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Foreword
This year, 2021, is my second opportunity to write a foreword, notably to honor
Prof. Ali Saukah and Prof. Adnan Latief, who have retired as faculty members at the
Department of English, Faculty of Letters, Universitas Negeri Malang (UM). Both
professors have dedicated their lives to the nation for more than 40 years of their
career, educating teachers and students, sharing knowledge, researching and
developing expertise, and publishing works in the field of English language
teaching. They have spent most of their time and energy reading, thinking, working,
and helping others. I dedicate these special remarks to both of them within two key
words: similarities and differences.
Prof. Ali Saukah and Prof. Adnan Latief are similar in some ways. Concerning
their educational background, both of them graduated from the same university,
The University of Iowa, USA, for their Master’s and doctorate degrees, at the same
time, 1986 and 1990 respectively. They are also interested in similar fields: English
language education, assessment, and curriculum. They have taught similar courses,
such as, research method, assessment and evaluation, curriculum, and statistics, for
both undergraduate and graduate students. At UM, both had important roles in the
development of the institution: Prof. Ali Saukah was once the director of the
graduate program, and Prof. Adnan Latief had served as a vice rector. As individuals,
they have similar personality in terms of their love for their family and their
keenness to help others.
Apart from the similarities, they also have some differences. For me, Prof. Ali
Saukah tends to be more straightforward in addressing his concerns and is very
objective, while Prof. Adnan Latief is a little more on the lenient and tolerant sides.
Regarding their active contribution to the development of national education, they
have focused on different roles. Prof. Ali Saukah has been an active member of BSNP
(Badan Standar Nasional Pendidikan – Board for National Standards of Education) and a
facilitator in national workshops on journal management and journal publication.
Meanwhile, Prof. Adnan Latief has been actively involved as an assessor in the BANPT (Badan Akreditasi Nasional Perguruan Tinggi – National Accreditation Board for
Higher Education) and is often invited to workshops for accreditation preparation.
In tems of their social media activity, one unique difference is that Prof. Ali Saukah
is now actively sharing his knowledge and ideas on YouTube, while Prof. Adnan
Latief is sharing his thoughts more actively on Facebook.
All in all, both professors are our beloved teachers. They have significantly
contributed to the development of English language education in the country. Their
knowledge and ideas have been very useful and inspiring for us. To recognize their

iv | Foreword
dedication and honor their contribution, we publish this festschrift, an edited book
consisting of chapters written by colleagues from the Department of English UM
and other reputable universities. I do hope this book will be a collection of inspiring
ideas and a symbol of a good rapport between us and Prof. Ali Saukah and Prof.
Adnan Latief.

Malang, June 2021
Suharyadi
Head, Department of English FS UM
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Editors’ Preface
This festschrift is dedicated to Prof. Ali Saukah and Prof. M. Adnan Latief to
acknowledge their great contribution to the field of ELT. It is a token of our sincere
appreciation for the knowledge and experience they have generously shared with
their students and colleagues, including us, the editors, and all contributors to this
edited book.
This festschrift consists of 15 chapters written by a total of 30 academics from
within the Department of English, Universitas Negeri Malang, and from other
universities in Indonesia and overseas, including National Institute of Education,
Nanyang Technological University, Singapore, Thammasat University Thailand,
Petra Christian University, Universitas Sebelas Maret Surakarta, Universitas
Nasional Karangturi Semarang and Universitas Gajayana Malang. We gratefully
thank all the authors for their invaluable contributions as well as their dedication
and commitment during the preparation of this festschrift.
This festschrift is titled The Changing Face of ELT as it aims to contribute ideas to
address the ever-evolving needs and challenges of English Language Teaching
amidst the increasingly globalized world. The festschrift was also prepared and
published during the time when the world was shaken by a pandemic that has
impacted all aspects of life including, in particular, education and teaching and
learning. Some chapters in this festschrift have specifically discussed lessons learnt
in the context of ELT during the pandemic situations.
The festschrift consists of five sections which represent themes that are in line
with the areas of interests of both Prof. Ali Saukah and Prof. M. Adnan Latief. The
five sections or themes are Literacy, Teacher Education, Teacher Professional
Development, Curriculum, and Assessment. The following is an overview of the
chapters within each of the five sections.
The first section on “Literacy” includes two chapters. The first one is written
by Willy A Renandya, Supong Tangkiengsirisin and Flora Debora Floris. They
discuss in their chapter the connections between reading and writing, how reading
can potentially support writing, and, more importantly, how teachers and students
can work together to bridge the reading-writing gap by making use of such relevant
theories as genre-based theory of language and language learning theories, i.e., the
input and noticing hypotheses. The other chapter by Helena I. R. Agustien is based
on a study she conducted in a junior high school in Semarang within the context of
learning from home as the pandemic started to hit the city. She observed the literacy
practices that happened during online lessons which involved written
communication with no visual interactions. Despite the confusions due to the
abrupt change of learning mode, she found a silver lining in terms of the
development of the students’ language and their multimodal literacy.
The second section in the festschrift takes on the theme “Teacher Education”.
All five chapters under this theme are concerned with the education and training of
pre-service teachers in the Indonesian context and how the quality of the program
can be ensured and continually improved. The first chapter is written by Siti
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Muniroh. She presents in her chapter an analysis of how the important notion of
critical thinking is articulated in the policies for EFL teacher education in
Indonesia. Her findings provide some feedback that could inform policy
improvements. The next chapter by Joko Nurkamto discusses an empirical study
he conducted to gauge students’ feedback on their online teaching-learning
experience during the pandemic. He arrived with findings that would be beneficial
for the improvement of instructional practice and policies.
The other three chapters under the theme “Teacher Education” concern the
teaching practicum of pre-service teachers. The chapter written by Mirjam
Anugerahwati investigates the perceptions of the students in an undergraduate
English language education program on how well the courses on ELT they had
taken prepared them for the teaching practicum. The study also gained feedback
from the students on the necessary improvements to make with the contents and
delivery of the courses. The following chapter by Bambang Yudi Cahyono and
Zhenita Deliany report a study on student teachers’ use of English as a medium of
instruction (EMI) in a suburban school. Through the study they identified the
student teachers’ challenges in using EMI and provided a recommendation
accordingly for teacher training institutions to better prepare their student teachers
to overcome such challenges. The last chapter by Siti Muniroh, Syamsul Hadi,
Maisyaroh and Purnomo is also concerned with student teachers’ practicum; more
specifically, it addresses the issue of how reflective practice can be effectively
promoted during the teaching internship. For this aim, the authors proposed a
supervision model combining clinical supervision and lesson study.
The third section in the festschrift addresses the theme “Teacher Professional
Development” with two chapters discussing studies involving in-service teachers.
The first chapter is written by Sri Rachmajanti and Gunadi Harry Sulistyo based
on their study on teachers’ perceptions of Literature Circle Strategy after the
teachers followed a series of workshops on the strategy. The findings revealed the
strengths, challenges, opportunities and threats of the strategy seen from the
teachers’ point of view. The other chapter by Nova Ariani, Sri Rachmajanti and
Hasti Rahmaningtyas discusses the results of the authors’ study on the successful
implementation of a training on process-oriented writing to improve in-service
teachers’ writing competence and their ability to teach writing.
The fourth section in the festschrift contains three chapters that deal with the
theme “Curriculum”. The first one is written by Novi Prihananto and Harits
Masduqi. Their chapter presents a critical review of the communicative approach in
the five curricula of English subject in Indonesia and provides some
recommendations to policy makers and curriculum developers for the improvement
of the secondary school English curriculum in Indonesia. The next chapter by
Suharyadi also discusses a topic related to the curriculum of English subject for
Indonesian secondary schools. In this case, he talks about the concepts of genre and
text type in light of relevant literature. The chapter is aimed to contribute to
improving teachers’ understanding of the genre-based approach in the curriculum.
The other chapter under the theme “Curriculum” is written by Nur Hayati, Maria
Hidayati, Utami Widiati, and Suharmanto. The chapter reports a study that aims
to revisit and improve the expected learning outcomes (ELOs) of a four-year
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undergraduate English language education study program by examining the needs
and feedback of relevant stakeholders. The findings are important for the
development and review of the program curriculum and to ensure constructive
alignment between the ELOs and the curriculum, instruction and assessment in the
program.
The last section in the festschrift is concerned with “Assessment”. There are
three chapters written under this theme. The first chapter by Sintha Tresnadewi,
Sri Rachmajanti and Francisca Maria Ivone is based on a study they conducted
concerning the development of English prociency test for English teachers in
Indonesia. The findings inform policy improvement in the efforts to continually
ensure the quality of English teachers in the country, particularly in terms of their
English language proficiency. The next two chapters under the theme are about
assessment of writing. One is written by Nur Mukminatien, Rahmati Putri
Yaniafari, Niamika El Khoiri, and Meilisa Sindy Astika Ariyanto. They present in
their chapter the development of a genre-based scoring rubric to assess writing and
the measurement of the rater reliability for the assessment using the rubric. Under
certain conditions, the assessment using the rubric was found to be reliable, bearing
implications for the benefits of using a rubric based on genres in assessing writing.
Their findings contribute to improving writing assessment and teacher practice.
The other chapter on the assessment of writing, which is also the last chapter in the
festschrift, is written by Anik Nunuk Wulyani. More specifically, she discusses
automated measures of L2 writing, in this case, the use of the Coh-metrix tool. Her
study found that the tool is potentially powerful to assess writing particularly in
terms of cohesive devices and lexical knowledge, and to facilitate learning from the
comparisons between L1 and L2 texts.
Last but not least, our immense gratitude once again goes to all the
contributors for giving their thoughts, time and energy to writing and revising their
chapters. Without their dedication and commitment, the project would not be
possible. We do hope this festschrift will be useful to the ELT community and could
serve as a nice reminder of the inspirations and lessons shared by Prof. Ali Saukah
and Prof. M. Adnan Latief.

Melbourne and Malang, June 2021
Festschrift Editors

Nur Hayati, Suharyadi, Sri Andreani, and Utari Praba Astuti
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“If reading and writing really were identical and not just similar, then…everything learned in one
would automatically transfer to the other”
(Fitzgerald & Shanahan, 2000, p. 43).
Abstract
Research shows that reading and writing are closely connected. Students who can
read well can be expected to write well. However, repeated observations show that
this is not always the case. Students who have developed an advanced reading
ability often continue to experience difficulty when they try to express themselves
in writing. This chapter first discusses oft-cited sources of students’ writing
difficulties, which typically involve difficulties at the linguistic (e.g., vocabulary,
grammar and text structure) and cognitive levels (e.g., selecting relevant contents,
connecting different parts of the writing).The next part of the chapter explores the
relationship between reading and writing in detail, highlighting areas that need to
be linked more tightly together. The last section presents an instructional model
that promotes more efficient input processing and focused noticing of linguistic
features found in the target text. The model also encourages student writers to
engage in writerly reading and readerly writing to further strengthen their writing
proficiency.
Keywords: reading and writing connection, L2 reading, L2 writing, ELT

Introduction
To beginning second or foreign language learners, all four language skills of
listening, speaking, reading and writing can be equally demanding. This is not
surprising as beginning language learners have to acquire a completely new
linguistic system that is often vastly different from their native language. Consider,
for example, a Thai student learning English as a foreign language. The Thai writing
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system is completely different from English so Thai students need to learn a whole
new set of the English writing system. Thai is a syllable-timed language, i.e., each
syllable receives equal amounts of stress. English, on the other hand, is a stresstimed language, i.e., different syllables receive different amounts of stress with some
receiving no stress at all. There are many other differences between the two
languages, which can add a substantial learning burden for students at the early
stages of learning English.
However, as these learners move up the proficiency scale, they find that the
two receptive skills of reading and listening are quite manageable. They become
more skilful in dealing with a variety of spoken and written text, i.e., they can read
and listen to academic and non-academic texts with a fairly high degree of
comprehension. This is often demonstrated by their performance on standardized
second language proficiency tests (e.g., TOEFL or IELTS). For advanced level
students, it is not uncommon to see scores in the IELTS 8 -9 bands. But the other
two skills, speaking and writing, continue to be quite demanding. They continue to
speak haltingly and often fumble to find the right words to express their thoughts
and ideas, in particular when the topic is quite abstract and complex.
The most demanding skill for students at this level of proficiency is writing.
Their writing skills seem to be stuck at the B1 – B2 range and progress beyond this
level seems to be very slow and difficult. As faculty involved in screening
applications from international students, we have seen a wide range of their English
proficiency test scores. The majority have an acceptable overall IELTS score of 7.0 or
7.5 (the minimum requirement for admissions into a graduate programme), but
closer inspection reveals higher scores on the reading and listening sections of the
test and lower scores on the speaking and writing tests. Their writing scores tend to
hover in the 6.0 and 6.5 range. Only a small number are in the IELTS 7.0 – 7.5 bands.
The 2018 IELTS test performance data (https://www. ielts.org/research/testtaker-performance) confirm our observation that the average writing scores for
both the academic and general IELTS tests are lower compared to the other three
skills. For the academic test, the average writing score is around 5.5, while the
listening, reading and speaking scores are around 6.0 – 6.3. For the general test, the
writing score is slightly higher, at around 6.1-6.2, but lower compared to the other
skills, around 6.5 to 6.8.
A pertinent question for language teachers and researchers to ask is this: why is
writing lagging behind the other three skills for students at the more advanced level
of proficiency? To address this question, we need to examine the nature of writing
and explore its key characteristics that make it difficult for students to acquire.

Why Is Writing Difficult?
It is no exaggeration that writing is perhaps one of the most linguistically and
cognitively demanding language tasks. It is difficult for both L1 and L2 learners,
perhaps more so for the latter than the former. We outline below some of the key
characteristics of writing that can place a great deal of demand on the writer
(Hyland, 2019; Lewis, 2009).
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• Unlike spoken language which allows variations in style and format, written
language is more structured (or even rigid) in terms of content, organization and
language.
• Written language tends to be formal, characterized by the use of standard forms
of grammar, sentence structure and vocabulary.
• Writing is context independent which means that writers rely solely on the text
they have written on the printed page or computer screen. In speech, speakers
use their voice, body language and contextual factors to communicate with their
listeners.
• Sentences are typically longer and more complex in writing than in speaking.
Standard text signalling or connecting devices, such as, however, as a result,
therefore, in addition, are often used to connect ideas within and between sentences
and paragraphs. These text signals help the writer present their thoughts more
coherently and help the readers navigate the text smoothly.
• Writers have to choose words carefully, making sure that they carry the
intended meanings clearly and accurately. In speech, people can use words with
loose meanings (e.g., stuff like that, the thing I said before, etc.) as the context can help
explain what these words mean.
• Presenting the contents of an essay is also challenging. Writers must have good
understanding of the needs of the audience so that they can include just the right
amount of information in the essay.
• Academic writing poses greater difficulty to L2 writers. Not only do they need
demonstrate disciplinary knowledge, they also need to strictly follow the rather
complex rhetorical structures that characterize a piece of scientific essay (e.g.,
referencing style, standard format of writing the different sections of a research
report).
• Writing is laborious and painfully slow. It requires sustained physical and
mental effort. Student writers have to plan, write, revise and proof-read their
essay before it is submitted or published.
In short, writing is both cognitively and linguistically demanding. For EFL
student writers whose proficiency is still at the lower end of the scale, writing can
also be emotionally taxing, a source of anxiety and frustration. Park’s (2020) recent
study shows that the pressure of writing academic essays that emphasizes linguistic
accuracy led to decreased confidence and increased anxiety among her college EFL
students. She suggested that frequent free writing (a form of extensive writing) that
focuses more on contents rather than forms can help alleviate students’ anxiety and
might in fact help improve their overall writing fluency.
Due to the importance of writing for students’ academic achievements and also
the fact that many students have difficulty with writing, the field of L2 writing
continues to attract a lot of research attention. L2 writing researchers have
investigated a wide range of topics such as the following (see Pelaez-Morales, 2017,
for details):
• examining different approaches to teaching writing (e.g., process writing and
genre-based writing)
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• exploring the benefits of different writing approaches to diverse groups of
students learning English in diverse contexts
• experimenting on different ways of providing feedback to students’ writing
• examining different curricular models for the teaching of writing in schools and
universities
• exploring issues to do with such things as writer identity, authorial voice,
cultural dimensions of writing, etc.
• examining the relationship between reading and writing
The last bullet point above is the focus of this chapter, i.e., examining the
connection between reading and writing. We are interested in exploring in some
depth the link between these two skills, in particular on how reading can lead to
better writing. We know, as all of you do, that they are related, but what is the
nature of their relationship? Is it a reciprocal relationship, i.e., that reading affects
writing in the same way that writing affects reading? Is one a pre-condition for the
other to happen, i.e., does reading precede writing? Is reading a causal variable, i.e.,
does more reading result in improvement in writing?

What Does Research Tell Us about the Reading
and Writing Connections?
Years of research into the link between reading and writing tell us about the
close, but not perfect, relationship between reading and writing. We summarize
some of the key research findings below, in particular those that are of relevance to
the discussion in our chapter here (Fitzgerald & Shanahan, 2000; Grabe, 2001;
Hirvela, 2004; Hyland, 2019; Lee & Scharlett, 2016; Tsai, 2006).
• Reading is closely related to writing, so much so that some would say that they
represent two sides of the same coin.
• Reading can improve writing; writing can improve reading.
• Children learn how to read first and then to write (in that order, at least
initially).
• If a child can’t read, they also can’t write.
• Good readers tend to be good writers (but not always).
• Readers can be more strategic so that they can learn the contents and
simultaneously acquire the rhetorical, syntactic and lexical features that the
author used.
• Reading and writing should not be treated as separate skills; instead, they
should be integrated and taught together in a single course.
The writing benefits that students can enjoy from reading are widely
acknowledged by writing scholars. Summarizing decades of research on how
reading contributes to wring development, Stotsky (1995) observed that “reading
experience would seem to be the chief source of a developing writer’s syntactic,
generic, and lexical knowledge” (p. 773).
However, research also tells us that reading does not automatically lead to
good writing. Fitzgerald and Shanahan (2000), among others, observe that “If
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reading and writing really were identical and not just similar, then…everything
learned in one would automatically transfer to the other” (p. 43).
• Reading and writing are not identical cognitively, affectively and behaviourally.
• Reading is ‘receptive’; writing is ‘productive’; receptive knowledge does not
automatically translate into productive knowledge.
• L2 learners need to learn to transition smoothly from the reading mode to the
writing mode. This process takes time and effort.
• Even more advanced language users need to learn how to write more accurately,
fluently and coherently.
It is not difficult to verify the research findings above, in particular on the link
between good readers and good writers. Teachers whom we have met in our
seminars and works would readily acknowledge the close connection between the
two. Our own observations also show that both students and teachers who read a
great deal tend to develop greater facility in writing. In addition, the more they read,
the easier it is for them to put their thoughts in writing. An English teacher from
Vietnam who was an avid reader recounted her experience with self-selected
pleasure reading (also known as extensive reading) and concluded by saying
“reading makes reading and writing easier” (Nguyen Bach Nga, personal
communication). Note that the keyword here is ‘easier’, not ‘easy’ which means that
while reading provides a crucially important source of rhetorical and language input
(which makes writing easier), students need to further develop their writing skills
through guided or independent practice. For the latter, we are reminded of the
advice given by Hemingway that like any other skills, daily practice is
indispensable. In Hemingway’s words: “I write every morning”.

How to Bridge the Reading-Writing Gap?
Decades of research have provided important insights on the connection
between reading and writing; however, we are nowhere close to developing a
complete understanding about the reading-writing relations. Some of the key
researchers in the field of L2 reading and writing connections (e.g., Grabe, 2001;
Hirvela, 2004) state that a comprehensive and definitive theoretical model is
currently not available; but they suggest that we can draw important ideas from
available research and use them as a guide for teaching. We agree fully with them,
but would suggest that we also draw on our own experience as literacy teachers
and writers to help us fill the missing puzzles.
We outline below five key factors that we believe would need to be considered
when we try to help students transition smoothly from reading to writing. Table 1
below provides a quick summary of these five factors.
Table 1. Five Key Factors to Link Reading and Writing
No.
1
2
3

Factors
Theory of language
Theory of language
learning
Teacher Role

Description of factors
Genre theory
Input and noticing hypotheses
Use approaches that promote incidental and
intentional learning
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No.
4
5

Factors
Student Role
Language proficiency
threshold

Description of factors
Use strategies of good readers and writers
Upper intermediate level (around B2 level)

Theory of Language
There are many theories of language and it is beyond the scope of this chapter
to explore all of them here. Richards and Rodgers (2014) discuss a number of
language theories that have influenced the development of the language teaching
methods and approaches in ELT. These include the structural, cognitive, functional,
sociocultural, interactional, lexical and genre models of language. Communicative
language teaching approaches, for example, were inspired primarily by the
functional and interactional theories of language. Michael Lewis’ (1993) lexical
approach, as the name suggests, is based on the lexical view of language. The genre
theory has given rise to the popularity of the genre-based pedagogy.
We feel that the genre theory seems to be the most suitable for the purpose of
our chapter. It is a well-articulated theory of language that draws on the work of
Michael Halliday and his colleagues in Australia. The theory has also been
translated into a genre-based or text-based approach to teaching language, which
continues to be widely used in a number of language teaching contexts (e.g., EAP,
CLIL and Text-based teaching). The main tenets of the theory are summarized
below (Feez, 1998, p. 5, cited in Richards and Rodgers, 2014):
• Language is a resource for making meaning.
• The resource of language consists of a set of interrelated systems.
• Language users draw on this resource each time they use language.
• Language users create texts to create meaning.
• Texts are shaped by the social context in which they are used.
• The social context is shaped by the people using language.
In a nutshell and in more practical terms, it is a theory of language that
considers a piece of written text in terms of its purpose, audience, context and
language features. The first three elements, i.e., purpose, audience and context,
determine the way the text is organized and the grammatical and lexical features
that are commonly used. For example, a narrative text is written for entertainment
purposes. It is typically organized around five elements, i.e., the characters, setting,
plot, conflict and resolution, narrated in some chronological fashion. A story can be
told in many different ways, but these typical elements are normally present.
Typical language features we often see include the past tenses, time sequence
markers, direct and indirect sentence structures, etc.
The theory allows us to classify different text types according to their social
purposes and also the distinctive language features and conventions associated with
them. There are numerous text types (both oral and written), but for language
teaching purposes, a small number has typically become the focus of instruction.
These include recounts, procedures, descriptions, reports, explanations and
expositions. What is important to note here is that typical patterns of organization
and recurring grammatical and lexical features associated with these text types can
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be singled out for focused instruction, thus giving students opportunities to acquire
these important text features (Hyland, 2019).
One last point to note is that texts are culturally bound. The texts we read or
write usually reflect the cultures where they are created. For example, business
emails are written differently by writers from different cultures. As readers, we
should understand what writers from other cultures try to convey (both directly
and indirectly) through their writing and communicative styles. However, as
writers, we can use our styles (based on our cultures) but make sure we can get our
message across internationally and interculturally. This ties in with recent trends in
ELT that stresses the importance of using language that is internationally
comprehensible and socio-culturally acceptable.

Theory of Language Learning
The ELT professional literature is replete with theories that attempt to explain
how children and adults acquire, extend and maintain language proficiency. Some of
these theories are short-lived (e.g., behaviourism) while others are still in use and
continue to be used as theoretical frameworks for researching language acquisition
(e.g., comprehensible input, social constructivism). We discuss below two SLA
theories (comprehensible input and noticing hypothesis), that could be used to help
us understand better the connection between reading and writing.
The input hypothesis states that language learning happens when students
receive large amounts of comprehensible and interesting language. Three things are
worth highlighting. First the theory posits that input is the sine qua non of language
acquisition, i.e., it is a precondition for language learning. Without input, language
learning simply cannot happen. Second, for optimal effect, students need to be
surrounded with massive amounts of language, which, in practical terms, means
daily exposure to easy and interesting language. Over time, students will have seen
and internalized the numerous language features and rules present in the input.
Krashen (1984) for example puts forth the following argument:
If second language acquisition and the development of writing ability occur in the
same way, writing ability is not learned but is acquired via extensive reading in
which the focus of the reader is on the message, i.e., reading for genuine interest
and/or for pleasure. Just as speech is hypothesized to be a result of comprehensible
input, the ability to write is hypothesized to be the result of reading. Moreover,
when enough reading is done, all the necessary grammatical structures and
discourse rules for writing will automatically be presented to the writer in
sufficient quantity. (p. 23)

The other SLA theory that could help link the reading-writing relations is
Schmidt’s noticing hypothesis (2010). The main theoretical claims of this theory can
be summarized below:
• Input is important but not sufficient.
• Learners need to consciously notice the language features present in the input.
• Noticing allows learners to turn input into intake, which after further processing
gets incorporated into the learners’ acquired linguistic system.
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While most people agree that noticing is central to language learning, the
theory does not provide detailed information about the amount and intensity of
noticing, which is critically important to consider when we work with lower
proficiency L2 learners. Too much noticing can have adverse effects, resulting in L2
students experiencing information overload. For them, comprehending the contents
alone is already quite challenging and takes up a lot of their attentional resources.
Doing both, comprehending and noticing, might add to their learning burden.
It is therefore important to strike a good balance between the two; instead of
asking students to attend to every single language feature and rule, teachers can
engage students in more focused noticing. When teaching a recount, for example,
teachers can first direct students’ attention to the rhetorical structure (e.g.,
orientation, record of events in chronological order, reorientation and coda). Once
students are familiar with this typical pattern of organization, the teacher can guide
students to notice typical language features of recounts (e.g., the past tense,
personal pronouns, indirect speech).
Two models that connect reading and writing have been proposed in the
literature: the direct and indirect models (Hirvela, 2004). The indirect model
suggests that reading alone provides sufficient language input for students’ writing
development. Following an extended exposure to language input via extensive or
pleasure reading, students’ writing skills will gradually bloom. This model draws
heavily on the input hypothesis.
The indirect model, on the other hand, suggests that reading alone is not
enough. Reading increases students’ reading skills, but not necessarily their writing
skills. To improve on their writing, they need to consciously attend to the
rhetorical, syntactic and lexical features that authors use to present their contents
so that they can use these in their own writing at a later time. As we can see, this
model is informed by the noticing theory, i.e., without noticing, students will not
learn much from the input.
We believe the two models can be combined. Renandya and Day (2020), for
example, suggest incorporating extensive reading in a writing course. Before
students start writing an argumentative essay on eco-tourism, for example, the
teacher can first highlight key rhetorical and language features of this text type. A
set of relevant reading materials on ecotourism can then be assigned to students for
focused reading. More specifically, students are guided to read the texts in a
‘reading to write’ manner (Hirvela, 2004, p 110), i.e., reading not only for information
but also for the language features of the text.

Role of the Teacher
It should be clear from the previous discussion that a reading teacher should
also be a writing teacher. This is so that the teacher can connect the two in a more
coordinated manner. As Kroll (1993) writes, “Teaching writing without teaching
reading is not teaching writing at all (p. 75)”. We can extend this by saying:
teaching reading without teaching writing is not teaching reading at all. Reading
and writing are so closely related that people now use the term literacy to refer to
the teaching of reading and writing.
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Armed with a good understanding of a theory of language (genre theory), and
language learning theories (comprehensible input and noticing hypotheses), the
teacher can use pedagogical approaches that promote incidental learning via
extensive reading and intentional learning via explicit and systematic teaching of
textual features. A lot has been written about extensive reading and its numerous
language learning benefits (see Ng et al., 2019; Renandya & Day, 2020), so we will
focus more on the genre-based pedagogy that systematically links the genre theory
and the noticing hypothesis.
Those of us who have used the genre-based pedagogy are familiar with the
standard procedures outlined below.
• Building knowledge about the target text. This simply means explaining the social
context and the purpose for which the text is written.
• Modelling and deconstructing the text. This refers to the teacher showing model texts
and highlighting key language features.
• Scaffolding and joint construction. Here, additional guidance is provided before
students write their own text.
It is the second step, modelling and deconstructing, that links with the
noticing hypothesis. By drawing students’ attention to the way the text is organized
and written, we are essentially telling the students to pause and think when they
look at the model text so that they can make a conscious link between the what
(contents) and the how (language), i.e., what linguistic resources and choices that
author used to produce the text and whether and to what extent they have been
successful in communicating the message in the most efficient, eloquent and
coherent manner. When systematically done, we believe that there is a good chance
that students may be able to express themselves in writing using the language
features that they have attended to during classroom instruction.
Once students are ready to engage in independent writing practice, the teacher
continues to play an important role. This is because writing often involves several
rewritings. During this process, the teacher can provide focused feedback on
students’ draft essays, pointing out both the strengths and weaknesses of their
writing. The teacher can also encourage students to seek feedback from their peers
and also learn how to critically assess their own writing.

Role of the Student
To become good writers, students need to become good readers. This
statement flows from our earlier discussion on the two models (i.e., direct and
indirect models) that connect reading and writing. The indirect model basically
suggests that best ways to become good readers is by reading extensively in the
language. The direct model suggests that students need to engage in writerly
reading to learn the linguistic resources that writers use to produce their text.
We describe below some activities that can help students consciously and
systematically attend to both the contents and the language.
• First, read a text like a reader. Students should first read a text for meaning,
focusing on key ideas and important details. They can do this one or twice,
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depending on the text they are reading. Reading an academic text for example
often requires several readings for deeper comprehension.
• Second, read a text like a writer. This type of reading is also known as ‘mining or
writerly reading’ (Hirvela, 2004, p. 110). This is where students need to apply the
‘pause and think’ technique we mentioned earlier. Their role here is not just as a
spectator, but as a participant who actively mine rhetorical, linguistic and lexical
features in the text (Hirvela, 2004).
• Third, write like a reader. Textual coherence is usually determined by the reader.
For a text that we create to be coherent, we need evaluation or judgement from
the reader. Writing then should be reader-based, and student writers should
keep in mind who their target audience is. As well as being a writerly reader, a
student should also be a readerly (or reader-oriented) writer (Myhill et al.,
2020).
When reading an abstract of an academic journal article for example, students
should pay attention to its overall structure. The first sentence often provides the
context of the study, the second sentence is about the purpose of the study which is
then followed by the research methodology (i.e., participants, instruments,
procedures), then results and implications. They should also notice the words,
sentence structures, the tenses and other relevant language features.
Students will soon find that abstracts tend to be written in a rather formulaic
manner. They will start noticing and remembering common phrases and
expressions that writers use to craft their abstract. In time, they will be able to use
these in their own writing. If they need further help, there is a very
useful website that compiles hundreds of formulaic phrases and sentences found in
academic writing. When introducing the importance of their research topic and
inadequacy of past research, authors often use the following formulaic expressions
(Source: http://www.phrasebank.manchester.ac.uk/).
Importance of your research topic
A key aspect of X is …
X is of interest because …
X is a classic problem in …
A primary concern of X is …
X is an important aspect of …
X is at the heart of our understanding of
Inadequacy of past research
Previous studies of X have not dealt with …
Researchers have not treated X in detail.
Most studies have only focused on …
Such approaches have not addressed …
Past studies are limited to local surveys…
Most studies failed to specify whether …
Once students have developed deeper understanding of key rhetorical and
syntactic features, they would need to engage in extensive writing practice, which
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can be done in the classroom under the guidance of the teacher, or out of the
classroom where students do their independent writing practice. As we pointed
earlier, daily writing practice is needed to help students write more fluently,
accurately and coherently.

Language Threshold
The ideas we outlined above are generally applicable to students of different
proficiency levels. Regardless of their proficiency levels, they can benefit from a
systematic switch from a meaning-focused to form-focused mode of language
learning; from a semantic to a more syntactic mode of processing. However, for
academic writing, which is linguistically and cognitively more challenging than
other types of writing, a certain level of proficiency may be needed. Higher
proficiency students (B2 or C1) would benefit more from the noticing ideas
discussed here. The reason is simple. These students have already had sufficient
academic and linguistic background knowledge. What they need to do is to set
aside their spare attentional resources to attend to important language features that
writers use in the different sections of their academic papers. Further research is
needed to determine the more precise threshold of proficiency above which EAP
students would find writerly reading beneficial for their academic writing
development.

Conclusions
We have discussed the relationship between reading and writing focusing in
particular on how the former can be used as a springboard to develop the latter. In
order to bring the two closer together, we suggested that we consider the genrebased theory of language and two well-established language learning theories, i.e.,
the input and noticing hypotheses. We conclude our discussion by offering the
following pedagogical recommendations.
First, reading and writing should not be treated as two separate skills and
taught in two separate courses. Students can learn more from an integrated literacy
course under the guidance of a capable literacy teacher. This integrated course
should ideally be taught by a teacher who is knowledgeable about the reading and
writing. Alternatively, two teachers, one with expertise in reading and the other in
writing, can co-teach the course. Second, a good literacy teacher should also be a
good reader and writer. This way they can become a source of inspiration for the
students and promote a healthy reading and writing culture. Third, to get optimal
language learning benefits from the indirect model that connects reading and
writing, students need extensive exposure to comprehensible and compelling
language input. The best way to do this would be to implement an extensive
reading and writing programme.
Fourth, to enjoy the full benefits of the direct model, students need to engage in
writerly reading, noticing key textual features commonly associated with a specific
text type (e.g., fiction or non-fiction). They should then consciously use these
features when they write their term papers or when they write for other purposes
outside the classroom. Fifth, research shows that explicit teaching of rhetorical
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features and conventions can best be done through modelling, on-going scaffolding,
guided and independent practice. In addition, teachers should not only teach the
what and the how of noticing, but also the why of noticing writers’ linguistic
resources.
Finally, there are no standard procedures for solving students’ writing
problems, nor are there fixed procedures for developing their writing competence
through reading. Teachers would need to experiment with different ways of helping
students bridge the gap between reading and writing. These involve having ongoing conversations about students’ writing problems, consulting senior colleagues
or writing experts, reading up on the professional literature or attending writing
workshops and conferences.
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Abstract
Due to the COVID-19 pandemic, school children have been abruptly forced to stay
home since March 2020. Staying home means learning all school subjects from
home in the absence of teachers, friends and other supporting facilities that scaffold
the normal school activities. Students as well as teachers have been grappling with
the new reality and nothing could have prepared them for this sudden change. The
only option to carry out long distance teaching and learning is by using
communication technology for those who have access to information technology.
This chapter will describe how learning from home was conducted by a science
teacher who used Google Classroom platform to do the teaching that was done
almost entirely through the written language. A survey of the school contexts in
which the online classes unfolded was also explored in order to better interpret the
classroom phenomena under study.
Keywords: COVID-19 pandemic, language literacy, multimodality, Google
Classroom

Introduction
In March 2020, Corona virus, known as COVID-19, hit the city of Semarang as
well as the other major cities in Indonesia. To prevent the spread of the virus, the
Indonesian government issued a regulation stating that all schools in Indonesia had
to carry out all of the activities from home. Thanks to information technology (IT),
most of the teaching and learning activities were conducted in a relatively ‘smooth’
fashion and we referred to this process as learning from home (henceforth, LFH). At
the time of writing this chapter, LFH continues to be in effect with no indication
when it is going to end.
The Context of Culture
What sets the current teaching and learning processes apart from the previous
processes is the way lessons are conducted. The policy of LFH has dramatically
changed the teaching and learning culture in the country from the face-to-face
classroom interaction to distance learning where direct verbal and non-verbal
interactions features simply cannot be used due to many inhibiting factors.
First, the sudden change from normal classes to LFH has forced teachers,
students and parents to use all kinds of media they have access to in order to
communicate academically with students and parents. Nothing could have
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prepared anyone for this unprecedented switch in schooling that forces everyone to
switch mindset to new ways to thinking: from the traditional culture of learning to
a highly mediated LFH. The challenges are immediately clear: everyone has no
choice but to learn how to operate the devices that enable them to participate in
online classes. Those who lack access to the devices are or have been rather
disadvantaged.
Second, communicating academically in LFH poses significantly great
challenges for students who are very young such as pre-school children, primary
school pupils and junior high-school students. Most, if not all, students still operate
using the spoken style of communication due to their young age. Switching to LFH
has forced the students to use the written mode of communication which is
significantly different from the spoken communication. The difference between the
two modes of communication has been pointed out by Halliday (1985, p. vii) that
“writing and speaking are not just alternative ways of doing the same things; rather,
they are ways of doing different things.” With regard to the functions of spoken
language in learning, Halliday suggests:
But speech came first, by some millions of years, and it comes first in our life history
as individuals. We may have learnt to read and write, but we still go on talking and
listening; and we still go on learning by talking and listening. The fact that we are
less conscious of the processes of speech does not make them any the less
important. We achieve different goals by means of spoken and written language;
but neither has any superior value over the other. (Halliday 1985, p. vii)

The two quotations above clearly show that the natural way of learning,
especially among young children, happens in the spoken language first and
eventually learners learn through the written language.
When classes are conducted in spoken language, learners are immersed in the
spoken word characterized by intonation, words stress, repetition, question and
answer, gambits, turn taking and other spontaneity phenomena. These features help
greatly in scaffolding the learners in their efforts to comprehend and to make
meanings in their learning processes. As suggested by Halliday (1985, p. 79), spoken
language is characterized by lexical sparsity, meaning that, when teaching, teachers
do not use many content words in their utterances. Their utterances tend to be
realized in short clauses so that learners can easily grasp the meanings they hear.
When classes are conducted in written language with no face-to-face
interactions, learners have to deal with totally different ways of construing
meanings. Most of the time, learners have to learn through the written materials
that are characterized by lexical density. Meanings are presented to them in the
form of sentences with many content words in the absence of spoken features that
help them comprehend meanings. What students read in the books are not speech
written down. The sentences in the books leave out so many elements in the spoken
language and present realities as such, as subjects or things to be learned. During
LFH, learners rely heavily on the written materials although they occasionally have
the opportunity to ask questions using written medium. In short, learners have been
forced to move from oracy to literacy.
Third, the kind of literacy during the LFH obviously extends to another type of
literacy, that is, the use of various means of communication known as multimodality
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(Kress, 2010). Multimodality refers to the semiotic resources people use to make
meaning in communication. Traditionally, in classroom contexts, language has been
used as the dominant semiotic resource to convey meanings. The switch from the
traditional classroom interaction to online learning brings about changes in terms of
semiotic resources that are used by learning providers outside the classroom
contexts. Apart from information technology that needs some getting used to, the
information available in the internet can come in different modes. Mode is defined
as
… a socially shaped and culturally given semiotic resource for making meaning.
Image, writing, layout, music, gesture, speech, moving image, sound track and 3D
objects are examples of modes used in representation and communication (Kress

2010, p. 79).

The observation carried out during the LFH in this study takes multimodality
into account since LFH has dramatically changed the schooling culture not only
locally but globally as well.

Context of the Study
This study was carried out mainly in a junior high school called MJHS. This is a
bilingual school that uses Indonesian and English for the media of instruction. All
subjects, except Bahasa Indonesia and Physical Education are taught in English.
However, mathematics and science subjects are taught in both Indonesian and
English. So, the students learn both Matematika and Math, Biologi and Biology, Fisika
and Physics. They need to do this because at the end of Year 9 the students will sit
for the national examination in Bahasa Indonesia. Regarding math and science,
MJHS uses the current national curriculum, but students also use enrichment
materials from different sources especially books published in Singapore. These
books are all written in English. The main objective of doing a subject in two
languages is to familiarize students with the international education in terms of
content and language.
When the sudden switch to LFH happened due to the pandemic, MJHS started
to use a learning platform called Google Classroom (GC). The teachers use the main
features of GC, such as, to share teaching materials, to conduct assessment and to
keep record of the students’ marks, as well as other features made available by GC.
The objective of the study is to find out how science lessons are conducted
using the new mode of communication, i.e. the Google Classroom platform and
multimodal resources, which does not provide any facilities for oral communication.
The study investigates how the classes are structured, how English language and
multimodal literacies help in online learning and how the written language is used
to manage the written interactions that are usually carried out in the spoken mode.

Method
The observations reported in this chapter include two science classes: Physics
and Biology. Both classes were taught by one science teacher and each class had 13
students. The classes were chosen because the two subjects were normally
conducted both in Indonesian and English. The observations were focused on the
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written language used by the teacher and students and also how they went about
operating lessons in new online modes without proper preparation. The Physics
class was observed on April 15, 2020 whereas the Biology class was observed on
April 17, 2020.
As an observer, I watched the teaching and learning processes unfold naturally
in that no intervention was needed. The classes were conducted using GC platform
that did not allow face-to-face interactions. The teacher-student interactions were
solely conducted through the computer so that the records of the lessons are in the
form of written interactions between teacher and students. The written records are
used as the naturally occurring data for this investigation.

Findings
The Written Interaction Structure
The Biology and Physics lessons display a very similar pattern in terms of text
structure: the opening stage, the lesson stage and the closing stage. The lesson stage
was further divided into sub sections marked by the changes of topic. It was
possible since the two classes were taught by one teacher; he used the same strategy
to achieve his goal. Visually, the structure of the lesson can be represented in Figure
1.
OPENING

TOPIC 1
TOPIC 2
TOPIC 3

LESSON

CLOSING

Figure 1. The Structure of the Lesson

The Opening Stage
From the opening stage of the two lessons, it is obvious that the teacher tried
to conduct the classes as normally as possible by starting and giving some kind of
orientation to the students. The two excerpts in Table 1 show how the opening
moves were carried out.
Table 1. The Opening Stage
Biology
1. First things first, Next Friday will be
the Biology quiz. Material covered is
the entire Ecology chapter and what-

Physics
1. Good morning, gang!
2. Fisika will begin shortly. Please finish
filling
out
the
presensi.
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Biology
ever we have time for in the new
chapter. The quiz will be multiple
choice and uraian, open book.
2. Alright. To save time we will leave
carbon sinks until a later time. Today
we'll begin the last chapter which is
"Our Impact on the Ecosystem".

