gin makan angin tau berbelanja sebelum meneruskan 
ke pulau lain (Wijaya, 2000:654)

The phrase sightseeing is translated into makan angin. Makan angin is an idiom in 
Indonesian which means sightseeing or some kind of activity to see a new thing this is done 
to refresh mind and soul. It can be categorized as a verbal idiom. The process of translation 
from sightseeing into makan angin is called gain of idiom. Since makan angin is an idiom in 
Indonesian.

Data 5
SOURCE LANGUAGE TARGET LANGUAGE

Listening to him, Catherine was felt a poignant 
sadness (Sheldon, 1973:29)

Setiap kali mendengarkan omongan ayahnya, hati 
Catherine bagai diiris sembilu (Wijaya, 1973:198)

In replacing the context felt a poignant sadness, the translator translates the context into 
bagai diiris sembilu.It seems that meaning is not quite equivalent one another but the message 
conveyed from the SL non idiom into the RL idiom has the same idea. In this case, the translator 
has been familiar with the meaning of the RL idiom. She can directly translate the SL non-idiom 
into the RL text is a natural form of the RL.

Data 6
SOURCE LANGUAGE TARGET LANGUAGE

Noelle knew that he would rush to spread the story 
how an actress like her had defied a German gen-
eral (Sheldon,1973:150)

Noelle tahu tentu dia akan menyebarkan cerita bagaima-
na si bintang panggung menolak seorang jenderal Jer-
man (wijaya, 2000,157)

The translator seems to gain an idiom from the context an actress. The idiom is bintang 
panggung. Bintang panggung is also a common idiom in the RL which can re-express the 
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meaning an actress. Bintang panggung is an Indonesia idiom which is form by nouns. The 
translator seems gaining idiom from the Source Language. This is done in order to get a more 
natural expression in the Target Language.

Data 7
SOURCE LANGUAGE TARGET LANGUAGE

Tonight, when I am having supper with my dear 
friend, General hans Scheider, Ishall inform him of 
your behavior this afternoon and she will be furious 
with you (Sheldon,1973:156)

Mala mini saya ada janji untuk makan malam bersama 
jenderal Scheider dan akan saya beritahukan padanya 
tentang kelakukanmu ini. Tentu dia akan naik darah 
mendengar laporanku (Wijaya,2000:216)

From the above comparison, in replacing the context he will be furious, the translator 
translating the context into tentu dia akan naik darah.It seems that she has more concerned with 
the meaning of idioms rather than the linguistic principles of the words compose them.

Data 8
SOURCE LANGUAGE TARGET LANGUAGE

Its raining outside, coporal.I wonder if one of your 
men could find a taxi for us? (Sheldon,2000:157)

Di luar masih hujan, Kopral. Sekiranya salah seorang 
salah seorang anak buahmu dapat mencarikan taksi bagi 
kami berdua? (Wijaya,2000:217)

 This is again, one example of gain idiom. Your men which is a non idiomatic expression 
is translated into anak buahmu which is an idiom expression. It seems that gaining idioms 
frequent happen on translating novel though the amount is not as much as the loss of idioms.

CONCLUSION AND SUGGESTION
After having done this study on Loss and Gain of Idioms in translating novel with the 

reference of a novel “The Other Side of midnight” and its translation in Indonesia
” Lewat tengah Malam” the finding shows that: 