Physics
When you’re done please turn to page
357 of your books and also open
https://
simbucket.com/lensesandmirrors/

The teacher, Mr. AN, opened both classes by doing some house keeping things
after the greetings. In the Biology class the teacher tried to give a reminder, by
saying “first thing first” regarding what had been done previously and what was
going to happen. He then used a conjunctive “alright” to signal the beginning of the
next move, namely giving orientation to the first topic of the day. A similar move
was also taken in the Physics class where the teacher gave a reminder having to do
with house keeping things and instructions for the lessons.
The openings in both classes were meant to open the lessons and to get things
going. No content or teaching materials were discussed and they were supposed to
sound rather casual. However, since the interactions were in written form, the two
moves were not responded by the students and the teacher took for granted that
everyone understood what he meant. Possibly, by writing things down, the teacher
expected that the students would be able to read the instructions again later on if
they forgot what was said.
When asked what he thought about this kind of interaction, the teacher said
that interacting through the written medium was very efficient because there was
no noise interfering with the communication. To be efficient, the teacher also used
code switching from English to Indonesian to get the important messages across
efficiently. Students did not talk to each other; the meanings were clearly presented
and no redundancy was needed, unlike spoken interactions.
Redundancy is an important feature in spoken language especially when
teachers explain a topic in the classroom to ensure comprehensibility. Redundancy
“is a method of reinforcing communication, by repetition of concepts through
linguistic or nonlinguistic channels” (Darian, 1979, p. 47). Other features of
redundancy include spontaneity, interactivity, inter-personality and coherence
(Thornburry, 2005, p. 64), which can hardly be found in the opening stage.

The Lesson Stage
The lesson stage in both classes were structured in a relatively the same way,
topic by topic, with clear language signaling of topic switch. At this stage the
teacher tried to be as interactive as he could by asking students some questions. The
excerpts in Table 2 might give clear illustrations of the interaction. The excerpts are
divided into turns marked by number to assist with making references in the
discussion section.
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Table 2. The Lesson Stage
Biology
Teacher:
1. Today we'll begin the last chapter which is “Our Impact on the Ecosystem”.
2. First point: Why do humans have such a profound impact on the ecosystem?
(Everyone should participate in the discussion)
Students
3. CR: because we keep on using the resources made by the ecosystem
4. V: because human population growth thus far has been exponential, meaning that its
growth rate stays the same regardless of population size. This makes the population
grow faster and faster as it gets large
5. EV: because humans keep
6. kepp using natural resources
7. BN: because humans will take the natural resources in order to fulfill their needs
8. ND: Becuase humans overuse the natural resources to fulfill their needs and wants
9. MC: Because human use the natural resources from forest and other natural place to
fulfill their needs
10. MT: because humans use the natural resources to fulfill our needs
11. MC: Human impact on the environment or anthropogenic impact on the environment
includes changes to biophysical environments] and ecosystems, biodiversity, and
natural resources caused directly or indirectly by humans, including global warming,] environmental degradation (such as ocean acidification, mass extinction and
biodiversity loss, ecological crisis, and ecological collapse.
12. KN: humans have been using natural resouces a little too much and affect some areas
in the world
13. V: because human use to much the naturel resources
14. VC: because humans needs natural resources for their needs
15. AU: Because human beings are continually using and depleting the Earth’s natural
resources tu to fulfill their needs
Teacher
16. Ok. Some good answers. Everyone else?
Student
17. AB: because humans needs to satisfied their needs and wants
18. ML: Humans use natural resources And some used too much and they effect the
environment
Teacher
19. Ok. Good. Basically, the reality is that we need resources, not just to survive but also
grow and innovate. This causes natural resources to become depleted. In some cases
the rate of depletion is much higher than the rate at which they can be renewed.
So, according to your book and the slides, what are the two main activities that
contribute to resource depletion and changing ecosystems?
Student
20. ML: deforestation, over fishing, pollution (?)
Teacher
21. Now that we know that humans need resources to live and develop, what are the two
main activities that contribute to resource depletion and changing ecosystems? Those
are the effects of the two activities, what are the activities themselves?
Student
22. All: Industry and agriculture
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Teacher
23. OK. They are Industry and agriculture. If there are no questions we'll talk about the
effects of these activities. New topic!
Physics
24. Teacher: So, for lensa, rumus untuk menghitung jarak bayangan, perbesaran dan
tinggi bayangan sama persis seperti pada cermin yaitu: 1/f = 1/s + 1/s'
Tapi untuk lensa ada rumus tambahan yaitu kekuatan lensa: P = 1/f (hal 357)
Any questions?
25. LT: for both cembung and cekung?
26. Teacher: Yes
27. AN: wait so lensa cembung is not negatif?
28. Teacher: This applies to both cembung and cekung. Tapi, untuk lensa cekung jarak
fokus bernilai negatif (-) just like cermin cembung.
cekung is negatif, kebalikan dari cermin
29. AN: Ohh okk
30. Teacher: Ok, kemudian untuk perhitungan kekuatan lensa, nilai f harus dalam satuan
meter. jadi kalau diketahui fokus = 20 cm, kekuatan lensa adalah P = 1/f = 1/0,2 = 5
Dioptri. Jelas ya?
31. LU: Oh ok
32. LT: so lensa cembung is negative or positive?
33. Teacher: lensa cembung f(+), lensa cekung f(-), cermin kebalikannya
If there are no questions we'll do soal.
34. YM: wait cermin cembung and lensa cekung have the same rumus?
35. Teacher: All have the same rumus. The only difference is that when the cermin/lensa
is konvergen, f(+), if the cermin/lensa is divergen f(-).
OK, New topic
(Doing exercises prescribed by the book)
36. Teacher: Your diagram should look like this:
Note the values cannot be precise but it is close

(This diagram can be found in the virtual lab in
https://simbucket.com/lensesandmirrors/)
37. So in this case, the bayangan is maya because the value of s' is (-). The bayangan is on
the same side as the benda. Jelas ya?
38. Y, AN, NC: okk
39. Teacher: Kalau jelas I will give you another example. New topic!!
40. YM: so if it's positif it's nyata? And the position will be behind the lensa?
41. Teacher: Yep. On the other side. See new soal I just posted.
42. JS: So we're using the simulator again?
43. Teacher: We'll be using it constantly https://simbucket.com/lensesandmirrors/
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The Closing Stage
The closing stage of the two classes displays every similar pattern. Unlike that
of normal face-to-face classes, the closing stage of the online classes hardly displays
any stages involving multiple turns since both classes ended with only one closing
remark by the teacher. The students did not even bother to respond to the closing
remarks, giving the impressions that the lessons ended rather abruptly.
Table 3. The Closing Stage
Biology
Teacher: OK. That will be all for today. Please study for the quiz next week. See you next
time!
Physics
Teacher: OK guys, see you next time!

Discussion
The discussion will look at the texts from the point of view of literacy practices
that happened during the online lessons in the absence of visual interactions. The
GC platform used by MJHS only allow students and teachers to interact using
written language. This means that students and teachers have no other choice but
to carry out new sets of social practices they were not familiar with since they were
only 13 to 14 years of age. In other words, the students were ‘pushed’ toward literacy
practices.
Literacy can be roughly defined as “communication through visually decoded
inscriptions rather than through auditory and gestured channel.” (Street & Lefstein,
2007, p. 56). A large part of literacy practice is the use of written language since it is
through written language that schooling is conducted. Halliday (1989, p. 97) says
that “Most of what we learn, we learn through language … Language is so central to
the whole of the educational process that its role was never even talked about, since
no one could conceive of education without it.” One prominent feature of written
language is lexical density (Halliday, 1985). This means that “written language
displays a much higher ratio of lexical items to total running words” (Halliday, 1985,
p. 61).
In the classroom interaction data in turns 3 to turn 17, the students’ sentences
display high ratio of lexical items (content words) compared to grammatical items
(functional words) approximately by 3 to 1. Even though the class ran through
interactions, the fact that the interactions were carried out in written mode has
apparently made the learners choose to express their ideas the way they write an
essay.
One possible explanation for this could be that the interaction was highly
transactional, as opposed to casual conversation, in that the question and answer
was aimed at getting the correct information. Therefore, the information was the
main focus and this can be seen in the use of technical biology terms (e.g., ecosystem,
natural resources, etc.). The frequent use of technical terms that gives rise to lexical
density is also a characteristic of written text. Lexical density is naturally created in
written texts when a writer wants to be efficient in the sense that s/he wants to put
many ideas in a ‘small pack’. The way to do this is by using noun phrases. The data
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in Table 2 display quite a few noun phrases, such as, human population growth,
population size, human impact on the environment, anthropogenic impact on the environment,
biophysical environments environmental degradation, ocean acidification, mass extinction,
biodiversity loss, ecological crisis, ecological collapse. It can be inferred that the online
classes do not only shift the learners’ mode of communication; they have pushed the
students towards literacy practices involving lexical density that increases
efficiency. This practice can provide an opportunity for English literacy to grow
faster for the students towards academic communication.
There were times, however, when the students and teacher did code switching
from English to Indonesian. This phenomenon could be seen in both Biology and
Physics classes to assist with understanding the concepts under discussions. The
code switching happened ‘automatically’ since the students used both Indonesian
Biology and Physics books as well as those written in English. This can be seen
when the teacher mentioned some pages and referred to some problems presented
in the books.
Multimodality Literacy
In teaching the classes, the teacher used several course books referred to every
now and then as shown in the data. Sometimes, the teacher had to present what
was on the books in power point presentations. The students too were assigned to
create power point slides and to present their slides as an effort to boost studentcentered learning. Individual presentation had been a common practice even before
the pandemic. This is one type of information technology literacy among young
students.
The use of Google Classroom platform to carry out lessons can be considered
another mode of communication using information technology, which had to be
mastered by the teacher and the students. Since this is relatively a new mode in
academic interaction, learners today and possibly in the future, need to acquire the
skills in communicating in different modes using different technology. Kress
explains:
Mode is socially shaped and culturally given semiotic resources for making
meaning. Image, writing, layout, music, gesture, speech, moving images, sound
track and 3D objects are examples of modes used in representation and
communication. (Kress, 2010, p. 79)

In this pandemic era where normal classroom interactions are not possible,
everyone needs to mobilize various resources or modes so that exchange of
meanings can take place for the sake of the students. The students, who were not
familiar with IT before the pandemic, have to adjust to the new modes of
communication used by the school. The students’ parents, too, have been forced to
learn different modes of communication in order to help their children in learning
and providing the facilities.
An example of how relatively new technology is used in online teaching is
evident in the Physics class. In discussing the topic (mirror image), the teacher used
what they called ‘physics virtual laboratory’ found in the Internet (Table 2, turn no.
35). Since this is available in the global context, the language used is English. During
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the observation, I noticed that the teacher explained the concept using the image
shown on the screen. The image includes a facility that enables the users to move an
object shown back and forth to demonstrate different heights of shadow created
when an object is moved back and forth. This mode of explaining the concept is not
only entertaining; I personally find it very effective.
When the teacher was asked how the students managed to participate in the
activities so smoothly, he answered it was because the students had English skills.
Most of them had been in a bilingual school for approximately eight years. The
second reason was that the students had been using the virtual laboratory even
before the pandemic.
What can be learned thus far is that everyone who needs to participate in
education nowadays needs to be IT literate; otherwise, s/he will not be able to keep
up with the current challenges. In order to find out what teachers think they benefit
from the online classes, I did a polling participated by 53 teachers under ME
Foundation (MJHS is one of its units). All of the teachers stated that they benefited
most from the use of information technology. In other words, their IT skills had
improved significantly since the LFH started. This happened because unless they
learn the IT skills, they had no other means to carry out the teaching. Through IT,
teachers can have access to teaching and learning resources that are available in
global contexts. This is another benefit presented by LFH.

Concluding Remarks
Based on the short classroom observation, the recorded written interactions,
written language and multimodality analyses, it can be concluded that the abrupt
switch from traditional classroom interaction to distant learning did cause a lot of
confusion. However, to those who have access to technology and those who are
accustomed to using English in daily and academic communications, the drastic
changes seem to have silver lining in language as well as multimodal literacy.
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Abstract
This study aims at identifying how critical thinking is articulated in the policies for
EFL teacher education in Indonesia. The study analysed the 2015 National
Standards of Higher Education (NSHE), the 2012 Indonesian Qualification
Framework (IQF), and the expected learning outcomes of the ELT (English
Language Teaching) study program of National University (Pseudonym). The
researcher identified the target competencies in the national and local university
policies and compared them with the notions of critical thinking framed by Thomas
and Lok (2015). The findings indicate a lack of a solid concept of critical thinking in
the policies. A discrepancy in terms of explicitness of critical thinking in the NSHE
and IQF as national policies impact the articulation of critical thinking in the
university policy. The ELT program learning outcomes showed that critical
thinking per se is not stated explicitly as the target competency for the pre-service
English teachers (PSETs) studying in the program. Conversely, the stated target
competencies can be categorised as the notions of critical thinking.
Keywords: critical thinking, EFL teacher education, policy, Indonesia

Introduction
Research literature acknowledges the importance of critical thinking as the
capability to face the more challenging world; thus, universities are expected to
nurture students’ critical thinking (Egege & Kutieleh, 2004; Facione, 2015). Critical
thinking is an essential tool of inquiry that can be used in opportunities where
students need to solve a problem and make decisions (Facione & Gittens, 2013;
Paul, 1993). For example, when students learn new concepts (Willingham, 2008),
perform academic activities such as critically listening to lectures or contribute to
seminars (Judge et al., 2009). For teachers, critical thinking enables them to use
intelligent questions to guide students to new insights (Facione & Gittens, 2013;
Noddings, 2006). Therefore, critical thinking is “the principal aim of undergraduate
education” (Bok, 2006, p. 109) and a major learning outcome in 21 st-century
education (Bart, 2010).
The curriculum of many universities in China, Malaysia, USA and UK promote
critical thinking as an educational goal in the 21 st century (Wegerif et al., 2015).
Universities have diverse ways of implementing critical thinking. Its manifestation
can be in the form of skills in reasoning as well as “debates about critical pedagogy,
political critiques of the role and function of education in society, critical feminist
approaches to curriculum, [and] the development of critical citizenship” (Davies &
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Barnett, 2015, p. 3). Unfortunately, little is known about how Indonesian higher
education promotes critical thinking in their curriculum. Although the education
reform in 2013 has made critical thinking as the education goal, its enactment is far
from the expectation due to teachers’ lack knowledge about critical thinking and its
pedagogies (Ilyas, 2015). Teacher-centred approach is dominantly used in high
schools, as well as teaching that focuses on form rather than meaning (Ilyas, 2015).
The research literature indicates that an investigation of the phenomenon of
critical thinking in Indonesia has started long before the 2013 education
reformation. Pikkert and Foster (1996) found that college students majoring in
English lack the skills in critical thinking. Pikkert and Foster (1996) call for teacher
professional development to equip teachers with pedagogies to teach critical
thinking. Although this call was made two decades ago, the contemporary research
literature still reports teachers’ lack of knowledge about critical thinking education.
Therefore, Djiwandono (2013) concludes that critical thinking education in
Indonesia is not solid yet, and thus Ilyas (2015) insists that the government need to
take more profound action. Motivated by Ilyas’ (2015) call on definition and
characterisation of critical thinking in the Indonesian context, this study
investigates the policy that enforces critical thinking in an EFL teacher education in
an Indonesian university. This study is important because the findings can be used
to construct a framework to incorporate critical thinking in EFL teacher education.

Understanding Critical Thinking from the Research Literature
This section reviews the definition of critical thinking from philosophical,
cognitive psychological, and educational approaches (Lai, 2011), in addition to
critical thinking from social perspectives (Davies & Barnett, 2015).
Philosophical Approach
Under the philosophical approach, critical thinking is defined as cognitive
abilities and traits of an ideal critical thinker. The American Philosophical
Association’s (APA) consensus1 defines critical thinking as “self-regulatory
judgement which results in interpretation, analysis, evaluation, and inference as
well as explanations of the evidential, conceptual, methodological, criteriological, or
conceptual consideration upon which that judgement is based” (Facione, 1990, p. 3).
Within this consensus, Facione (1990) points out that “the ideal critical thinker is
habitually inquisitive, well-informed, trustful of reason, open-minded, flexible, fairminded in evaluation, honest in facing personal biases, prudent in making
judgments, willing to reconsider, clear about issues, orderly in complex matters,
diligent in seeking relevant information, reasonable in the selection of criteria,
1

An international group of 46 recognized experts in critical thinking research collaborated from February 1988
until September 1989. The group worked in a consensus research process known as Delphi method where the
experts participated in several rounds of questions that required thoughtful and detailed responses. Panelists work
toward a consensus by sharing reasoned opinions and reconsidering the opinions with regard to comments,
objections, and arguments offered by other experts. The consensus recommends the cognitive skill dimension of
critical thinking, the dispositional dimension of critical thinking, and specific recommendations of critical thinking
instruction and assessment, including development of a critical thinking curriculum.
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focused in inquiry, and persistent in seeking results which are as precise as the
subject and the circumstances of inquiry permit” (p. 3).
The APA agrees that critical thinking constitutes two domains, namely the
cognitive domain and the disposition domain (Facione, 2015). The cognitive domain
consists of abilities or skills in interpretation, analysis, evaluation, inference,
explanation, and self-regulation (Facione, 2015), while the affective disposition
domain consists of attitudes or sense of psychological readiness of the human being
to be critical (Davies & Barnett, 2015). Such attitudes are truth-seeking, analytical,
systematic, open-minded, confident in reasoning, judicious and inquisitive (Facione,
2015). Figure 1 summarises the skills and the dispositions of critical thinking in a
philosophical approach based on Facione (2015).

Skills:
Interpretation,
analysis, evaluation,
interference,
explanation, selfregulation

Critical
Thinkers

Disposition:
Truth seeking,
analytical,
systematic, open
minded, confident in
reasoning, judicious,
inquisitive

Figure 1. Critical thinking in the philosophical approach (Facione, 2015)
Although the comprehensive definition of critical thinking in the philosophical
approach is acknowledged as useful, it is criticised by the behaviourists as being not
realistic because it does not actually represent the way people think (Sternberg,
1986). Davies and Barnett (2015) view the definition of critical thinking in the
philosophical perspective is hard to implement as it is not practical. However, they
acknowledge that the definition is essential for the educational philosopher and
synthesise that critical thinking in the philosophical tradition deals with
argumentation and judgment formation.
Psychological Approach
The definition of critical thinking from the cognitive psychological approach is
focused on the types of actions or behaviours a critical thinker can perform (Lai,
2011). Critical thinking in this approach is based on behaviourist tradition and the
experimental research paradigm that concerns how people think in reality as well as
how they ideally think (Sternberg, 1986). The definition of critical thinking in the
psychological approach is usually in the form of a list of skills or procedures taken
by critical thinkers (Lai, 2011). For example, Cottrell (2005) defines critical
thinking as a complex process of deliberation, which involves a wide range of skills
and attitudes that includes:
Identifying other people’s positions, arguments and conclusions; evaluating the
evidence for alternative points of view, weighing up opposing arguments and
evidence fairly, being able to read between the lines, seeing behind surfaces, and
identifying false or unfair assumptions, recognising techniques use to make certain
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positions more appealing than others, such as false logic and persuasive devices,
reflecting on issues in a structured way, bringing logic and insight to bear; drawing
conclusions about whether arguments are valid and justifiable, based on good
evidence and sensible assumptions, presenting a point of view in a structured, clear,
well-reasoned way that convinces other (Cottrell, 2005, p. 2).

Cottrell (2005) defines critical thinking by identifying the processes involved
in it. This aligns with the basic processes of critical thinking as described by
Brookfield (2012, p. 1) namely “identifying assumptions, checking out the degree to
which these assumptions are accurate and valid, looking at ideas and decisions from
several different perspectives, and on the basis of all this, taking informed actions”.
Attitude also becomes the component of critical thinking in the psychological
approach, which includes being open-minded and skeptical, logical consistency,
and reducing logical flaws and personal bias (Shiraev & Levy, 2017).
Critical thinking in psychological perspective is criticised by the philosophers
for reducing the complex articulation of critical thinking in the philosophical
tradition (Lai, 2011). Among others, Bailin et al. (1999) contend that understanding
critical thinking as one or more skills, as a mental process, and sets of procedures
are misleading. Bailin et al. (1999) argue that critical thinking is the quality of the
reasoning that requires knowledge, content knowledge and general knowledge as
well as knowledge about critical concepts and strategies. Also, they criticise the
psychological approach that critical thinking cannot be taught by practicing it
through simple repetition of skill, process, or procedure. They exert that the
practice of critical thinking requires knowledge and critical judgment in diverse
contexts which should be evaluated on its quality

Area of Agreement between Philosophical and Psychological Approach
Despite the debate on the way to see critical thinking as the characteristics of a
critical thinker from a philosophical perspective or as behaviour from a cognitive
psychology perspective, both approaches agree that the attributes of critical
thinking consist of a skill domain and a disposition domain (Lai, 2011). The skill
domain includes analysing argument/claims/evidence (Ennis, 2015; Facione, 2015);
making inferences using inductive or deductive reasoning, judging or evaluating
(Facione, 2015), making decisions or solving problems (Willingham, 2008), asking
and answering questions for clarification, defining terms (Ennis, 2015), identifying
assumptions (Paul, 1992), interpreting and explaining (Facione, 2015), and
reasoning verbally (Halpern, 2001). The disposition domain includes openmindedness, fair-mindedness (Facione, 1990), the propensity to seek reason (Bailin
et al., 1999), inquisitiveness, the desire to be well-informed, flexibility, respect for,
and willingness to entertain others’ viewpoints (Facione, 1990). In addition to the
two domains, background knowledge is believed to be necessary, but it is not a
condition required to think critically in a specific subject (Lai, 2011). Figure 2
presents the area of agreement about critical thinking conception.
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Skills:
Analysing argument,
making inferences,
judging, evaluating,
making decision,
solving problems,
asking and answering
questions for
clarification, defining
terms, and identifying
assumptions

Critical
Thinking

Background
Knowledge

Disposition:
Open-mindedness, fairmindedness, the
propensity to seek
reason, inquisitiveness,
the desire to be wellinformed, flexibility,
respect for, and
willingness to
entertain, others'
viewpoint

Figure 2. Areas of agreement on the conception of critical thinking (Lai, 2011)
Educational Approach
Lai (2011) writes that critical thinking from the educational approach is based
on Bloom’s taxonomy framework that was developed by Bloom and his co-workers
in the 1950s and then revised by his former pupils in 2001 (Anderson et al., 2001) 2.
According to Pohl (2000) this taxonomy has been used as means of expressing
qualitatively different kinds of thinking that are grouped into low order thinking
(remembering, understanding, applying) and high order thinking (analysing,
evaluating, creating). High order thinking is believed by teachers internationally to
be a proxy for critical thinking, and a key educational objective (Zohar & Barzilai,
2015) and this thinking is synonymous with critical thinking in the educational
approach. Anderson et al. (2001) write that analysing refers to “breaking material
into constituent parts, determining how the parts relate to one another and an
overall structure or purpose through differentiating, organising, and attributing”
(pp. 67-68). Evaluating is “making judgments based on criteria and standards
through checking and critiquing” (pp. 67-68). Creating means “putting elements
together to form a coherent or functional whole; reorganising elements into a new
pattern or structure through generating, planning, or producing” (pp. 67-68). Each
level of thinking in Bloom’s taxonomy corresponds to particular verbs that are used
by teachers to plan their teaching objectives and to develop questions and learning
activities for students. Figure 3 displays the example of questions the teachers use
to determine teaching objective and develop questions by using the specified verbs
based on the thinking order (PCSelemliteracy, 2012).

2

The old version of Bloom’s Taxonomy consisted of knowledge, comprehension and application that were grouped into
lower-order thinking, and analysis, synthesis, and evaluation that were grouped into higher order thinking (Zohar &
Barzilai, 2015). Anderson et al. (2001) redefine each level of the thinking order. The wording of the revised Bloom’s
Taxonomy was also changed from abstract nouns or concepts to transitive verbs and the order position of evaluation
is also changed. In the old version, evaluation is in the highest order, while in the new version it is replaced with
creating (or synthesis in the old version) in order to better reflect the nature of the thinking defined in each category.
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Figure 3. Examples of questions guided by Bloom’s Taxonomy
(PCSelemliteracy, 2012)
Critical Thinking from the Social Perspectives
Critical thinking in social perspective is influenced by critical pedagogy and
critical theory, which involves political stance to promote democracy, citizenship,
human rights and social justice (Brookfield, 2012; Davies & Barnett, 2015). Critical
thinking in critical pedagogy and critical theory is concerned with social injustice.
It attempts to transform the inequitable, undemocratic situation in oppressive
institutions and social relations (Burbules & Berk, 1999). Critical citizenship
promotes tolerance, diversity, human rights, and democracy (Costandius et al.,
2015). In brief, the focus of critical thinking is not on the individual skills and
disposition like in the philosophical and psychological approach. It focuses on the
collective goal as the practice of freedom to participate in the transformation of the
world through a pedagogy that connects education with reality in the world (Freire,
1996). Therefore, critical thinking in the social perspective aims to develop critical
consciousness, not only literacy and understanding but also agency to take a stance
and action against oppression or social issues (Cowden & Singh, 2015). Critical
thinking in the social perspective is essential for citizens in the modern and
democratic society to enable them to contribute to the community in a critical and
aware manner (Volman & Dam, 2015).

Critical Thinking Framework
Studying diverse concepts of critical thinking and its debates, Thomas and Lok
(2015) propose an operational framework of critical thinking attributes, which is
closely similar to the area of agreement between the philosophical and
psychological approach in Lai (2011). Thomas and Lok’s (2015) framework of
critical thinking comprises three components, namely skills, dispositions, and
knowledge. The skills include sets of skills in reasoning, self-regulation that enable
someone to control bias, and evaluation. The dispositions cover sets of habits of
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mind which refer to intellectual behaviour, attitudes such as open-minded and
intellectual virtues such as truth-seeking. The knowledge includes sets of
knowledge of general information that deal with basic facts to enable valid
evaluation, specific content-based knowledge related to discipline-specific and
contextual information; and experience, which includes intellectual development
and knowledge gained from life and work experiences (Thomas & Lok, 2015).

Figure 4. Critical thinking attributes (Thomas & Lok, 2015, p.100)
The framework is aimed at assisting educators in having clarity in
conceptualising critical thinking in the curriculum and educational approach. In
this study, Thomas and Lok’s (2015) operational framework of critical thinking is
used to identify critical thinking articulated in the policies. Thomas and Lok’s
(2015) operational framework embraces the attributes of critical thinking in the
philosophical, psychological and educational approach. The framework does not
cover the social perspectives of critical thinking as it focuses on the individual
critical thinking development. Critical thinking in the social perspective entails
other components in addition to skills, disposition, and knowledge in education. It
has a broader scope as it aims for social justice (Davies & Barnett, 2015).

Research Focus
The diverse understanding of critical thinking in the research literature indicates
that critical thinking is a complex construct that cannot be summarised into a
single definition. This study attempts to identify how critical thinking is articulated
in the national policies and the university policy. The national policies refer to the
National Standard of Higher Education (NSHE/ Standar Nasional Pendidikan Tinggi)
and the Indonesian Qualification Framework (IQF/Kerangka Kualifikasi Nasional
Indonesia). The NSHE and IQF are the national policies that become the basis of the
development of curriculum for EFL teacher education. The IQF is used to guide
educational institutions to equip students with the qualifications for both the
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national and international job markets (Directorate General of Higher Education,
2012). The National Standard of Higher Education and Indonesian Qualification
Framework have been developed based on Legislation of Higher Education
(Directorate General of Higher Education, 2012). The National Standard of Higher
Education was issued in 2015, as a new policy that specifies the target competences
for higher education students (Menristekdikti, 2015). Indonesian Qualification
Framework was established in 2012, as one of the national standards in the
education sector based on which education and training institutions under the
authority of the Ministry of Education and Culture could assess their associated
learning outcomes or certificates’ proficiency in conjunction with one of the
relevant qualification levels (Directorate General of Higher Education, 2012, p. 1).
The levels range from 1 to 9, and level 6 is for the undergraduate level. In addition to
NSHE and IQF, this study also investigates the articulation of critical thinking in
the university policy, especially in the ELT program learning outcomes for preservice English teachers.

Method
Documents are valuable sources of information in qualitative research
(Creswell, 2015). The sources of data in the study were in the form of documents of
NHSE for Sarjana/undergraduate level, IQF level 6 and Catalogue of the English
Department of National University, issued in 2015 and 2017 (English Department,
2015, 2017). The English Department of National University has two study
programs, ELT and English Language and Literature (ELL) programs. The section
analysed in the catalogue was the ELT program learning outcomes. All the
documents were in pdf files and analysed by using NVivo software version 11 as the
aid. Content analysis was employed to derive themes using deductive and inductive
analysis (Patton, 2015), and it is guided by Thomas and Lok’s (2015) framework of
critical thinking attributes.

Findings and Discussion
The policies for Indonesian higher education indeed contain the notion of
critical thinking. How they are articulated can be seen in the following.
National Standard of Higher Education (NSHE/ Standar Nasional
Pendidikan Tinggi)
I translated the part of NSHE where some notions of critical thinking are
stated as target competencies for undergraduate students from Bahasa Indonesia
into English as follows: 1) able to perform logical, critical, systematic, and innovative
thinking to develop and implement knowledge and technology, 2) able to make
effective decisions in the context of problem-solving, 3) able to perform self-evaluation
(Menristekdikti, 2015).
As the NSHE does not provide an explicit definition of the thinking skill
competency, I interpret the terms logical and innovative thinking in NSHE to refer to
critical thinking in the skills domain. The literature suggests that critical thinking is
seen as the application of formal rules of logic (Lewis & Smith, 1993) and it is one of
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the learning and innovation skills in the framework for 21 st-century learning
(Trilling & Fadel, 2009). Critical thinking is often associated with other cognitive
skills such as problem-solving (Bart, 2010; Davies & Barnett, 2015) and decision
making (Bart, 2010), as well as the ability for self-evaluation (Facione, 2015).
Facione and Gittens (2013) contend that the purposes of strengthening critical
thinking are “to solve problems and make decisions more thoughtfully” (p. 3). These
two purposes align with the thinking competencies stated in the NSHE. Target
competencies stated in the NSHE reflect the notions of critical thinking which are
mentioned by advocates of the philosophical approach that focus on individuals’
thinking development (Facione & Gittens, 2013; Paul, 1993).
In addition to the thinking skill competency, the NSHE also specifies graduate
attributes. Graduates are expected to contribute to social welfare improvements, be
good citizens, be responsible, and be civilised. Furthermore, they are expected to
demonstrate patriotism and a sense of obligations towards the country and
tolerance towards the diversity in cultural and religious beliefs and the opinions of
others. Graduates are also expected to be cooperative and sensitive towards social
and environmental issues (Menristekdikti, 2015). Among the specified graduate
attributes, the attribute which is most aligned to critical thinking dispositions is
tolerance towards the opinions of others (Davies & Barnett, 2015). The NSHE also
contains the notions of critical thinking in the social perspectives, which focuses
not only on the self or individual but also society (Davies & Barnett, 2015), namely
being a good citizen, contributing to social welfare and showing sensitivity towards
social and environmental issues.
Indonesian Qualification Framework (IQF)
IQF responds to the International Convention of the Recognition of Studies,
Diplomas and Degrees in Higher Education in Asia and the Pacific and supports the
competitiveness of the Indonesian workforce in global trade challenges (Directorate
General of Higher Education, 2012) (see Figure 5). It provides associated learning
outcomes or certificates’ proficiency that is classified based on qualification levels.

Figure 5. Qualification level in IQF
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IQF also emphasises the development of essential competencies based on
knowledge, technologies and arts, in addition to character building that instils
values of Pancasila, and Bhinneka Tunggal Ika – unity in diversity that respects
diversities in religions, ethnicities, cultures, languages and arts in Indonesia
(Directorate General of Higher Education, 2012). As this study involves
undergraduate level education, the following details the qualifications for Sarjana
(the undergraduates) as level 6 in the IQF (Directorate General of Higher
Education, 2012, p. 27).
Capable of applying the knowledge of science, technology and the arts within her/his
expertise and is adaptable to various situations in solving a problem;
Mastering in-depth general and specific theoretical concepts of specific knowledge and
capable of formulating related problem-solving processes;
Capable of taking strategic decisions based on information and data analysis and
provides direction in choosing several alternatives solutions.

In the IQF level 6 outcomes for graduates, critical thinking is not stated
explicitly as a target qualification for undergraduate students. Instead, ability in
problem-solving and decision making are included as qualifications for them, and
these two qualifications are also stated in the NSHE. Problem-solving is
consistently included in the three qualifications. Problem-solving can be seen as a
critical thinking skill in complex thinking skills (Davies & Barnett, 2015) which
function as an essential tool of inquiry for decision making (Facione & Gittens,
2013). The second qualification expects undergraduates to master the theoretical
concepts relevant to the discipline of knowledge to formulate a solution for
problems, which requires critical thinking. The implicit content of critical thinking
in the qualification indicates that critical thinking is viewed as an inherent target
learning outcome. While the NSHE states critical thinking explicitly along with
logical, systematic, and innovative thinking, IQF does not explicitly include critical
thinking in the target learning outcomes for qualification level 6. This difference in
the explicitness of articulating critical thinking in the NSHE and IQF might impact
the way higher education institutions operationalise the policies into the enacted
curriculum for undergraduate students. The curriculum developer at the level of
higher education might not view the urgency to mandate critical thinking explicitly
as the target competency for undergraduates.
Critical Thinking in the Local University Policy: The ELT Program
Learning Outcomes
My content analysis of the 2015 and the 2017 ELT program learning outcomes
(PLOs) at National University shows that critical thinking is not stated explicitly
as a skill and competency for Pre-Service English Teachers (PSETs) (English
Department, 2015, pp. 34-35; 2017, pp. 14-15). However, some competencies contain
the notion of critical thinking. The 2015 PLOs categorise competencies into main
competencies, supporting competencies and other competencies (see Figure 6). One
of the main competencies is having ‘positive understanding of cross-cultural
differences, leading towards cultural tolerance and adaptation’. This competency is
similar to the critical thinking dispositions of open-mindedness and flexibility
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(Davies & Barnett, 2015; Facione, 1990), which is essential in viewing the contexts
of plurality in Indonesia and beyond. Such dispositions can shape PSETs’ tolerance
towards differences and in their mediation of interactions with people from
different cultures (English Department, 2015, pp. 34-35).

Figure 6. Graduate Profile and Expected Learning Outcomes of the ELT
Program, National University (English Department, 2015)
The 2017 PLOs are categorized into three: subject matter, pedagogical
knowledge, and intrapersonal and interpersonal skills and knowledge (Figure 7).
Here, with reference to the intrapersonal knowledge and skills, the PLOs stipulate
the graduates’ need to “demonstrate attitudes reflecting inclusivism, objectivity, and
non-discriminatory practices” (English Department, 2017, pp. 14-15), which aligns
with the critical thinking disposition notion of ‘fair-mindedness’ (Davies & Barnett,
2015). Beyond this, there is no further elaboration of the PLOs with regard to critical
thinking. However, it is clear that the ELT program attempts to instil inclusivity,
objectivity, and non-discriminatory practices to its graduates, which is relevant the
national aspiration of ‘Bhineka Tunggal Ika” (unity in diversity) to promote
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harmony (Chang, 2014; Dewi et al., 2018). Further, the PLOs implicitly state critical
thinking dispositions, especially in flexibility and fair-mindedness (Davies &
Barnett, 2015; Facione, 1990).

Figure 7. Graduate Profile and Expected Learning Outcomes of the ELT
Program, National University (English Department, 2017)
Another main competency in the 2015 PLOs that suggests elements of critical
thinking is the “ability to adapt to current developments in ELT to any situation,
condition, and need” (English Department, 2015, pp. 34-35). I would argue that this
ability involves analysis, evaluation, and creativity which are all central to critical
thinking skills (Davies & Barnett, 2015). This competency is essential as EFL
teaching often adopts instructional materials from English native speaking
countries, which are not always appropriate for the Indonesian contexts. Successful
pedagogies implemented in foreign contexts do not always translate as successfully
when implemented in Indonesian contexts given the inherent cultural differences
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between such contexts. To be able to successfully adapt current ELT pedagogies in
local contexts requires deep knowledge of ELT pedagogies and acute
understandings of students’ needs, ability and backgrounds. Adapting the current
ELT pedagogies or implementing a new pedagogy in the local contexts requires
careful analysis and evaluation. Thus, this provides opportunities for the PSETs to
make careful judgments about the applicability of new pedagogies for the local
contexts. Moreover, the PSETs might need to appropriate some aspects so that the
new pedagogy fits with students’ needs and the educational contexts. Therefore, the
competency of being able to adapt current ELT pedagogies to the local contexts
challenges the PSETs’ creativity which requires critical thinking skills such as
analysis, evaluation, judgment, and creativity (Davies & Barnett, 2015; English
Department, 2015).
In the 2017 PLOs statement, the competency to appropriate current ELT
pedagogies for the local contexts is categorised as pedagogical knowledge and skills.
This competency requires the PSETs to “select and adapt instructional materials
and teaching medium appropriate and relevant to the learners’ characteristics (such
as the physical, psychological, moral, spiritual and socio-cultural background) in
various teaching contexts” (English Department, 2017, pp. 14-15). This reminds the
PSETs to consider their learners’ characteristics by considering varied aspects such
as physical, psychological, and sociocultural aspects in appropriating suitable
pedagogies. The PLOs also raise the PSETs’ awareness about contexts of their
teaching, which aligns with Borg’s recommendation to consider mediating
contextual factors in language teacher practice (2006). Borg contends that
contextual factors refer to social, psychological and environmental conditions inside
and around the classroom that influence the classroom practice. In brief, selecting
and adapting instructional materials and medium appropriate for the students
requires the PSETs to “take into account the total situation”, an aspect which
belongs to critical thinking dispositions (Ennis, 2015, p. 32).
Problem-solving, as a complex thinking skill, is presented as the main
competency in the 2015 PLOs. It is articulated as “an ability to identify problems in
ELT and provide solutions through research” (English Department, 2015, pp. 34-35)
and this problem-solving competency emphasises processes that involve scientific
knowledge and methods. In the 2017 PLOs, problem-solving is positioned as a
competency under pedagogical knowledge and skills. The PLOs include PSETs’
ability to “identify problems in ELT and provide solutions through reflective
practice and research” (English Department, 2017, pp. 14-15). There is no
elaboration about the meaning of reflective practice in the stated PLO. Reflective
practice is a special term in education literature, which according to Dewey (1933, p.
9) is “active, persistent and careful consideration of any belief or supposed form of
knowledge in the light of the grounds that support it and the further conclusion
which it tends”. This definition is extended by Cahusac De Caux et al. (2017, p. 464)
as the “ability to explore personal experiences, beliefs or knowledge in order to
increase understanding, promote personal growth and improve professional
practice”, which is relevant to the intended meaning of reflective practice in the
contexts of PSETs. The PLOs cover the PSETs’ ability to reflect on their learning
experiences, including teaching practices and doing research, which involves
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identifying problems and formulate solutions that belong to complex thinking skills
(Davies & Barnett, 2015).
The ability to reason verbally is found in the 2015 PLOs in the set of supporting
competencies, which is stated as “the ability to express ideas spontaneously and
systematically in formal and informal forums” (Davies & Barnett, 2015; English
Department, 2015, pp. 34-45). This competency can be interpreted as effective
communication skills and being able to show “clarity in stating the question or
concern” which is a key characteristic of critical thinkers (Facione, 2015; Paul &
Elder, 2006). In the 2017 PLOs, the ability to express an argument is extended as the
ability to “communicate ideas effectively and appropriately in spoken forms both in
formal and informal situations; communicate ideas effectively and appropriately in
written forms both academic and non-academic contexts” (English Department,
2017, pp. 14-15). The communication competencies cover the ability to express
arguments or to reason verbally in formal and informal contexts and academic and
non-academic contexts. The competencies in communicating ideas effectively and
appropriately demand appropriate English proficiency. Besides, it necessitates
knowledge that enables the PSETs to network within the academic community and
participate in social interactions in the wider society. Effective communication
abilities which are supported with content knowledge enables other people to
access critical thought (Indah & Kusuma, 2016). This competency is relevant to the
goal of the criticality movement – to educate students as critical beings who are able
to reflect, and relate their insights to others and the world (Barnett, 2015).
An analysis of the competencies for PSETs in the 2015 PLOs (Figure 6) and
2017 PLOs (Figure 7) indicates that they contain aspects of critical thinking that
focus on individual reasoning skills and dispositions (Facione, 2015; Paul & Elder,
2006) albeit the term critical thinking per se is not written explicitly in the
document. Instead, the concepts used are from the higher-order thinking skills in
Bloom’s Taxonomy (Anderson et al., 2001), namely analyse, evaluate and
create/develop/design which has been adapted in the contexts of knowledge and skills
development. Other dimensions of critical thinking such as creativity (Davies &
Barnett, 2015) and consideration of the students’ sociocultural backgrounds in the
adaptation of pedagogy for EFL classes indicate that the curriculum implicitly
acknowledges the influence of the macrostructure on the teacher pedagogical
practices in class (Kumaravadivelu, 2006). Both 2015 and 2017 ELT PLOs show that
critical thinking is viewed as a competency inherent in the unit learning outcomes
and is not seen as an independent skill and knowledge but implicitly integrated into
disciplinary knowledge and skills.
The Intersection between National and Local Policies: Critical Thinking as
Problem-solving
Analysing the NSHE, IQF, and the ELT PLOs, I found an intersection in which
problem-solving is specified as the target competency in the three policies. It seems
that the top-level policymakers and higher education institutions prioritise
problem-solving as an essential target competency for undergraduates (Figure 8).
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Figure 8. Problem-solving in the policies
While Nosich (2009) affirms that critical thinking embraces problem-solving,
critical thinking goes beyond problem-solving. The consistent use of problemsolving in the policy statement could be interpreted in two ways. First, it implies a
narrow understanding of critical thinking by the policymakers as can be seen in the
inconsistency in addressing critical thinking in the NSHE and IQF documents
which could explain the implicit enactment of critical thinking at the university
level. Consistent with the findings of the study by Davies and Barnett (2015), these
study findings indicate that despite the broad definition of critical thinking found in
the literature, there is a narrow understanding of critical thinking which exists the
context of higher education. The second interpretation is that problem solving
provides a room for the university to enact the policy following the university
mission and vision. Barnett (2005) views problem solving as an individual’s action
or participation in their relation to the world, which represents critical thinking in
social perspectives. In this sense, the scope of problem-solving can be broadened
from individual to institution even to broader society in the national and global
contexts.