 Some Idioms in English which are translated into Non – idiomatic expressions, those phrase 1. 
are: laid eyes into mengerling, a black tie dinner party into pesta makan malam resmi, a 
wary arms-length relationship into hubungan yang amat jauh, fly into temper translated 
into kemarahannya meledak keluar, could not put his finger on into tidak bisa diungkapkan 
dengan kata-kata biasa, an actress into bintang panggung, again and again into berulang 
kali, drive me up the wall into menjadi gila, gaining ground into memperoleh kemenangan, 
have kittens into bakal marah. All this cases called loss of idioms.
Some non idiomatic expression in English are translated into Idiomatic expression, those 2. 
phrase are: could not be blamed into terkena getah, to memorize into menghapal diluar 
kepala, an easy target into sasaran empuk, sighseeing into makan angin, felt a poignant 
sadness into hati bagai diiris sembilu, an actress into bintang panggung furious into naik 
darah, and your men into anak buahmu.
Mostly the idioms found in the novel are a verbal idioms such as have kittens, drive me up 3. 
the wall, gaining ground, fly into temper. Some of them also can be classified into idiom 
form by a noun phrase such as a black tie dinner party, an actress and a wary arms length 
relationship or an idiom form by a noun followed by preposition such as again and again.
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SUGGESTION
A good translator plays a key role in translating. In her or his hand lay a huge duty to be able to 
have a smooth and a come to live translation. Therefore a translator is an object of never ending 
learning.
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ABSTRACT 
This research is entitled The Implementation of TOEFL-Oriented Learning Center (LC) at English 
Courses in Denpasar and Badung. TOEFL-Based LC is a site where learners can learn and practice 
TOEFL on their own. The activity was aimed at providing the two English courses with model 
for learning TOEFL and exercise modules of TOEFL. There were two English courses involved 
in this research, they were International Language Course (ILC) and Bali Excellent School and 
Training Center. In its implementation, 6 teachers from both institutions were involved to be research 
participants. They were taught the way how to handle LC program. During the training participants 
were given test on their performance. Participants had to demonstrate the way they handle LC 
and had been scored in terms of (1) the way they opened the class, (2) the way they explained the 
materials, (3) the way they closed the class, (4) the language they used to explain things, (5) they 
way they checked students’ work, (6) The way they scored students’ work, (7) they way they gave 
feedback, and (8) their attitude during handling LC. Analysis on their performance showed that both 
grouped of teachers showed good achievement. Of the 8 items tested, the highest average was their 
attitude (8,17) during handling LC. The second highest point of 8,13 was on they way they used 
language, they sored students’ work, and they gave feedback. The lowest average was on the way 
they gave explanation during LC program. However, all teachers gained raising point from test 1, 
2 and test 3. 

Key words: Implementation of LC, TOEFL, English courses 

INTRODUCTION

Various learning models had been implemented in some English courses in Denpasar and Badung to 
improve learners’ English competence. However, those models are considered inadequate to respond to 
learners’ need optimally as they still implement less appropriate learning model. In order to be effective, 
the learning model should appropriately be designed to meet the learners’ goal. Learning is a combination 
of materials, facilities, equipment, and procedures which are interdependent to achieve a goal, such as to 
embody cultured-human being through a process of heritage and to change in learners’ behavior both in 
the form of knowledge and skill and positive attitude and value. (Hamalik, 2001; Tegeh, 2005; Basleman 
dan Mappa, 2011:2). 

Condition occurred in most English courses including ILC and BEST nowadays is that 
the number of people being interested in the course decreases continuously as they cannot 
reach the goal. In the last two years, the number of learners taking TOEFL preparation course 
particularly decrease significantly as the result of in appropriate learning model. The learning 
has still been a conventional one, i.e. the teacher-focused model where teachers take part entirely 
in the learning process without letting learners’ explore experiences themselves. As the result, 
learners could hardly follow the learning and find the learning less meaningful which finally 
result in learners’ low TOEFL achievement. The faced problems can be viewed from three 
dimensions, such as instructor, learner and the institution. From learner perspective, learners 
found difficulty in learning TOEFL as the result of inadequate learning model, the learning was 
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still undertaken classically, academic atmosphere is found less conducive, and could hardly 
understand the lesson completely since limited learning hour, and learners lack of meeting 
session to have a discussion with instructors. From instructor perspective, instructor needs more 
adequate learning model, learning materials is limited and needs developing, instructors were 
less motivated to develop the model, and instructor could hardly motivate learners to practice 
TOEFL more actively. From institution perspective, the institution cannot me motivated to 
promote the TOEFL preparation program and institution performance decreased as a less staff 
creativity. 

There research was aimed to address two problem: they are (1) what is the instructor 
capability in undertaking the course, and (2) What is the implementation of LC in both English 
courses. 