Conclusions and Recommendations
The articulations of critical thinking in the policies indicate a discrepancy in
the explicitness of critical thinking. While the NSHE states critical thinking
explicitly, the IQF implicitly includes critical thinking as the qualification of the job
market for the undergraduates. The inconsistencies in articulating critical thinking
in the national policies are interpreted to impact the local university policymaker in
viewing the urgency of critical thinking in university education. ELT study program
of the National University implicitly includes the notions of critical thinking in the
program learning outcomes, especially in the domain of skills and dispositions. The
skills include analysis, evaluation, problem-solving, effective communication skills,
and reflective practice. The dispositions refer to open-mindedness, flexibility, and
fairmindedness. Problem-solving skill is consistently mentioned in the national
policies and the university policy. This provides room for universities to
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operationalise critical thinking relevant to higher education mission and vision.
Future research is recommended to investigate the educators’ and students’
interpretation of critical thinking as well as its practice in the academic setting and
real life.
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Abstract
Since the Indonesian Government first confirmed the spread of COVID-19 within
the country at the beginning of March 2020, universities in Indonesia have had to
change their teaching and learning mode to online. A number of different
applications have been used to support this mode of online learning, including, for
example, Zoom, Google Meet, Webex, and WhatsApp. One of the main questions
arising is how the students perceive the effectiveness of the online learning during
this pandemic. To answer this question, I asked my students to state their opinions
about the implementation of online learning using Zoom application and
WhatsApp group. Thirty students responded voluntarily to my request. The result
was that all the students considered online lectures to be less effective than lectures
held offline, for a variety of reasons, including an unstable internet connection, an
inconducive situation at home, the limited time allotment for each meeting, a lack
of a fixed schedule, poor concentration for learning, and too many assignments from
lecturers. With the situation yet to return to normal as a new semester approaches,
meaning that lectures must continue to be conducted online, heads of higher
educational institutions need to adopt policies that will overcome the obstacles
students are encountering to ensure that the quality of learning can be maintained.
Keywords: COVID-19 pandemic, online learning, face-to-face learning, modes of
learning, university

Introduction
On 2 March 2020, the Government confirmed that the corona virus disease
(COVID-19) had spread to Indonesia. At that time, the Government issued a health
protocol policy to prevent the increasing spread of the virus and to safeguard the
community from exposure to the virus through the transmission of droplets. This
policy includes instructions for people to remain at home unless they have an urgent
need to leave the house, to wash hands with soap and running water, to wear
masks, to practice social or physical distancing, and to avoid large gatherings. In
addition, the government advises people to boost their immunity so that they are
not easily infected by the virus.
This tragedy has rocked all corners of society and the nation as a whole, in
political, economic, social, and religious areas of life. In the field of politics, the
COVID-19 pandemic forced the postponement of all local elections originally
scheduled to take place around the middle of 2020. In the economic sector, the
spread of the virus has limited the number of sale and purchase transactions in most
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malls, shops, markets, and restaurants. On a social level, the virus has prevented
people from engaging in community activities that bring together large numbers of
people, such as wedding receptions. In the religious domain, COVID-19 has
discouraged people to pray outside their usual places of worship, such as mosques,
churches, and temples.
This unfortunate situation has also forced educational institutions, such as
universities, to take the necessary steps to ensure that learning can continue,
although not in an ideal way (Rieley, 2020). One of the steps universities have taken
is to change the mode of learning from face-to-face learning on campus to online or
virtual learning in the home. A variety of technological hardware (such as mobile
phones, laptops, and netbooks) and software (such as WhatsApp, Zoom, and
Google Meet applications) are used to support the implementation of learning from
home.
When the change to online mode policy was implemented in mid-March 2020,
I was teaching a course on research methodology using Zoom and WhatsApp
applications to undergraduate students in semester 6A. Using the timetable
assigned by the Study Program, I taught online using Zoom application. We agreed
that lectures would be delivered through Zoom for duration of 30 to 40 minutes,
and the course material and any questions from the students would be shared in a
WhatsApp group. At the end of each lecture I asked the students whether, in their
opinion, the online learning was proceeding effectively.
Topics about the utilization of technology in education and learning have been
widely studied by previous researchers, both in Indonesia and abroad (see, e.g.,
Dhawan, 2020; Fitriah, 2018; Mandasari & Aminatun, 2019; Oktaviana, 2020;
Weidlicha & Bastiaens, 2019; Yoon & Lim, 2010). Nevertheless, very few studies
have specifically investigated how students perceive the effectiveness of online
learning in universities during this pandemic, specifically with the use of Zoom and
WhatsApp applications. A study on this issue is important as it could provide some
insight into the students’ thoughts and perspectives and what improvements can be
made for better delivery of the online learning, particularly in this pandemic
situation. The present study aims for this.

Literature Review
Online learning or virtual learning can be categorized as distance learning.
Historically speaking, distance learning has been taking place since the 18th century,
when a number of lecturers began to offer classes through correspondence. With
the development of microwave technology in the late 1960s and early 1970s,
institutions of higher education started to utilize this technology for implementing
distance learning. Nowadays, distance learning is more developed and uses a
number of difference approaches, like independent study courses through computer
networking, computer‐delivered instruction, communication between students and
instructors through electronic mail, class sessions, cluster groups, and video
conference (Keleş & Özel, 2016).
Online learning (also known by other terms such as open learning, web-based
learning, computer-mediated learning, and blended learning) can be defined as a
learning experience in a synchronous or asynchronous context using different
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devices (like mobile phones, laptops, and netbooks) with internet access.
Synchronous learning is a face-to-face learning activity between the lecturer and
students through an online media. In addition to holding real-time discussions, the
lecturer and students can also interact directly through the computer screen or by
live chat, audio, or video. On the contrary, asynchronous learning refers to forms of
learning that do not occur in the same place or at the same time. Online learning
offers the possibility to learn from anywhere, anytime, in any rhythm, with any
means (Dhawan, 2020).
According to Harasim (2017), online learning has three models of approach,
namely online collaborative learning (OCL), online distance education (ODE) and
online courseware (OC). These three approaches all use the internet as a tool to
support learning but each has significant differences in its application. The main
differences between the three approaches are in the learning theories, pedagogical
learning, and learning technology. OCL pays attention to the collaboration between
the lecturer and students which generally takes place in a web-based discussion
forum or computer conference media. In this learning model, the lecturer plays an
important role, preparing the teaching materials and concept of the learning and
facilitating the student discussion to achieve the learning goals. ODE uses models
such as presenting learning materials through correspondence, independent
learning, and personal communication between the students and the lecturer. OC is
independent learning which depends on computer programs, without any direct
interaction between the students and lecturer or among students. This learning
model uses previously prepared content (usually in the form of video lectures) as a
tool for learning activities that students can access online. After completing each
module, students take a post-test (a multiple choice quiz marked by the computer)
to assess their understanding of the content and assign corrective feedback if the
student fails the post-test.
Online learning can be regarded as a strategy that enables the teaching–
learning process to become more student-centred. This is especially true in
asynchronous learning, which allows the students to learn anywhere, anytime, in
any rhythm, with any means (Dhawan, 2020). Here, the students are required to
manage their own learning. Therefore, the quality of the learning outcome depends
strongly on the students’ attitude towards the learning model and how well it is
utilized (Ellis & Bliuc, 2017). In this context, attitude refers to “a mental and neural
state of readiness, organized through experience, exerting a directive and dynamic
influence upon the individual's response to all objects and situations with which it
is related” (Allport, 1935, p. 810).

Method
In this research, I used an explanatory qualitative research method, which is a
qualitative study that serves to explain why phenomena occur and the forces and
influences that drive their occurrences (Flick, 2018; Marshall & Rossman, 2016; Yin,
2016). I chose to use this method because it “provides a unique tool for studying
what lies behind, or underpins, a decision, attitude, behavior or other phenomena. It
also allows associations that occur in people’s thinking or acting – and the meaning
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these have for people – to be identified. These in turn may indicate some
explanatory – even causal – link.” (Ritchie, 2003, p. 28).
A total of 30 sixth semester students who had been following online lectures
during the pandemic participated in this research on a voluntary basis. The data
collected from these students was qualitative data in the form of opinions of the
research participants (students) about the implementation of online learning over a
period of three months, from March to July 2020. The data was collected through
WhatsApp application using techniques of guided written reflection and written
personal interviews (Creswell & Poth, 2018; Merriam & Tisdell, 2016). The data
collected was analyzed using an interactive analysis technique, consisting of four
components, namely data collection, data condensation, data display, and
conclusion: drawing/verifying (Miles et al., 2020).

Findings
Some of the research participants acknowledged that learning from home was
the best option during this COVID-19 pandemic. This is related to the government
policy which encourages physical or social distancing in order to protect people
from exposure to the corona virus and prevent the virus from spreading further. One
research participant stated, “Di masa pandemi seperti ini, pilihan kuliah daring memang jalan
terbaik karena menyangkut kesehatan orang banyak dan diri sendiri” (In this time of
pandemic, online learning is the best option because it impacts the health of many
people and also ourselves) (DJ/6A/2020). A similar opinion was voiced by FNY, who
stated, “Tetapi karena keadaan yang tidak memungkinkan kerumuman banyak orang, mungkin
pilihan kuliah daring menjadi langkah yang baik.” (But because the current circumstances
do not allow the gathering of large numbers of people, online learning is probably a
good choice) (FNY/6A/2020).
Nevertheless, all the research participants agreed that online learning was not
as effective as face-to-face learning on campus in the classroom. This was, for
example, expressed by EA, who stated that “Tergantung kondisi mahasiswa apakah
memang bagus untuk perkuliahan online atau tidak. Tapi menurut pengamatan saya, perkuliahan
secara online tidak seefektif perkuliahan di kelas dikarenakan banyaknya kendala teknis.” (It
depends on the condition of the student, whether or not it is good for online
learning. But in my observation, online learning is not as effective as learning in the
classroom because of the numerous technical problems) (EA/6A/2020). Using a
different choice of words, AA expressed a similar view to EA, stating that, “Tidak
akan ada yang bisa menggantikan interaksi KBM tatap muka antara dosen dan mahasiswa karena
online class lewat zoom atau aplikasi video conference lainnya rasanya tidak sama dengan tatap
muka secara langsung.” (Nothing can replace the interaction of face-to-face teaching
and learning between the lecturer and the students because online classes via zoom
or other video conference applications do not feel the same as direct face-to-face
learning) (AA/S1-6A/2020).
As shown in Figure 1, according to the students, there were 12 kinds of factors
that made the online learning they experienced the during the pandemic ineffective,
namely: an unstable internet connection (80%), expensive cost of internet packages
(50%), an inconducive situation at home (50%), a lack of a fixed schedule (30%),
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too many assignments from lecturers (26.7%), limited time allotment for each
meeting (23.3%), negative health impact resulting from excessive implementation of
online learning (23.3%), no opportunity for discussion among students (6.7%),
inadequate academic information from lecturers (6.7%), inadequacy of student
gadget (6.7%), the absence of direct monitoring from lecturers (6.7%), and students’
low motivation for learning (3.3%).

Factors Causing the Ineffectiveness of
Online Learning Enactment
90%
80%
70%
60%
50%
40%
30%
20%
10%
0%

Figure 1. Factors causing the ineffectiveness of online learning enactment
I will elaborate only the first five factors in the list. Online learning requires a
strong and stable internet connection. When students are on campus, they can
easily access a high quality internet connection because it is made available by the
university for academic purposes. However, when students follow online lectures in
their own homes, the situation is very different. Students who happen to live in
urban areas may not have any trouble with their internet connection but students
who live in rural or mountainous areas will experience problems such as that of an
unstable internet connection. This problem was asserted by AK, who stated,
“Perkuliahan daring memerlukan sinyal yang stabil, sedangkan tidak semua mahasiswa berada di
wilayah dengan keterjangkauan sinyal yang kuat dan stabil” (Online learning requires a
stable signal, whereas not all students are in an area where a strong and stable
signal is available) (AK/S1-6a/2020).
Another problem that the students found particularly difficult was the expense
of purchasing an internet package. This was expressed by AF, who stated that,
“Pengeluaran yang lebih boros untuk membeli pulsa internet, sedangkan kami terkadang sedang
tidak memiliki uang lebih untuk membeli pulsa internet dan harus mencari wifi gratis saat
perkuliahan maupun untuk meng-upload tugas yang perlu sinyal yang baik” (There is the
greater expense of buying internet credit, while sometimes we don’t have the extra
money needed to purchase internet credit and must look for free Wi-Fi at the time
of classes and to upload assignments, for which a good signal is required) (AF/S1-
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6A/2020). When I asked the students to confirm the amount that they spent on an
internet package for a month, their answers varied, ranging from Rp 50,000 (fifty
thousand rupiah) to Rp 80,000 (eighty thousand rupiah), Rp 100,000 (one hundred
thousand rupiah), Rp 150,000 (one hundred and fifty thousand rupiah), Rp 200,000
(two hundred thousand rupiah) and up to Rp 230,000 (two hundred and thirty
thousand rupiah).
Aside from the internet problem, another problem the students considered very
disturbing was the home situation that they found inconducive for online learning.
The inconducive conditions varied, ranging from the sound made by children in the
house, the noise of a neighbour carrying out welding work, the noise of rice
machinery, and the sound of customers at a building materials shop. This was
described by FRS, as follows:
Saya memang memiliki ruang belajar sendiri, tapi saya juga memiliki dua adik yang masih usia
SD. Ketika pembelajaran daring berlangsung, adik saya terus bersuara keras atau membuat
kebisingan seperti menonton TV dengan suara keras walau sebelumnya sudah diperingatkan
jangan mengganggu saya. Mereka berlarian kesana kemari dengan mengeluarkan suara keras,
membuat saya hilang fokus pak. Jadi meskipun saya belajar di ruang/kamar belajar, tetapi masih
banyak suara dari luar, saya tetap tidak bisa fokus, Pak.
(I do have my own study room, but I also have two younger siblings who are still of
elementary school age. When online lectures are taking place, my younger siblings
always shout or make noise, watching television at a high volume, even though they
have been warned beforehand not to disturb me. They run backwards and
forwards, shouting, causing me to lose focus, Sir. So although I study in a special
room, there is still a lot of external noise, I still cannot manage to focus, Sir)

(FRS/S1-6A/2020)

In terms of the lecturer who taught the online classes, there were two factors
that the students considered to present a serious problem, namely, the irregular
lecture schedule and the too many assignments given. With regard to the lecture
schedule, it appears that lecturers of particular subjects did not follow the timetable
issued by the study program. During the period of working from home, some
lecturers altered their teaching schedules without coordinating with other
lecturers. As a result, timetables sometimes clashed. This problem was expressed by
AF, who stated that “Terkadang secara tiba tiba ada mata kuliah lain yang muncul tidak
sesuai dengan jadwalnya sehingga kami pernah pada suatu waktu menyimak tiga grup kelas WA
secara bersamaan.” (Sometimes another subject suddenly appears that doesn’t match
the timetable, so on one occasion we were following three WA class groups at the
same time) (AF/S1-6A/2020). With regard to setting too many assignments, AKH
expresses her feelings, as follows:
Banyak dosen melimpahkan banyak tugas besar yang harus dikerjakan dalam waktu lama, bahkan
hampir setiap perkuliahan setiap dosen memberi tugas sebagai ganti dari penjelasan. Kami di
rumah juga memiliki kewajiban untuk membantu pekerjaan di rumah. Saya sering merasa tidak
enak dengan kedua orang tua saya karena sering dari bangun tidur hingga akan tidur lagi saya
harus menatap smartphone atau laptop untuk mengerjakan tugas dan mengesampingkan
membantu mereka.
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(Many lecturers set a lot of big assignments that need to be worked on over a long
period of time, and lecturers even set assignments at almost every meeting instead
of giving an explanation. While we are at home, we also have obligations to help
with the housework. I often feel uncomfortable with my parents because from the
time I wake up in the morning until the time I go to bed at night, I am often busy
staring at my smartphone or laptop, doing my assignments and neglecting to help
them) (AKH/S1-6A/2020).

On close observation, the findings of the study show interrelatedness between
different factors. For example, “the numerous assignments given by lecturers” and
“the implementation of lectures that were not in line with the schedule” caused “the
students to feel exhausted and unwell”. This was expressed by DJ, who stated that,
“Saya merasa kuliah daring lebih melelahkan karena terkadang ada kuliah yang tidak tepat waktu
yang menyebabkan saya harus menggunakan gadget sehari penuh yang saya sadari telah
mengganggu kesehatan saya terutama pengelihatan saya.” (I find online learning to be more
tiring because sometimes there is a lecture that does not match the timetable, which
means I have to use my gadget all day long and I am aware that this has damaged my
health and especially my sight.) (DJ/S1-6A/2020). A similar condition was
experienced by AF, who stated as follows:
Selain itu perkuliahan secara daring terasa melelahkan, karena pembelajaran yang singkat dan
terburu buru menyebabkan mahasiswa belum sepenuhnya paham, tetapi kami sudah diminta
untuk mengerjakan tugas yang memerlukan waktu lebih dan pengerjaannya di luar jam mata
kuliah tersebut. Hal ini membuat mata pedas dan mudah lelah. Saya kawatir dengan kesehatan
saya, terutama kesehatan mata yang sekarang terasa mudah lelah dan berair ketika menatap
layar smartphone atau laptop.
(Furthermore, online learning feels exhausting, because short, hurried classes mean
that students are unable to understand properly, but we are being asked to do
assignments that require more time and to do them outside the lecture time. This
makes our eyes sore and easily tired. I worry about my health, especially the health
of my eyes which now feel easily tired and often water when I look at my
smartphone or laptop) (AF/S1-6A/2020)

Other factors that caused the students to feel that online learning during the
pandemic was not effective was that they felt they only could have limited
understanding of the lectures and there was a lack of opportunity for discussion
among them. These relate to another factor, that is, the limited time allotment for
synchronous sessions. Lectures were only given around 30 to 40 minutes through
Zoom, which affected the students’ understanding.

Discussion
The activity of teaching and learning is a system that is formed by a number of
interrelated elements, such as the curriculum, the lecturers, the students, the
teaching materials, the learning facilities, modes of learning, and the learning
process. These factors also intersect with macro and meso factors such as
government policy, social-economic conditions of a community, demographic and
geographic conditions of a country, physical and psychological safety and comfort,
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and school leadership. The success or failure of a learning activity is not only
determined by a single factor but systemically by a number of factors. It is
necessary, therefore, for lecturers to view these factors holistically, while identifying
the factors that directly or indirectly affect the learning process so that they can
take strategic steps to improve the quality of learning and overcome any problems
that arise (Kumaravadivelu, 2006; Mann & Walsh, 2017; Richards, 2017; Richards &
Rodgers, 2014).
In a situation such as this COVID-19 pandemic, in which teaching and learning
activities cannot be carried out offline on campus for health reasons and to prevent
the virus from spreading further, online learning is the best choice (Ahmady et al.,
2020), as also stated by some of the students who participated in this research. If it
is well planned and properly implemented, in some cases online learning is not
significantly different from offline learning. Research by Hartley and McGaughey
(2018) shows that despite the differences between face-to-face and online learning
environments, online learning can be enacted to foster students to engage and
connect, and to create online learning communities.
Nevertheless, it must be admitted that overall, online learning is not considered
to be as effective as offline learning (Willetta et al., 2019), as expressed by all the
research participants in this study. This is due to the complex implementation of
online learning. Ahmady et al (2020) found in their study that there are numerous
factors which cause the ineffectiveness of online learning, such as, lack of teachers’
preparation for virtual teaching, lack of access to all infrastructure and equipment,
lack of access to smart phones, insufficient literacy and technological capabilities,
the inability to virtualize all courses, and the limited time to prepare online courses.
Similarly, Alalwan et al. (2020), from their study on the use of virtual reality and
augmented reality technologies, point out that “lack of competency, limited
instructional design, lack of focused attention, lack of time, and limited
environmental resources were common challenges” (p. 1).
In a meta-analytical study of 384 articles, Rasheed et al. (2020) examined
online learning from the perspective of students, lecturers, and institution. From the
student perspective, the meta-analysis identified different kinds obstacles that
could interfere with online learning, that is: self-regulation challenges (e.g., limited
preparation before class and poor time management skills), technological literacy
and competency challenges (e.g., technological distraction from overly complex
technology and students’ technological illiteracy), students’ isolation challenges
(e.g., students’ alienation and isolation in online learning and students’ feelings of
being isolated and disinterested), technological sufficiency challenges (e.g.,
insufficient access to technology and low bandwidth and slow processing speeds),
and technological complexity challenges (e.g. technological complexity and the
challenge with longer videos for learning).
Therefore, if in the coming semesters, learning activities continue to be
implemented online, it is important to make sure that the elements that support
these learning activities are present. These elements include a strong and stable
internet connection, adequate hardware in the form of a smartphone or laptop, a
conducive home situation, high student motivation, and a competent and
passionate lecturer (Harasim, 2017). In addition, institutions (universities, faculties,
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and study programs) and lecturers need to employ necessary strategies that can
minimize the shortcomings of online learning and maximize the existing potential
in order to maintain the quality of online learning outcomes (Fenner & Kuhlman,
2012; Jones and Richards, 2016; Rossner, 2017).

Conclusions and Implications
During this time of the COVID-19 pandemic, online learning is believed to be
the best option. This is related to the government policy to protect people’s health
and prevent the wider spread of COVID-19. However, it was found in this study
that the students considered online learning from home to be less effective than
face-to-face learning in the classroom on campus. They stated 12 causative factors
for the ineffectiveness of virtual learning, namely: an unstable internet connection,
expensive cost of internet packages, an inconducive situation at home, a lack of a
fixed schedule, too many assignments from lecturers, the limited time allotment for
each meeting, the negative health impact resulting from excessive implementation
of online learning, a lack of opportunity for discussion among students, inadequate
academic information from lecturers, inadequacy of student gadget, the absence of
direct monitoring from lecturers, and students’ low motivation for learning.
These research findings imply that if in the coming semesters, lectures continue
to be implemented online, steps need to be taken to reduce the obstacles faced by
the students. In order to decrease the costs borne by students, for example,
universities should provide financial assistance for the students to purchase
internet packages. This can be taken from the tuition fees the students have paid to
the university. To overcome the obstacle of the lecture duration of only 30 to 40
minutes per meeting, universities can subscribe to applications (such as Zoom and
Google Meet) that can be made available to all study programs, to be used in turn
by lecturers. The consequence of this is that study programs will be required to
arrange online teaching schedule for lecturers. This will solve the problem of
managing the implementation of lectures which has not been well-organized so far
and has created a burden for students. In the future, lecturers need to be more
empathetic when giving assignments to students. In my opinion, every lecturer
should set no more than two assignments per semester, that is, a mid-semester
assignment and an end-of-semester assignment.
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Abstract
This article reports on a study conducted in the undergraduate study program of
English Language Education (ELE) at Universitas Negeri Malang. Teaching
Practicum is one of the compulsory courses that the students in the program have
to take, usually in their 7th semester. It requires the students to teach in secondary
schools (SMP, SMA, or SMK) for six weeks. To prepare the students, the
department offers content courses in ELE in the sixth semester, both required and
elective courses. Some of these courses are TEFL (Teaching English as a Foreign
Language), IMALT (Instructional Media and Activities in Language Teaching), and
Microteaching. This mini research aims to find out: 1) what students in the program
think about the three courses being offered in the same semester; how they help
students in preparing themselves for the KPL, especially in the online mode, and 2)
what aspects of the courses can be improved. There were 55 respondents from four
classes in the 2017 cohort. The results reveal the students’ perspectives on how well
the department has prepared the students, in terms of the three courses, and what
improvements could be made.
Keywords: teaching practicum, TEFL, instructional media, instructional activities,
microteaching

Introduction
In the undergraduate program of ELE at Universitas Negeri Malang (UM),
students who are in their 6 th semester have to take content courses on ELT which
are aimed at preparing them to do the Teaching Practicum, or KPL (Kajian Praktek
Lapangan) in the 7th semester. Some of the courses include Instructional Media and
Activities in Language Teaching (IMALT), which is valued 2 credits, Teaching
English as a Foreign Language (TEFL) which is valued 4 credits, and Microteaching
(3 credits). Two of the courses, i.e. TEFL and Microteaching, are compulsory, while
IMALT is an elective course. However, IMALT is always chosen by the students as
one of their elective courses in the sixth semester.
Each of these three courses have their own objectives; simply put, TEFL gives
the background knowledge of the history and theoretical framework of the teaching
of English as a foreign language, the approaches, methods, and techniques which
teachers can employ in their teaching-learning activities. In the Department of
English Catalogue (2017) for ELE program of 2017-2018, it is stated that the
objective of TEFL is:
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to provide students with the knowledge and skills of basic teaching-learning
principles and of language skills and components, through literature reviews and
discussion, school observations, and peer teaching (p. 49).

Micro Teaching is a new course, which was only offered in the even semester of
2019-2020. Based on the Course Profile document, this course aims at, among
others, providing the students with skills in planning a lesson, opening and closing
a lesson, explaining, questioning, and managing the class. Those micro skills are
demonstrated in brief lessons, ranging from 5 to 6 minutes, with around 6
“students” and 3 observers. In terms of the Course Learning Outcomes, the
following are the skills that students taking Microteaching should be able to do:
By taking the course, students will be able to acquire the skills of:
1. lesson planning, which involves the preparation of a micro-lesson which should be
organized in a logical sequence (the teaching content should be appropriate,
relevant, and can be presented in a specified duration);
2. presenting and explaining, which involves the skills required to explain with clarity
and proper understanding of concepts;
3. illustrating with examples to rightly explain a concept in order to increase learners’
understanding;
4. reinforcing to increase the participation of learners throughout the teaching
process;
5. varying stimulus to secure and sustain the attention of learners;
6. probing questions to allow and encourage learners to ask structured questions and
clarify doubts;
7. managing classroom, such as providing proper instructions, restricting
inappropriate behavior, and calling learners by name; and
8. using audiovisual aids.

The third course, IMALT, provides students with the knowledge and skills to
select, design and develop media and activities to teach English to secondary school
students. Students taking this course have to design and develop instructional
media, both electronic and non-electronic ones, by carefully considering the
characteristic of the students, the skill focus, the planned activities, etc. The tasks
and projects in this course are mostly group assignments. In the Catalogue, the
course description is stated as follows:
This course provides students with a theoretical and practical knowledge of
instructional media covering various kinds of media, skills in selecting, developing,
operating inexpensive media for EFL classes, and using printed materials including
songs and games related to the instruction of English. (p. 55)

As mentioned earlier, the three courses are aimed at preparing the students for
the Teaching Practicum/ Internship (KPL) which is offered in the 7th semester.
Therefore, most, if not all, of the assignments in those courses are related to the 2013
Curriculum which the students have to implement in their teaching practicum later
on. Furthermore, many of the tasks and activities in the courses are in the form of
group presentations, demonstrations, and practices. However, in the middle of
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March, 2020, due to the Covid-19 pandemic, the campus was closed, and all classes
were then conducted through online platforms.
In the classes that I taught, I gave the students tasks and assignments
according to the Course Profile, but with some modifications, due to the studyfrom-home policy. This, of course, was not without some drawbacks. For the TEFL
class, for instance, there were still many topics that I had planned, with some
demonstrations that I would give, some YouTube videos to make the classes more
interesting and give more realistic examples of the models of teaching, and some
group presentations by the students. However, we had to make do without all of
them; instead, students had to study by themselves, and then they had to carry out
group discussions (via their WhatsApp groups), and produce a PowerPoint
presentation to be posted in the class WA group.
In the Microteaching class, when the study-from-home scheme started, it was
time for the students to perform their individual teaching practices; since it was
impossible to proceed with the schedule, then I asked the students to video record
their teaching practice and send the videos together with the Lesson plans through
Google Drive to me. These individual performances were supposed to cover all the
micro skills that had been practiced before, i.e. opening and closing a lesson, asking
questions, explaining, giving instructions, encouraging students’ participations, and
classroom management in general. They had to choose one skill from a pair of Basic
Competences (KD 3 and KD 4) in Junior or Senior High School. The video should
last about 10-15 minutes. I gave them feedback at the end of the semester as general
comments as most of them had very similar weaknesses and strengths.
As mentioned previously, the IMALT course, as the name indicates, covers
theories and discussions on instructional media and activities in language teaching.
Students have to analyze the learners, formulate the objectives of their lesson,
determine the media that they would use, use the media while ensuring that
students will participate in the lesson, and evaluate the media and the lesson. The
instructional media cover the electronic as well as non-electronic media, and
students, in groups, have to present their products. For this course I collaborated
with a colleague who is an expert in ICT for language teaching and learning, and we
swapped classes in the middle of the semester, for five meetings. She taught my
classes on electronic media (theory and practice), while I taught her classes on nonelectronic media.
When the study-from-home started, I asked them to continue their group
work and send the link of the Google Drive on the class WA Group. For the Final
assignment, they had to present individual media, lesson plan, and explanation on
the media. Each should have one person to give feedback, and the student had to
revise the product based on the classmate’s feedback/suggestions. They then had to
upload the products via Google Drive, which I then read and gave feedback as well.
In the context of the three courses being offered in the same semester, and in
the face of the modifications due to the pandemic, I then wanted to find out
whether the decision to offer the three courses in the same semester is an
appropriate one. Specifically, I wanted to investigate what the students felt and
experienced in the semester. In particular, this mini research wanted to find out: 1)
the students’ opinions on the scheme of offering the three courses in the same
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semester, in online mode, and 2) what they felt during the study from home period,
related to the teaching and learning process of the three courses and what they
thought could be improved.

Literature Review
In talking about online learning, it is important to firstly define what we mean
by the term online learning. Experts and practitioners have differing views and
definitions, and I would like to present some of them. According to Stern (2018),
online learning is education that takes place over the internet; it is often referred to
as e-learning, which is one type of distance learning. Simply put, it means “learning
that takes place across distance, not in a traditional classroom” (Stern, 2018, p. 1).
Ryan (2020) mentions that there is no clear-cut definition of online learning; they
have one thing in common, though, that is, they involve the use of technology as the
main channel of communication between student and teacher. He goes on to say
that online learning refers to education that takes place online or via an app. Virtual
learning tends to be more formal, involving internal software platform, while elearning offers self-paced activities for students.
According to studies, several factors play a role in determining the effectiveness
and advantages of online learning (Alsaaty et al., 2016). Not the least of those factors
are the influence of students’ background knowledge, teacher’s technical
capabilities in navigating the technology, the complexity of the course design, the
difficulty of the tasks/assignments, and the intensity of the students in doing the
assignments. Meanwhile, El-Seoud et al.’s study (2014) found that motivation of the
undergraduate students could indeed be increased by the interactive features of elearning, and that motivation covers self-confidence, good ICT skills, and the ability
to work independently. Without those factors, students will always find it hard to
understand the contents of the course, as they lack face to face interaction.
A study by Alsaaty, et.al (2016) also found that students tend to have positive
perceptions of online learning “despite multiple problems in the online courses,
including lack of instructional materials, poor organization, limited faculty access
and poor technological infrastructure” (p. 38). Another study by Ebojoh and Xu
(2007) examined the effectiveness of online learning programs. In particular, the
researchers wanted to find out how online learning programs could be made more
effective in higher educational institutions. Nine subjects from three colleges in a
university in the USA participated in the study. The findings revealed that in online
learning programs, the most frequent source of frustration for the users was
communication issues. The institutions were then suggested to improve their
communication for the betterment of the online learning program.
Still on the topic of online teaching and learning, this research was aimed
firstly at finding out the ELE students’ views on the Department’s scheme to offer
three courses to equip them for the upcoming Teaching Practicum in the following
semester, in online mode. Secondly, it was also to find out the students’ views on
the online teaching-learning process of those courses, and what they thought could
be improved.
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Method
This research was conducted in the even semester of 2019/2020 academic year,
during the months of April-May. There were 55 respondents, all of whom were
students of the ELE program in their sixth semester (Cohort of 2017). They were
students from the offerings/classes A-A1, B-B, C-C1, and DE-DE, who took my
classes (class A-A1 for Micro Teaching, B-B for TEFL, C-C1 and DE-DE for IMALT).
To collect the data, I posted two questions on the WhatsApp Group of each
class; they were: 1) what do you think of the department’s decision to offer the three
courses (TEFL, Microteaching, and IMALT) in the same semester? and 2) what do
you think can be improved? The students could give their answers either through a
private chat with me, or through email. There was no limit on what the students
could answer. They could give comments on any aspect of the fact that the three
courses were offered in the same semester, and what aspect could be improved. I
also told them that they were supposed to give an honest answer since their
answers would not affect their scores whatsoever. I gave them time till the last day
of the semester to send their answers. As I stated the questions in English, they also
gave their answers in English.
One week after the last day of the semester, I decided to start analyzing the
students’ answers, although not 100% had submitted their answers. There were 55
respondents from the four offerings/classes. Some of them were enrolled in more
than one class that I taught, so I considered 55 as sufficient. I classified their
answers according to the questions (Question number 1 and Question number 2). I
recorded all their answers in descriptive mode, especially regarding question
number two, as some of the answers varied. I coded the respondents according to
their respective class/offering.

Findings
The results of the data analysis for Question 1 show that all students (100%)
viewed that all three classes are very important to prepare them for the Teaching
Practicum in the following semester, and the majority (96.3%) stated that it was
good that they are offered in the same semester. Two respondents (3.63%) stated
that TEFL should be offered before IMALT and Microteaching, perhaps together
with Curriculum. The reason these students gave was that IMALT and
Microteaching need the knowledge and skills that are given in TEFL; whereas when
they took it simultaneously in the same semester, the students found it difficult to
absorb all the contents.
Three respondents (5.45%) stated that it was good that the three courses were
offered in the same semester, but they doubted that they were really helpful in
preparing the students for the Teaching Practicum. The respondents (14.54%) also
stated that they needed more time for the lecturer to explain things to the students,
and the study-from-home scheme really deprived them of it.
The answers to Question number 2, as mentioned above, were varied. The
question is “What do you think can be improved?” To this, students could give their
opinions on any or all of the three courses. Some of the students, of course, were
enrolled in the courses which I did not teach. As I explained, from the four classes of
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ELT (A-A1, B-B, C-C1, and DE-DE), I taught Micro Teaching to students in A-A1,
TEFL to class B, and IMALT to classes C1 and DE. Therefore, they had different
lecturers for the courses.
In analyzing the answers, as previously stated, I coded the respondents’ names
and their class/offering, so I got the data of the courses without them mentioning
the lecturers (which was indeed not the focus of the research). The following
description deals with the answers to question number 2.
More than half (28 students, or 50.91%) of the respondents strongly suggested
improvements in the carrying out of the TEFL Course. These concern improving the
planning of the course and the contents, providing explanation and guidance for all
materials to ensure students’ understanding, giving more explanation and feedback,
not just tasks so that the students could know if what they had done was correct or
not, and making the contents and the teaching and learning process more engaging
for the students.
For Microteaching, ten students (18.18%) stated that they needed more time to
practice, especially since during the pandemic, they did not get the chance to
practice teaching at all. As I have explained before, in my class, the Final assignment
for the course was that each student had to perform individual teaching, record it,
and send the recording to me via Google Drive. One student stated that
Microteaching class should be more realistic, and another said that she felt that a
teacher had to be very creative in maintaining students’ interest. Other than that,
they stated that the Course was good, and they enjoyed it, although at first they felt
awkward that they had to imagine the students in front of them. Some of the
students pointed out that in their Microteaching class, they did not get the chance
to practice teaching.
The third course, IMALT, was not given numerous comments; four students
(7.27%) stated that they needed more time to produce and practice the media,
especially the electronic ones. One student pointed out that some of the electronic
media were outdated, and another student said that they actually need a laboratory
to create the electronic media, as the facilities that they had were often insufficient.
The rest of the respondents did not give any comments.

Discussion
The students’ answers to the questionnaire showed generally positive views
with regard to the three content courses on ELE offered in the sixth semester
(TEFL, Micro Teaching and IMALT) which are aimed at preparing the students for
their Teaching Practicum in the seventh semester. All of the respondents explained
that contents of the three courses were relevant for their future duties as teachers;
however, some of them were in doubt whether the courses could in fact sufficiently
equip them to do the Teaching Practicum in the next semester. These doubts
probably stemmed from the fact that during the unexpected pandemic situation, the
classes were conducted online, thus they missed the face to face interaction with
the lecturers and classmates.
Another opinion put forward by two of the respondents was that it might be
better if TEFL was offered before IMALT and Micro Teaching, as there were a lot of
materials covered in the course that the students needed to study. Again, this had to
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do with the “study-from-home” situation, where students were left to their own
devices, to study all the materials themselves, with minimum explanation from the
lecturers. This, undoubtedly, gave a heavy burden to the students. In fact, many of
the respondents stated this issue in their answer to the second question.
The second question of the questionnaire actually asked the respondents to
give their feedback on the implementation of the three courses in the sixth semester
(the even semester of 2019-2020) and what can be improved. However, their
answers then inevitably led to their experiences and feelings during the pandemic,
study-from-home situation. Many of the students expressed their concerns over the
implementation of the online learning system. This is because during the pandemic,
a lot of things related to the delivery of the course have to be modified very quickly,
particularly in terms of resorting to fully online mode. The syllabus and course
outline as well as all the tasks and activities were originally designed mainly for face
to face classes; changing them to online mode could not be done automatically.
Many things had to be put into consideration: the method of delivery, the Learning
Management System (LMS), the assignments and assessment of the assignments, to
name but a few. On top of that, the lecturers’ ICT literacy also requires
improvement. As El-Seoud et al. (2014) explained in their study, teachers should
develop and restructure their lessons to fit online learning mode and requirements.
As people start conducting online learning, they should change their mind set from
traditional classroom to online classroom. To ensure the stability of the quality of
education, in this case the quality of the online courses, lecturers must “review and
modify the teaching approaches used in traditional courses” (El-Seoud et al., 2014, p.
25). This, of course, entails the high skill of the lecturers in integrating ICT in their
lessons, to make their online classes appropriate for the online learning mode.
As shown in the respondents’ answers, some lecturers’ online classes might
involve mainly giving the students tasks to keep them busy, and then assigning
them to present or submit the tasks. This, understandably, brought considerable
burdens for the students; they needed more explanations about the contents and
the tasks that they should do, and then they needed feedback to be sure whether
their work had met the lecturer’s expectations or not. This would help ensure the
effectiveness of the online classes for the students. In fact, as Ebojoh and Xu (2007)
find in their study, the effectiveness of online learning depends on four factors, i.e.
assessment, benefits, constraints, and delivery method. Of the four, method of
delivery plays the most important role. Seeing the findings of this present study, it is
clear that Ebojoh and Xu’s findings are supported.
The students’ answers, furthermore, clearly support the findings of the
research done by Alsaaty et al.(2016), which reveal that the biggest problems faced
by students in doing online learning are the difficulty in contacting the faculty
concerned and lack of course instruction and/or organization.

Conclusions
This present study, which aimed at finding out students’ views on two things,
i.e. the appropriateness of offering three ELE Courses (TEFL, IMALT and Micro
Teaching) in the same semester, in online mode, and what improvements could be
made, have revealed several findings. First, all students felt that the curriculum of
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the Department which offered the three courses in the sixth semester is a good one,
and the three courses were really helpful to prepare them for their teaching
practicum in the seventh semester. For the second question, i.e. their opinions on
what things can be improved about the courses, the respondents gave varying
answers. In relation to the TEFL course, the students in general provided various
feedback for better preparation and delivery of the course. In the Microteaching
course, one answer which quite frequently appeared was that the students needed
more time for the course, and that they also needed some real demonstration of how
to teach in a real classroom. They did realize, however, that the unexpected
situation due to the pandemic was the cause for some limitations in the delivery of
the courses.
The feedback provided by the students need to be followed up by the lecturers
to ensure continuous improvement of the courses, particularly to address the
current situations under the pandemic. Lecturers need to regularly reflect on their
teaching and seek feedback from the students. Professional development programs
to improve ICT literacy and knowledge and skills in conducting online learning are
also needed. In this case, the university has carried out different kinds of training
regarding the implementation of online learning and the use of the university’s
online platform. It is recommended that feedback from various stakeholders
especially the students and the lecturers be taken into account to continuously
improve the professional development activities held by the institution, and the
quality of the institution’s online platform. It is also recommended that a more
comprehensive study on the students’ perspectives regarding the curriculum of the
ELT program and the delivery of the courses within the curriculum be carried out to
ensure the relevance of the program curriculum to the students’ needs and the
effectiveness of the course instruction.
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Abstract
English teachers have a significant role in the success of English language teaching
(ELT) at schools. A transition point from the period of pre-service teacher training
held by teacher training universities and the actual teaching is very important. The
transition point refers to the teaching practice sessions attended by student
teachers at schools. This study examined how student teachers used English as a
medium of instruction (EMI) in the classroom of a suburban school in Malang
Regency, East Java, Indonesia. Three student teachers were observed when
teaching English in the classroom in the teaching practice sessions. Then, an
interview was conducted with each of the student teachers. The results of the study
showed that while the student teachers tried to teach English using EMI in the
classroom, they could not successfully do so for some reasons.
Keywords: ELT, EMI, student teachers, suburban school, teaching practice

Introduction
In Indonesia, one of the countries in the expanding circle, the majority of the
people communicate by using at least two kinds of languages. The first is local
vernaculars which are used between people from the same regions (e.g., Sundanese
which is used by people in West Java) or people in the same islands (e.g., Balinese
which is used by people in Bali Island). The second is the national language (i.e.,
Indonesian or Bahasa Indonesia) which is the language officially used in education,
mass media, and government. Indonesian is also used as a means of communication by
people from different regions or islands, although they have different cultures
(Renandya, 2004). At schools, the two kinds of languages are taught as subject
matters. While local vernaculars are taught at the primary and junior high school
levels, Indonesian is taught from the primary level to senior high school level. In
addition to the two kinds of language, English is taught as one of the compulsory
subject matters in the junior and senior high school levels. According to the
Indonesian Government policy, English as a foreign language (EFL) is taught to
prepare students for communication in the wider context involving speakers of
English from the inner, outer, and expanding circle countries.
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Following the Indonesian government policy regarding EFL, students majoring
in English Language Teaching (ELT) who are going to be English teachers are
prepared to teach English by using English as medium of instruction (EMI) in
secondary schools. Accordingly, they are exposed to Standard English (e.g.,
American English and/or British English) and other English varieties. During the
courses, the student teachers are immersed to English through the classroom
interaction and instructional materials used in skill courses (i.e., Listening,
Speaking, Reading, and Writing), linguistics and literature courses and content
courses on pedagogy as specified in the curriculum.
In Universitas Negeri Malang, Indonesia, which is also a teacher-training
university, the policy in the placement of student teachers requires the student
teachers to teach not only in Malang City precinct but also in suburban areas.
Student teachers who are placed at schools in the urban areas may not encounter
difficulties in using EMI in the classroom because the students in such schools
might already be familiar with the use of EMI. However, the student teachers who
are placed in suburban areas might face difficulties in maintaining the use of EMI in
the English classroom due to the different condition of the schools and the socioeconomic background of the students. It is important to get an insight into the
experience of student teachers in such schools with regard to the use of EMI, so that
teacher education programs can better prepare the student teachers with
knowledge on different teaching contexts and strategies to address the issues. In
light of the background, the present study aims to examine the use of EMI by the
student teachers in the English classroom in a senior high school in a suburban area,
particularly in Tumpang District of Malang Regency. This study was aimed to
answer the following research questions:
(1) Do the student teachers use EMI when they teach English?
(2)What are the reasons for using or not using EMI when they teach?

Literature Review
To get more insights about the present study, the literature review focuses on
two major issues: (1) preparation of students’ teachers for teaching practicum, and
(2) the use of EMI in the teaching of English.
Preparation of Student Teachers for Teaching Practicum
An important document referred to in this study is the Catalog of the
Department of English, Universitas Negeri Malang (2019). The Catalog contains
information about the profile of the Department and the Structure of the
Curriculum of the Undergraduate Program in ELT. According to the Catalog,
undergraduate students of the ELT program are required to take courses of 146
credits in total which can be completed in 7 semesters.
The courses consist of three broad categories: basic courses on character
development (16 credits; e.g., Religious Education and Civics Education), required
courses on subject matter and pedagogy (115 credits), which include basic
pedagogical courses, English language skills courses, English language and literature
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courses, ELT courses, research courses, and internship courses, and elective
courses.
The ELT courses (16 credits) consist of five courses which cover important
materials in relation to planning, implementing, and evaluating English instruction.
These five courses are: English Curriculum, Teaching English as a Foreign Language
(TEFL), Instructional Materials Evaluation, Language Learning Assessment, and
Microteaching. All these courses are aimed to facilitate the development of the
students’ pedagogical content knowledge relevant to their need when they carry out
their teaching in real classrooms. It is important to note that the teaching and
learning process in the Department is conducted fully in English. Thus, English is
used as a medium of instruction and as a means of communication.
After the students in the program completed the five courses, they are
supposed to take the Internship in ELT course which is supposed to provide them
with knowledge and skills required to become professional teachers through
experience in working as teachers in schools. A clearer description of the course and
its and expected outcomes can be discerned from the course description quoted
from the Catalog of the Department of English (2019, p. 49):
This course aims to develop students’ competence in teaching and other
professional tasks by providing them with practical experience in the field through
an internship program in schools. The course consists of two main parts. Firstly,
before going to the field, the students are required to attend a two-week PPL I that
is held at campus. In the PPL I, the students conduct peer teaching and follow some
sessions with lecturers and/or cooperating teachers from schools, where they
discuss materials such as school administration and management, teacher tasks,
curriculum content, basic skills of teaching, lesson study, students’ guidance, and
evaluation of students’ learning. The internship at schools (PPL II), which is carried
out afterwards, lasts 6 weeks and includes the following activities: school and
classroom observations, lesson planning, practice teaching, and report writing. The
reports concern three subjects, i.e. school management, students’ guidance and
counseling service, and lesson study implementation.

During the teaching internship at school, the student teachers have the
opportunities to interact directly with the students from the pre-teaching, whilstteaching to the post-teaching activities. They also work closely with an English
teacher at the school who acts as the cooperating teacher, providing consultations
and feedback for their lesson plans and teaching practice sessions on a regular basis.
A lecturer from the university is also assigned as a supervisor of the internship,
providing guidance and feedback and making occasional school visits based on the
schedule arranged by the University.
The Use of EMI in the Teaching of English
English as a Medium of Instruction (EMI) is commonly used to teach any
content subject in any level of education. It is most frequently used in higher
education in which various types of content subjects are offered to attract
international students and thus boost the university ranking (Briggs et al., 2018). It
is also believed that teaching using EMI is effective to improve English ability
(Belhiah & Elhami, 2015; Kaniadewi & Sriyanto, 2019; Suminar, 2017). In the
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context of teaching EFL, EMI in English subject is done either fully or partially. This
is due to several factors, such as, teachers’ linguistic competence, teacher and
students’ proficiency levels, the kind of English that should be used in EMI, and
Englishization (Macaro et al., 2017). Due to linguistic competence and proficiency
level problems, code-switching is often found in the implementation of EMI in the
EFL classroom, particularly at secondary schools.
Since the focus of EMI is commonly on teaching a content subject, few studies
have been reported on the use of EMI in the teaching of English, especially in
secondary schools. Research studies to date have examined various aspects;
however, many of the studies discussed the results of analysis of perceptional data.
Some examples of the perceptional studies include studies on either the teacher’s or
students’ perception on the use of English in EFL classroom (Erliana, 2018;
Rahmadani, 2016), perception toward the policy changes concerning EMI
implementation in schools and higher education (Ahmadi, 2017), the factors which
lead to the controversy towards EMI in EFL classroom (Suminar, 2017), and
students’ perception in the use of English in the classroom and students’
International Posture (Köksal & Tercan, 2019). These studies raised the different
perceptions that lead to various perceivedness of the EMI implementation in a
different context.
Some research on the use of EMI has been investigated from students’
perceptions. Rahmadani (2016) tried to uncover the secondary school students’
perception of EMI used by the English teachers. The students were from 4 senior
high schools located in the urban area of Palangka Raya city. The study revealed
that the majority of students agreed that the use of EMI motivated them to learn
English better and to communicate using the language. Köksal and Tercan (2019)
study was intended to investigate the students’ perceptions related to the usage of
English in the classes and students’ International Posture. The findings of the study
showed that students with high International Posture had positive attitudes
towards EMI. Also, in terms of gender, male and female students held similar
positive perception on EMI and IP. The study suggested that EMI courses should be
seen as an opportunity to develop English language proficiency and students’
posture towards an international community should be shed with more light. In
contrast, Suminar’s (2017) study revealed controversy towards the application of
the rule of EMI among EFL students. The result revealed that there were several
benefits and challenges which led to controversy towards the use of EMI in EFL
classroom. It was also found that the EMI program brought the dilemma among
students and lecturers who taught the subjects which required explanation in the
mother tongue.
Research on the use of EMI was also examined from the teachers’ perception.
Erliana (2018) tried to explore how English teachers perceive EMI in English
subject in secondary education and their views about using English in teaching
English as a subject. The study was carried out in two qualified schools based on the
teachers’ educational background and school accreditation score. The majority of
participants showed a positive response and considered EMI beneficial for the
teacher and students. The result of Erliana’s (2018) was supported by the results of
research conducted by Briggs et al. (2018) who compared the perception on the use
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of EMI of the secondary and tertiary teachers. Based on the data elicited from
teachers from various countries, the result revealed that more secondary school
teachers than tertiary level teachers considered the use of EMI gave a lot of benefit
to the students in the form of high quality of education.
A notable research study was an experimental study examining the effect of
full English instruction on students’ speaking skill (Kaniadewi & Sriyanto, 2019).
The result of the study showed that exposure to full English instruction did not run
as expected in the beginning. However, through habit formation, the students were
eventually accustomed to full English instruction. Thus, communication patterns
and exposure models shifted and full English instruction had positive effect on
students’ speaking skill. It is also mentioned that the language should be in the zone
of proximal development and using gestures to convey meaning helped the students
to understand information rather than switching code into the mother tongue.
The success of the use of EMI is in fact related to the language policy of the
government. Ahmadi’s (2017) research was carried out to examine the policy
changes in the Arabian Gulf countries concerning the adoption of EMI in schools
and higher education as well as its potential effects. EMI is adopted due to the
establishment of a bilingual education system to enhance English proficiency
projected in realizing the Qatar National Vision 2030. It was reported that the
implementation of EMI has not been successful. The research result determined
that, if given a choice, students would rather receive instruction in the Arabic
medium instead of English to pursue undergraduate studies. A similar study
conducted by Belhiah and Elhami (2015) showed that the students in some Gulf
countries found it difficult to learn the subject matter delivered in EMI due to their
low proficiency. The researchers then recommended the use of a bilingual
curriculum which applies English and Arabic to increase students’ biliteracy skills.
Owu-Ewie and Eshun’s (2015) found that the unsuccessful use of EMI in secondary
schools in Ghana was not only caused by the students’ lack of proficiency, but also
“teachers’ willingness to use Ghanaian language in teaching and lack of enforcement
of the language policy” (p. 81).
The present study had a different focus in comparison to the aforementioned
studies. It concerned the student teachers’ use of EMI in the English classroom in
secondary schools located in a suburban area in Indonesia. Additionally, the study
tried to explore whether or not student teachers could maintain the use of EMI in
the classroom successfully. It is also worth mentioning that in the context of the
present study, the language education policy does not oblige teachers to teach
English subject through EMI unlike in the countries where the majority of the
context has established a strict policy towards the implementation of EMI or
bilingual teaching combining English with L1 or local language.

Method
In order to answer the research questions, this study used a descriptive method
in the form of a case study. This case study was conducted in Universitas Negeri
Malang, one of the prominent teacher-training institutions in Indonesia. As part of
their undergraduate education program in ELT, the student teachers are assigned to
secondary schools to conduct teaching practicum. Three student teachers who did
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their teaching practicum in a public senior high school at Tumpang District of
Malang Regency in the Province of East Java, were involved as the participants of
this study. All of the participants are female student teachers. They taught senior
high school students in grades ten and eleven. Pseudonyms are used to ensure
anonymity of the participants and confidentiality of the data. More detailed
information about the subjects of the study is shown in Table 1.
Table 1. The subjects of the study and aspects related to data collection
No
1
2
3

Pseudo-name
Ms. Nana
Ms. Neny
Ms. Nina

Gender
Female
Female
Female

Observed
Twice
Twice
Twice

Interviewed
Once
Once
Once

Document
Lesson plan
Lesson plan
Lesson plan

As shown in Table 1, the data in the study were collected by using observation,
interview, and documentary study. To answer the first research question, the
student teachers were observed twice when they conducted their lessons during the
practicum. Before teaching, they submitted the lesson plans they had prepared
(Aliyah, 2016; Aulia, 2016; Nande, 2016) to the first author, a lecturer of the program
who served as the supervisor of the student teachers. The lesson plans were
analyzed to find out whether the student teachers teach according to the plans that
were made. In addition, data collected from the lesson plans prepared by the
student teachers were used to see whether there was a plan to use EMI in the
teaching practice sessions.
Data on the use of EMI in the classroom were noted on the observation sheet.
Observation sheets were completed during observations in the teaching practice
sessions. The observation sheet was used to note any indicators in the use of
expressions other than EMI in the pre-teaching, whilst-teaching, and post-teaching
activities of the teaching sessions. The data were also based on the records of
retrospective interviews conducted with the student teachers. The interviews were
conducted separately for each of the student teachers and were based on the
following major questions:
(1) Do you use English when you teach?
(2)Do you think it is important to teach using English?
(3) What are the reasons for using (or not using) English?
Additional questions were also addressed to the student teachers during the
interview, for clarification of the issues.
From the information gathered in the data collection stage and the lesson plan
as a document, the data were then analyzed by focusing on the aspects relevant to
the research questions. The data were collected by the first author during his visits
to the school while doing the supervision of the student teachers’ practicum.

Findings
The Student Teachers’ Use of EMI
From the results of the data analysis, it was apparent that the student teachers
brought the experience from the immersion practice in using English in the
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Department of English to the school. Therefore, they came to the school for teaching
practicum with the intention to use EMI when teaching English to senior high
school students. The results of the analysis of the lesson plans submitted to the
teaching supervisor showed that the lessons were planned to be given in English.
This was evident in the material and the teaching and learning activity sections of
the lesson plans.
The intention to teach English by using EMI was confirmed in the answers of
the first interview question addressed to the student teachers. However, it was a bit
surprising that the responses of the student teachers were conditional, indicating
that English was not used fully as EMI. Responding to the question whether each of
the student teachers used English when teaching English, the student teachers
stated,
“Yes, I frequently use English for the teaching, but when I saw that the students do
not understand what I speak I explain it in Indonesian.” (Ms. Nana)
“Not always, just sometimes...if the material is easy I will use English and if the
material is difficult I use Indonesian.” (Ms. Neny)
“I think it is necessary (to use English) but not all of the students will understand
what we are saying if we teach them with all 100% English.” (Ms. Nina)

It was revealed from the student teachers’ statements that English could not be
used fully in the English classroom of a suburban school where the student teachers
had their practicum. They decided to vary the use of languages in the teaching of
English with Indonesian as they thought that the use of total EMI would not benefit
the students. From the observation of their teaching practice sessions, it was noted
that the student teachers not only code-switch from English to Indonesian but also
intentionally code-mix the two languages to help students understand the teaching
materials.
The second interview question was asked to make sure whether the student
teachers realize the importance of EMI. Responding to the question “Do you think
it is important to teach using English?” Ms. Nana stated,
“It is important for them to use English so that they can frequently practice in using
English, for their speaking, writing, reading, and then listening.”
She added, “I think when we use English the advantage is the students can be more
familiar with English so they won’t feel awkward when they need to speak or write
because they already hear the words.”

In line with Ms. Nana, Ms, Neny replied,
“I agree because it has any benefits for the students, if the teacher uses English in
the class so the students will not use Indonesian when they speak with the teacher
and with other students and it will also improve their ability.”

Unlike the other two student teachers, not only did Ms. Nina believe that it is
important to use English to teach in the English classroom, but she also had tried to
actually use English in the classroom. However, she just could not do that
regardless of her strong intention to teach using English. This is clearly expressed in
her words, when she stated,
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“When I tried the first time Ms. Nunik (the classroom teacher, pseudonym) said
that (I should not use English all the time) to me …so I do not use English all of the
time, but I would like to teach them with whole English but I couldn’t.”

In short, the three student teachers agreed that using EMI when teaching
English is beneficial for the students as they could get exposure to the use of English
for communication in the classroom.
The Reasons for Using (or Not Using) EMI
From the student teachers’ answers to the earlier questions, it can be
summarized that they used EMI when they felt that the students could understand
the lessons (Ms. Nana & Ms. Nina) and when the material seemed to be easy for the
students (Ms. Neny). They also used EMI because they believed it could provide
students with more practice in using English (Ms. Nana & Ms. Neny) and more
opportunities for the students to improve their ability in using English (Ms. Neny).
On the other hand, the student teachers avoided using EMI when they thought that
the students could not understand the explanation (Ms. Nana & Ms. Nina), when
the material appeared difficult for the students (Ms. Neny), and when the
cooperating teacher suggested that they not use EMI as the students could not
understand the explanation in English (Ms. Nina).
Further analysis of the interview data showed that the student teachers tried
to maintain the use of EMI to higher proportion, instead of code-switching it into
Indonesian or code-mixing it with Indonesian. They believed that more use of EMI
would lead the students to have more practice in using English inside as well as
outside the classroom. This is evident from the statements expressed by the three
student teachers. Being asked whether teacher’s use of EMI would stimulate the
students to use English in the classroom and beyond the classroom, Ms. Nana said,
“It depends on the students. Some students like to learn English and these students
always ... in my experience teaching students across study programs last time I
know that some students used English with their friends in their daily life and also
spoke in English, used English in social media. When they updated their status and
when they had a chat with their friends, they used English ...they wanted to
practice using English. But students who are not interested (in English), they will
use Indonesian or Javanese.

Ms. Neny added,
“If the students use English in the class they may also use English outside the class.”

Ms. Nina highlighted,
“I think it will improve their English if they could practice to speak English all of
the time when it was an English class …I think it would improve their English
speaking outside the class.”

To put it briefly, while the student teachers cannot avoid using Indonesian to
help students understand the material due to the low English proficiency (which is
also emphasized by the cooperating teacher), they tried to increase the intensity in
using EMI. This is because they believe that when they use English more
intensively, students will get more exposure to English, and they will get used to
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hearing utterances in English as models of their own English expressions. The
student teachers also believe that the more frequent English is used in the
classroom, the more likely the students use English beyond the classroom
environment, for instance, while having chats with their friends or when they use
social media for communication.

Discussion
Student Teachers’ Use of EMI when Teaching English
The findings of the study revealed that the student teachers’ intention in
maintaining English as an attempt to practice the language and get more exposure is
in line with the previous studies conducted by Suminar (2017), Erliana (2018), and
Kaniadewi and Sriyanto (2019). Teaching through the medium of English could give
fruitful impact, such as improving speaking skill, increasing confidence, building
vocabulary, and developing international posture which encourages the students to
be able to communicate using the language (Erliana, 2018; Köksal & Tercan, 2019;
Rahmadani, 2016). The use of EMI also improved the quality of education in the
secondary schools (Briggs et al., 2018).
The findings also showed that student teachers could not maintain using
English entirely in the English classroom. As a result, English is used either with
code-switching or code-mixing depending on the condition. This happened because
the student teachers considered total EMI as disadvantageous for the students for
some reasons, although they were eager to use it 100%. Unlike the successful use of
EMI in schools located in the urban context (Rahmadani, 2016), EMI could not be
used optimally in the suburban school investigated in this study mainly due to the
low English proficiency of the students. In other countries such as in Ghana (OwuEwie & Eshun, 2015) and the Gulf countries (Belhiah & Elhami, 2015), the
unsuccessful use of EMI was also caused by students’ low English proficiency
which is intensified by teachers’ and decision makers’ lack of commitment in the
use of EMI as part of language policy. In Indonesia, the policy of language of
instruction is stipulated in Law 20 of 2003 article 33, mentioning that a foreign
language could only be used as a language of instruction in a certain educational
setting to support the ability of a student in the foreign language (Hamied &
Musthafa, 2019). It indicates a support from the policy to use EMI although there is
no clear statement about the portion of the language use. However, from the study,
the student teachers have made a lesson plan in which the English lessons were
planned to be given in English. Accordingly, it can be assumed that the rule to teach
English through EMI was established based on the lesson plan.
On the other hand, the student teachers realized that it is essential to have
students exposed to English as often as possible. This finding aligns with the result
of the study conducted by Briggs et al. (2018) and Erliana (2018). Briggs et al.
reported that secondary school teachers strongly thought that the use of EMI would
improve the quality the students’ learning. Erliana reported that English teachers
had a positive response and considered EMI benefits both teachers and students.
However, the teachers in Erliana’s study, who on average had been teaching English
for more than 15 years, acknowledged that they used English with various
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percentages. English was used the most in pre- and post- activities, while codeswitching or even repetition of English explanation into Indonesian had a bigger
portion in the core activities. In the present study, the student teachers
acknowledged that the use of EMI was conditional. The finding highlighted that
either code-switching or code-mixing was used to help students understand the
teaching materials. This indicated that the student teachers used less English in the
core activities and more in the pre- and post- activities.
Student Teachers’ Reasons for Using (or Not Using) EMI
It has been acknowledged by the student teachers and teachers reported in
previous studies (e.g., Briggs et al., 2018; Rahmadani, 2016) that the use of EMI is
beneficial. The exposure to English helps students improve their English
proficiency. However, EMI is considered to have less impact on students’
comprehension and knowledge development if the teaching materials cannot be
understood through the medium. From the present study, it is believed that to
better explain difficult materials to the students, Indonesian is preferred than
English. This is in line with the study conducted by Suminar (2017) who found out
that the respondents encountered difficulty in understanding the learning material
when the lecturer explained using full English, due to their limited vocabulary. This
indicated that the reason for using or not using EMI depends on several factors; one
of them is students' vocabulary. However, Kaniadewi and Sriyanto (2019)
highlighted that a shift to full English instruction is possible to do by considering
that the language used is in the zone of proximal development and by using gestures
to convey meaning. In other words, simplification of the language used is in a way
better than switching code into Indonesian.
In contrast to the finding of this study, it was found that in the Arabian
context, where EMI is the result of educational reform, the students preferred using
their L1 (Arabic) rather than English because of several factors; one of them is fear of
losing their culture (Ahmadi, 2017). This happened as English is entirely foreign in
comparison to Arabic because it is from different language families, and Grammartranslation is not possible. Meanwhile in Ghanaian context, the teachers’
willingness to use national language to cope with students’ lack of English
proficiency is the main reason not to use EMI regardless of the language policy of
the government which favors the use of EMI in secondary school levels (Owu-Ewie
& Eshun, 2015). In the present study, the unsuccessful persistence in the use of EMI
was rooted in the students’ lack of understanding of EMI due to the socio-economic
background and geographical factor of the suburban school. It can be seen that the
use of EMI in the previous studies is an obligation due to the language policy
established while in the present study, it is the student teachers’ attempt to provide
students with an exposure to English since the policy established does not oblige
the use English as a medium of instruction.

Conclusions
This study has revealed that the student teachers’ experience regarding the use
of English in the pre-service teacher education did not work well when they had to
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use EMI in a suburban school. The student teachers had the intention to use EMI
fully in the English classroom. However, they could not maintain to use it all of the
time due to various reasons such as students’ low proficiency in English, the
difficulty of the material, and students’ lack of understanding of the explanation. It
is important to note that the student teachers thought that using EMI more
frequently could help develop students’ ability in English and encourage them to
use English in the classroom and beyond. There seemed to be no standard on how
the student teachers should handle the situation in the suburban English classroom.
Code-switching, code-mixing, repetition of English explanation in Indonesian,
dependence on the ease of the English teaching materials are some of the ways that
the student teachers did when they observed the students’ difficulty in catching the
meaning of the messages conveyed in English. Therefore, it is suggested that teacher
training institutions prepare the student teachers with standardized strategies
when English cannot be used fully as a medium of instruction.
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Abstract
This study proposed strategies to instil reflective practice for Pre-Service English
Teachers (PSETs) through teaching internship, a required unit for the fourth year
English Language Education students to earn professional experience. Using R&D,
especially ADDIE (Analysis, Design, Develop Implement, and Evaluate) procedure
(Branch, 2009), this study developed a supervision model that combined clinical
supervision and lesson study. The study participants were 3 PSETs, 2 In-Service
English Teachers (ISETs), and 1 English Teacher Educator (ETE). The data
gathering was done through Focus Group Discussion (FGD) with the ISETs and
PSETs, an interview with the ETE, and document analysis. The findings revealed
that the participants from both ISETs and PSETs groups were not familiar with the
theoretical concept of reflective practices. However, the ISETs reported that they
always shared problems related to their teaching with their colleagues informally to
seek a solution. One of the ISETs occasionally wrote a note expressing her thinking
about her classes, without realizing that it is a form of reflective practice. Strategies
of reflective practice in the internship supervision model were organized into three
stages: pre-conferences, observation, and post-observation. Both groups
acknowledged the model developed from this study had covered the necessary
aspects of supervision that incorporate reflective practices in the teaching
internship for the PSETs.
Keywords: reflective practice, teaching internship, EFL, teacher education,
Indonesia

Introduction
Law number 14 of 2005 concerning teachers and lecturers affirms that one of
the principles of professionalism for teachers is using opportunities to develop their
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professionalism sustainably (President of Republic of Indonesia, 2005). This Law
implies that teachers and lecturers should conduct continuing professional
development to enhance their competences, including reflective practice, as it is
acknowledged as one of the notions of professional teachers (Farrell, 2019; Ng et al.,
2004; Schön, 1983). Reflective practice requires teachers to critically reflect on their
teaching practices and issues they face in their professional lives. Dewey (1933) and
Farrell (2019) highlight the essential role of reflective practice for teachers’
professional lives. According to Dewey (1933), an inability to conduct reflective
practice could turn teachers into the slave to routines as they do activities because
of the impulse, tradition, and authority rather than informed decisions. In other
words, reflective practice enables teachers to incorporate their personal beliefs and
voices into their teaching practices and not merely follow the top-down policy.
Dewey (1933) implies that reflective practice requires teachers’ agency on
thinking critically on teachers’ action, which, according to Farrel (2019) should be
done prior, whilst, and post-teaching. Further, Farrel (2019) specified underlying
elements of reflective practice, namely philosophy, principles, theories, practice and
beyond practices. Farrel indicates that reflective practice entails complex elements,
which many teachers might know only a little as they do not acquire a scientific
concept of reflective practice in their teacher education (Johnson, 2009). This
impact on the absence of reflective practice as teachers’ part of professional lives,
which Dewey (1933) calls teachers a slave of routines. Many teachers might fill in a
daily journal to record their teaching, as part of administrative responsibility.
However, they might not reflect on what has been achieved and not achieved in
their teaching. While there might be factors that shape teachers’ behaviour such as
leadership and socio-cultural factors (Jawas, 2017), teachers’ agency plays an
essential role in triggering teachers’ reflection. Therefore, this study argues that
reflective practice as knowledge, skill and attitude should be infused in the teacher
education program’s curriculum. This infusion aims to develop reflective practice
competence for professional teachers since they are in the teacher education
program (McDuffie, 2004).
The research literature in the Indonesian contexts mostly focus on reflective
practice for In-Service Teachers in the lens of continuing professional development
program and rarely paid attention for reflective practice in the teacher education
program (see Lubis, 2017; Nurkamto & Sarosa, 2020). Thus, this study aims to
address the reflective practice for Pre-Service English Teachers (PSETs) of English
Language Education study program at Universitas Negeri Malang (UM). This study
considers teaching internship a versatile unit to instil reflective practice for the
PSETs. Teaching internship is a required unit weights four credits for the final year
PSETs (English Department, 2017), which aims to provide insight and practical
experience about real activities in High Schools so that the PSETs have adequate
competence in carrying out tasks according to their fields of expertise (UM, 2018).
In the internship, the PSETs work under English teacher educators’ supervision and
In-Service English Teachers (ISETs) called guru pamong. Thus, this unit provides rich
opportunities for PSETs to learn the reflective practice.
Based on UM education handbook (UM, 2018) teaching internship is
conducted in two stages. The first stage, called Kajian Pengalaman Lapangan (KPL 1), is
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implemented on campus and aims to equip students with skills in designing,
implementing, evaluating learning carried out through peer teaching in the form of
microteaching. Stage 2, called KPL 2, is implemented in schools to provide students
with learning experiences to improve teaching skills in real contexts. At KPL 1, the
PSETs’ teaching practicum is guided by ETEs, while in KPL 2, supervision is carried
out by ISETs as guru pamong in addition to ETEs.
LP3 UM (Lembaga Pengembangan Pendidikan dan Pembelajaran / Institute for
Education and Learning Development) provides instruments for teaching
internship, including Lesson Study (LS) and Clinical Supervision (CS) as activities
to be done by the PSETs. However, in practice, not many ETEs, let alone the PSETs
understand the underlying concept. They might understand the lesson study
procedure, but they might not know why they are asked to do those activities. They
follow the task as part of the internship assessment, not as reflective practice
training, that is supposed to be instilled as a habit for quality teaching. Thus, this
study argues that the supervisors should develop the PSETs’ knowledge and agency
in reflective practice by implementing lesson study and clinical supervision.
So far, CS and LS were not implemented in an integrated manner but
separately. This happened because LP3 UM provides no supervision model that
integrate lesson study and clinical supervision. Thus, this study aims to develop a
supervision model that integrates the procedures and principles of clinical
supervision and LS, which is then referred to as reflective clinical supervision. The
supervision model is directed to develop the ability to become reflective
practitioners, as suggested by Weiss and Weiss (2001), which is in line with the
goals of education and learning held by UM. The goal of education in UM is to
produce graduates who have academic, professional, and vocational competencies,
including cautiousness, noble character, intelligence, independence, national
commitment, and professional development (Mendikbud, 2012). This research’s
expected outcome is a guideline for teaching internship supervision to develop
PSETs’ professional competence in reflective practice.
Reflective Teacher
The term reflective practice comes from John Dewey’s reflective question (Dewey,
1998) in which Dewey saw the student as a questioner and an active participant in
learning. It assumes that the interaction of subject matter and methods of
investigations should be nurtured at school. In line with this assumption, reflective
teachers make decisions based on the problem-solving paradigm. This means that
problems are not seen as obstacles that should be avoided but as opportunities to be
met. Teachers reflect on problems, and as part of the learning community, they call
on others to ponder the problems identified. In such a case, teachers collectively list
a set of alternatives that they can take. In the end, they narrow down such a list to a
series of actions that were ethical, just, and educationally sound.
Problem-solving might involve teachers’ intuition, which is subjective and
spontaneous based on teachers’ past experiences. However, teachers make decisions
based on what they know about students and the content to be mastered. Thus,
reflective teachers are wise, rational, and organized (Orlich, 2017). Reflective
teachers incorporate social aspects into their lesson planning. They cognitively
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make the necessary adjustments in their teaching so that all students have the
opportunity to succeed. Reflective teachers also question other people’s decisions
that may have adverse social impacts. Thus, reflective practice is an essential
professional teacher competency to develop.
Reflective practice contains five elements: philosophy, principles, theory,
practice, and beyond practice (Farrell, 2019).
1) Philosophy deals with teachers’ self-knowledge, such as their heritage, ethnicity,
religion, socioeconomic background, family values, and personalities that shape
their teaching practice philosophy.
2) Principles refer to teachers’ assumptions, beliefs, and conceptions of teaching
and learning that can be seen from teachers’ images, metaphors and maxims of
teaching and learning.
3) Theory means the basis of teachers’ planning and various activities and methods
teachers choose. Theory can be identified from the teachers’ description of class
techniques, activities, and routines that they use in teaching.
4) Practice refers to teachers’ actions and reaction to students before, during, and
after teaching.
5) Beyond practice involves the moral, political, and social issues that influence
teacher practice both inside and outside the classroom. This aspect involves
teachers’ religious beliefs as part of teacher knowledge
Farrell’s (2019) framework of reflective practice shows how reflective teachers
are supposed to recognize themselves in terms of identity, teaching beliefs and
theories they use as a basis of their teaching. Also, they are supposed to control their
action before, during, and after the teaching consciously. Finally, reflective teachers
connect themselves with the world outside as they are aware of the influence of
macrostructure, such as socio-cultural and socio-political aspects, which have
shaped the nature of the class (Kumaravadivelu, 2006).
Clinical Supervision and Lesson Study
This section discusses the similarity and differences between Clinical
Supervision (CS) and Lesson Study (LS). CS is a direct relationship between
supervisors and teacher trainees to identify challenges and find a solution to
produce quality teaching. Clinical supervision consists of five stages: 1) Initial
meeting (Pre-conference), 2) Observation of learning (observation of classroom
instruction), 3) Analysis and interpretation of the results of observation, which
determine the conference approach, 4) Final meeting (Postconference with the
supervisors), and 5) critique of previous four steps (Glickman, 2002). Similar to CS
that emphasize supervisors’ role in apprenticing the teacher trainees, LS involves
fellow trainees who collaborate to design (plan), implement learning (do), observe
and analyze learning and learning in studied lessons (see Fernandez, 2004). In
principle, both clinical supervision and lesson study are carried out in three stages:
before learning, during learning, and after learning, which is relevant to reflective
practice (Farrell, 2019).
The differences between CS and LS lie on the parties involved in each stage, the
focus of each step, and the data analysis approach. CS emphasizes the relationship
between the supervisor and the teacher trainees, while the LS also involved the
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fellow teacher trainees in all stages. In terms of focus, CS emphasizes specific
aspects of learning activities such as certain teacher behaviours, student behaviour,
or interaction patterns between teachers and students. Meanwhile, LS focuses more
on student learning activities and other aspects of these student activities, and the
teachers will never be the focus of attention. The focus of attention in LS is on the
students’ behaviour as the impact of teachers’ action. These two differences have
implications for the openness of the learning activities carried out. Learning with LS
will be much more open to observation than that carried out with CS. Analysis of
the observations’ results on CS is more interpretive by supervisors or collaboration
between supervisors and the teacher trainees. Meanwhile, LS analysis is carried out
through collaborative reflection between fellow teacher trainees who are members
of the group. Based on these considerations, this study aims to develop a supervision
model that integrates the procedures and principles of CS and LS, which is then
referred to as reflective clinical supervision.

Method
The research was carried out with a Research and Development (R&D) design
with the ADDIE approach – a learning product development model (Branch, 2009).
The steps taken include Analysis, Design, Develop, Implement, and Evaluate. The
research began with an analysis of various aspects such as the characteristics of
students who took KPL, learning outcomes that must be achieved through the KPL,
obstacles that may be faced during the KPL, appropriate learning approaches to
develop pedagogical abilities and reflective practitioners, pedagogical aspects to
consider, appropriate reflective learning theory, and product development
schedules. The analysis was done through an online focus group discussion,
involving the ISETs and PSETs and document analysis on the existing instruments
used for the internship. The second stage is to design a guide for reflective clinical
supervision. After the design phase is complete, the activity was continued with the
development stage, which included preparing and validating the strategies
developed for supervision. The validation of the strategies involved one ETE who
were expert in reflective practice. The research then continued with the
implementation stage, where workshop to train the strategies to ISETs and PSETs
were conducted. The training included the theories of reflective practice and its
practical techniques. The implementation ends with a design evaluation from the
ISETs, whether the strategies were clear and helpful for them in assisting PSETs’
integrating reflective practice through CS and LS in the internship. The PSETs were
expected to implement reflective practice by writing their daily journal, which they
are supposed to submit along with their report to LP3 UM. Then, the ISETs
conducted reflective clinical supervision in collaboration with the ETE. During the
post-observation stage, the evaluation by the PSETs was done, to seek their
perception about the implemented strategies.
This study’s subjects were 3 PSETs who took KPL in the first semester of
2020/2021, 2 ISETs, and 1 ETE. The research team leader was actively involved as
the supervisor of the three PSETs, working collaboratively with the two ISETs for
data collection during KPL 2. The data were taken from the PSETs’ KPL report and
their KPL daily journals and the record of focus group discussion, which involved
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the ISETS and the PSETs, as well as evaluation notes from the ISETs about the
PSETs’ performance during the internship. Data were analyzed using the content
analysis method to group them into themes (Patton, 2015).