LITERATURE REVIEw
Apart from (Hamalik’s, 2001; Tegeh’s, 2005; and Basleman and Mappa’s, 2011:2) 

clear cut of learning, Dewey also proposed a constructivism theory of learning which is then 
underlying adult learners’ learning model. Constructivism proposes that human beings are 
born with unlimited potency and talent. Thus experience is the core of human life which takes 
them to a growth and maturity. This is in line with what Piaget states that children are born with 
curiosity and continuously show endeavor to comprehend their environment. Their curiosity 
then motivates them to actively draw in their mind about the environment. There is a number 
of criteria used to determine a meaningful learning, such as (1) learners must be active in 
the process of learning, (2) learners have to find themselves through questions they ask to 
gain knowledge, (3) they have to use their critical thinking skill to solve problems, (4) find the 
essence of meaningful learning during the learning process. Piaget develops three steps, they 
are assimilation, accommodation and equilibration. The effort to draw thing in their mind will 
make a learning they undertake is meaningful (Muchitch, 2007:71). He stated that a meaningful 
value can be embodied if learners are given opportunity to explore and experience. Thus the 
learning shall be done naturally. This theory is in line with the concept of student-active learning 
(Budiningsih, 2004:55) which views that learners’ role in the learning is fundamental to lead 
in their success . 

 To support the concept, Vygotsky suggest that the learning should always give scaffolding, 
that is giving assisstance to learners during their learning. Giving assistance is crutial that they 
will be able to solve problems during they learn. The assistance includes direction, motivation, 
elicitation, and warning (Rusmono, 2012:14).

The concept above is very supportive to the development of learning center (LC). Learning 
Center (LC) is site where learners can do the learning individually. In order for it to function 
well, LC must be aquipped with  facilities required. LC developed in both English courses 
provide a number of facilities for learning TOEFL, includng exercise modules of TOEFL, 
cassettee or CD for listening, test book of TOEFL, key, and answer sheet. 

RESEACH METHODOLOGY
 The research was undertaken in both English courses (International Language Course/ 
ILC and Bali Excellent School and Training Center / BEST). Both institutions were chosen 
to be the place where the model was implemented because they have been running TOEFL 
preparation program which still use classical learning. The information was gained with a deep 
interview with the owner and manager of and observation in the institution. 
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 Some initiating steps were done prior to the implementation of the model, including 
preparing exercise module, some supporting tools, such as cassettes or CD for listening, standard 
operating procedure for joining LC, answer sheet, key, and other equipment required. Exercise 
module was divided into three, listening, structure & written expression, and reading. Each 
module is supported with ten series of module. 
 Prior to implementation of the program socialization was done to both institutions by 
handing in the equipment for LC. Afterward, training to instructors of both institutions was 
carried out. There were three instructors in each institution participated in the training on a 
way how to administer LC. The entire number of meeting during the training session were used 
to give instructors global information about LC, workshop, demonstration and evaluation. On 
the evaluation, each instructor was asked to demonstrate the way he/she administers LC. For 
evaluation, each instructor is given mark.     

FINDINGS AND DISCUSSION
Output upon the program implementation can be concluded as follows: (1) LC for learning 
TOEFL was successfully established; (2) there were some facilities successfully provided for 
LC in both institutions, (3) there were trained instructors in charge for LC in both institutions. 
Beneath is achievement of instructor of BEST during T1, T2, and T3. 

Respon-
dent

Opening class Giving information Closing class Language
T1 T2 T3 T1 T2 T3 T1 T2 T3 T1 T2 T3

1 6.5 7.3 8 6.4 7.1 7.9 6.5 7.3 8 6.4 7.3 8
2 6.2 7 7.8 6.1 6.9 7.6 6.2 6.9 7.8 6 6.9 7.8
3 6.2 6.9 7.6 6  6.9 7.6 6.2  6.9 7.7 6.2  6.9 7.7

Means 6.30 7.07 7.80 6.17 7.00 7.70 6.30 7.10 7.83 6.20 7.10 7.83
Increase - 0.77 0.73 - 0.83 0.70 - 0.80 0.73 - 0.90 0.73

% in-
crease - 12.17 10.38 - 13.51 10.00 - 12.70 10.33 - 14.52 10.33

Checking Giving mark Giving feedback Attitude
T1 T2 T3 T1 T2 T3 T1 T2 T3 T1 T2 T3
6.6 7.5 8.2 6.6 7.5 8.2 6.7  7, 2 8 6.5 7.4 8
6.3 7.2 8 6.3 7.2 8 6.3 6.9 7.7 6.2 7 7.8
6.2 7 7.8 6.2 7 7.8 6.3  6.9 7.8 6.2 7 7.8
6.37 7.23 8.00 6.37 7.23 8.00 6.43 6.90 7.83 6.30 7.13 7.87