Findings and Discussions
Characteristics of the Participants
The PSETs who participated in this study were Lala, Lilo, and Lanang (all
pseudonyms). They were in their 7th-semester in English Language Education study
program, who were assigned to do the KPL at SMK 4 Malang. This KPL was held in
the first semester of the 2020/2021 academic year, which lasted 6 weeks. They were
in their fourth year and expected to graduate in mid of 2021 if they successfully
passed the thesis examination. Among the three PSETs, it is important to note that
Lala is an alumnus of SMK 4 and knows the ISETs and the school environment well.
Lanang is the only male student in the group, and he has experienced studying at a
foreign university for six months for a student exchange program.
Both of the ISETs were permanent teachers/ public servants and held a master’s
degree in English Language Teaching from UM. The ISET who acted as pamong
teacher, Mawar, had been teaching at SMK 4 more than 20 years. The other ISET,
Melati, had 10-year teaching experience at the same school. She assisted Mawar to
supervise Lanang as he used Melati’s class for teaching practice. The ETE who
participated in this study, Sari, earned her Master’s degree in Applied Linguistics
from an Australian university and had been teaching at UM for 7 years. Sari was
interviewed for need analysis and acted as the validator before and after the
implementation/workshop. Also, she validated the revised strategies. Sari was also a
supervisor of internship for other groups of PSETs at SMK 4 Malang.
The Learning Outcomes of Teaching Internship
The assessed learning outcomes in KPL include three things: 1) Lesson plans, 2)
Teaching practice, and 3) Affective aspects (attitudes and behaviour). Based on the
document analysis from the ISET/ pamong teacher’s score, the three PSETs showed
satisfactory performance in preparing the lessons and teaching practice. They had
adequate knowledge and skill in planning the lesson appropriately, which include
aspects of completeness of lesson plan components, clarity of the formulation of
indicators or learning objectives, presentation of teaching materials, organization of
teaching materials, selecting learning methods, selecting media sources, detailing
steps, appropriateness of evaluation techniques, and completeness of evaluation
instruments.
The three PSETs also showed exemplary skill in teaching practice which was
observed through their synchronous and asynchronous classes. Achievements in
learning practices include mastery of learning materials, learning strategies, media
use, student involvement, skills in the field of expertise, assessment of the learning
process, language use in opening, main and closing activities. For the affective
aspect, achievement in attitude and behaviour involves aspects of responsibility,
honesty, discipline, leadership, politeness, and social skill. One of the PSETs,
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Lanang, disengaged with group communication and coordination as he was busy
working. He often turned his work very late close to the class to begin, and this
bothered his mentor (one of the ISETs) as there was no time for giving feedback.
Thus, both supervisors (ETE and ISET) collaboratively took action to dig more
information about his situation. This is part of the clinical supervision notion, a
direct relationship between supervisor and teacher trainee, to scaffold the trainee’s
solving his problem (Glickman, 2002). The other two PSETs, Lala and Lilo showed
excellent attitude and behaviour as they showed high responsibility and
commitment with their duties as teacher trainees at SMK 4.
Constraints Faced during the KPL
The pandemic situation made learning activities at UM and at SMK 4 carried
out online. KPL 1 and KPL 2 were implemented online according to the protocol
from UM and schools. Therefore, there was a high demand for technological
knowledge that can be incorporated to EFL teaching. Approaching students in
online classes was more challenging because there were limitations in the delivery
of emotional expressions and the means that required availability of quotas.
Coordination between supervisors, PSETs and ISETs was carried out through the
WhatsApp Group. Consultation for the preparation of learning tools was done
using Google Drive and Google Documents to provide feedback.
The data from document analysis and FGD indicated that the constraint, in
general, was due to the pandemic situation that led to adjustment in class delivery,
from face to face to online mode (synchronous and asynchronous). From the KPL
report written by students, they perceived that the constraints stemmed from the
lack of guidance provided by UM. They lacked preparation for real teaching at
school. Lilo was overwhelmed by the demands of being able to quickly adapt to the
ISETs/pamong teachers regarding the implementation of learning at SMK 4.
From Lala’s report, her obstacles concerned the implementation of online
learning management. The transition between one class and another was often
hampered because there was only a 5-minute break. It turned out that in online
practice that time span was very insufficient so that many students often came late
for attendance in the next class. In addition, there were constraints regarding
students’ quotas and an increasing workload for students. This required
coordination with teachers of other subjects in giving assignments to students so
that students were not too overwhelmed, and schools could still administer fun
learning. The demand to create fun interactions was also a challenge for Lilo to
avoid giving monotonous learning activities.
The finding from document analysis supported the finding from FGD
indicating pedagogical aspects that need to be considered for an internship during
COVID 19 pandemic, that is, teacher knowledge of technology use in EFL teaching
and the students’ psychological aspects to maintain their learning motivation in
difficult situations, where they were not allowed to have direct contact with
teachers and friends. Creating fun learning in online mode was an important
consideration in planning and implementing learning, and the PSETs were fully
aware of this demand. Likewise, the psychological aspects of ETE and ISETs must
also be paid attention because online learning activities require extra time and effort
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in its preparation process. Thus, institutional support and collaboration with
colleagues for the division of tasks were highly needed so that togetherness in facing
challenges would create a positive and supportive atmosphere at work.
The Existing Framework of Reflective Practice in the Internship for PSETs
The data from document analysis on the assessment instrument from LP3 UM,
showed the existing framework used to guide supervisors and PSETs to conduct LS,
which include CS activity (see Figure 1 below):

Figure 1. Lesson Study Procedure
However, from the FGD, it was known that the ISETs and PSETs, even the
ETE, did not understand well about the concept of Clinical Supervision for the
internship program, but they knew a bit about LS. This could be due to their lack of
information about the procedure of CS and LS. Besides, the chart in Figure 1 showed
that clinical supervision used arrows with broken lines, which could be interpreted
as optional, and only done when it is necessary. The ETEs and ISETs have done CS
in general without ever labeling it as clinical supervision. Therefore, it is very
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important to develop practical guidelines which contain strategies for the
implementation of reflective clinical supervision. Strategies of reflective practice
was never taught to the PSETs such as doing analysis of teaching and learning
experiences by answering the questions what, so what, and now what (Borton, 1970).
Also, they have not learned strategies for analyzing the experience of the PSETs
from four perspectives: 1) self, 2) students, 3) fellow trainees/supervisors 4) research
literature (Brookfield, 1998), let alone, the concept of reflective practice which
contains elements of philosophy, principles, theory, practice, and things outside
teaching practice that have an influence on learning activities in the classroom
(Farrel, 2019). This finding informed the strategies that the ISETs and PSETs need
for their reflective practice.
The Procedure of Reflective Clinical Supervision
The supervision model developed was carried out in stages as is commonly
used in clinical supervision. As this study was conducted during the pandemic
situation where social interaction limit was applied, the supervision was adjusted
to online supervision. Besides, Glickman’s CS five stages (Glickman, 2002) were
simplified into three stages: pre-conference, classroom observation and postobservation, as suggested by Budiarti et al. (2018). The activities carried out at each
stage adopted and combined CS and LS activities. At the pre-conference stage, the
PSETs collaboratively designed learning activities while determining the focus and
observation procedures under supervisors’ guidance.
Along with the practice of learning in the classroom, the PSETs’ peer and
supervisors carried out direct observations through online class via Zoom
meeting/Google Meet. Besides, indirect observations were made through
monitoring the interaction between the PSETs and their asynchronous classes in
the WhatsApp group involving the PSETs and the ISETs. This study was impacted
by COVID 19 pandemic so that the PSETs did not have a face-to-face class, but
asynchronous classes that were administered using the WhatsApp group, by which
the indirect observation was done. During the observation, observers recorded and
collected data using LS instruments given by LP3 UM.
At the post-observation stage, analysis and reflection were done by supervisors
and PSETs. Reflection is carried out in a discussion forum followed by the PSETs
and facilitated by the ETEs. Reflection discussion begins with self-reflection,
namely the delivery of analysis results and responses to learning activities that have
been carried out by the PSETs in turn. Based on this self-reflection, other PSETs
provide feedback, input, and suggestions. The reflective discussion ended with the
formulation of conclusions and recommendations agreed upon by the participants.
The PSETs then follow up this discussion’s results to revise the next lesson plan
collaboratively.
Here is the brief step by step guide for reflective clinical supervision that was
shared for the workshop in the implementation stage (see Table 1). The guideline
provides information on what to do in each stage, e.g. preparation, supervision of
teaching preparation, supervision of teaching practice, supervision on the PSETs’
attitude and behaviour, the transition of KPL 1 to KPL 2, and reporting stages.
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Table 1. Guide for Reflective Clinical Supervision
Reflective Clinical
Supervision

Preparation

Supervision of
Teaching Preparation
(Plan)

Supervision of Learning
Implementation (Do and
See)

Supervision on the
PSETs’ attitude and
behavior
The transition of KPL 1
to KPL 2
Reporting the
internship outcome

Activities
• Participate in LP3 debriefing.
• Study the assessment instruments, lesson plan models,
KPL reports and daily journals format from the LP3, and
the number of times taught and how many lesson plans to
be made by the PSETs.
• Join the WhatsApp Group (WAG) set by the KPL
coordinator in the department. This WAG is a support
system to ask if there is a problem. The WAG is led by the
KPL coordinator at the Prodi level
• Join the PSETs’ WAG to get to know each other
• Explore various platforms of synchronous and
asynchronous learning, as well as online resources that can
be used as teaching material
• Create a folder on Google Drive (GD) and share a link for
collaboration with the PSETs for lesson plans consultation.
• Provide necessary information for the PSETs, for example,
lesson plan model, learning protocols during the pandemic
• Giving feedback via Google Docs for lesson plans made by
the PSETs by considering the assessment criteria in the
instrument from LP3
• Arrange Zoom meetings/Google Meet to observe the
PSETs’ teaching
• Observe peer teaching/real teaching, noting things of
interest to discuss
• Lead reflection discussions
- what, so what, now what
- Four lens perspectives: self, students, observer
(peers/supervisors), research literature
• Observe student activities in preparing lesson plans and
implementing learning. Process assessment was carried out
based on the PSETs’ interaction with supervisors, peers,
and students.
• Check the PSETs’ readiness for real teaching at schools
• Deliver/pick up the PSETs for KPL batch 1 or 2 students
(only if assigned by LP3)
• Remind the PSETs to finish the report and daily journal
• Input the PSETs‘ mark to UM academic system

Problem-solving-driven Reflective Practice
At the implementation stage, a workshop was held for the ISETs at school. It
was followed by the two ISETs, who also invited their three colleagues, other
English teachers from SMK 4 Malang. The workshop aimed to review the
participants’ understanding of the reflective practice and discuss supervision
guidelines that incorporate reflective practices for the PSETs’ internship program.
The strategies of supervision that incorporate reflective practice through LS and CS
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were presented, and they perceived these as necessary covered aspect in KPL 1 and
KPL 2.
The workshop had woken them up on reflective practice based on theoretical
concepts. The ISETs reported that they had done reflective practice, but in a
practical and unsystematic way. Reflective practice was conducted informally by
writing their activities in a teaching logbook, writing in a personal notebook
devoted to reflecting on teaching activities, and discussing with peers. Reflection
was done only when it was needed or driven by problems that were being
experienced. From the scope of holistic reflective practice which includes
philosophy, principles, theory, practice, and beyond practice (Farrell, 2019), the
reflections carried out by the ISETs only dwell on practice and never review their
thoughts from a theoretical point of view. This was because their access to theory
was limited, and they were satisfied with solving the problems. Thus, the reflective
practice carried out by the ISETs is more problem-solving.
During the workshop, one of the ISETs reported that she used to write her
feeling about her teaching experiences, which she learned this habit from her senior
colleague, (Gibbs, 1998). However, when the senior teacher was confirmed, she did
not realize that what she had done was part of reflective practice. This shows that
the concept of reflective practice is still understood as an ‘everyday concept’
(Vygotsky, 1987), which is understanding from a practical perspective without
realizing that there is a theoretical concept that underlies action. This happens
because they have never studied reflective practice from the perspective of
literature, nor practice, they write journals out of obligation. Thus, it can be
concluded that the phenomenon that is worried by Dewey (1933) is that if teachers
never reflect on what they experience when teaching, they will be trapped in
routine, and become slaves of the routine. That is why they are less critical of the
problems at hand. The findings show that the reflective practices have made the
ISETs as problem solvers, without feeling the need to review research literature. As
a result, they cannot comprehensively explain problem-solving, only to the extent of
its practical and superficial value.
Evaluation of the Reflective Clinical Supervision
The ETE, ISETs, and PSETs admitted that the guidelines covered all the
necessary part of the internship; however, they have a few feedback for the
implementation. In the post-observation stage, the ISETs reflected that online
supervision was not adequate because one of the PSETs had a problem with his
attitude. Although supervisors (ETE and ISET) have approached the PSET with a
problem in attitude, he did not change his behaviour. The ISETs and the PSETs
perceived that online communication was limited and less natural because they
could see each other’s emotional expression when communicating. In the end, the
ISET/pamong teacher suggested that the meeting be held offline. Finally, the
supervision was carried out in an offline meeting. The PSET apologized to the
ISETs, promised to improve himself, and was willing to catch up in the remaining
time before the KPL was ended.
ETE’s evaluation of reflective clinical supervision strategies indicated that
communication between ETE and ISET as the supervisory team needs to be
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improved in practice. The ETE also perceived that UM should conduct training for
the PSETs to develop their technological knowledge or TPACK (Technological
Pedagogical Content Knowledge) to prepare the internship better. The ISETs
suggested that UM should assign the ISETs to supervise the PSETs from batch 1,
which is a preparation done on campus under the full supervision of ETE. The
ISETs expected more well-prepared PSETs ready for real teaching at schools, mostly
better classroom management skills.
Strategies of Reflective Clinical Supervision
The following tables present the revised guideline of reflective clinical
supervision strategies. The revision was on the guideline’s organization, containing
additional information guideline for KPL 1 and KPL 2. While the previous guideline
only provided concise supervision steps, the revised guidelines were organized into
three stages of reflective clinical supervision: pre-conference, observation and postobservation (see Table 2, 3, and 4 as follows).
1) Pre-conference
Table 2. Supervision Model in the Pre-Conference Stage
Strategies
Preparation

Peer teaching at campus
Real teaching at school
(KPL 1)
(KPL 2)
• The ETEs, ISETs and the
• The ETEs/ISETs assist the
PSETs participate in LP3 UM
PSETs in the transition from
debriefing to study:
KPL 1 to KPL 2
- Assessment instruments.
- Emphasize ethical principles
that need to be considered
- Lesson plans models, KPL
related to the prevailing
reports and daily journals.
ethics in school
including the number of
- Explain explicitly what the
times taught and how many
lesson plans to be made
standards / expectations of
the school, what should and
• The ETEs, PSETs and ISETs
should not be done
agree on a platform for
according to school rules
coordination and
communication, e.g.,
• The ETEs & ISETs assist the
WhatsApp group or Telegram
PSETs in developing their
lesson plans and preparing
• The ETEs, PSETs and ISETs
their teaching practice
explore various platforms that
• The PSETs observe the ISETs’
can be used as media and
sources of synchronous and
teaching: instructional tools,
asynchronous learning
classroom management, school
social environment. Then, the
PSETs explore various
platforms that can be used as
media and sources of
synchronous and
asynchronous learning
relevant to the school context.
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Strategies
Collaboration –
Supervisors in
collaboration
with the PSETs
develop lesson
plans (Plan)

Peer teaching at campus
(KPL 1)
• The ETEs create a folder on
Google Drive and open a link
for collaboration with the
PSETs in preparing the lesson
plans. The ETEs provide
feedback on the lesson plans
made by the PSETs by using
the assessment criteria in the
instrument from LP3
• The ETEs update the PSETs
necessary information from
LP3 or ETE WAG lecturers
such as the model of lesson
plans as examples, learning
protocols during the
pandemic from the
government.

Real teaching at school
(KPL 2)
The ETEs/ISETs remind the
PSETs students to:
• complete their lesson plans
three days before teaching
schedule to have enough time
to revise them if needed
• include elements of critical
thinking in making questions
to students, by giving
examples.
• involve assignments that hone
students’ abilities to analyze
and be creative
• write report and journals on
daily basis to reflect on their
learning experiences during
KPL.
• consider the socioeconomic
elements of students in terms
of making assignments that
are not burdensome for
students.

2) Classroom observation
Table 3. Supervision Model in the Observation Stage

Observation on
asynchronous classes
and the PSETs’
participation in WAG
– Supervising the
PSETs’ Attitude and
Behaviour

Peer teaching at campus
(KPL 1)
Observing the PSETs’
activities in preparing
lesson plans and peer
teaching. The assessment
was carried out from
student interaction in
WAG and peer teaching

Observation on
synchronous classes –
Supervising the PSETs

• The ETEs and PSETs
arrange a schedule for
observation of peer

Strategies

Real teaching at school
(KPL 2)
• The process assessment was
carried out by observing the
PSETs’ interaction with
peers, supervisors, and their
students in asynchronous
classes.
• The ETEs and ISETs observe
the PSETs’ activities in
preparing lesson plans and
teaching practice. If the
ETEs/ISETs identify PSET
with problem, they need to
approach the PSETs to
provide individual
consultation, to find the best
solution.
• The ETEs and PSETs arrange
a schedule for observation of
peer teaching, and discuss the
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Strategies
in teaching practice
(Do)

Peer teaching at campus
(KPL 1)
teaching, and discuss
the platform used for
synchronous meeting
to observe the PSETs’
peer teaching practice.
• The ETEs and peers
observe the PSETs’
teaching practice, and
take notes on
important point to
discuss in the postobservation.

Real teaching at school
(KPL 2)
platform used for
synchronous meeting to
observe the PSETs’ peer
teaching practice.
• The ETEs and peers observe
the PSETs’ teching, take notes
on important point to discuss
in the post-observation.

3) Post-observation
Table 4. Supervision Model in the Post-Observation Stage
Strategies
Analysis and
reflection

Peer teaching at campus (KPL 1)
Analyzing and interpreting the
observation which involves
supervisors and all PSETs in the
group
• Critiquing the steps taken in
the observed teaching practice
• discussing the lesson learned:
What, so what, now what
• Sharing reflections from the
four perspectives: self,
students, observer
(peers/supervisors), literature
review
• Follow up activities (as
necessary)
- Revising the lesson plans
- Teaching the new version of
the lesson
- Sharing about the new
version of the lesson

Real teaching at school (KPL 2)
Analyzing and interpreting the
observation which involves
supervisors and all PSETs in the
group
• Critiquing the steps taken in
the observed teaching
practice
• discussing the lesson learned:
What, so what, now what
• Sharing reflections from the
four perspectives: self,
students, observer
(peers/supervisors), literature
review
• Follow up activities (as
necessary)
- Revising the lesson plans
- Teaching the new version of
the lesson
- Sharing about the new
version of the lesson

Administrative
work

Input the PSETs’ mark for KPL 1 to
UM academic system
(siakad.um.ac.id)

• Remind the PSETs to
complete their KPL report
and daily journal
• Input their KPL 2 mark to
UM academic system
(siakad.um.ac.id)
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Conclusion
The study finding indicated that reflective practice had been carried out by inservice English teachers (ISETs), individually and in groups without being labelled
as reflective practice and without an adequate theoretical basis, which aligns with
Nurkamto and Sarosa (2020). The reflective practice done by the ISETs were
triggered by problems that the teachers faced in class and they sought practical
solution with their colleagues. This finding indicated that the ISETs’ reflective
practice only concern practice element and had not involve other four elements
namely, philosophy, principles, theories and beyond practice (Farrell, 2019). If they
had involved other elements, they can be more critical and provide more alternatives
to find the best solution for their problems. The implication for this finding is that
reflective practice as professional competence must have been built in the teacher
education program, and one of the ways is via training on reflective practice in the
teaching internship unit. The explicit guidance on how reflection should be made
by the PSETs would help them develop multiple perspectives in viewing their
experiences, which could also impact their ability in decision making. The guidance
developed in this study had introduced the participants to a few techniques of
reflective practice derived from the research literature. However, this ReflectiveClinical Supervision Guide needs to be tested more widely to obtain input from
teachers at other contexts, as the guide was developed in the pandemic situation
that required online class delivery. Practical recommendation for LP3 UM is to
update the daily journal format that involves reflection from various perspectives: 1)
self-reflection, 2) students, 3) supervisors/peers, and literature. A recommendation
for further research is to use the teacher research design (Borg, 2013) as a systematic
mechanism for teachers’ reflective practice, especially when they face problems they
need to solve or when they have inquiry on a particular aspect of teaching.
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Abstract
This study is a preliminary study to explore teachers’ view on the application of
Literature Circle Strategy (LCS) as an instructional reading strategy to teach
English to Young Learners, particularly in terms of the strengths, challenges,
opportunities, and threats of the use of the LCS in CLIL context. A number of EFL
teachers of primary schools that adapt international standards in their curriculum
were involved in the present study. These teachers were introduced to LCS as an
instructional reading strategy through a workshop. Afterwards, they designed
classroom lessons based on the knowledge and skills they learned from the
workshop. The findings of the study reveal that there is probability to implement
LCS for young learners provided that both the teachers and students are
competently ready to do so.
Keywords: reading strategy, English, young learners, Literature Circle Strategy
(LCS)

Introduction
Based on the results of the Program for International Student Assessment
(PISA) survey conducted in 2018 by the Organization for Economic Cooperation
and Development (OECD), it was found that students in Indonesia scored lower
than the OECD average in reading, mathematics and science (OECD, 2019).
Similarly, a study by Cambridge Center Universitas Negeri Malang (2015) found that
the students taking the international standard reading test (Checkpoint) could only
reach level 4 out of the maximum level 6 (CIE, 2015). These results further confirm
the necessity to improve Indonesian students’ literacy, particularly their reading
skills.
In 2016 the Indonesian government commenced a literacy program with a
three-phase action named ‘School Literacy Movement’ (Gerakan Literasi Sekolah,
henceforth GLS). The following is a brief description of the three phases based on
the guidelines of GLS implementation at primary school context (Ministry of
Education and Culture, 2016). Phase 1 addresses “reading habit formation”. One of
*

This paper is a tribute to the late Prof. Gunadi Harry Sulistyo who had contributed to the study this paper is
based on, as well as to the writing up of the paper, before he passed away in early 2020.

92

The Changing Face of ELT: A Festschrift for Prof. Ali Saukah and Prof. M. Adnan Latief | 93

the main activities at this stage is students’ reading any printed non subject-matter
reading materials 15 minutes prior to class session daily. Phase 2 is the
“development” stage which aims to improve students’ literacy skills mainly through
activities of responding to enrichment reading materials. Finally, Phase 3 is
concerned with “subject-matter-based reading”, which aims to improve literacy
skills in all school subjects through the use of enrichment books and reading
strategies. By carrying out the step-by-step reading activities, the students’ literacy
is expected to gradually grow and the students could develop positive attitudes
towards learning (Ministry of Education and Culture, 2016).
To support this movement, habituating reading can be initiated as early as
primary school age by means of experimenting reading strategies which could later
stimulate young learners to read critically what they are reading. One of such
strategies is popularly named as ‘Literature Circle Strategy (LCS)’ (Marshall, 2006).
It is a reading strategy which has been long implemented in developed countries as
early as primary level to raise literacy. In 1993, school children, especially
immigrants, in Chicago, America had low reading competence and the government
took immediate action by implementing LCS for young learners. Through this
strategy the children are trained to get used to reading by analyzing and evaluating
reading materials with peers either under tutors’ monitor or not. The readers are
required to not only search for or remember facts but also practice high order
thinking skills, such as, making inferences/ conclusions, hypothesizing, and making
judgments of what they have read (Daniels, 2002). Further, Long and Gove (2003)
postulated that students were more engaged in interpreting a story from different
points of view via in-depth peer discussion through literature circle strategy.
According to Piaget (1923) and Pinter (2012), young learners benefit from LCS
due to several reasons. In the first place, children ranging from the age of 7 up to 11
years old have reached ‘performing operation’. This means that they can carry out
such tasks as combining, separating, composing, folding and multiplying. Secondly,
they learn how to practice high order thinking skills, such as, deductive/inductive
thinking, analyzing, and synthesizing. This implies that they can operate their high
order thinking skills at their young age. Next, they can think abstractly and
reflectively. Young learners can also deal with not just concrete materials but also
immaterial stuff that is not tangible. In addition, they can use their metacognition to
look back at their learning. Finally, they can ponder problems. This implies that
their awareness on problems they encounter begins to surface. These ideas are
strengthened by Kohlberg (1984) claiming that, first, the children’s development at
this age is geared towards cognitive reasoning enabling them to think critically; and
secondly, therefore, they start learning about their surroundings and can
differentiate fiction and nonfiction world.
Due to the low level of literacy of Indonesian lower secondary school students,
it is indispensable to train literacy competence at earlier age, as soon as children
attend the upper class of the primary school. Therefore, this study is aimed at
training primary school teachers in content language integrated learning (CLIL)
context on the LCS to promote young learners’ critical reading and high order
thinking skills, such as, how to infer, formulate hypothesis, make judgments and
write a summary of what they have read. This strategy is empirically shown to have
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positive effects on learners’ peer discussion-based reading skills (Klingner et al.,
2007). Moreover, Marshall (2006) in his research discovers two points that, first,
LCS promotes critical reading skills for high achievers, and secondly, this strategy is
worth implementing for those with high reading interest. Other studies by Bedee
(2010) and Haeroni & Gailea (2018) revealed that LCS elevates the students’
motivation to read and boosted their reading comprehension as they are engaged in
peer discussion.
The gaps identified are that studies dealing with EYL teachers in conjunction
with potential use of LCS upon trainings in the class have not yet been conducted.
While there is a need to realize the so-called ‘School Literacy Movement’ (Gerakan
Literasi Sekolah) in schools, and there is a need for teachers to use an innovative
strategy to teach critical reading in schools with international standards,
information on EYL teachers’ view on LCS needs to be uncovered. In line with such
gaps, this article aims at reporting a preliminary study on LCS as viewed by novice
EYL teachers.

Method
In order to achieve the aim of the study, a cross sectional survey was conducted
(Groves et al., 2009; Shaughnessy et al., 2011). This survey involves 27 partner
schools that have been adopting an international standard in which the Laboratory
School of Universitas Negeri Malang (UM), henceforth Lab School UM, has been
playing a role as a centre school for the implementation of the international
standard. Experts in the centre school, the Lab School UM, have been conducting a
number of workshops to empower EFL teachers in the partner schools since 2007.
This implies that experts in the centre school have adequate experiences in dealing
with EYL teaching under an international standard and are, therefore,
knowledgeable about the teachers’ teaching needs in its partner schools. These
schools are relatively established in terms of their infrastructure to conduct
teaching and learning based on international standards (Rachmajanti & McClure,
2011).
The present study involves 16 EYL teachers between 23 and 37 years old of 27
partner schools that have been in an intensive partnership for more than 7 years
with the Lab School UM in the implementation of the international standard at the
schools. Out of the 27 partner schools there were only 2 male and 14 female teachers
who were willing to be involved in the present study. These respondents are
characterized by unique features as follows. First of all, they were used to teaching
English to young learners with teaching experiences ranging from 3 to 7 years.
Therefore, they are considered novice; nevertheless, they are familiar with matters
concerning English for young learners. Secondly, they are also accustomed to
teaching English to young learners under the syllabus with international standards.
Thus, they are familiar with standards that require the achievement of critical
thinking skills. In addition, they had been teaching English for more than five years.
So, although they were still developing, they were considered to be relatively
familiar enough with lesson planning, teaching delivery, and assessing students’
learning.
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The data include the teachers’ perceptions and views regarding LCS and its
possible implementation in their classroom upon joining training in LCS as seen
from five variables: potentials of LCS, beliefs of success in using LCS, willingness to
implement LCS, potential challenges of LCS, and conditions of LCS success. A set of
close-ended questionnaires was developed to measure these five variables requiring
their agreement and/or disagreement on the indicators for each of these variables
making up a total of 15 (fifteen) questions which would be elaborated in the tables
in the Findings section. Prior its administration, the questionnaire is expert
validated. The reliability of the instrument was 0.78 indicating that the
questionnaire is considered stable enough in yielding the scores. The questionnaire
also includes one open-ended question asking the teachers their views on the
conditions required for the success of the LCS implementation, from both the
students’ and the teachers’ sides.
The data were collected using the questionnaires after the respondents joined a
one-day workshop of LCS which lasted 9 hours. They completed the questionnaires
independently. In this workshop, concepts and principles of reading, reading skills,
reading strategies, and LCS were introduced to the respondents collegially and
interactively in which the facilitators and the respondents were actively engaged in
question and answer activities. In addition, they also practiced implementing the
LCS through peer teaching.
The data collected for the first four variables: potentials, beliefs,
implementation and challenges were then analyzed quantitively to generate
percentages. Meanwhile, the last variable on conditions for successful
implementation of LCS was analyzed qualitatively to examine the respondents’
view on factors that make LCS an effective teaching strategy in their classroom
based on two themes: students’ side and teachers’ side.

Findings
The following are the findings based on the analysis of data obtained from the
questionnaire. These questions concern five variables, i.e., teachers’ perception on
the potentials of LCS, teachers’ belief on the success of LCS, challenges teachers face
with LCS, implementation of LCS and conditions for LCS success.
Dealing with Variable 1: teachers’ perception on the potentials of LCS, the
respondents stated that LCS could provide students with opportunities to develop
their skills of literal, inferential, and critical reading as seen in Table 1.
Table 1. Teachers’ Perception on the Potentials of LCS to Develop the
Students’ Skills of Literal, Inferential, and Critical Reading
Response
Fully Agree
Agree
Disagree
Fully Disagree
Total

Literal Reading
f
2
9
3
2
16

%
12.5
56.3
18.8
12.5
100.0

Inferential
Reading
f
%
5
31.3
10
62.5
1
6.3
0
0
16
100.0

Critical Reading
f
8
8
0
0
16

%
50.0
50.0
0
0
100.0
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Based on the responses shown in Table 1, the respondents basically perceived
that LCS can play an important role in equipping EYL students with different levels
of reading: literal, inferential, and critical reading, although their degree of
perception for these three levels of reading differs. When asked whether LCS plays
a role to equip students only with literal reading, their perception is distributed
along the full agreement and full disagreement scales. Most respondents (a total of
68.8%, with 12.5% of full agreement and 56.3% of agreement) perceived that LCS
could improve the students’ literal reading skills, and the rest (43.7%) opined that it
could not. In other words, this means that actually almost all respondents agreed
that LCS is useful to improve young learners’ literal reading.
At the inferential reading level, the data were more on the agreement side.
Almost all of the EYL teachers in the present study, that is, a total of 93.8%, with
62.5% of full agreement and 31.3 % of agreement, perceived that LCS could improve
their students’ inferential reading. Only one respondent (6.3%) thought that that
LCS could not play a role in improving learners’ inferential reading skills.
An even more positive view is observed in the data of the critical reading level.
As shown in Table 1, half of the EYL teachers (50%) were of the opinion that LCS
could provide students with a lot of suitable opportunities to develop their critical
reading skills. The other half (50%) of the EYL teacher respondents fully agree that
LCS could equip the students with the critical reading skills.
LCS, as its name indicates, is commonly associated with reading activities only.
While reading components certainly play a dominant part in LCS, the present study
also wonders whether the EYL teacher respondents opine that LCS is also useful in
facilitating EYL learners with the mastery of macro skills - listening, speaking,
reading and writing. The results of the data analysis concerning this are
summarized in Table 2.
Table 2. Teachers’ Perception on the Potentials of LCS to Develop the
Students’ Four Macro Skills
Response
Fully Agree
Agree
Total

f
8
8
16

%
50.0
50.0
100.0

The result in Table 2 shows that all EYL teacher respondents opined that LCS
provided them with another useful strategy in facilitating their learners to learn all
English skills: listening, speaking, reading, and writing.
To check the consistency of the respondents’ perception regarding the role of
LCS as a teaching strategy for all language skills, a question is posed to them
whether LCS is only useful to teach reading. The summary of the results is
presented in Table 3.
Table 3. Teachers’ Perception on the Potential of LCS to Develop the Students’
Reading Skills Only
Response
Fully Agree
Agree
Disagree

f
1
4
9

%
6.3
25.0
56.3
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Response
Fully Disagree
Total

f
2
16

%
12.5
100.0

As shown in Table 3, some of the respondents (31.3% comprising 6.3% that
fully agreed and 25% agreed) viewed that LCS provided them with a useful strategy
in teaching reading skills only, while the majority (78.8% comprising 56.3 % that
disagreed and 12.5% fully disagreed)) did not have this one side view that LCS was
useful only for reading. The data indicate the consistency of the teachers’ opinion
that LCS could be a useful strategy in teaching not just reading skills, but also other
skills.
The second variable refers to the teachers’ beliefs about the use of LCS in the
EYL classrooms. The first point investigated was whether the teachers believed that
LCS can engage EYL learners during the teaching and learning process. The results
of the data analysis are summarized in Table 4.
Table 4. Teachers’ Beliefs on whether LCS could Engage the Students
Response
Fully Agree
Agree
Total

f
7
9
16

%
43.8
56.3
100.0

As shown in Table 4, all the respondents (100%) believe that the LCS could
make the students engaged in learning English in the LCS class. The majority
(56.3%) believed and the rest (43.8%) fully believed that LCS will engage the
students in the class.
Secondly, the respondents were also asked about their beliefs on the chance of
successful teaching of English to young learners using LCS. The results of the
analysis are presented in Table 5.
Table 5. Teachers’ Beliefs on the Success of Using LCS
Response
Fully Agree
Agree
Total

f
5
11
16

%
31.3
68.8
100.0

Table 5 shows that all the respondents (a total of 100% comprising 31.3% fully
agreed and 68.8% agreed) were of the beliefs that they will be successful in teaching
EYL by implementing LCS in their classroom.
The present study also inquires whether the respondents’ teaching English
using LCS might lead to their students’ better English proficiency. The summary of
the results of analysis is presented in Table 6.
Table 6. Teachers’ Beliefs on LCS to Improve the Students’ English Proficiency
Response
Fully Agree
Agree
Disagree
Total

f
3
11
2
16

%
18.8
68.8
12.5
100.0
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As shown in Table 6, the majority of the respondents (a total of 88.6%)
believed that the students will learn English better in classrooms implementing
LCS. A small number (12.5%) did not believe that LCS would make students have
better English.
When asked further whether the use of LCS will improve their learners’
reading comprehension, the respondents gave responses as shown in Table 7 that
follows.
Table 7. Teachers’ Beliefs on the Use of LCS to Improve the Students’ Reading
Comprehension
Response
Fully Agree
Agree
Disagree
Total

f
6
9
1
16

%
37.5
56.3
6.3
100.0

The responses in Table 7 show that a total of 93.7% of the respondents (37.5%
fully agreed and 56.3 % agreed) opined that the students’ reading comprehension
could improve under the teaching using LCS. Only a small number of them (6.3%)
had a different opinion. This respondent’s opinion seems to be an outlier.
The next area that the present study seeks to find out concerns possible
challenges that EYL teachers have with LCS. First, the respondents were asked
whether they saw potential challenges in implementing LCS in their classes. The
results of the data analysis are shown in Table 8.
Table 8. Teachers’ Perception on whether there are Potential Challenges in
Implementing LCS
Response
Fully Agree
Agree
Total

f
4
12
16

%
25.0
75.0
100.0

Table 8 indicates that all the respondents (100%) perceive that they might be
faced with challenges in applying LCS in the class. When they are inquired further
whether the class size could be one of the potential challenges, the teachers
responded as follows.
Table 9. Teachers’ Perception on the Problem of Class Size
Response
Fully Agree
Agree
Disagree
Fully Disagree
Total

f
4
6
5
1
16

%
25.0
37.5
31.3
6.3
100.0

As can be seen in Table 9, 62.5% (25% fully agreed and 37.5% agreed) of the
respondents opined that the problem they faced in implementing LCS might be the
class size. However, some (37.6%) of the respondents thought that they would not
have such a problem.
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Problems dealing with reading materials selection were also posed to the
respondent, that is, whether they felt they would face challenges in selecting
reading materials with LCS as a teaching strategy. The results of the data analysis
are summarized in Table 10.
Table 10. Teachers’ Views on Potential Challenges of LCS in terms of Materials
Selection
Response
Fully Agree
Agree
Disagree
Fully Disagree
Total

f
1
2
11
2
16

%
6.3
12.5
68.8
12.5
100.0

The responses in Table 10 verify that the majority of the respondents (a total of
81.3%, comprising 12.5% fully disagreed and 68.8% disagreed) thought it would not
be difficult for them to select suitable reading materials with LCS strategies. Very
few (18.8%) stated that they would be faced with challenges in finding suitable
reading materials.
Next, the respondents were also asked about their view regarding problems in
implementing LCS due to the students’ linguistic mastery. The results of the data
analysis are summarized in Table 11.
Table 11. Teachers’ Views on the Challenges of LCS related to Students’
Linguistic Mastery
Response
Fully Agree
Agree
Disagree
Fully Disagree
Total

f
3
7
5
1
16

%
18.8
43.8
31.3
6.3
100.0

Based on the data in Table 11, the majority of the respondents (a total of 62.6%,
comprising 18.8% fully agreed and 43.8% agreed) were of the opinion that the
students’ English grammar and vocabulary would be the problem for them to put
LCS into practice in the classroom. The rest, that is, 37.6%, however, expressed
their views that their students’ language mastery would not constitute a problem in
implementing LCS in their classes.
In addition to these indicators of challenges, the respondents of the present
study were also scrutinized in their views regarding whether demotivation to learn
English will lead to challenges in using LCS in the class. The summary of the data
analysis on this matter is presented in Table 12.
Table 12. Teachers’ Views on the Challenges of Using LCS with regard to
Students’ Demotivation
Response
Fully Agree
Agree
Disagree

f
1
8
5

%
6.3
50.0
31.3
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Response
Fully Disagree
Total

f
2
16

%
12.5
100.0

As displayed in Table 12, more than half of the respondents (a total of 56.3%,
comprising 6.3% fully agreed and 50% agreed) viewed that the implementation of
LCS in the classroom can be hampered by the students’ demotivation in learning
English. However, almost half of the other respondents (a total of 43.8%,
comprising 31.3% disagreed and 12.5 fully disagreed) had a different opinion.
In the next variable, the respondents of the present study were also asked the
possibility of implementing LCS in their classes. The following is the summary of
the data analysis results.
Table 13. Possibility to Implement LCS
Response
Fully Agree
Agree
Total

f
1
15
16

%
6.3
93.8
100.0

Table 13 indicates that all the respondents (6.3% fully agreed and 93.8%
agreed) expressed their positive views that it is possible for them to use LCS in their
English classes. When they were further asked whether they would be willing to
implement the strategy, their responses were also positive, as shown in Table 14
that follows.
Table 14. Willingness to Implement LCS
Response
Fully agree

f
16

%
100.0

All the respondents (100%) confirmed that they were willing to implement
LCS in their classrooms. However, they held the view that LCS is complicated in its
teaching procedure as stated by the majority of the respondents (93.8%). As a
result, although they were willing to implement LCS, only one person (6.3%) was
fully certain to implement LCS in the class as depicted in Table 13.
Making innovative teaching through classroom action research (CAR) by using
LCS is also a point of inquiry in the present study. The respondents were asked
whether they would incorporate LCS as classroom action research in their teaching.
The results of the analysis are presented in Table 15.
Table 15. LCS for Action Research
Response
Fully Agree
Agree
Total

f
13
3
16

%
81.3
18.8
100.0

The data in Table 15 shows that all the respondents were positive in making
innovation with LCS through CAR. The majority (81.3 % - fully agree) of the
respondents verified that they would conduct classroom action research with LCS.
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In addition, all of the respondents (100%) stated that they were interested in doing
LCS-based experiments in their class.
The final variable in the questionnaire concerns the teachers’ views on the
conditions required for the success of LCS. According to the respondents, LCS can
be successfully implemented if the steps in LCS are applied systematically, step by
step. This means that the steps in CLS need to be clear and they need to be
performed gradually. Next, the students need to be actively engaged in the
classroom. This can be achieved under the conditions that the classroom is wellmanaged, that is, the teacher should be creative, competent, and confident enough
to implement and improve LCS, and it requires teachers to be good at time
management. On the students’ side, their English proficiency needs to be sufficient
in that they should reach the level of pre-intermediate of CEFR. In addition, in order
for LCS to be successful, it requires the students’ mood and motivation. Last but not
least, the school’s situation and condition need to be conducive.

Discussion
Based on the findings, the EYL teachers participating in the study basically had
positive opinions about LCS. They believed in the potential of LCS to develop not
just their students’ reading skills, particularly the critical reading skills, but also the
students’ other language skills. In addition, they also believed that when using LCS,
their students’ engagement in learning English could be assured.
In terms of potential challenges in implementing LCS, there are two main
challenges, according to the teachers, that is, class size and students’ language
mastery. Other factors like materials selection and students’ English learning
motivation do not constitute possible challenges for the respondents.
In views of the probability in implementing LCS in their class, in general the
respondents state that they are willing and are interested in using LCS as a strategy
to deliver the materials in their class. More importantly, they also state they will
incorporate LCS in their CAR and other experiments based on the ideas of LCS.
Finally, the teachers see several factors that would lead to success in
implementing LCS in teaching English in their class. On teachers’ side, they believe
that these aspects: step-by-step teaching delivery, classroom management, and
teachers’ creativity, competence and confidence play a significant role in the
successful implementation of LCS. On students’ side, they mention that students’
motivation and learning mood, and their sufficient language mastery will constitute
factors of success in the implementation of LCS. Finally, school atmosphere play an
important factor.
Briefly, the respondents view LCS as a teaching strategy that they believe can
facilitate them in creating positive learning atmosphere for EYL students to learn
English better, particularly critical reading, although they also acknowledge that
they are posed by practical challenges. They see prospects of success in
implementing the strategy although they also mention that the strategy is
demanding.
Although the term ‘School Literacy Movement’ (Gerakan Literasi Sekolah) is not
new to most teachers, Literature Circle Strategy (LCS) as a teaching strategy is
relatively new to the respondents of the present study. In the present study, LCS
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was introduced to the respondents as a kind of teaching innovation in the
classroom. It seems to be accepted well by the respondents as a way of teaching
English, in particular critical reading, upon the workshop. There are several factors
that may underlie their acceptance to LCS as a new teaching strategy, three of
which are worth discussing.
The most important factor is the respondents’ compelling need of innovative
teaching strategies. It has been reported that the respondents of the present study
are used to working in EYL classes that have cognitive demands with learning
English where an international standard is used as a basis for their teaching and
learning foundation. As pointed out by Piaget (cited in Cameron, 2001, pp. 2-4) and
Pinter (2012), 7 up to 11 year-old children with the competence of ‘performing
operation’ can carry out such tasks as combining, separating, composing, folding
and multiplying as well as
practicing high order thinking skills like
deductive/inductive thinking, analyzing, and synthesizing. With such challenging
classes, the teachers need to always update their teaching strategy. LCS caters for
these needs. This is in line with the findings of the study by El Kemma (2019) which
revealed that when students learn less, it is not because the materials to learn are
hard to teach. Rather, it is because of the ineffectiveness of the teachers in delivering
the materials. This implies that teachers are essentially in needs of updating
themselves in the instructional delivery, so that their teaching is effectively
impactful on students’ learning. The respondents of the present study, it is argued,
perceived the usefulness of the LCS as an innovative teaching strategy. This is
supported by a study conducted by Diniah (2013) which revealed that if teachers
perceived instructional needs positively, they would tend to accept them.
In addition, in the present study, the participants express their readiness to
implement LCS as a teaching strategy wrapped in research-based activities. This
implies that not only do the respondents need an innovative strategy, but they also
they need to see empirically how the innovative strategy works best in their class.
This finding supports those of a study by Roux and Valladerras (2014). They report
that a large number of EFL teachers in their study expressed their need to learn and
perform classroom research including classroom action research. Further, this
finding also implies that the respondents see LCS as a part of teacher professional
learning that will enhance their teaching effectiveness in their class. Similar ideas
were expressed by the teachers in the study by Roux and Valladerras (2014).
Secondly, teachers need to see how a concept really works in practice. The
respondents of the present study might consider LCS as a direct and tangible
implemention of the national program - the ‘School Literacy Movement’. Sulistyo et
al. (2017) observe that national innovative programs in education have been
commonly conducted in a ‘hit-and-run’ cascade scheme. In such training,
participants are introduced to an educational reform. However, in its
implementation, teachers are let go on their understanding without any adequate
further mentorships. This results in the situation in which an innovative strategy in
education tends to be vaguely interpreted by teachers for their classroom practice.
Although freedom in translating ideas of innovative strategy in classroom is
desirable in so far it has teachers’ rationality regarding their class condition,
teachers need to really be well acknowledged with the principles of the innovative
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strategy (Sulistyo, et al., 2017). The introduction of LCS to the respondents of the
present study through a workshop makes up an occasion for them to get to know
more the underlying concepts of ‘School Literacy Movement’ and Literature Circle
Strategy (LCS). In the workshop they not only learned the concepts, but also
experienced the teaching using LCS during the workshop. In other words, teachers
can link between theory - practice and the experience with the link through the
workshop. The respondents’ need in this matter echoes the finding of a study by
Iskandar (2015) in which teachers expressed their concern on their preference to
the use of pedagogic norms that are contextually suitable. On one side, it is argued
that teachers need to be well informed about strategies in concepts. However, their
knowledge may not be much beneficial when they do not have a chance to see in
practice about how the strategy is implementable contextually. This reflects the
conceptual idea of Kumaravadivelu (2006). He seems to be right in his view
regarding the need to rethink a framework for language teaching that should be
‘socially-realistic and contextually-sensitive’ (Perez, 2017, p. 164).
Thirdly, acceptance of LCS may be due to several factors of the respondents.
The respondents of the present study are considered novice teachers with the age
ranging between 25 and 30 and teaching experiences ranging from 3 to 7 years. This
implies that they are still in the process of developing their teaching capacities. In
addition, it seems that teachers’ gender, age, and supports of school systems play a
role in their acceptance of LCS as a teaching strategy. The role of gender in the use
of teaching strategies has been demonstrated by Azizinezhad et al. (2013) who
revealed that there was a tendency among female teachers to use more teaching
techniques in their teaching. The respondents of the present study were dominated
by female teachers. Next, although it is not always the case, age factors may be
associated with levels of teacher professionalism as being novice, professional, or
expert. The present study involved novice teachers. Liu and He (2014) found that
novice teachers tend to optimize their teaching strategies. If this holds true, the
respondents of the present study who are all novice by category showed a similar
tendency by their interest in making use of LCS to optimize their teaching
experiences. Finally, it is argued that the role of school systems cannot be ignored in
teachers’ consideration to use innovative strategy in their teaching. When the
system of a school supports teachers’ professional attempts, teachers tend to align
their preference to the school system that supports them. Özbilgin et al. (2016)
reveal that teachers’ preference in teaching is influenced by the school system that
provides them with adequate supports and the system that appreciates their efforts.
This may explain the respondents of the present study who accepted LCS and were
willing to do LCS-based activities in their teaching experiments.