- 0.87 0.77 - 0.87 0.77 - 0.47 0.93 - 0.83 0.73
- 13.61 10.60 - 13.61 10.60 - 7.25 13.53 - 13.23 10.28

Note: T: teacher

There are eight competences based on which evaluation on instructors’ performance 
was under taken, such as opening class, giving instruction, closing class, checking students’ 
work, giving mark, and instructor’s language use, giving feedback, and attitude. Evaluation 
was carried out three times, that is T1, T2, T3. Based on the table, the lowest increase average 
from T1 to T2 was 7,25% (on giving feedback). It was caused by a condition where giving 
feedback is considered difficult. Apart from the case, competence on language of instructors 
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reached an average of 14,52%, as they were able to deliver information in English. However, 
the achievement decreased on the third test (T3) as it reached the lowest value average 10,00%. 
The highest score obtained at the stage of giving feedback. This was caused by the condition 
where giving explanation on grammar mistakes was felt more difficult than giving feedback 
which does not need knowledge skill. Their achievement can then be explained with bar chart 
as follow.

Similar situation also occurred at ILC as follows. 
Respon-

dent
1. Opening class 2. Giving  Information 3. Closing the class 4. Language use

T1 T2 T3 T1 T2 T3 T1 T2 T3 T1 T2 T3
1 6.6 7.4 8.2 6.5 7.2 8 6.7 7.4 8.2 6.5 7.4 8.3
2 6.4 7.2 8 6.3 7 7.9 6.5 7.1 8 6.3 7.2 8.1
3 6.3 7 8 6.3 6.9 7.9 6.5 7 8 6.3 7.2 8

average 6.43 7.20 8.07 6.37 7.03 7.93 6.57 7.17 8.07 6.37 7.27 8.13
Increase - 0.77 0.87 - 0.67 0.90 - 0.60 0.90 - 0.90 0.87

% in-
crease - 11.92 12.04 - 10.47 12.80 - 9.14 12.56 - 14.14 11.93

5. Checking works 6. Giving mark 7. Giving feed back 8. Attitude 
T1 T2 T3 T1 T2 T3 T1 T2 T3 T1 T2 T3
6.6 7.5 8.3 6.7 7.5 8.3 6.5  7, 4 8.2 6.6 7.5 8.3
6.4 7.3 8 6.4 7.3 8.1 6.3 7.1 8.2 6.4 7.4 8.2
6.4 7.3 8 6.3 7.3 8 6.2 7.1 8 6.3 7.4 8
6.47 7.37 8.10 6.47 7.37 8.13 6.33 7.10 8.13 6.43 7.43 8.17

- 0.90 0.73 - 0.90 0.77 - 0.77 1.03 - 1.00 0.73
- 13.92 9.95 - 13.92 10.41 - 12.11 14.55 - 15.54 9.87

The table shows that ILC instructors’ highest average after T1, T2, and T3 was on their 
attitudes during administering LC (8,17%), while giving information was 7,93%.  The data 
indicates that they still have difficulties in giving information about grammar part and strategies 



e 417   f 

Proceedings 
Teaching and Assessing L2 Learners in the 21st Century

to answer TOEFL. This obstacle also affect their attitude. However, the highest percentage 
was on giving feedback (14,55%) and the lowest percentage was on their attitude during 
administering LC (9,87%). Their competence improvement in carrying out the program can be 
seen in the diagram below. 

CONCLUSION AND SUGGESTION
Teaching TOEFL with self-directed learning model should importantly be undertaken. 

Instructors trained for LC program administration fully agreed on the program development as 
it is trusted to be able to contribute to some effects, such as (1) to improve academic atmosphere 
to be more conduscive as learners are motivated with meaningful learning, (2) to motivate 
instructor to do the learning since it can improve learners’ achievement, (3) to trigger instructors 
to continuously develop their ideas to embody new, better and more responsive learning model 
in the future. In general it can be concluded that instructors’ competence had been improved. 
However, it is suggested that institutions should support financial assistance to the program in 
order for it to run successfully.
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