Concluding Remarks and Recommendation
To EYL teachers, LCS as a teaching strategy has its strengths, challenges,
opportunities, and threats. Its strengths are that it is recent in steps, compatible
with the national program, and suitable for classes with cognitively demanding
atmosphere. The challenges however are also evident. LCS tends to be time and
energy consuming. While there are basic competences to address dealing with
critical reading, this strategy may only be applicable to deal with several basic
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competences only. In terms of opportunities, EYL teachers could potentially use
LCS as a teaching strategy. The syntax of this strategy is clear, and it is cognitively
demanding. However, there are threats in the implementation of LCS as a teaching
strategy. These are class sizes and students’ language mastery. When the class is too
big to cater, and the students’ language mastery is not yet sufficient to deal with
critical reading matters, the class progress may be seriously hampered.
It seems that the acceptance of LCS as an innovative teaching strategy to
critical reading depends on these factors: how novice teachers are (in terms of their
length of teaching experiences), how useful the teachers perceive LCS for their
teaching to be, how clear steps of LCS are, and how highly cognitively demanding
the class is. The findings of the present study have implications for teacher training.
In training teachers, these aspects need to be taken into account: the innovation in
education to be introduced, the clarity of the syntax of the introduced strategy, the
usefulness of the strategy, and the cognitive demand of the class in which the
strategy will be implemented.
The present study does not claim to be comprehensive in its findings. Several
areas not covered by this present study need further explorations. These include,
among other things, the teachers’ reflections on experiencing teaching using this
strategy.

References
Azizinezhad, M., Hashemi, M., & Darvishi, S. (2013). Relationship between EFL
teachers’ attitudes, teaching techniques and classroom (large and small).
Procedia
Social
and
Behavioral
Sciences
93,
134
–
137.
https://doi.org/10.1016/j.sbspro.2013.09.165.
Bedee, S. (2010). The impact of literature circles on reading motivation and comprehension for
students in a second grade classroom. (Master’s Thesis, Bowling Green State
University,
Bowling
Green,
Ohio,
USA).
Retrieved
from
https://etd.ohiolink.edu/apexprod/rws_etd/send_file/send?accession=bgsu12692
22677&disposition=inline
Cameron, L. (2001). Teaching languages to young learners. Cambridge University Press.
CIE. (2015). Mark scheme of reading for primary. Cambridge International Examination.
Daniels, H. (2002). Literature circles: Voice and choice in book clubs & reading groups (2nd
ed.). Pembroke Publishers.
Diniah, S. N. (2013). Teachers’ perceptions towards the use of English textbook in
EFL classrooms (A descriptive study of EFL teachers at one Islamic senior high
school in Cirebon). Journal of English and Education, 1(2), 72-81
El Kemma, A. (2019). Giving effective instructions in EFL classrooms. International
Journal
for
Innovative
Education
and
Research,
7(1),
74-92.
https://doi.org/10.31686/ijier.vol7.iss1.1286
Groves, R. M., Fowler, F. J., Couper, M. P., Lepkowski, J. M., Singer, E., &
Tourangeau, R. (2009). Survey methodology. John Wiley & Sons.
Haeroni, H. & Gailea, N. (2018). Improving student motivation and reading skill by
using literature circles (Classroom action research in SMAN 1 Cinangka 20172018). Journal of English Language Teaching and Cultural Studies, 1(1), 28-39.

The Changing Face of ELT: A Festschrift for Prof. Ali Saukah and Prof. M. Adnan Latief | 105

Iskandar, I. (2015). Teachers’ attitudes towards the implementation of the national
standards in school-based EFL curriculum in South Sulawesi primary schools
in Indonesia. In L. Abd Wahid, M. S. Sahibi, M. S. Yusop, F. F. Md Ali, S. Ismail,
& M. I. A. Wahab (Eds.), Proceedings of the 2nd International Conference on Language,
Education
and
Innovation
2015
(pp.
14-29).
Retrieved
from
https://icsai.org/procarch/2iclei/2iclei-90.html.
Klingner, J. K., Vaughn, S. & Boardman, A. (2007). Teaching reading comprehension to
students with learning difficulties. The Guilford Press.
Kohlberg L. (1984). Essays on moral development – Vol. 2: The psychology of moral
development. Harper & Row.
Kumaravadivelu, B. (2006). Understanding language teaching: From method to postmethod.
Lawrence Erlbaum Associates, Publishers.
Liu, J. F., & He, Q. S. (2014). Optimizing the teaching strategies of the novice,
proficient and expert college English teachers. Creative Education, 5(13), 11191124. https://doi.org/10.4236/ce.2014.513126
Long, T., & Gove, M. K. (2003). How engagement strategies and literature circles
promote critical response in a fourth-grade, urban classroom. The Reading
Teacher, 57(4), 350-361. Retrieved from http://www.jstor.org/stable/20205370
Marshall. J. C. (2006). The effects of participation in literature circles on reading
comprehension [Doctoral thesis, University of Miami, Coral Gables, Florida,
USA].
https://scholarship.miami.edu/discovery/fulldisplay/alma991031447402202976/
01UOML_INST:ResearchRepository
Ministry Education and Culture.(2016). Panduan Gerakan Literasi Sekolah [Guidelines of
School Literacy Movement]. Ministry Education and Culture.
OECD. (2019). PISA 2018 results: Combined executive summaries (Volume I, II, & III).
Retrieved
from
https://www.oecd.org/pisa/Combined_Executive_
Summaries_PISA_2018.pdf
Özbilgin, A., Erkmen, B., & Karaman, A. C. (2016). English language teacher
professional development: When institutional frameworks fall short. İnönü
University
Journal of
the
Faculty
of
Education,
17(1),
55-65.
https://doi.org/10.17679/iuefd.17152899
Perez. N. B. (2017). Understanding language teaching from method to postmethod.
GIST – Education and Learning Research Journal,
14, 158-164.
https://doi.org/10.26817/16925777.362
Piaget, J. (1923). The language and the thought of the child. Harcourt Brace and World.
Pinter, A. (2012). Teaching language to young learners. Oxford University Press.
Rachmajanti, S., & McClure, M. (2011). University-affiliated lab schools: A
collaborative partnership between the University of Pittsburgh’s Falk School
and the State University of Malang Lab Schools. Excellence in Higher Education,
2(1), 11-20. https://doi.org/10.5195/ehe.2011.40
Roux, R., & Valladares, J. L. M. (2014). Professional development of Mexican
secondary EFL teachers: Views and willingness to engage in classroom

106 | EYL Teachers’ View on Literature Circle Strategy

research.
English
Language
Teaching,
7(9),
21-27.
https://doi.org/10.5539/elt.v7n9p21
Shaughnessy, J., Zechmeister, E. & Jeanne, Z. (2011). Research methods in
psychology (9th ed.). McGraw Hill.
Sulistyo, G. H., Rachmajanti, S., Suharyadi, & Muniroh, S. (2017). Empowering
teachers’ professionalism for students’ better learning through reflective
training: A theoretical framework for sustainable EFL teacher professional
development. Proceedings of the International Conference on Learning Innovation (ICLI
2017) (pp. 119-128). Atlantis Press. https://doi.org/10.2991/icli-17.2018.24

Improving ICP Primary School Teachers’ Writing
Competences through Process-Oriented Training
Nova Ariani
nova.ariani.fs@um.ac.id
Universitas Negeri Malang, Indonesia
Sri Rachmajanti
sri.rachmajanti@um.ac.id
Universitas Negeri Malang, Indonesia
Hasti Rahmaningtyas
rahmaningtyas.fs@um.ac.id
Universitas Negeri Malang, Indonesia
Abstract
This article reports on an action research carried out to improve the writing
competencies of EFL primary school teachers through process-oriented training.
The participants of the study were teachers teaching in a program called
International Class Program (ICP) in one primary school in Indonesia. The research
was conducted in one cycle involving the stages of planning, implementing,
observing, and reflecting. Data were collected through essay writing tasks,
observation, and questionnaires. It was discovered that within the context of
implementing the international standard framework for EFL writing, the teachers
lacked familiarity with teaching and writing non-fiction texts. They experienced
difficulties developing systematic ways of writing non-fiction texts, understanding
the linguistic features, presenting various topics to be written, and applying the
mechanisms of how to produce the final writing. Through the training, the teachers
have been able to understand these aspects explicitly with the process-oriented
procedure. This study highlighted the importance of teachers’ competence in
writing within the context of the ICP framework.
Keywords: ICP teachers, process-oriented writing, action research

Introduction
The current status of English as an international language is underpinned by its
wide use in a range of fields such as politics, diplomacy, international trade and
industry, commerce, science and technology, and education (Crystal, 2003). In the
educational context, English is increasingly used as a medium of instruction in
schools and universities, leading to the rise of internationalization impacting on the
policies and practices undertaken by academic systems, institutions, and even
individuals to cope with the global academic environment (Altbach & Knight,
2007).
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In Indonesia, one primary school in Malang has manifested this trend by
implementing an International Class Program (ICP). This program’s special features
include (1) the implementation of a blended curriculum synergizing the national
curriculum of Indonesia and an international curriculum framework, especially for
English, Mathematics, and Science; (2) the use of English as the medium of
instruction in teaching the three subjects since the first grade; (3) the provision of
supplementary materials for the three subjects by the teachers through adaptation
of materials with reference to the national and international curricula and the
student needs; and (4) the students’ taking international exams for the three
subjects which mostly include higher order questions.
English subject at the program is taught for six hours per week, with four
hours for grammar, listening and speaking, and two hours for reading and writing.
Reading and writing are taught integratedly with a greater emphasis on writing.
Previously with the 2003 National Curriculum, the students focus more on the
reading skill since it heavily emphasized reading comprehension-oriented test.
With the addition of ICP curriculum framework, writing is regularly evaluated in
the summative test as part of international standard framework test and thus
making it important for the students to master the skill.
However, issues have taken place with the implementation of the international
standard framework. Based on the results of direct classroom observation, which
was carried out as a part of monitoring, evaluation and supervision of primary
schools implementing ICP, the researchers found several issues in the context of
teaching and learning writing within the ICP framework. The issues are as follows:
(1) students were struggling with writing since they were not provided any models
for learning how to write, and (2) students’ writing test results showed they were
unable to reach the maximum score based on the international standard framework
writing rubric. Based on the result of regular monitoring and evaluation program
carried out by one of the researchers who is also in charge of school supervision, it
was revealed that the teachers experienced a considerable amount of issues when it
comes to writing with the new ICP curriculum. The interview result showed that
the English teachers were confronted with challenges in: (1) developing systematic
ways of writing non-fiction texts; (2) understanding the linguistic features; (3)
presenting various topics to be written, (4) applying the mechanisms of how to
produce the final writing works, and (5) teaching writing with a clear procedure.
While much of the research has mostly focused on the students’ writing, the
issues experienced by EFL primary school teachers regarding their writing skills
have not been researched extensively. One of the few studies focusing on teachers
was conducted by Rachmajanti et al. (2011) who examined four teachers in one
school in Malang and found that the level of their writing competence is
problematic. Wulyani et al. (2019) also found in their study that EFL teachers
tended to overestimate their overall English proficiency including writing skill
while the results of their study revealed that the longer the teachers taught, the
lower their writing proficiency was. This research attempts to add to the research
literature in the area by finding out the teachers’ challenges in writing English texts
and improving their writing skills in developing well-organized, non-fiction texts
through process-oriented writing. It is essential because qualified teachers in
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writing are mandatory to achieve the success of teaching and learning of the ICP
program.
Henceforth, the following are the questions guiding the study:
(1) What are the writing issues faced by ICP primary school teachers?
(2) To what extent does the teachers’ training in ICP class improve the teachers'
writing proficiency?
This study provides insights and practical implications to improve ICP primary
school teachers’ writing competencies through process-oriented training. Moreover,
it will provide pedagogical considerations for elementary teachers who teach
writing to young learners.
Teaching Writing with a Process-Oriented Approach
Approaches to teaching writing have evolved and impacted on students’
competencies in writing. Ulper (2008) states that the process-oriented approach in
writing highlights the necessity to dwell on the process, which is how the text was
written instead of the final product. Similarly, Leki (1991) mentions that the process
approach emphasizes writing stages rather than the end product. Zamel (1983)
considers writing an exploration and discovery process carried out by the students
simultaneously to evaluate and make sense of their thoughts.
According to Bayat (2014), writing using the process-oriented or the process
writing approach has the following subcomponents of the main stages of the
process: prewriting, drafting, editing, revising, and publishing. Oshima and Hogue
(2007) mention that writing is never a one-step action but an on-going creative act.
They also mention that there are roughly four writing steps: (1) prewriting; (2)
organizing; (3) writing; and (4) polishing: revising, and editing.
Derewianka (1990) has identified four stages named Curriculum Cycle through
which a particular text can be made explicit to students. The stages consist of: (1)
building knowledge of the field, (2) modelling the text type, (3) joint construction;
and (4) independent writing. Hyland (2003) mentions that the process approach to
writing teaching emphasizes the writer as an independent producer of texts.
However, he further explains that the approach goes further to address what
teachers should do to help learners perform a writing task. The process framework
is depicted in Figure 1.

Figure 1. A process model of writing instruction taken from Hyland (2003, p. 11)

110 | Improving ICP Primary School Teachers' Writing Competences
As Figure 1 shows, planning, drafting, revising, and editing do not occur in a
neat linear sequence but are recursive, interactive, and potentially simultaneous,
and all work can be reviewed, evaluated, and revised, even before any text has been
produced at all. At any point, the writer can jump backward or forward to any of
these activities: returning to the library for more data, revising the plan to
accommodate new ideas, or rewriting for readability after peer feedback (Hyland,
2003).

Method
A school-based action research was adopted in this study since the main focus
is on a particular problem that requires a particular action to solve the problem.
Action research is any systemic inquiry conducted by teachers to collect
information about how well they teach and how well their students learn intending
to develop reflective practice (Burns, 2010; Kemmis & McTaggart, 1988; Mills,
2003). Latief (2013) mentions that action research is an effective way to improve
both the English teachers’ performance and the students’ achievement in learning
English in the classroom.
The study comprised several actions taken to improve the English teachers’
writing competence through process-oriented approach. Action research involves
four broad phases comprising planning, taking action(s), conducting observations,
and evaluating the result of the action, which is called “reflection” (Burns, 2010;
Kemmis & McTaggart, 1998; Mills, 2003). Data were collected using three
instruments, that is, questionnaires, writing tasks, and observation sheets. These
instruments were validated and tried out before they were used for the data
collection.
Prior to planning an action, as discussed in the Introduction section, a problem
or an issue was identified in order to provide a general picture of what the English
teachers at the primary school have encountered in writing fiction-based texts so
that they can have potential improvements they think are possible to scaffold the
students’ non-fiction writing skills. Then, teacher training of writing using processoriented approach was put into action over an agreed period of time.
There were two questionnaires administered in this study. At the beginning of
the training, a questionnaire was distributed to explore the teachers’ educational
background and at the end it sought their opinions regarding the ICP writing
curriculum framework and the impact of the process-oriented writing training. The
next phase was observing systematically all the activities involved and the results of
the action. The process and results of the action were reflected upon to determine
whether or not another cycle is required. The data obtained from each instrument
was analysed in accordance with the nature of the data. The final writing was
assessed on the basis of the writing rubric and the data from the questionnaire were
descriptively explained.
More specifically about the training, the study started with Cycle 1 which
consisted of three meetings. Each meeting lasted 60 minutes which covered the
presentation of theoretical insights of process-oriented writing and writing
practices. Meeting one dealt with the theory and practice of paragraph writing and
focused group discussion (FGD) as part of the data collection. Next was the
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presentation of theories and practices of essay writing with peer assessment using a
scoring rubric. The third meeting concerned the final revision of the participants’
writing texts. If the results of the first cycle do not meet the criteria, a second cycle
will be conducted.
To determine whether or not the first cycle was successful, the researchers set
up criteria of success based on Cambridge framework (Cambridge CAIE Prim ary
Curriculum Framework 2018). For writing, this framework is developed for two
categories, the lower classes (1 st – 3rd grades) and upper classes (4th – 6th grades) in
terms of evaluating their writing competence. The lower grade students are
expected to be competent in the sentence development level while the upper grade
students are in the text level. There are five elements to assess in the writing
products. These include: (1) purposes and audience; (2) text structure; (3) sentence
structure; (4) punctuation, and; (5) spelling. The scale is from 1 to 6 for the purpose
and audience, 1-5 for text structure and sentence structure, and 1-2 for punctuation
and spelling, making 20 (twenty) points for the highest score. The score is
categorized as low (5 – 10), mid (11-15), and high (16 – 20). The teachers are
considered successful in completing the writing task if they integrate all elements
and obtain high scores (16-20).
The complete procedures of the study are depicted in Figure 2.

Figure 2. Procedures of the CAR
(Adapted from Burns, 2010; Kemmis & McTaggart, 1988; Mills, 2003)
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Figure 2 displays the study’s complete procedures incorporating planning the
action, implementing the action, observing the action, and reflecting the action.
Table 1 shows the structure of the implementation of the action.
Table 1. Cycle 1 of the Action
Meeting

Theory

Meeting
1 (60')

Theory of nonfiction writing

Meeting
2 (60')

Theory of
essay writing

Meeting
3 (60')

Final revision
of the writing
text

Practice
▪ Paragraph structure (Topic
Sentence, Supporting
Sentences, and Concluding
Sentence)
▪ Prompt: non-fiction
(Cambridge framework: 6th
grade)
▪ Organization of essay
▪ Prompt: non-fiction
(Cambridge framework: 6th
grade)
▪ Writing Practice
▪ Prompt: non-fiction
(Cambridge framework: 6th
grade)

Assessment/Rubric
▪ Diagnosing teachers’
writing via FGD
▪ Here we attempted to
see the strengths and
weaknesses of the
teachers’ writing
▪ Peer assessment using a
rubric
▪ Peer and teacher
assessment

Findings and Discussion
The study was conducted in one cycle of three meetings. These three meetings
were attended by eight English teachers and the three researchers. The three of
them were assigned to do different roles; when one was teaching, the other two
acted as observers to jot down the activities throughout the training process.
The first meeting was devoted to providing teachers with the theory of
paragraph writing to produce a well-written procedure text. The knowledge
concerning the structure of paragraphs consisting of topic sentences, supporting
sentences, and concluding sentences were presented, followed by the strategy of
brainstorming an idea through outline/planning, writing the first draft, looking at
the mistakes, and revising the first draft and so forth. In addition, there was
explanation and examples of various prewriting activities, such as, freewriting,
listing, webbing or clustering.
The second meeting was allocated to the theory of essay writing and the
practice of process-oriented writing. The process approach to writing implemented
in the study follows Hyland’s writing process framework (2003) by incorporating
Derewianka’s (1990) four stages of the curriculum cycle aimed at making a
particular text explicit to the teacher participants. By combining these two
concepts, writing can be seen as a process in which the writers continuously work
on their writing texts.
We began the process by carrying out an activity that Hyland (2003) mentions
as prewriting or Derewianka (1990) defines as building knowledge of the field. We
provided the participants with a non-fiction writing prompt entitled “Save the
Earth”. Building knowledge of the field aims to ensure that teachers have enough
knowledge of the topic to write. Here, as Hyland (2003) mentions in the process
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writing framework, the participants started brainstorming, collecting data, notetaking, and outlining the topic to jot down ideas to gather relevant information to
write.
After that, we continued with the stage of modeling the text from Derewianka
(1990). In this stage, a good paragraph sample was scrutinized to identify the form
and function of a particular genre. The participants were asked to write a procedure
text; thus, they need to be familiar with the purpose, generic structure, and the
linguistic features of the procedure text. Following this step was an exercise where
the participants filled out a text with transition words to connect among sentences
to understand the linguistic features in procedure text.
We continued with the composing step from Hyland (2003). Here, the
participants already had a clear idea regarding the topic and were ready to write
them down. Referring to Derewianka, at this point, the participants carried out a
joint construction. Gibbons (2015) mentions that in this stage, teachers and
students write a text together to see how the text is written to illustrate the
process. We started by having the researcher who played a role as the teacher to
write a topic sentence on the blackboard which was followed by the class
brainstorming ideas together. In addition, the teacher made sure she explicitly
articulated the language use, such as the grammar and vocabulary needed to
compose a procedure text.
Finally, in the third meeting, the participants continued to finalize their
composition through independent writing (Derewianka, 1990). Once the writing is
completed, peer assessment was carried out to discuss the teachers’ compositions
based on the rubric and examine which aspects can be improved. After talking with
their colleagues, they revised their writing, which could range from
reorganizing/refining the ideas to correcting grammatical mistakes. Following the
discussion and revision, the teachers produced the final version of their procedure
texts.
Once we received the final procedure texts from the participants, these were
assessed based on the rubric. To determine whether or not the aim of the study had
been achieved, we assessed the writing texts using a scoring rubric from the
Cambridge framework and decided the levels of the participants. The scores of the
participants’ writing are displayed in Table 2.
Table 2. The Scores of the Participants’ Writing
Participants
T1
T2
T3
T4
T5
T6
T7
T8

Purpose
and
Audience
5
5
5
5
5
5
4
3

Text
Structure

Sentence
Structure

Punctuation

Spelling

Total
score

5
5
5
5
5
5
4
3

5
5
5
4
4
4
4
4

2
2
2
2
2
2
2
2

2
2
2
2
2
2
2
2

19
19
19
18
18
18
16
14
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Based on the analysis of the scores, it was discovered that seven teachers
obtained the scores 16, 18 and 19 out of 20 as the maximum score, which are
considered high in writing competence. It was revealed that these teachers
belonging to high achievers had English education background. The one who
achieved a score of 14 did not graduate from an English education college and did
not have international certificate despite having 11-year teaching experience. Below
are the sample essays of one of the high (Excerpt 1) and mid (Excerpt 2) achievers.
Excerpt 1 (English Teacher/ ET1)

Excerpt 1 was the product of one of the teachers’ writing, obtaining a total
score of 18 out of 20. For the purpose and audience, she obtained a score of 5. This
score indicates the teacher’s ability to develop and organize ideas that are clear,
appropriate and relevant for a non-fiction text explaining how to save the earth. The
text structure was also scored 5 for the logical links between paragraphs, starting
by the teacher’s explaining the bad condition of the earth and finishing it with the
solution to save the earth. The sentence structure received a score of 4 as complex
sentences are used to develop ideas, such as, by the use of connectives and adjectival
phrases, e.g. natural resources, healthy earth. For punctuation and spelling, since
most of the words are spelled correctly, this aspect received a maximum score of 2.
Excerpt 1 is fairly different from the following Excerpt 2.
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Excerpt 2 (ET3)

Excerpt 2 only managed to obtain 14 out of 20 points based on the writing
rubric. For the purpose and audience, it only achieved a score of 3 since little
awareness of the audience is shown, making it unfocused and unable to show exact
information. The text structure attained a score of 3 because paragraphs are not
used to show sequence and connect the ideas. However, complex sentences are
already used to develop ideas and are used appropriately and mostly accurately,
earning the teacher a score of 4 for this aspect. The text received a maximum score
of 2 for punctuation and spelling since the writer spelt correctly all the words.
Table 3. Teachers’ Background
Participants
T1
T2
T3
T4
T5
T6

Major
English
Education
English
Education
English
Education
English
Education
English
Education
English
Education

Years of Teaching
Experience

Cambridge
International Certificate

10

Yes

11

Yes

5

No

16

Yes

10

No

5

No
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Participants
T7
T8

Major

Years of Teaching
Experience

Cambridge
International Certificate

7

No

11

No

English
Education
Primary
Education

From the questionnaire distributed to the teacher after the first cycle, it was
found that the teachers opined the Cambridge framework was challenging to
implement since it heavily emphasized writing. The new learning goal and its
framework have inevitably made the teachers evaluate their teaching and language
ability particularly related to writing skill. Reflecting on their writing challenges,
the teachers mentioned several things. One of the teachers stated, “I found it very
challenging to write and teach writing well.” Another teacher supported this opinion,
mentioning that “For me, the struggle is to create an interesting opening, brainstorm the ideas,
and choose the appropriate vocabulary.” Another teacher was concerned that she did not
have a clear idea concerning the course objective for every grade, which has caused
her difficulties in developing teaching material. When asked how to address the
above issues, the teachers’ answers ranged from modelling the text to writing
practice, learning from the framework, reading exposure and providing the
structure of the text. Regarding the training, the teachers mostly pointed out how it
has helped them to understand the process of writing, the organization of the text,
and also expectations from the writing rubric.
The finding from this study is in line with Rachmajanti et al (2019) where EFL
teachers faced writing issues such as organizing ideas and selecting appropriate
rhetoric modes.
What can we say about the training?
This study starts with real problems in the instructional writing process
implemented in the classroom to develop a strategy for improving students’ writing
competence. However, the English teachers’ writing competence should be
improved before polishing the students’ writing competence.
Based on the writing results, most teachers managed to obtain high scores
within the first cycle. Referring to mastery learning proposed by Bloom (1968), that
the students must achieve a level of mastery (e.g. 90%) in prerequisite knowledge
before moving forward to learn the following information, the required level of
mastery had been achieved in this context of the study. Thus, there was no need for
the action research to proceed to the second cycle.
Previously, since some teachers have not been internationally certified by
CAIE, they had issues in writing non-fiction texts and teaching it to the students.
The training’s primary focus was to improve the teachers’ writing skills, and it was
successfully done through the implementation of a process-oriented approach in
writing. However, there is a need to explore further the teachers’ challenges in
teaching writing skills to the students.
The finding showed some discrepancies in writing skills demonstrated by
teachers who have a certificate. Therefore, teachers as professionals are contingent
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upon periodical/continuous upgrading to nurture their professionalism. With
regard to professional development, two important forms include access for
teachers to join Organized Professional Development (OPD) programs, such as,
participating in workshops, seminars, and training on English education and
pedagogy; and becoming Qualified Professional Teachers (QPT), indicated among
others, by a teacher certificate issued by the government or international agencies
(Davidson et al., 2012; Kementerian Pendidikan dan Kebudayaan, 2005, 2007, 2012).

Conclusion
This study revealed the importance of teachers’ competence in writing within
the context of the ICP framework where the lower classes (1 st – 3rd grade) are taught
in full English and the upper classes (4 th – 6th graders) are taught in bilingual
system, i.e. in Indonesian and English. It shows how teachers are grappling to
understand the international standard framework, which heavily emphasises
writing and this has affected their teaching and writing skills. Through the training,
the teachers have been able to identify the stages of writing and understand the
writing aspects, such as, the organization and language use to allow them to
compose well-written non-fiction texts.
This study suggests that despite the institution’s willingness to implement an
international standard framework to improve students’ English proficiency,
teachers’ writing competence needs to be continuously improved to be fully
adequate to support the implementation of the framework. The findings provide
crucial information that has implications for teacher educators to provide
professional development and training to improve EFL teachers’ language
proficiency and pedagogical competences particularly concerning writing skill.
Future studies regarding ICP and EFL teachers’ writing skills should include
more participants from more varied contexts since little is known regarding EFL
teachers’ writing competence. In addition, there is a need to improve EFL teachers’
competence in teaching writing, with the purpose of the betterment of the students’
writing competence.
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Abstract
The English curriculum implemented in the Indonesian secondary schools has
undergone some development in the past few decades. The development is meant to
ensure that the curriculum remains up to date with the development of English
language teaching theories and practices in the world. This paper discusses the
English curricula which were developed in 1984, 1994, 2004, and 2006 and critically
analyses the communicative approach that has been implemented in Indonesian
secondary schools. The newest 2013 curriculum is also discussed, but only
superficially as the curriculum was just officially implemented at national level in
the end of 2019. The writers finally offer some recommendations for future
curriculum developers and government officials in order to improve English
language teaching and learning in Indonesia.
Keywords: English curriculum, secondary education, CLT, Communicative
Approach

Introduction
For more than seven decades, the Indonesian government has been working
determinedly to manifest a standard form of English language teaching that can
assist students to meet the demands of economy, science, and technology
developments. Following current trends of English language teaching in the world,
the curriculum designers have decided to use communicative approach across the
educational levels since 1984. This is a ‘dramatic’ change that tries to tackle
problems with approaches and theories adopted before it (Huda, 1999; Lie, 2007;
Madya, 2007, 2008; Marcellino, 2008; Renandya & Widodo, 2016; Sukyadi, 2015).
Despite the change in the curriculum, however, the concern of most English
teachers remains unchanged. English teaching still deals mainly with the complex
structures of the language, non-contextual vocabulary items, and other activities
that are far from the real purpose of communicative approach (Lie, 2007; Madya,
2008; Marcellino, 2008; Mattarima & Hamdan, 2011). The facts show the
contradiction between the principles of the communicative approach and the actual
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implementation in classrooms. No wonder Indonesian students still find it difficult
to speak English communicatively (Lie, 2007; Madya, 2007; Renandya & Widodo,
2016).
The Indonesian government has tried hard to develop and implement a new
curriculum almost in every leadership term of Ministry and Education and Culture.
There are five English curricula which have applied communicative approach in
Indonesia: the 1984 Curriculum, the 1994 curriculum, the 2004 Competency-Based
Curriculum, the 2006 School-Based Curriculum or Kurikulum Tingkat Satuan
Pendidikan/KTSP, and the 2013 Curriculum. Each new curriculum was expected to be
more effective in guiding and improving the English language teaching and learning
in Indonesia. Nevertheless, each curriculum has caused problems in its
implementation as English teachers find it hard to meet the demands of the
curriculum while at the same time, they have to prepare their students for the
national examination.
This paper discusses each curriculum and critically analyses its communicative
approach that has been implemented in Indonesian secondary schools. To begin
with, the writers first review the five curricula based on the historical perspectives
of English language teaching and curriculum development in Indonesia. The writers,
then, critically discuss issues with the communicative approach in the theoretical
and practical concepts. The writers finally offer some recommendations for
curriculum developers and government officials in order to improve English
language teaching and learning in Indonesia.

Brief Review of the Communicative Approach
in the English Curricula of Indonesian Secondary Schools
The 1984 English Curriculum
The 1984 English curriculum for secondary schools adopted an initial version of
the communicative approach with an emphasis on the development of reading skills
(Huda, 1999). This was due to the lack of a linguistic environment that could enable
real oral-aural communication in English. Because English is not used in Indonesia
either socially or for official communication, as it is in Hong Kong, Singapore, and
the Philippines, but is viewed as just a foreign language, it is only taught in schools
as a subject for study, not as a tool for communication. The limitations of the
linguistic environment in Indonesia deprive students of the opportunity of learning
and using more spoken English for oral communication (Huda, 1999), even though
the government, through the 1984 English curriculum, expected that the objective
of the teaching was to restore the true goal of English teaching, that is,
“meaningfulness and communicative functions” (Ministry of Education and
Culture, 1986 and 1987, as cited in Huda, 1999). The 1984 curriculum seemed to be a
reaction or correction to the errors and problems found in the implementation of
the previous curriculum (the 1975 curriculum), especially in the development of the
teaching materials as reported by the British Council (1975). Unfortunately, the
syllabus and textbooks in that era still used the structural approach, where the
main focus was on learners’ competence in the grammatical structure of the English
language (Huda, 1999). Therefore, mismatches occurred between government
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expectations and what happened in the classroom, as found by Huda (1999) in his
survey of 26 provinces in Indonesia.
With regard to the format of the curriculum document, the 1984 curriculum is
written in a column format, in which the columns refer to curricular objectives,
instructional objectives, instructional materials, lesson programs and techniques of
teaching, resource materials, and assessment (Huda, 1999). Each curricular objective
is developed into several instructional objectives, and each instructional objective is
then developed into topics and sub-topics. Although this format makes clear
relationships between objectives, materials, and techniques, the syllabus is very
rigid (Huda, 1999; Yulia, 2014). Teachers and textbook writers do not seem to be
allowed any creativity in writing or using syllabuses and textbooks (Huda, 1999).
The 1994 English Curriculum
Huda (1999) makes a pertinent observation about the changes from the 1984
curriculum to the 1994 curriculum:
The claim that the 1984 syllabus adopted a communicative competence approach
has created a number of misunderstandings and misinterpretations. One of the
serious misinterpretations is that English instruction in secondary schools is
targeted toward the acquisition of oral communicative competence. The term
“communicative competence” seems to be a source of misinterpretation. Therefore,
in the statement of objectives in the 1994 syllabus, the phrase “communicative
competence” is avoided, although the objective is still the development of
competence to communicate in English. Similarly, the term “communicative
competence approach” will also be avoided, in spite of the fact that the syllabus has
the elements of notional, functional, and situational syllabi. Instead, a new term has
been invented to describe the teaching approach and method which is suitable to
achieve the objective. The approach to teaching is labelled the “meaningful
approach”. (p. 124)

The 1994 English curriculum was developed by a team that consisted of
English teaching specialists, curriculum specialists, practicing teachers and school
system authorities, and was also based on the 1987-1990 national surveys on the
teaching of English in the secondary schools in 26 provinces in Indonesia (Huda,
1999). The development of the curriculum was conducted in three stages: (1)
research, evaluation, and writing stage, (2) preparation stage, and (3)
implementation stage (Huda, 1999). The goal of the curriculum was broadened to
include listening, speaking and writing skills, but the main focus was still to
develop reading skills in English, with a vocabulary level of 1000 words for junior
high school and 2500 words for senior high school. It was suggested at this time
that the English curriculum should be suitable for varying socio-geographical needs,
so three versions of the English syllabus were planned: (1) national content, which
would be implemented nationally, (2) enrichment content, which would be
implemented with students who have achieved the level of the national content, and
(3) local content, which would satisfy regional or local needs (Huda, 1999).
As a significant shift in curriculum renewal, the Local Content Curriculum
(LCC) was introduced and implemented in the 1994 curriculum (Bjork, 2006). In
consequence, the curriculum devoted 20% of the time to locally designed subjects
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(Yulia, 2014), which meant a shift from the centralized curriculum (pre-1994) that
had been implemented in the previous era to a focus on locally needed subjects, such
as topics on agriculture, information technology, or home industries. Unfortunately,
Bjork (2006, p. 140) found in his research that the shifts were only superficial, as
“instructors continued to use the curricular materials and instructional methods
they had relied on for years; only the titles of those classes or the manner in which
they were configured (such as the sequence of topics presented) had been altered”.
A new flexible syllabus development format was introduced in this curriculum
to avoid the problems that had occurred in the previous curriculum. Textbook
writers and teachers could change the sequence of the syllabus items, which was in
a default order set by the curriculum developer (Huda, 1999). However, problems
and questions still arose as to which format provided the best guide without
sacrificing the creativity of either the teachers or the textbook writers.
The idea of a competence-based curriculum and the insertion of local content
from the 1994 curriculum continued to be improved over the following years. This
was part of the government’s efforts to decentralize the authority and acknowledge
local values to improve the quality of education (Pusat Kurikulum Departemen
Pendidikan Nasional, 2003; State Secretariat of the Republic of Indonesia, 2003).
The improved competence-based curriculum was trialed in certain areas of
Indonesia from 2000 to 2004, when the 2004 curriculum was officially introduced.
The 2004 English Curriculum
The 2004 curriculum could be considered part of the results of government
policies on decentralization following the political reform after the fall of the New
Order Regime (the fall of Suharto) in 1998. The major educational reform was the
shift from a centralized to a decentralized system. Based on Law number 20 on the
National Education System, year 2003 (State Secretariat of the Republic of
Indonesia, 2003), in which the policy of decentralization in education was released,
the Ministry of National Education (MONE) developed regulations for a schoolbased management curriculum (Pusat Kurikulum Departemen Pendidikan
Nasional, 2003) and a competence-based curriculum (Pusat Kurikulum Balitbang
Depdiknas, 2003). At this time, MONE seemed to focus on the development of the
competence-based curriculum first, even though the policy of the school-based
management curriculum was already released and was being trialed. Therefore, the
2004 curriculum was named Kurikulum Berbasis Kompetensi (KBK or CompetenceBased Curriculum).
The development of this curriculum was influenced by the development of a
paradigm of philosophy, learning, and language theory (State Secretariat of the
Republic of Indonesia, 2003). This curriculum employed a competence-based
approach, and the aim of the English subject in the national education system was
thus to develop learners’ competence in English (State Secretariat of the Republic of
Indonesia, 2003). Although this 2004 curriculum employed the same competencebased label as the 1984 and 1994 curricula, the difference, as noted in Huda (1999),
was in the explicitness of the term “communicative competence approach” used. In
the previous curricula that term was not used, in order to avoid serious
misinterpretations and misunderstandings. However, in the 2004 curriculum, the
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English curriculum developers incorporated the Communicative Competence
model proposed by Celce-Murcia et al. (1995), which consisted of five subcompetences: linguistic competence, sociocultural competence, actional
competence, strategic competence, and discourse competence (Agustien, 2004).
As the main goal of this model of Communicative Competence focuses on
discourse competence, the curriculum developers also incorporated the Systemic
Functional Linguistic (SFL) Genre-Based Approach (GBA) proposed by Halliday
(Emilia, 2005; Halliday, 1994). Agustien (2004) argues that since the government
employed a competence-based curriculum and the relevant approach to teaching
English in Indonesia by using Communicative Competence (CC) concepts, then the
generic structures of both conversational and written texts should be introduced
into the curriculum. These generic structures of conversational and written texts
are features of the GBA and are in line with the discourse competence of CC
(Agustien, 2004, 2006). Agustien (2004) argues:
In short, at junior high level, learners are expected to learn daily expressions,
especially fixed expressions and idioms that are needed in daily lives to accompany
their actions when playing at the school yards, when attending the class, when
interacting with their friends, etc. They should be encouraged to read English for
fun and to collect English that they like from different sources, such as fairy tales,
jokes etc. At the senior high level, they develop those skills further and they move to
more distant communications involving subtleties or nuances of meaning:
interpersonal, ideational, and textual meanings.” (p. 3)

The 2006 English Curriculum
Two years after MONE released the 2004 curriculum, the 2006 School-Based
Curriculum was officially released. This curriculum was well-known as KTSP
(Kurikulum Tingkat Satuan Pendidikan or the School-Based Curriculum). The
implementation of this curriculum was started in 2006 when the government
released Law number 20 on the National Education System to provide provinces
and districts with the autonomy to manage their own systems of education. The
2006 curriculum included eight education standards along with the competencebased standards (Board of National Standards of Education, 2006).
The 2006 English curriculum was similar to its predecessors. It added (1) the
inclusion of a school-based management curriculum where teachers were given
more autonomy to elaborate the national (core) curriculum according to their local
contexts (Board of National Standards of Education, 2006), and (2) text types
(genres) in the curriculum were divided into two groups and simplified (Agustien,
2006). The main differences between the 2004 English curriculum and the 2006
curriculum were in the main document that described the core standards and their
indicators and also in the model syllabus. In addition, many components that had
been present in the 2004 English curriculum main document were omitted in the
2006 English curriculum. The competence indicators, essential learning materials,
and appendices were withdrawn, leaving only the standards and basic competences
stipulated by the Board of National Standards of Education (BNSE or Badan Standar
Nasional Pendidikan/BSNP) (Sukyadi, 2015). The competence indicators were
withdrawn to give autonomy to the teachers and schools to develop the curriculum
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to suit their local contexts, and to avoid the controversies that occurred with the
2004 curriculum when the new GBA approach was introduced. BNSE expected
teachers and schools to have more opportunity to develop their own curriculum to
be able to cater for local needs when implementing the Kurikulum Tingkat Satuan
Pendidikan (School-Based Curriculum) (Sukyadi, 2015; Widodo, 2016). Some subcompetences were mentioned in the 2004 curriculum documents as indicators to be
attained, while the 2006 curriculum documents focused more on the language skills
indicators (listening, reading, speaking, and writing) to be attained, rather than
mentioning the sub-competences of Communicative Competence (CC); likewise,
the model syllabuses of the 2006 curriculum rarely mention the sub-competences of
CC.
The 2013 Curriculum
In 2013, the Ministry of National Education (MONE) introduced yet another
new curriculum, but they had been motivated by the increasing concerns among
Indonesians about a rising flood of immorality and intolerance among Indonesian
youths (Kennedy, 2014). This new curriculum adopted aspects of character
education in almost all of the subjects. In addition to character education, the 2013
curriculum aimed to improve Indonesian education by reducing and changing the
required subjects. At the primary level, the Ministry cut the required subjects from
ten to six; and English, science, and IT classes were eliminated in favour of more
time for classes viewed as character-boosting, such as Bahasa Indonesia, civics, and
religious studies. At the secondary level, teaching hours in English and IT classes
were reduced in favour of history and local language classes (Kennedy, 2014).
With regard to English language teaching and learning for secondary
education, Widodo (2016) states that the 2013 curriculum does not detail key
elements, such as curriculum materials, pedagogy, and assessment, based on
relevant theories of language, language learning, and language teaching. Instead,
engaging learning and teaching is framed in a form of scientific inquiry (the
‘Scientific Approach’) or discovery learning, which follows five steps: observing,
questioning, exploring or experimenting, associating, and communicating. Further,
Widodo (2016) states:
The nature of the current curriculum is highly prescriptive in that it dictates what
and how to teach and learn English within the remit of predetermined
competences. Both core and basic competences are set based on the ideological and
political agenda. These competences do not reflect communicative language
competence and the totality of competences that students have to develop to
become competent users of English. (pp. 138–139)

It seems that this new curriculum has not only brought in totally new concepts
beyond the known and established language teaching approaches, but also returned
to the era when teachers were spoon-fed with the prescribed curriculum, as in the
pre-2006 curricula. There have been a lot of problems and difficulties from the
initial stages of the curriculum implementation up to the present. Among other
things, the problems lie in the fact that the curriculum documents were not ready
on time to be disseminated, which consequently created confusion and
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misunderstanding among teachers and their schools (Rachman, 2014). Up to the
end of 2014, there were still some schools that had not received the curriculum
documents: 19% of the elementary schools, 32% of the junior high schools, and 22%
of the senior high schools around Indonesia (Rachman, 2014). Another problem is
that the content of the curriculum documents does not seem to be comprehensive
and complete, which creates more burden for the teachers in implementing it
(Rachman, 2014). These problems continue even now.
Fortunately, in response to the complaints from the schools, on December 11,
2014, the Minister of Education and Culture issued a ministerial regulation
(Ministry of Education and Culture of the Republic of Indonesia, 2014) that both
the 2006 curriculum and the new 2013 curriculum could be used, depending on
whether or not the particular school was ready and prepared to implement the new
2013 curriculum. If the school was not ready, it could still continue to use the 2006
curriculum. The deadline to replace the 2006 curriculum with the new one is in the
end of 2019; after that year all schools in Indonesia must implement the 2013
curriculum.
Theoretical issues, as it is explained in the section below, concern the most
appropriate approach of ELT for secondary education in Indonesia. Clearly,
Communicative Competence and the Genre-Based Approach that were adopted (as
explained above) have not achieved as planned. There are two main reasons for this
failure. First, even though the five sub-competences in the new model adopted were
combined into one discourse competence as stated in the 2004 Curriculum, they
still appeared to be a burden for the teachers to implement, and the embedded
Genre-Based Approach (as stated in the 2004 and 2006 Curricula) was even more
difficult. These two new concepts should be thoroughly learned and practised by
the teachers before they implement them in their classrooms. The curriculum
developers should also seek other approaches that would suit the education
contexts in Indonesia.

Issues with the Implementation of Communicative Language Teaching
Paradox in the Theoretical Concepts
Some of the benefits of Communicative Language Teaching (CLT) have been
criticised by some as rather questionable and inconsistent, and they could be
regarded as the weaknesses of the approach rather than its strengths (Didenko &
Pichugova, 2016). The proponents of the various theories and concepts underlying
CLT have never come to agree on some fundamental issues, such as actually defining
Communicative Competence. Three different models of Communicative
Competence were produced by Canale and Swain (1980), Celce-Murcia et al.
(1995), and Bachman and Palmer (1996) during more than ten years of studies, but
whether such models have made CLT more manageable in classroom application
seems doubtful (Brown et al., 2007; Butler, 2011; Swan, 1985; Vongxay, 2013).
Didenko and Pichugova (2016) argue that one reason why CLT failed to achieve its
ideal goal is that it attempted to embrace so many language-related disciplines at
once. This is based on Thomson’s (1996) and Widdowson’s (2009) argument that
those who adopted the models and principles of CLT from mainly the linguistic
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theories simply omitted unattractive or ambiguous parts, producing a fragmented
and confusing mixture of misconceptions about models and conflicting ideas, like
teaching no grammar at all, or teaching only speaking.
There is considerable criticism of CLT, which is based on evidence that CLT
has failed to fulfil its many promises to innovate language teaching. One foremost
issue is the lack of real communicativeness in the approach (Didenko & Pichugova,
2016; Kumaravadivelu, 2006; Nunan, 1987, 2003). Nunan (1987) argues that CLT
teachers cannot manage to create real-life communication in their classes as well as
to create conditions conducive for developing communication skills. Seedhouse
(1996) states that the goal of CLT to replicate genuine or natural communication
rather than typical or traditional communication styles in classroom
communications is both paradoxical and unattainable. He argues that it would be
more satisfactory to take an institutional discourse approach, where classroom
discourse is regarded as an institutional variety of discourse, in which interactional
elements correspond appropriately to institutional goals (Seedhouse, 1996, p. 16).
Kumaravadivelu (2006) adds that CLT cannot promote authentic communication,
because, based on his study, CLT has failed to describe classroom interaction as
genuinely communicative.
Another reason why CLT failed to fulfil its promises is its inability to fit into
certain contexts (Didenko & Pichugova, 2016); likewise, studies from various
countries reported by Kumaravadivelu (2006) showed general dissatisfaction has
arisen as a result of the lack of compatibility of CLT with local contexts. CLT
implementation has turned out to be actually distressing at times for teachers and
students alike, especially in EFL contexts where both the teachers and the students
were non-native speakers of English, even in cases when it was backed by
governments and institutional authorities (Butler, 2011; Didenko & Pichugova, 2016;
Drame, 2009; Huda, 1999; Lie, 2007; M. Chang, 2011; Madya, 2008; Marcellino, 2008;
Mattarima & Hamdan, 2011; Musa et al., 2012; Vongxay, 2013; Yulia, 2014). Most
researchers believe that differences in culture between differing teaching and
learning communities present a very difficult hurdle for CLT practices as national
language policies (B. Chang, 2011; M. Chang, 2011; Lie, 2007; Madya, 2008, 2007).
Richards and Rodgers (2014, pp. 103–105) summarise criticisms of CLT as
follows:
• It promotes fossilisation. The promise that the communicative classroom
activities would help learners develop both communicative and linguistic
competence did not always happen. In the early stages of learning, it was
reported that students often developed fluency at the expense of accuracy,
resulting in students with good communication skills but a poor command of
grammar and a high level of fossilisation (Higgs & Clifford, 1982).
• It reflects “native-speakerism”. The teaching methods developed in the countries
of English origin reflect the kinds of learners who study in institutes and
universities serving students who generally have instrumental reasons for
learning English, namely for academic or professional purposes or as new
settlers, and the teaching methods also reflect its cultures of English origin as
well. Such learners’ needs may be very different from learners learning English in
state-based educational programs in other parts of the world. Holliday (1994)
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points out that most literature on CLT reflects primarily the understandings of
countries of English origin about teaching, learning, teachers, and classrooms. In
these contexts, English language teaching tends to be instrumentally oriented;
while in non-English-speaking countries, English is taught as part of a wider
curriculum and is influenced and constrained by wider educational,
institutional, and community forces, quite different from those in the Englishspeaking countries.
• It is not applicable in different cultures of learning. Attempts to implement CLT
in non-European settings have often been less than successful due to different
assumptions about the nature of teaching and learning that learners in countries
such as China, East Asia, and other contexts bring to learning (Ahmad & Rao,
2012).
• It reflects a Western-based top-down approach to innovation. Kumaravadivelu
(2012) argues that the communicative syllabus and common procedures for its
implementation do not capture the diversity of students’ needs and goals.
To conclude, CLT appeared at a time when language teaching in many parts of
the world wanted a paradigm shift, since language teaching methods such as
situational language teaching and audiolingualism were no longer felt to be
appropriate methodologies. CLT emerged to those who sought a more naturalistic
and humanistic approach to language teaching, where the interactive processes of
communication were the priority goal (Richards & Rodgers, 2014). However, this
approach did not always go smoothly without criticisms as has been mentioned
above.
Paradox in the Practical Concepts
Despite the continuous changes in the curriculum, the concern of most English
teachers remains unchanged. English teaching still deals mainly with the complex
structures of the language, long reading passages, too technical vocabulary items,
and other activities that are far from the real purpose of the current curriculum. The
facts show the contradiction between the principles of the communicative
approach and the actual implementation in classrooms (Lie, 2007; Madya, 2007;
Marcellino, 2008; Mattarima & Hamdan, 2011; Sukyadi, 2015; Widodo, 2016).
As gaining communicative competence requires certain enabling conditions in
order that it can be applied effectively, such as, the existence of good language
models from whom students can learn language, a great deal of exposure to the
language in the real-life situations, and the involvement in meaningful
communication, we have seen from the beginning of the curriculum implementation
to date that such conditions are potentially contradictive with the language
learning environment in Indonesia. The theoretical understanding on a supportive
language environment might not be well translated into practice in educational
fields, particularly in the classrooms (Bjork, 2005, 2013; Huda, 1999; Madya, 2007;
Marcellino, 2008; Mattarima & Hamdan, 2011).
One of the main features of communicative language teaching is its focus on
learners. Richards and Rodgers (2014) state that in a CLT–based classroom,
language teaching should be learner-centred and responsive to their needs and
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interests. Indonesians, in general, including most teachers and students, are not
accustomed to the idea that learning activities are more student-generated than
teacher-initiated. The widely held belief is that teaching is passing down knowledge
from teachers to students, that teacher knows everything, and that student is
knowledge recipient from teacher. Because of such beliefs, it is very unrealistic to
hope that the students will be very active in their learning situations. In fact,
Indonesian classrooms are renowned as unidirectional and quiet ones (Bjork, 2013;
Djalal et al., 2009; Huda, 1999; Sadtono, 1997; Widodo, 2016).
In addition to the absence of the enabling conditions (such as communicative
activities in the classrooms), these students have had a pre-structured attitude that
the measure of being good or not good students is judged from their obedience to
the guru (teacher), who must be digugu (trusted with everything they say) and ditiru
(imitated). Being a good student also means taking for granted whatever the teacher
gives without questioning mind. Shifting the role of the teachers as learning
conductors to teaching facilitators is also much easier to be said than to be done.
Teachers are considered school time parents for Indonesian students, and being
“parents” means that they should always play a leading role in the classroom (Bjork,
2005, 2013; Djalal et al., 2009).
The number of teaching materials that support the implementation of
communicative competence at schools is limited. This is in contrast to private
language courses that generally have stronger financial resource than formal
schools. Being financially established, they can provide decent facilities to support
English language learning. Moreover, Indonesian senior high school teachers’
quality in research is relatively low (Bjork, 2005, 2013). The teachers do not have
enough opportunities to research their teachings or even to keep up to date with the
research in English teaching areas (Bjork, 2013; Djalal et al., 2009). Consequently,
their classroom management skills are low and, most importantly, they may find it
hard to translate the idea of communicative competence model into the actions.
This leads to a situation in which no significant change takes place on the way they
teach and nurture the students’ learning. Limited teaching skills, coupled with large
classrooms of varying abilities, have driven these secondary school teachers to a
dilemmatic position (Bjork, 2005, 2013; Huda, 1999; Marcellino, 2008; Mattarima &
Hamdan, 2011; Widodo, 2016).

Concluding Remarks
Curriculum developers should consider both technical issues (practical
problems) and theoretical issues when developing a curriculum innovation.
Technical issues may be resolved by monitoring and supervising whether every
school meets the national standards in education equally. These issues are very
difficult to resolve, as there is a wide disparity in socioeconomic backgrounds in
every province in Indonesia, especially between the provinces on Java Island and
outside Java Island. The national examination is, consequently, not set on an equal
footing for every region (Lie, 2007).
Another technical issue concerns the format and development of the
curriculum documents themselves. Government authorities such as CCD and BNSE
should professionally and continuously review and monitor the process of
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publishing and disseminating the curriculum documents and their companion
documents to the hands of the forefront implementers, the classroom teachers.
These authorities should not confuse the teachers when a new curriculum as a new
education innovation is ready to be implemented; otherwise, this innovation will
not achieve what it is intended to achieve. Widodo (2016), for example, questioned
the theoretical foundation of the new 2013 curriculum when he found that this
curriculum was more driven by ideological and political agendas than pedagogical
reasons. Teachers are fed with this new curriculum that has been determined as in
the pre-2006 curriculum era but with a completely new concept outside the
language teaching approach that is well known and established. There have been
many problems and difficulties during the implementation of this new 2013
curriculum to date. Among other things, the problem lies in the fact that curriculum
documents are not ready on time for dissemination, which consequently creates
confusion and misunderstanding among teachers and their schools (Rachman,
2014). Indeed, new 2013 curriculum amendments are still happening. Therefore, any
future curriculum should be ‘friendlier’ for the implementers and the users.
Recommendations and key ideas suggested by EFL researchers and English
teacher organisations, such as TEFLIN (The Association of Teaching English as a
Foreign Language in Indonesia), should also be heard, as this organisation consists
of Indonesian English teachers and English lecturers in teachers’ colleges, who are
the forefront implementers of any English curriculum innovation. As Emilia (2005)
and Korompot (2012) suggested in their studies, since teachers are the most
important implementers of any curriculum innovations developed by the
government, their voices and their roles should be heard in developing and
improving the curriculum. They are not just the objects but the subjects for the
improvement of the country’s education.
The second reason is the mismatch discussed earlier between the goal of the
national examination policy imposed by the government and the objectives of the
curricula to enable high school graduates to have communicative competence. Any
approach implemented should be streamlined and suited to the objectives of the
national examination, until such time as the aims and form of this exam may be
considered. The five sub-competences can be reduced into whichever competences
are relevant and important, and the Genre-Based Approach can be postponed until
the teachers have fully understood and can teach it.
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Abstract
Genre-Based Approach (GBA) has been widely recognized and implemented across
the globe, including in Indonesia. This approach emphasizes the roles of text and
context to create meaning. It also requires both teachers and students to
understand and produce various texts as the ultimate end of language classroom
instruction. However, the word “genre” becomes less popular than “text type”. The
interview results with 42 English teachers, as reported in the author’s previous
study (Suharyadi, 2015), indicate that they recognize the term “text type” better
than “genre” although the word “genre” is the key word in the approach. This paper
purposes to explore the meaning of genre and text type, genre in three schools, and
the differences between genre and text type from various books and articles. It is
expected that teachers will have correct and comprehensive accounts on genre and
text type, with which they can explain and teach students different genres and/or
text types.
Keywords: genre, text type, GBA

Introduction
For more than three decades, Genre-Based Approach (GBA) has intensively
been practiced in English instruction in several countries such as Australia
(Hammond, 1987; Rose & Martin, 2012), the UK (Paltridge, 2004), the US K-12
schools (e.g., Brisk, 2014; de Oliveira & Lan, 2014; Gebhard et al., 2014), Singapore
(Lin, 2003), some European countries such as Sweden, Denmark, Scotland,
Portugal, and Spain (Whittaker & Parejo, 2018), and Indonesia (Emilia & Hamied,
2015; Graves & Garton, 2017; Mbau & Sugeng, 2019).
Along with this implementation of GBA, various research has also been widely
done with different aims. To date, the existing studies have confirmed that GBA is
effective to improve students’ skills of writing (Chen & Su, 2012; de Oliveira & Lan,
2014; Flowerdew, 2000; Marshall, 1991; Nagao, 2018), reading (Hyon, 2001;
Minaabad & Khoshkholgh, 2012; Morris, 2016; Sawangsamutchai & Rattanavich,
2016), speaking (Nahid et al., 2018; Wilkins, 2019), and listening (Namaziandost et
al., 2020; Prasiyanto Cahyono, 2017; Sadeghi et al., 2014). Thus, GBA is universally
viable in various texts and contexts.
In the Indonesian setting, GBA cannot be separated from the development of
curriculum for high schools. Starting from 2004, GBA has been used to underpin
how teachers teach and how students learn English in the classroom. In particular,
GBA is oriented to understanding and production of various texts in specific
contexts. The instructional materials are at the same time mainly developed based
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on different texts and their characteristics. Teachers have also been trained to
understand various texts, including their social functions, generic structures, and
linguistic features and how to teach them to students. With these means, the
English teachers are hoped to have adequate knowledge and procedures in
implementing GBA in teaching. The ultimate end is that students can have genre
awareness: knowing when, where, why, and how to deal with varied texts. As
clearly stated in the English syllabus for high schools, the teaching and learning of
English is intended to promote various texts (functional texts, transactional texts,
and interpersonal texts), including social functions, generic structures, and
linguistic features (Kartika-Ningsih & Gunawan, 2019).
To my observation, however, the English teachers have difficulties
distinguishing genre and text type although they have been exposed to them for
some years. They do not really know the notions of genre and text type. The
interviews with 42 English teachers, as reported in Suharyadi’s (2015) research
report indicate that they cannot differentiate between genre and text type correctly.
Some think that they are identical. Some others realize that both of them are
different. In particular, some teachers consider genre the same as text types such as
narration, recount, description, etc. Some other teachers view that genre does not
resemble the text types. To them, genre is similar to theme, while text type is like
narration, recount, description, etc. These interpretations reflect their level of
understanding.
Why teachers have different interpretations need to be investigated further. I
believe that several factors affect the level of understanding. At least, there are two
possibilities that might potentially be the causes. First, genre and text type are not
explicitly and adequately detailed in the curriculum. What genre is, what text type
is, how texts are made, how texts are taught, etc. are not well catered for. Although
some writers such as Paltridge (1997), and Taavitsainen (2001) have addressed the
differences between genre and text type, they have not completely touched the
genre itself in relation to various texts in the EFL context.
Second, the existing training for teachers is not focused and comprehensive. It
is commonly carried out in one or two days, or sometimes a week. Not only that, the
training usually covers many topics which are delivered in limited time. In other
words, the existing training does not focus on a specific topic (for example, GBA). I
do believe that this may cause teachers to possess limited understanding of genre
and text type, including the procedures of implementing GBA in teaching. In line
with the background above, this paper aims at providing details on genre and text
type based on the existing literature, to help teachers understand the concepts
correctly and avoid misinterpretations. For the purpose, the following sections
discuss the genre and text type, two meanings of genre, schools of genre, and
criteria of genre and text type.

Genre and Text Type
In GBA, the word “genre”, not “text”, appears as the key word. I believe that it
reflects a unique intention, context and meaning. According to Chandler (1997),
‘genre’ lexically comes from the Latin word genus, which means 'kind' or 'class'.
Richards et al. (1985) more specifically define genre as ‘a particular class of speech
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event which has certain features common to that particular event’. In several online
dictionaries, genre is defined as follows. Longman Online Dictionary defines ‘genre’
(a countable noun that demystifies that it can be more than one) as a particular type
of art, writing, music etc., which has certain features that all examples of this type
share. Another definition of genre is provided by Merriam-Webster Online
Dictionary, which is a particular type or category of literature or art. Also, Oxford
Online Dictionary defines genre as a style or category of art, music, or literature. The
dictionary of philosophy also defines genre as types of art to which special rules and
independent developments are attributed (Runes, 1983). Thus, genre is generally
defined as a type or category of work. Although genre is synonymous with ‘type’, the
word ‘type’ should not be replaced with the word ‘genre’ in Genre-Based Approach.

Two Meanings of Genre
Based on my reading, I find that genre is abstract and functions like an
umbrella, while text type is more specific, as a product. As an umbrella, genre can be
defined within two situations. First, genre can work as a label to categorize
something. Second, genre can work as a social activity. The elaboration of those
issues is presented in the following.
Genre as a Classification System
In the first definition, genre is a system that can be used to classify something,
which can be academic works, spoken and written ones. Genre is also called text
categories (Trosborg, 1997). As a system, it contains criteria to determine that a
particular thing belongs to a certain category. In other words, genre is like a box or
container, containing a lot of things that are grouped according to certain
categories. In practices, some writers use various ways in determining the grouping.
For example, the grouping is determined on the basis of type and purpose. The type
indicates the common place where such genre is easily found. For instance, we can
find articles in journals, read news and advertisements in newspapers, etc.
Meanwhile, the purpose refers to the social functions in the genres, such as, to retell
past experiences, to describe people or things in details, and so on. In general,
however, we must be able to identify the characteristics of genres so that we can
know the differences and similarities. The differences and similarities are important
to describe textual and physical features that are visible. The differences will be one
group/genre and the similarities will also be another group/genre. Genre of
differences possess their own characteristics and so do genre of similarities. For
example, when people talk about music, they use genre to refer to different types of
music, such as, rock, pop, jazz, dangdut, etc. They are aware that these kinds of
music are different in nature, though some musical instruments used are similar.
These genres also have their own followers, composers, and singers.
For years, genre as a means to classify something (work) was practiced in the
age of Plato. He used genre as a means of categorizing works, namely classifying the
literature into several types and the naming of those types, for example, the
construction of three categories (poetry, prose and drama). Within this
classification, further divisions were made into smaller parts, such as tragedy and
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comedy belonging to the category of drama. Until today, genre as a system of
classification has attracted a lot of researchers from diverse disciplines to develop
and use more suitable and practical methods for grouping works and documents for
further analysis. According to Paltridge (1997), genre has been used in folklore
studies, linguistics anthropology, ethnography of speaking, conversation analysis,
rhetoric, sociology of language, and applied linguistics.
For instance, Finn and Kushmerick (2006) made use of an automatic genre
analysis tool to categorize data according to styles and features. Similarly, Mu,
(2015) utilized K-nearest neighbor, naive Bayes classifier and support vector
machine to categorize the genre of poems with 95% accuracy. In classifying
different genres of music, Changsheng Xu et al. (2003) has used support vector
machines with satisfactory results. Tsaptsinos (2017) used a Hierarchical Attention
Network to help him classify the genre of music lyrics. In movies, Rasheed and Shah
(2002) classified genre of movies by looking at audio-visual cues available in
previews. In linguistics, Zhou (2012) employed a corpus-based genre classification
on advertorials as a hybridized genre based on their linguistic traits. In a similar
aim, Rutherford (2005) analyzed the genre of corporate report narratives with
corpus. In grouping web documents, Lim et al. (2005) suggested using some
criteria such as subject/topic, the number of sentences, and the number of a certain
word. Thus, genre in this context is useful and helpful for categorizing any works or
texts. In line with this, Lee (2001, p. 37) feels that genre is “the level of text
categorisation which is theoretically and pedagogically most useful and most
practical to work with”.
However, some critics have some concerns regarding the practice of labeling.
Hanks (1987) states that labeling is as a traditional approach that groups something
based on the textual characteristics/features. Allen (1989) also states that such
definitions are seemingly superficial in the sense that they resemble the botanical
classifications of flora into varieties of plants which are textual or physical featuresbased. Similarly, Bawarshi and Reiff (2010) mention that genre of such kind of
definitions is old-fashioned as it deals with descriptive activities, such as,
investigating text types and classification systems. As also stated by Dean (2008),
genre is often viewed as simply a method for labeling different types of writing.
Genre as a Social Activity
The second definition of genre tends to include wider perspectives on the roles
of community in the production of language and culture. Genre can be considered a
part of community as it reflects social cultures, norms, conventions that are
manifested in a language. A community is needed so that people can meet, gather,
communicate, and interact in accordance with their common conventions. As a
result, a community becomes a context where a language is produced
collaboratively. In relation to genre as a social activity, there have been three schools
which view genre in this context. They include The Sydney School, The ESP School,
and The New Rhetoric School. They are are explicated in the following sections.
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The Sydney School
SFL or systemic Functional Linguistics is also recognised as a “Sydney School”
in the United States. Initially introduced by Halliday around 1960s, as a diverse
variation of traditional linguistics pioneered by Chomkey, SFL tries to look at the
connection between language and society. Language has two functions: a means of
communication and a resource to create meaning, all of which can be found in a
particular context. As grammar a part or a sub-sytem of language, language is
subtantially constructed through wording. Thus, language is analyzed through a
text, not a sentence (as usually carried out in traditional linguistics). In this respect,
a text is the basic unit of analysis and a sentence is learned in the text environment.
Genre, in this school, reflects social activities which, at the same time, describe
how their cultures are processed and shaped (Martin & White, 2005). According to
Martin (1992, p. 43), genres consist of three components as “staged, goal oriented
social processes”. Goal-oriented means that genres people use have some goals and
the goals are different in nature. Staged means that people in a community need
some steps in order to accomplish the goals, particularly in communicating
messages. Social means that the communication takes place in a community which
involves several people with different backgrounds. Thus, all activities people
produce are realized through their communications and interactions which
characterize their language. In that language, they have their own unique purposes;
they use particular forms and choose the words appropriate for the contexts.
The connection between language and society can be seen in the concept that
communication (language) occurs within two kinds of social contexts: context of
culture (genre) and context of situation (register) as presented in Figure 1.

Figure 1. Levels of Social Context (Martin, 1992, p. 495)
Figure 1 shows that language is surrounded by two social contexts: context of
culture (genre) and context of situation (register). Context of culture describes
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culture, norm, convention, agreement, etc. Context of situation comprises three
variables that are important in shaping the characteristics of a text. They are
Field, Tenor and Mode (Halliday & Hasan, 1985). Field reflects the topic being
discussed or the event that is happening. Tenor deals with the people or characters
involved in the text, including their relationship. Mode is related to how the
message or information is communicated in the text. It can be spoken or written
and through pictures or words.
In the classroom practices and research, genre in this perspective is popularly
known as Genre-Based Approach with a model of implementation in the form of
cycles called: genre curriculum cycle, wheel model of a teaching and learning cycle,
or the teaching and learning cycle (TLC) (Suharyadi & Basthomi, 2020). There are
also different names of stages/phases used to teach in the cycle: three phases:
modelling, joint negotiation of text, and independent construction of text; four
phases: negotiating field, deconstruction, joint construction, and independent
construction of text; three phases: deconstruction, joint construction, and
independent construction; and four phases: building knowledge of the field (BKoF),
modelling of text (MoT), joint construction of text (JCoT), and independent
construction of text (ICoT) (Suharyadi & Basthomi, 2020). Plenty of research
shows that GBA is effective in improving students’ language skills in different
contexts of learning (Chen & Su, 2012; de Oliveira & Lan, 2014; Flowerdew, 2000;
Hyon, 2001; Marshall, 1991; Minaabad & Khoshkholgh, 2012; Morris, 2016; Nagao,
2018; Nahid et al., 2018; Namaziandost et al., 2020; Prasiyanto Cahyono, 2017;
Sadeghi et al., 2014; Sawangsamutchai & Rattanavich, 2016; Wilkins, 2019).

The ESP School
English for Specific Purposes (ESP) or professional genres also views that
community is an important part of genre. According to Swales (1990), if we want to
know genre, we need to know three aspects it has: communicative events,
communicative purposes, and discourse community. Communicative events are
basically any communication and interaction that takes place. Communicative
purpose(s) are the intentions the speakers/writers want to reveal by
communicating their language. Discourse community is a group of people having
shared communicative purposes/goals. They have specific words to communicate
among members of the same group, which might be strange to outsiders. The
language used in the community is already structured and conventionalized. Swales
(1990) said that a communicative event and commnicative purpose are starting
points of genre classification. Bhatia (1991) further states that the change of purpose
in the speech community may lead to the change of genre per se. Therefore, genre
should not merely be a tool of classifying all activities that happen, but, more than
that, as a means of explaining what, why, and how those activities in the
community take place (Swales, 1990).
In practices, ESP analyzes academic texts/works for professional genres. It sees
that an academic text follows certain steps which are predictable. The first work
done by Swales (1990) is to analyze the introduction part of an article, yielding a
model, called Create a Research Space (CARS) model, which a writer may follow in
writing a journal article. The model is presented in Figure 2.
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Figure 2. Create a Research Space (CARS) Model (Swales, 1990)
Until now, a lot of studies utilizing Swales’ concepts of ESP have been carried
out in various areas. For example, Bhatia (1991) analyzed the communicative
purposes of business letters as professional genres for the purpose of developing
instructional materials on business and technology. Weber (2001) taught EFL
students to be able to write essays for academic purposes by identifying structural
characteristics and vocabulary of the essays. Cheng (2008) also studied electrical
engineering students in analyzing genre exemplars before they start writing. Samraj
(2002) made use of the Swales’ CARS Model to analyze the introductions of
research articles covering two connected areas, namely Wildlife Behavior and
Conservation Biology. Zhang and Vásquez (2014) tried to extend Swales’ concept of
rhetorical moves by identifying the patterns of responses posted by the hotel
towards the tourists’ complaints delivered online.

The New Rhetoric School
The New Rhetoric School also views genre as crucial in the social context.
However, this school has a deeper perspective on genre compared to SFL and ESP.
Genre is examined from the recurrent situations and rhetorical practices. As a social
action, genre emerges from repeated actions done by an individual or a group of
people in the society to fulfil their purposes (Miller, 1984). Both speakers and
listeners and writers and readers work together for a long time to fulfil their needs
and purposes. The results of this recurrent activity are regularities in forms and
contents. In other words, the repeated activities produce predictable patterns in
language uses and culture. Genre can be a part of and shape cultures.
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In the rhetoric context, the emphasis is not on a text as a form, a product of
social interaction and communication, which informs us features and functions
only, but on the idea that genre contains actions made/done by people (Artemeva,
2005). The actions/activities the individual does are the most important parts of the
accomplishment. In every action, there are situation and motive. We intentionally
make a situation emerge. The situation we make depends on how we see the object,
not how the object looks like or what the object has. Once we are able to make a
situation, we recognize the common characteristics, within which patterns and
repetitions occur. The second aspect is motive, or exigence. It contains social drives,
culturally causing people to write and speak, ask questions, solve problems, help
others, etc. (Lewis, 2016). Therefore, when we see a genre, we may see different
functions that genre has because that genre is made on the basis of the individuals.
They organize that genre for different purposes such as to persuade, to entertain, to
inform, etc.

How to Differentiate Genre and Text Type?
As explained previously that genre and text type are different. But, how can we
see their differences? What criteria are used to define genre and text type? In fact,
different writers use different indicators to see genre and text type. Here, I just
mention a few of them which are prominent in the literature. For example, Biber
(1988) and Caudery (1998) state that genre is a group of texts with similar nonlinguistic characteristics/ external criteria, such as, audience, relationship between
reader and writer, culture, purpose and mode of communication, while text type is a
group of texts which is defined based on the internal criteria/linguistic criteria, such
as, lexical or grammatical (co-)occurrence features. Biber (1988) further explains
that the same genres may have different linguistic features and different genres may
also have similar linguistic features. For example, narrative text and recount text
have different social functions and derive from different genres, yet, they have
similar linguistic features in the use of simple past tense. In this regard, narrative
and recount tend to be genres as they are significantly different in terms of nonlinguistic characteristics albeit with a slight similarity in linguistic characteristics.
Another way of differentiating genre and text type is pointed out by Lin
(2006). She says that genre can be defined in terms of its specific types of texts, such
as newspapers and recipes. By so doing, it can be said that texts of each genre may
be purely of one text type, for example, a bus schedule is purely an information
report, while recipes are mostly of text types “instructions” (Lin, 2006). Lin (2006)
also suggests that text types can be identified according to their primary social
functions. The text prototypes include six types of texts: narratives having a
function of telling a story for entertainment, recount retelling a past event, reports
providing factual information, instructions telling the readers what to do,
explanations explaining why and how something happens, and expositions
presenting opinions (Lin, 2006).
Hammond et al. (1992) tried to identify the features of several genres and
categorize them according to similarities in text types. These divisions of genre and
text types can be seen in Table 1.
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Table 1. Categories of genre and text type (Hammond et al., 1992)
Genre
1.
Recipe

Text Type
1.
Procedure

2.

Personal letter

2.

Anecdote

3.

Advertisement

3.

Description

4.

Police report

4.

Description

5.

Student essay

5.

Exposition

6.

Formal letter

6.

Exposition

7.

Formal letter

7.

Problem solution

8.

News item

8.

Recount

9.

Health brochure

9.

Procedure

10.

Student assignment

10.

Recount

11.

Biology textbook

11.

Report

12.

Film review

12.

Review

Table 1 shows that genre and text are different in most categories. However,
there is a tendency that two different genres may belong to one text type. For
example, two genres of advertisement and police report are grouped into one
category of text type: description, recipe and health brochure: procedure, student
essay and formal letter: exposition, and student assignment and news item: recount.
One genre can also relate to more than one text types. Formal letters, for example,
can be of exposition or problem solution text types. From the table, there is no fixed
set of indicators in classifying the text types and genres. Additionally, the table
shows that text types seem to be more general than genres.

Conclusion
Genres can primarily be related to ways of labelling and social activity. They
are examined on the basis of external characteristics: non-linguistic traits. Text type
is a group of texts which is examined on the basis of internal characteristics:
linguistic traits. Genres as a categorizing system have been used for years and
considered very useful in research of different disciplines. To promote genre
awareness in pedagogy, however, teachers should include the social context where
genres take place. In other words, introducing various texts and asking them to
produce their own texts are not enough. They have to know also why and how one
text is different from another text. This surely needs teachers’ comprehensive
understanding of genre and text type.
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Abstract
This chapter reports the results of a study conducted to ensure the alignment
between the expected learning outcomes (ELOs) of the four-year undergraduate
English Language Education (ELE) study program in Universitas Negeri Malang,
henceforth B.A. in ELE UM, and the needs of relevant stakeholders. The alignment
process was a crucial part in reviewing the ELOs particularly as the program sought
to obtain regional recognition from the ASEAN University Network Quality
Assurance (AUN-QA). Questionnaires were distributed to alumni of the study
program to gain their perspectives on the ELOs and the contents of the program, in
terms of the relevance to the job market and the improvements to make to meet the
stakeholders’ needs. Responses were obtained from 137 alumni of various
professional backgrounds. The ELOs of the program were then revised in line with
the feedback from the alumni as well as the results of document analyses done in an
earlier study involving experts (see Hayati et al., 2015). Next, the revised ELOs were
validated by seeking opinions from experts in curriculum and AUN-QA and the
lecturers in the program through questionnaires and focus group discussions. The
new version of the ELOs is to inform further reviews of the curriculum, instruction
and assessment in the program, to ensure that there is a constructive alignment
between all the aspects, in the efforts to achieving the ELOs.
Keywords: ELT, expected learning outcomes (ELOs), outcome-based education,
stakeholder needs, AUN-QA

Introduction
In line with the global shift towards outcome-based education (OBE) in
curriculum development, the policies of higher education in Indonesia have also
increasingly focused on learning outcomes (Ditjen Belmawa Kemenristekdikti,
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2015). As Spady (1994), one of the early proponents of OBE, describes, this approach
means “starting with a clear picture of what is important for students to be able to
do, then organizing the curriculum, instruction, and assessment to make sure this
learning ultimately happens” (p. 1). It is believed that OBE contributes to making
education more student-centred (Adamson et al., 2010) and more directed and
relevant (Gurukkal, 2018). OBE has also been used worldwide as part of national
qualification frameworks in different countries (Kennepohl, 2016) and “global
strategies of standardization, classification and ranking” (Gurukkal, 2018, p. 3).
Conforming with this, AUN-QA, a quality assurance agency at the regional level of
ASEAN, also puts an emphasis on OBE as elaborated in the first three aspects of
AUN-QA assessment at program level, that is, expected learning outcomes (ELOs),
program specification, and program structure and content. All these indicate the
importance of formulating appropriate ELOs and ensuring that the curriculum,
teaching and learning as well as assessment methods be aligned with the ELOs, not
only to achieve quality learning but also to facilitate student mobility and
benchmarking between institutions.
ELOs inform the development of curriculum and instruction and can be
defined at institutional, program and course levels with a consistent link between
one and another (Ateh, 2018; Kennepohl, 2016). This chapter focuses on the ELOs at
the program level, referring to the knowledge, skills and attitudes students ought to
develop as a result of their learning in a program (Biggs & Tang, 2011), or, in other
words, “what students are expected to demonstrate and achieve upon completion of
… [an] education program” (Savic & Kashef, 2013, p. 992).
It is important that ELOs be formulated by considering the stakeholder needs
and regularly reviewed and improved in line with their feedback. As emphasized in
the guidelines of AUN-QA assessment at program level, the ELOs of a study
program should clearly reflect the needs and demands of internal and external
stakeholders (ASEAN University Network, 2020). These stakeholders include
faculty members and students, alumni, employers/ professional bodies, government
ministries/ accreditation bodies, experts in the field, and other relevant parties. It is
also essential that stakeholders have adequate information and common
understanding of the ELOs of a program so that they could make informed decisions
with regard to policies and practices (Ateh, 2018).
Several studies have been conducted with regard to the formulation and review
of ELOs for English language education or English language teaching programs
which involve relevant stakeholders. Lixun (2011) studied the implementation of
outcome-based learning in an English department at a university in Hong Kong. The
development of the program ELOs was informed by a survey involving prospective
employers and experienced English teachers. The results were a set of ELOs which
consist of three categories, that is, subject knowledge, which relates to the content
areas of the English program, professional subject knowledge, which refers to
outcomes relating to the professional practice of English teachers, and general
outcomes, which concern ethical and context issues in the teaching of English in
Hong Kong. In the context of Indonesia, Refnaldi et al. (2017) found in their study
that there were gaps between the learning outcomes of the program they examined
and the needs of the stakeholders, in this case, students, lecturers, alumni and
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employers. The finding led to the reformulation of the ELOs which include two
categories, i.e., subject specific knowledge and skills, and generic and transferable
skills. In a more global context, Sharp et al. (2011) analyze themes in learning
outcomes required by discipline-based accreditation agencies, which also include
one in the field of teacher education. They found that professionalism becomes an
overarching theme, and the outcomes across disciplines can be categorized into
eight themes, including, “management and collaborative leadership, critical
thinking, professional skills, interpersonal relations with diverse others, ethics, lifelong learning, knowledge bases, and intrapersonal attributes and competencies”
(Sharp et al., 2011, p. 487). All the studies further confirm the importance of
regularly gaining feedback from different stakeholders to ensure the relevance of a
program’s ELOs.
As mentioned in the beginning of the chapter, an earlier study was also
conducted by the authors to examine the formulation of ELOs of B.A. in ELE UM
(see Hayati et al., 2015). It involved document analyses and expert opinions
concerning the ELOs of the program. The ELOs are supposed to be in line with the
expected main profile of the graduates, that is: “prospective English teachers for
formal and non-formal institutions” (Department of English, 2021). The study
concluded with a recommendation to revise the ELOs of the program by
considering issues concerning “higher order thinking skills, measurability and
observability, categorization of outcomes, the stakeholders’ needs and demands,
ESP oriented outcomes, language skills and components related outcomes, ICT
knowledge and skills in ELT, and attitude-based outcomes” (Hayati et al., 2015, p.
697). The study reported in this chapter was a follow-up to this particular previous
study. It is aimed to gain the perspectives of external and internal stakeholders of
B.A. in ELE UM, and to revise the program ELOs based on the stakeholder feedback
and the results of the previous study involving document analyses and expert
feedback. The study was a part of a larger project to review and improve the
curriculum of the program and to obtain recognition from the quality assurance
agency at the ASEAN level, AUN-QA.

Method
To achieve the aims of the study, a survey of stakeholder needs was first carried
out, involving external stakeholders, in this case, the alumni of B.A. in ELE UM. As
the alumni might not be too familiar with the notion of ELOs, they were asked to
complete a survey concerning mainly their perceptions of the program curriculum.
This would also have implications on the ELOs of the program and how they could
be further improved and made more relevant to the stakeholder needs.
A total of 137 alumni completed the survey. The respondents consisted of:
lecturers (34%), teachers (26%), retirees (10%), translators (5%), housewives (4%),
entrepreneurs (4%) and others (farmers, company and university employees, NGO
staff, online contributors, and travel agents) (17%).
The respondents were asked about the extent to which the contents of the
curriculum of the program were relevant to the job market, more specifically,
whether they thought the curriculum supported them in their work in terms of
knowledge and skills and whether the curriculum reflected the needs of the job

The Changing Face of ELT: A Festschrift for Prof. Ali Saukah and Prof. M. Adnan Latief | 151

market as indicated from the alumni’s employability and entrepreneurship. The
answers were within the scale of 1 (strongly disagree) to 5 (strongly agree). The
survey also contained open-ended questions which required the respondents to
identify courses that supported them the most in their work and courses that
needed to be offered to improve graduate competence.
Based on the feedbacks from the alumni and the results of the previous study
involving document analyses and expert feedback (see Hayati, 2015), the ELOs of
the program were revisited and revised. The revised ELOs were then validated by
two experts in ELT curriculum and AUN-QA as well as 24 lecturers of the program
through questionnaires and focused group discussions. This is to ensure the
relevance of the ELOs to the program and their alignment with the AUN-QA
criteria that emphasize the importance of considering the stakeholder needs.

Findings and Discussion
This section presents and discusses the findings concerning the alumni
feedback, the revision of the ELOs of the B.A. in ELE UM, and the validation of the
revised ELOs by the experts and the lecturers in the program.
Alumni Perspectives of the Program Curriculum with Implications on the
Revisions of the Program ELOs
The following presents the analysis of the respondents’ answers to the closedended and open-ended questions in the survey.
As regards the first question in the survey, more than 90% of the respondents
agreed that the curriculum provided courses relevant to their work. The complete
results are shown in Figure 1.
neutral
5%

agree
32%

disagree
3%

strongly
agree
60%

Figure 1. Questionnaire Results on Whether or Not the Program Curriculum
Supports the Alumni in their Work
The result was confirmed by the respondents’ answers to further questions on
whether the program curriculum had provided the alumni with the knowledge and
skills that supported their work. As shown in Figure 2, more than 90% of the
respondents also agreed with this.
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Figure 2. Questionnaire Results on Whether or Not the Program Curriculum
Supports the Alumni in their Work in terms of Knowledge and Skills
Concerning the next question on whether the program curriculum reflected
the needs of the job market, again, more than 90% respondents confirmed this, as
presented in Figure 3.
Market Needs
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Figure 3. Questionnaire Results on Whether or Not the Program Curriculum
Reflects the Needs of the Job Market
This was further strengthened by the respondents’ answers to the questions on
the alumni’s employability. Ninety percent of the respondents agreed to this.
Concerning entrepreneurship, 80% of the respondents agreed that the program had
contributed to the development of some entrepreneurship skills. The results are
presented in Figure 4.
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Figure 4. Questionnaire Results on Alumni’s Employability and
Entrepreneurship
The open-ended questions in the survey asked the alumni on the courses that
they felt contributed the most to their work performance and courses that need to
be offered to improve graduate competence. Courses related to language skills and
TEFL course made up the majority of the alumni’s responses to the first question. In
addition, a number of elective courses were mentioned by quite a number of alumni
as courses that supported them in their work, that is, ESP (English for Specific
Purposes), Translation, EYL (English for Young Learners), and IMALT
(Instructional Media and Activities in Language Teaching). Those courses were also
mentioned by the respondents as the courses that they expected to be included in
the core curriculum as required courses, besides other subjects, namely,
Entrepreneurship and ICT.
The respondents that mentioned ESP as the course that supported them the
most in their work consisted of university lecturers, both active and retired,
teachers of different levels, postgraduate students, and company employees. These
respondents were likely to have the perspectives that the competence to teach
English specified to different fields would increase alumni’s employability and their
qualification to teach at vocational schools and companies. In line with this,
Brunton (2009) concludes that ESP has become more widespread globally due to
the demands of the market and the increased awareness of the academic and
business communities of the learners’ needs. As mentioned previously, one expert
involved in the earlier study conducted by the researchers (see Hayati et al., 2015)
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also suggested that outcomes related to ESP be made explicit. So far, ESP is an
elective course at the B.A. in ELE UM, and a more in-depth study is needed to
investigate more the learners’ needs in this area.
Another elective course mentioned by quite a number of respondents as a
course that supported the alumni the most in their work and needed to be included
in the core curriculum was Translation. The respondents giving this answer were
lecturers, both active and retired, teachers, postgraduate students, translators and
housewives. Most of them were part-time or full-time translators. Abdellah (2004),
in the literature review of his dissertation on the topic of the implementation of
systematic training to develop translating sills, argued that Translation both as a
language competence and as a teaching technique is relevant, and, in fact, needed in
the development of the language and professionalism of English pre-service
teachers. Again, further studies will need to be conducted to examine the extent to
which Translation is needed and has been covered in the curriculum of the B.A. in
ELE UM. As regards to ESP and Translation courses, another issue that might
require further considerations would be that, despite the importance of such
subjects, there seem to be few lecturers in the program who specialize in the areas.
Another instruction-related course that was mentioned by a number of
respondents was an elective course, EYL (English for Young Learners). Based on the
overall profile of the survey respondents, it can be concluded that there were a lot of
the study program’s alumni who taught young learners, which indicated that the
ELO related to the skills of teaching English to young learners might need to be
made explicit and the structure of the curriculum should be adjusted if any change
is made concerning this point.
IMALT (Instructional Media and Activities in Language Teaching) is another
elective course that was considered useful and was proposed by some respondents
to be included in the core curriculum. It was mentioned by some teachers, junior
lecturers, and postgraduate students. IMALT is a practice-oriented course and the
contents of the course were actually reflected in the ELOs written in the program
catalogue. However, IMALT is not a required course; this indicates a gap between
the ELO and the curriculum contents, which is another point to consider in the
revision of the program ELOs.
Besides subjects that are directly related to teaching and learning, the
respondents mentioned two subjects that might be considered both specialized and
generic. One is Entrepreneurship, which a number of respondents, who included
active and retired lecturers, teachers, and entrepreneurs, suggested be included in
the core curriculum. In fact, entrepreneurship was the most frequently mentioned
subject as the answer to the question of what course needs to be added to the
curriculum. With the increasing competition in the job market and the needs to
have creativity and initiatives to create job opportunities, entrepreneurship skills do
seem to be the kind of skills university students need to develop. Concerning this,
Özdemir (2015) did research on developing entrepreneurship mindset in an English
class through theme-based lessons using success stories of entrepreneurs as the
main material. The learning activity he developed was proposed to the Oslo Agenda
for Entrepreneurship Education in Europe. Based on the results of the
questionnaires given at the beginning and in the end of the strategy implementation
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in his research, there was an increase found in the levels of the students’
entrepreneurship. Further examination is needed on how to best integrate the
development of entrepreneurship skills into the ELOs and the curriculum of B.A. in
ELE UM.
A number of respondents, who consisted of lecturers, teachers, postgraduate
students, and company employees, also suggested the integration of knowledge and
skills in using ICT in the curriculum. This feedback is in line with that from one of
the experts in the previous study by the authors (Hayati et al., 2015) who
mentioned that ICT in English teaching and learning should be more covered in the
curriculum of the program. Ford and Haley (2014) also highlight the skills in using
ICT as one of the required competences to be developed in the preparation program
of the 21st century teachers. In Indonesian context, Son et al. (2011), based on their
research concerning computer literacy and competence of English teachers in
Indonesia, conclude that teachers need to have more online opportunities and to
improve their skills and competence in using computers for their teaching and
professional development. In the current curriculum of the B.A. in ELE UM, ICT is
explicitly addressed in an elective course, namely, ICALL (Introduction to ComputerAssisted Language Learning). More proportion should be given in the curriculum to
address the development of the skills, and there should be outcomes related to ICT
use in English learning.
Based on the results of the survey, it can be concluded that almost all of the
respondents agreed that the competences they developed in the study program
support their work and are in line with the market needs. Language-related
competences are considered the most essential, so that this should impact on the
need to elaborate the outcomes related to English language skills in a more detailed
manner to establish clearer standards of the proficiency level expected.
Furthermore, there should be further studies and discussion involving the
stakeholders on the knowledge and skills they need with regard to ESP, translation,
entrepreneurship, EYL, ICT, and IMALT, and how the formulation of the program’s
ELOs can be further revised in line with the needs.
The stakeholders’ needs identified were in accordance with the feedback from
the curriculum experts on the ELOs of B.A. in ELE UM (see Hayati et al., 2015). As
discussed previously, the experts also suggested that knowledge and skills related
to ESP, ICT, and entrepreneurship be integrated into the revised ELOs of the
program and the curriculum structure.
Based on the overall stakeholder feedback, there are a number of important
points of consideration for the improvement of the formulation of the program
ELOs, that is: (1) integration of higher order thinking skills; (2) measurability and
observability of the ELOs; (3) categorization of the ELOs; (4) stakeholder needs; (5)
ELO with ESP orientation; (6) ELO related to language skills; (7) relevance of
linguistics and literature courses to ELT; (8) knowledge and skills in using ICT in
language learning; and (9) ELOs related to attitude.
The Revision of the ELOs
The revised ELOs are categorized into three groups, that is, subject matter
knowledge and skills, pedagogical knowledge and skills, and intrapersonal and
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interpersonal knowledge and skills. This categorization is made by referring to the
AUN-QA guidelines, which, in general, categorize ELO into two types, specialized
knowledge and skills, and generic or transferable knowledge and skills. The two
categories were further contextualized relevant to the field of ELT by referring to
the Regulation of the Minister of National Education on the Standard of Academic
Qualification and Competence of Teachers (2007) and the international standards
of ESL teacher education programs developed by TESOL International Association
(2010).
In the revised ELOs, the verbs used are more operational and reflect higher
order thinking skills with reference to Bloom’s taxonomy contextualized in English
language teaching and learning. The first category of ELOs, the subject matter
knowledge and skills, contains mainly the ELOs related to language skills, which
are further elaborated from the previous version of the program ELOs. It now
reflects all the four skills, i.e., listening, reading, speaking, and writing, and implies
competence on vocabulary and grammar as the supporting components of the
language skills. Furthermore, the revised ELOs in the category also include
competence related to linguistics and literature contextualized within the English
teaching and learning.
Concerning pedagogical knowledge and skills, the revised ELOs reflect
reorganization and reformulation of the competence related to planning,
implementation, and evaluation of English instruction in a more comprehensive and
systematic manner. The researchers also consider the knowledge that the students
need to have in relation to the theories of Second Language Acquisition (SLA),
various learner characteristics, and the concepts of active, innovative, creative,
effective, and enjoyable learning, which should make up the foundation of their
study at the program. ICT competence within the context of ELT is also part of this
second category of ELOs. Furthermore, the importance of doing classroom-based
research and reflective practice to improve classroom instruction is highlighted in
the revised ELOs. Overall, the revised pedagogical ELOs should be viewed in the
context of preparing graduates with the knowledge and skills to teach in both
formal and informal institutions, in line with the graduate profile established for the
program. This also addresses the stakeholder feedback on the importance of
learning outcomes related to ESP.
For the third category of the program ELOs, that is, intrapersonal and
interpersonal knowledge and skills, the researchers reorganized and reformulated
the ELOs related to personality and attitude as based on the need of pre-service
teachers by referring to the national and international standards of ELE program
(Minister of National Education, 2007; TESOL International Association, 2010).
One specific change in the revised ELOs of this category is the competence related
to inclusivism relevant to the context of multicultural Indonesia. The ELOs of this
third category are to be cultivated throughout the program by means of appropriate
course materials and learning activities.
The revised ELOs were then validated by experts in ELT curriculum and AUNQA and the lecturers of the program. The results are explained in the following
section.
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Validation of the Revised ELOs
Two experts in ELT curriculum and AUN-QA as well as 24 lecturers of the
program completed a questionnaire to validate the revised ELOs. The questionnaire
covers eight aspects, namely: (1) relevance of the ELOs to the vision and mission of
the university, faculty, and program, (2) relevance of the ELOs to the graduate
profile, (3) adequacy of the coverage of the ELOs in terms of subject specific
outcomes, (4) adequacy of the coverage of the ELOs in terms of generic outcomes or
transferable skills, (5) suitability of the categorization of the ELOs with the
program’s characteristics, (6) clarity and appropriateness of the language used, (7)
relevance of the ELOs to the stakeholders’ needs and demands, and (8)
measurability and achievability of the ELOs. The results of the questionnaire were
then discussed in focused group discussions.
The results show that the revised ELOs were seen as relevant and appropriate
by more than 95% of the respondents in all the aspects. However, input and
suggestions were given concerning several points. First of all, in terms of the
relevance of the ELOs to the vision and mission of the university, faculty, and
program, input was obtained from one of the experts in a way that the ELOs needed
to explicitly touch on global dynamics as this constitutes an important part of the
vision and mission. This input was integrated into the final version of the ELOs in
the category of intrapersonal and interpersonal knowledge and skills, which is
expected to embody all the courses in the program curriculum. Another important
suggestion was to include an outcome on selecting, adapting or developing
instructional media, which is in line with the results of the alumni survey that the
researchers had somehow missed out. This was then accommodated in the category
of pedagogical knowledge and skills combined with the outcome on instructional
materials.
Some other points of feedback included the importance of critical thinking
skills, inclusion of knowledge and skills of translation and entrepreneurship, and
intensive and extensive international exposure. These latter points were not
explicitly mentioned in the outcomes, but the researchers had, to a certain extent,
implied them. The development of critical thinking skills is not included as a
separate competence; rather, it embodies all the competences with the use of
dictions that reflect higher order thinking skills. Translation is not specifically
mentioned because the profile of the graduates of the program, with reference to the
national standards of higher education, is competent English teachers for formal and
non-formal educational institutions at primary and secondary levels, so the
outcomes are centered around this agreed profile. Entrepreneurship is considered to
have been somewhat implied in the “creativity and innovation” in the category of
intrapersonal and interpersonal knowledge and skills, though it might need more
emphasis, which would require further research. Meanwhile, intensive and
extensive international exposure suggested by one of the experts has been
accommodated in the outcome that integrates the idea of keeping abreast with
global dynamics.
Another point which requires more deliberation of the ELOs is on the
measurability of the outcomes. Some respondents point out the need of using a
standardized English proficiency test, such as, TOEFL and IELTS, to measure
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whether or not the ELOs have been achieved. This is in line with the researchers’
idea and will need to be followed up by the policy makers in the department. It was
also decided that the graduates will need to have an English proficiency of a certain
level measured by standardized tests, and this is mentioned explicitly in the
statement describing graduate profile.
The other issue is that a lot of the respondents question the measurability and
achievability of the outcomes in “the intrapersonal and interpersonal knowledge
and skills” category. After further discussion involving the internal stakeholders, i.e.,
the lecturers, who were also the validators of the ELOs, it is concluded that these
outcomes of the program will be further specified in the learning outcomes of each
of the courses in the curriculum. This specification will obviously also impact on the
materials, teaching and learning strategies, and assessment used in the courses so
that the development of the intrapersonal and interpersonal knowledge and skills
will be in ways that are relevant to the characteristics of the respective courses.
The final formulation of the ELOs, which had been revised further based on the
results of the validation, is as follows.
I. Subject Matter Knowledge and Skills
1.1 Analyze and evaluate ideas in various types of spoken and written English
texts.
1.2 Communicate ideas effectively and appropriately in spoken and written forms
both in formal and informal situations.
1.3 Apply the knowledge of the basic concepts of linguistics and literature in the
teaching of English.
II. Pedagogical Knowledge and Skills
2.1 Select and adapt instructional materials and media appropriate and relevant to
the learners’ characteristics (physical, psychological, moral, spiritual, and
socio-cultural background) in various teaching contexts.
2.2 Apply the principled learning strategies and classroom management by
considering learner factors.
2.3 Develop and apply principled assessment procedures.
2.4 Use Information and Communication Technology effectively and creatively in
designing and implementing lesson plans.
2.5 Identify problems in ELE and provide solutions through reflective practice
and research.
III. Intrapersonal and Interpersonal Knowledge and Skills
3.1 Demonstrate attitudes reflecting inclusivism, objectivity, and nondiscriminating practices.
3.2 Realize the principles of work ethics covering discipline, responsibility, selfesteem and self-confidence, and teamwork.
3.3 Demonstrate creative thinking and innovation in social and academic lives.
3.4 Demonstrate independent and continuous learning habits to develop
knowledge and skills in ELE responsive to global advancement.

Conclusions
In revising the ELOs of B.A. in ELE UM, the researchers have attempted to
address the needs of the stakeholders, experts’ and lecturers’ feedback and the
existing theories and standards of ELT study programs, a procedure which is in line
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with the national policies and the requirements of quality assurance and accrediting
agencies, including AUN-QA. Further analyses need to be carried out to examine
further the alignment between the ELOs and the curriculum, instruction and
assessment, that is, whether the curriculum has been structured in a way that is
supportive to achieving the expected outcomes and whether the teaching and
learning activities and the assessment methods in the courses in the curriculum
have been appropriately designed to contribute to this as well. To ensure the
constructive alignment, it is important that relevant stakeholders, especially
lecturers and students, have a good understanding of the program ELOs. There also
need to be regular reviews of ELOs and the curriculum involving different
stakeholders including employers, as well as continuous reflection and evaluation of
the instruction and assessment implemented in the courses or subjects.
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Abstrak
Seorang guru bahasa Inggris di Indonesia harus memiliki kecakapan rangkap, yaitu
kecakapan memahami bahasa lisan maupun tulis dan memproduksinya secara lisan
maupun tulis pula, sekaligus kecakapan untuk mengajarkan bahasa asing tersebut
kepada siswanya dengan sebaik-baiknya karena guru adalah model bagi siswanya.
Namun dalam kenyataannya, hingga saat ini, baik secara nasional maupun lokal,
belum ada alat ukur yang benar-benar dapat mengukur tingkat kecakapan bahasa
Inggris guru bahasa Inggris di Indonesia, baik tingkat kecakapan saat dia baru lulus
dari LPTK (Lembaga Pendidikan Tenaga Kependidikan) ataupun setelah dia
mengabdi selama beberapa tahun. Beberapa tes bahasa Inggris untuk guru yang
tersedia di Indonesia saat ini tidak mengukur semua kecakapan berbahasa yang
harus dimiliki oleh seorang guru, yaitu Grammar, Listening, Speaking, Reading, dan
Writing. Bab berikut ini membahas mengapa tes kecakapan Bahasa Inggris bagi guru
Bahasa Inggris di Indonesia sangat dibutuhkan, sejauh apa kecakapan bahasa
Inggris guru bahasa Inggris di Indonesia, dan seperti apa seharusnya acuan tingkat
kecakapan bahasa Inggris guru bahasa Inggris untuk masing-masing komponen
bahasa.
Kata kunci: tes kecakapan Bahasa Inggris, guru Bahasa Inggris, tingkat kecakapan
bahasa Inggris, Indonesia

Abstract
An English teacher in Indonesia is required to have both the skills to understand
and produce spoken and written English and also the skills to teach the language
well to his/her students. In reality, however, at national and local levels, there has
not been an instrument that could actually measure the English proficiency of
English teachers in Indonesia, either upon graduating from teacher training
institutions as pre-service teachers or after being in the profession for some years as
in-service teachers. The tests that are currently available do not appear to measure
all the language skills that an English teacher should have, that is, Grammar,
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Listening, Speaking, Reading, dan Writing. This chapter discusses the reasons why
an English proficiency test for English teachers in Indonesia needs to be developed,
the English proficiency level of the English teachers in Indonesia, and the
appropriate descriptors of English language skills to be measured in an English
proficiency test for English teachers in Indonesia.
Keywords: English proficiency test, English teachers, English proficiency level,
Indonesia

Pendahuluan
Selama bertahun-tahun, lembaga pendidikan tenaga guru di Indonesia telah
menghasilkan ribuan guru bahasa Inggris yang telah mengajar bahasa Inggris di
berbagai tingkat pendidikan mulai dari pra-sekolah hingga universitas. Bila
mengacu kepada Kerangka Kualifikasi Nasional Indonesia (KKNI), dikatakan
bahwa lulusan universitas harus mampu menerapkan bidang keahlian mereka dan
memanfaatkan ilmu pengetahuan dan teknologi di bidangnya dalam menyelesaikan
masalah yang dihadapi dan harus mampu beradaptasi dengan situasi yang dihadapi.
Selain itu, mereka juga harus menguasai konsep-konsep teoritis dari bidang
pengetahuan tertentu secara mendalam, dan memiliki kemampuan memecahkan
masalah prosedural (Sailah et al., 2014). Guru bahasa Inggris sebagai lulusan
universitas yang berspesialisasi dalam pengajaran bahasa Inggris tentunya harus
memenuhi tuntutan KKNI tersebut. Namun, sejauh ini belum pernah ada instrumen
yang digunakan untuk mengukur kemampuan bahasa Inggris mereka yang terkait
dengan pengajaran. Begitu mereka lulus, atau bahkan ketika mereka masih di
universitas, mereka mengajar bahasa Inggris sampai mereka pensiun. Meskipun
mereka mengikuti banyak pelatihan dalam jabatan, kecakapan berbahasa Inggris
mereka tidak pernah dinilai atau distandarisasi lagi. Berikut akan dipaparkan lebih
jauh tentang kecakapan berbahasa Inggris guru Bahasa Inggris di Indonesia dalam
hubungannya dengan tes terstandar yang seharusnya dimiliki secara nasional untuk
mempertahankan kualitas guru bahasa Inggris di Indonesia.

Tingkat Kecakapan Berbahasa Inggris Guru Bahasa Inggris di Indonesia
Keberhasilan seorang pebelajar bahasa asing ditentukan oleh kemampuannya
menggunakan bahasa tersebut sebagai alat komunikasi baik dalam bentuk lisan
maupun tertulis. Ada berbagai indikator yang umumnya digunakan untuk
menentukan tingkat kecakapan berbahasa asing seseorang. Menurut Richards
(2018), setidaknya ada 5 (lima) indikator performansi yang sering digunakan untuk
menilai tingkat kecakapan berbahasa, yaitu akurasi, kelancaran, kompleksitas,
kesesuaian, dan kapabilitas. Akurasi mengukur ketepatan penggunaan bahasa
dipandang dari sisi kesesuaian secara gramatika dan phonologis. Kelancaran
mengukur kemampuan seseorang mempertahankan berlangsungnya interaksi
percakapan menggunakan berbagai pengetahuan kebahasaan yang dimilikinya
untuk berkomunikasi, dan mencegah terjadinya masalah dalam komunikasi.
Kompleksitas mengacu pada kemampuan seseorang mengembangkan kemampuan
berbahasanya. Kesesuaian mengacu pada kemampuan seseorang menggunakan
bahasa sesuai dengan tujuan dan konteks penggunaannya. Kapabilitas mengacu pada
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seberapa mampu seseorang dapat menggunakan kemampuan berbahasanya untuk
berkomunikasi dalam berbagai konteks dan berbagai topik. Kelima indikator inilah
yang digunakan sebagai dasar pengukuran kecakapan berbahasa asing dalam
bentuk tes keterampilan dan pengetahuan berbahasa. Keterampilan berbahasa
meliputi keterampilan menyimak, membaca, berbicara, dan menulis. Pengetahuan
gramatika juga sering digunakan untuk mengukur kecakapan berbahasa asing.
Tes yang biasa digunakan untuk menilai kecakapan berbahasa adalah Test of
English as a Foreign Language (TOEFL), Test of English for International Communication
(TOEIC), International English Language Testing System (IELTS), Pearson Test of English
(PTE), and Cambridge English Tests (KET, PET, FCE, CAE, BEC). Semua tes
berstandar internasional ini digunakan untuk mengukur kecakapan berbahasa
secara umum dan telah digunakan di berbagai belahan dunia untuk berbagai tujuan
seperti persyaratan melanjutkan pendidikan dan mendaftar pekerjaan. Organisasi
profesi guru dan dosen Bahasa Inggris di Indonesia, TEFLIN (Association for the
Teaching English as a Foreign Language in Indonesia) juga memiliki tes serupa yang disebut
TOEP (Test of English Proficiency). Tes ini mengukur kecakapan membaca dan
menyimak dalam Bahasa Inggris. Sejauh ini, TOEP hanya digunakan untuk menilai
kecakapan berbahasa para dosen yang mengurus sertifikasi dosen. Seperti sudah
diungkapkan sebelumnya, tes kecakapan berbahasa biasanya mengukur
kemampuan seseorang berdasarkan keterampilan berbahasa dan pengetahuan
kebahasaan yang dimilikinya. Tabel 1 merinci unsur-unsur yang dinilai dalam 5
(lima) tes kecakapan berbahasa Inggris yang sering digunakan di Indonesia. Tabel 1
memaparkan bahwa tidak semua keterampilan diukur dalam tes kecakapan
berbahasa Inggris. Durasi serta aspek-aspek yang dinilai juga berbeda antara satu
tes dengan tes lainnya. Semua tes ini menitikberatkan pada peniliaian kemampuan
membaca dan menyimak yang tidak dapat dipungkiri memang lebih mudah dan
cepat untuk dinilai dengan menggunakan item tes objektif.
Tabel 1. Pengetahuan dan Keterampilan yang Dinilai dalam Berbagai Tes
Kecakapan Berbahasa
Listening
Reading
Writing
Speaking
Item
Time
Item
Time
Iten
Time
Item
Time
(number) (minute) (number) (minute) (number) (minute) (number) (minute)
40
30
40
60
2
60
3
15
IELTS
TOEFL
34 - 51
60 - 90
36 - 56
60 - 80
2
50
6
20
iBT
TOEFL
34
60
42
60
2
50
PBT
100
60
100
90
2
60
5
20
TOEIC
50
45-50
50
60
TOEP

Berbagai tes kecakapan berbahasa yang beragam jenis, tingkat dan deskriptor
ini dapat dibandingkan dan dipetakan dengan menggunakan sebuah standar
penilaian yang dikembangkan oleh Council of Europe dan dinamai Common European
Framework of Reference for Languages (CEF/CEFR) seperti ditampilkan dalam Tabel 2.
Standar ini membagi tingkat kecakapan berbahasa menjadi enam tingkatan: A1, A2,
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B1, B2, C1, dan C2. Keenam tingkatan ini berada dalam tiga kategori: pengguna
dasar (A1, A2), pengguna mandiri (B1, B2) dan pengguna mahir (C1, C2). Deskriptor
dari masing-masing tingkatan memberi informasi tentang apa yang mampu
dilakukan seseorang dalam menggunakan bahasa pada tingkat kemampuan
tertentu. Misalnya, pengguna dasar pada tingkat A1 dapat menggunakan bahasa
untuk memenuhi kebutuhan komunikatif yang sangat dasar seperti melakukan
perkenalan sederhana dan menanyakan serta menjawab pertanyaan tentang
pribadinya. Pengguna mahir pada tingkat tertinggi (C2), mampu memahami
informasi kompleks dari berbagai sumber dan mengekspresikan berbagai
kebutuhan komunikatifnya dengan lancar, akurat serta relevan. Tabel 2 berikut
menjelaskan konversi berbagai tes kecakapan berbahasa Inggris menurut standar
CEFR.
Tabel 2. Konversi Berbagai Tes Kecakapan Berbahasa Menurut Standar CEFR
Basic User

CEF/CEFR
IELTS (band score)
TOEFL IBT (score)
TOEFL PBT (score)
Cambridge English
Tests (test type)
PTE General (level,
score)
TOEIC Listening &
Reading (score)
TOEIC Speaking &
Writing (score)
TOEP (score)

Independent User

Proficient User
Effective
Breakthrough Waystage Threshold Vantage operational Mastery
proficiency
A1
A2
B1
B2
C1
C2
4,0 - 4,5 5,0 - 6,5 7,0 - 8,0 8,5 - 9,0
57 - 86 87 - 109 110 - 120
570 487 -567
637 - 677
633
KET
Level 1
(30 - 42)

PET

FCE

CAE

Level 2 Level 3
Level 4
(43 - 58) (59 - 75) (76 - 84)

225

550

785

945

160

240

310

360

26 - 45

CPE
Level 5
(85+)

46 - 76

Sumber: Exam English (2014)
Tabel 2 menunjukkan bahwa tingkat threshold (B1) adalah tingkat dimana
seseorang memiliki kemampuan untuk mengekspresikan diri secara terbatas dalam
situasi yang familier dan mampu menangani informasi yang tidak rutin dengan cara
sederhana. Pada tingkat kecakapan ini sebenarnya tidaklah banyak yang dapat
dilakukan oleh seseorang, tetapi cukup untuk dapat mengajarkan bahasa asing pada
tingkat dasar karena dia telah melampaui tingkat dasar dan sudah berada pada
tingkat pengguna mandiri.
Sejauh ini, belum tersedia informasi berskala nasional mengenai tingkat
kecakapan guru Bahasa Inggris di Indonesia (Renandya et al., 2018). Berbagai
informasi yang beredar sifatnya anekdotal, lokal, mencakup satu kelompok kecil
guru yang mengajar pada suatu jenjang pendidikan formal, menggunakan alat ukur
yang berbeda-beda, dan mengukur jenis kecakapan yang berbeda pula. Karenanya,
sejauh ini, tidak banyak yang diketahui tentang seberapa cakap guru-guru Bahasa
Inggris di Indonesia dalam mengajarkan bahasa asing ini. Renandya et al. (2018)
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memprediksi bahwa mayoritas guru Bahasa Inggris di Indonesia berada pada
tingkat B1-B2 berdasarkan standar CEFR.
Selain minimnya informasi mengenai tingkat kecakapan guru Bahasa Inggris,
tingkat kecakapan lulusan dari program studi pendidikan bahasa Inggris dari
berbagai universitas di Indonesia juga tidak banyak diketahui. Berdasarkan
informasi yang tersedia di Direktori Hasil Akreditasi Program Studi di situs BANPT (BAN-PT, 2018), di seluruh Indonesia, terdapat 306 universitas yang
menyelenggarakan program studi pendidikan Bahasa Inggris. Dari semua program
studi ini, 22 program studi terakreditasi A, 196 program studi terakreditasi B, dan
88 program studi terakreditasi C. Semua program studi pendidikan Bahasa Inggris
ini memiliki standar lulusan yang berbeda. Ada yang mensyaratkan lulusannya
untuk mencapai tingkat kecakapan berbahasa Inggris tertentu, tetapi banyak yang
tidak mensyaratkan tingkat kecakapan berbahasa. Syarat kelulusan yang sering
digunakan oleh berbagai program studi adalah nilai tes TOEFL PBT (paper-based test)
yang berkisar antara 450-525 (Renandya et al., 2018), atau setara dengan A2-B1
berdasarkan standar CEFR.
Selain kemampuan berbahasa asing, guru juga perlu memiliki kemampuan
pedagogik untuk mengajarkan bahasa tersebut sehingga kemampuan berbahasa
Inggris yang dimilikinya juga seharusnya dapat mendukungnya untuk
menggunakan Bahasa Inggris dalam proses pembelajaran. Shulman (1986)
mengatakan bahwa seorang guru perlu memiliki pengetahuan pedagogik untuk
mengajarkan konten tertentu, atau yang disebut Pedagogical Content Knowledge (PCK).
Jadi, seorang guru Bahasa Inggris seyogyanya memiliki ketrampilan berbahasa
Inggris yang baik dan mampu mengajarkannya dengan baik pula. Gambar 1
menggambarkan konsep kompetensi PCK ini.

Gambar 1. Ketrampilan berbahasa Inggris dan kemampuan untuk
mengajarkannya yang harus dimiliki oleh guru bahasa Inggris

Lingkup Tes Kecakapan Berbahasa Inggris
Tes kecakapan berbahasa Inggris bertujuan untuk memprediksi kemampuan
berbahasa Inggris seseorang dalam mencapai suatu target tertentu, misalnya
seseorang yang berminat untuk melanjutkan pendidikan tinggi atau melamar
pekerjaan yang mempersyaratkan kecakapan berbahasa Inggris sebagai salah satu
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persyaratan. Dengan kata lain, tes seperti ini menggali performansi individu
terhadap pengukuran tes tertentu dan dimanfaatkan pula untuk memantau
performansi individu tersebut kedepannya.
Lazimnya, substansi tes kecakapan ini dirancang dan dikembangkan
berdasarkan spesifikasi performansi yang ditargetkan atau konteks tertentu. Seperti
telah disebutkan sebelumnya, beberapa contoh tes kecakapan berbahasa Inggris
yang telah populer dimanfaatkan adalah Test of English as a Foreign Language (TOEFL)
dan International English Language Testing System (IELTS) yang dipersyaratkan bagi
mereka yang berminat untuk melanjutkan pendidikan tinggi di perguruan tinggi di
Amerika, Australia, Selandia Baru dan negara-negara asing lainnya. TOEFL dan
IELTS menuntut kandidat mahasiswa dengan kecakapan berbahasa Inggris yang
tinggi. Dengan berkembangnya teknologi, pelaksanaan tes kecakapan berbahasa
Inggris ini dimungkinkan dilaksanakan melalui internet (Alexander et al., 2008;
Butler & McMunn, 2006; Cambridge International Examination, 2015; Sharpe, 2004
& 2006). Contoh lain tes kecakapan berbahasa Inggris adalah University of Cambridge
Local Examinations Syndicate’s (UCLES) yang diperuntukkan bagi guru-guru bahasa
Inggris (Douglas, 2000).
TOEFL dan IELTS sebenarnya adalah tes kecakapan berbahasa Inggris yang
digunakan di lembaga-lembaga pendidikan tinggi di dunia dengan tujuan untuk
mengukur kemampuan berbahasa Inggris seorang kandidat yang akan melanjutkan
perkuliahan di negara-negara yang menggunakan bahasa Inggris sebagai bahasa
pengantar. TOEFL mengujikan 4 (empat) komponen, yaitu listening, structure, reading
dan writing dan bertujuan untuk mengukur kecakapan berbahasa Inggris bukan
penutur asli dalam berkomunikasi secara verbal dan non verbal dalam konteks
perguruan tinggi. Listening mengukur kecakapan mendengarkan percakapan pendek
dan panjang serta mini-talks, Structure difokuskan pada keakuratan pola kalimat,
Reading difokuskan pada kecakapan membaca berbagai wacana otentik seperti
koran, majalah, cuplikan buku, dan Writing mengacu pada topik-topik terkait opini,
persuasi, dan argumentasi. TOEFL terdiri dari tes berbasis paper & pencil, dan tes
berbasis internet yang menuntut kecakapan berbahasa Inggris tinggi seorang
kandidat dalam mengerjakan berbagai tes konteks akademik (speaking dan writing).
Sebaliknya, IELTS mengukur kecakapan berkomunikasi dalam berbahasa Inggris
secara kesuluruhan dalam satu tes, yang mencakup listening, reading, writing and
speaking. Materi listening dan speaking tidak berbeda untuk semua kandidat tetapi
reading dan writing berbeda tergantung jenis program yang dipilih oleh kandidat,
yaitu materi tes untuk program umum dan materi tes untuk program akademik (de
Witt, 1995; Sharpe, 2000; Sharpe, 2006).
Di Indonesia, kedua jenis tes kecakapan berbahasa Inggris tersebut di atas
ternyata sering kali digunakan dengan tujuan yang salah yaitu bukan untuk mereka
yang akan melanjutkan perkuliahan di negara-negara yang menggunakan bahasa
Inggris sebagai bahasa pengantar namun untuk berbagai tujuan lain, misalnya
untuk perekrutan pegawai, tes penempatan sebelum mengikuti kursus bahasa
Inggris, atau prasyarat kelulusan dari perguruan tinggi. Hal ini mungkin terjadi
karena ketidaktersediaan tes kecakapan berbahasa Inggris yang sesuai dengan
harapan para pemangku kepentingan.
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Ketersediaan Tes Kecakapan Berbahasa Inggris di Indonesia
Tak dapat dipungkiri dengan berkembangnya pendidikan abad 21 seorang
pendidik (guru) dituntut pula untuk lebih profesional. Hal ini berlaku bukan hanya
di negera maju seperti Inggris, Australia, Jepang, dan Singapura. Di Republik
Irlandia, misalnya, telah diterbitkan standar keprofesian guru dengan nama Code of
Professional Conduct yang memuat 27 kompetensi profesional yang wajib dimiliki
guru baik ranah pengetahuan dan ranah keterampilan (Teaching Council, 2012,
dikutip oleh Wyse et al., 2016). Di negara berkembangpun seperti di Indonesia,
pemerintah telah berupaya meningkatkan keprofesian guru dengan menerbitkan
peraturan tentang Standar Kualifikasi Akademik dan Kompetensi Guru
(Permendikbud Nomor 16 Tahun 2007). Terdapat 4 (empat) kompetensi yang harus
dikuasai guru Indoensia termasuk guru bahasa Inggris, yaitu kompetensi pedagogik,
kompetensi profesional, kompetensi sosial dan kompetensi kepribadian. Bahkan
telah dikembangkan pula beberapa tes atau ujian kompetensi untuk guru dan
dosen, yaitu Uji Kompetensi Guru (di singkat UKG), Ujian Tulis Nasional
(disingkat UTN) dan Test of English Proficiency (TOEP) untuk mengukur kompetensi
pedagogik dan kompetensi profesional. Telah diungkapkan oleh Ingvarson (1998)
bahwa setiap guru profesional di Indonesia wajib memiliki standar kompetensi
sebagai indikator keprofesian dalam bidang pedagogik. Dengan demikian,
diharapkan seorang guru profesional dapat membantu siswa mencapai prestasi
akademik (Armour-Thomas et al., 1989).
Menurut isi Permendikbud tersebut di atas, kompetensi pedagogik guru
bahasa Inggris meliputi kemampuan guru dalam memahami siswa, merancang
kurikulum/silabus, dan mengimplementasikan rancangan pembelajaran di kelas
demi aktualisasi potensi masing-masing siswa. Kompetensi pedagogik ini perlu
selalu ditingkatkan melalui pengembangan keprofesian secara kontinyu.
Selanjutnya adalah kompetensi profesional guru bahasa Inggris yang berkaitan
dengan penguasaan guru tentang berbagai aspek kebahasaan dalam bahasa Inggris
(linguistik, wacana, sosiolinguistik dan strategi), dan kecakapan berbahasa Inggris
lisan dan tulis, reseptif dan produktif dalam segala aspek komunikatif. Untuk
memantau kompetensi pedagogik dan kompetensi profesional guru, telah
dikembangkan beberapa tes/ujian kompetensi, yaitu UKG, UTN dan TOEP.
Pada tanggal 4 Desember 2004 Presiden Republik Indonesia mencanangkan
guru sebagai profesi sehingga memperkuat peran guru dalam pelaksanaan
pendidikan karena guru memiliki posisi strategis dalam mencerdaskan kehidupan
bangsa. Konsekuensinya, secara eksplisit diamanatkan adanya pembinaan dan
pengembangan profesi guru secara berkelanjutan sebagai aktualisasi dari sebuah
profesi pendidik. Pengembangan Keprofesian Berkelanjutan (PKB) diperuntukkan
semua guru, baik yang sudah bersertifikat maupun belum bersertifikat (Undang–
Undang Republik Indonesia Nomor 14 Tahun 2005). Program PKB dapat
dilaksanakan apabila pemetaan kompetensi guru secara detil dapat dideskripsikan
dengan objektif melalui UKG sehingga pemerintah dapat merancang dan
memberikan layanan pembinaan yang sesuai. Materi UKG terdiri dari butir-butir
tes terkait kompetensi pedagogik dan kompetensi profesional, utamanya terkait
kecakapan berbahasa Inggris untuk guru bahasa Inggris. Materi tes bahasa Inggris
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mengukur kemampuan membaca pemahaman (http://gtk.kemdikbud.go.id/post/ujikompetensi-guru, 2018).
Di samping itu, terdapat juga UTN yang dikembangkan oleh Kementerian
Pendidikan dan Kebudayaan untuk mengukur kecakapan berbahasa Inggris
mahasiswa Pendidikan Profesi Guru (PPG), yang meliputi reading dan writing.
Reading mengukur kemampuan memahami dan mengungkapkan makna yang
terdapat dalam teks tertulis untuk mendukung kemampuan membaca teks
berbahasa Inggris berbentuk advertisement, manual, procedures, report/recount, narrative,
explanation, review, dan exposition menggunakan 3500 kosakata. Writing mengukur
kemampuan guru dalam mengungkapkan makna secara tertulis dalam wacana
formal berbentuk manual, report, recount, descriptive, explanation, dan exposition dalam
konteks kehidupan sehari-hari (Tim Pengembang PPG, 2019)
Selain UKG dan UTN, terdapat juga tes kecakapan berbahasa Inggris yang
disebut Test of English Proficiency (disingkat TOEP) dengan sistem daring
menggunakan komputer multimedia yang mengukur tingkat kemampuan
memahami isi teks lisan dan tertulis, baik tersirat maupun tersurat. Soal-soal tes
disajikan melalui layar monitor dan dikerjakan langsung pada layar tersebut dengan
mengikuti perintah lisan yang diperdengarkan lewat headphone dan/atau perintah
tertulis yang tersaji dalam layar, tanpa alat tulis apapun untuk mengerjakan tes.
TOEP mengukur kecakapan berbahasa Inggris reseptif meliputi listening (50 butir
tes) yang dikerjakan selama 45-50 menit dan reading (50 butir tes) selama 60 menit
tanpa jeda. Listening hanya diperdengarkan sekali dan perbaikan jawaban tidak
mungkin dilakukan. Reading, sebaliknya, soal-soal sebelumnya dapat diperiksa
kembali jika waktu yang masih tersedia sehingga perbaikan jawaban dapat
dilakukan. Untuk mengukur keterampilan produktif (berbicara dan menulis),
layanan tes diberikan sesuai dengan permintaan. Tes ini dikonsumsikan bagi
mereka yang berminat untuk mengukur kecakapan berbahasa Inggris untuk
berbagai tujuan (https://member.plti.co.id, 2018).
Singkat kata, telah tersedia beberapa tes kecakapan berbahasa Inggris yang
beredar di Indonesia dengan kelebihan dan kekurangan masing-masing namun
sejauh ini belum tersedia tes kecakapan bahasa Inggris terstandar yang ditujukan
bagi kandidat guru bahasa Inggris yang baru menyelesaikan Program Pendidikan
Bahasa Inggris Strata-1 atau bagi mereka yang tergolong guru pemula (novice English
teachers) untuk mengukur baik keterampilan reseptif maupun keterampilan
produktif mereka guna melihat sejauh mana ketrampilan berbahasa Inggris mereka
sebagai calon guru ataupun guru pemula di bidang Bahasa Inggris. Untuk keperluan
tersebut, penulis mengembangkan perangkat tes kecakapan berbahasa Inggris yang
dinamai “Proficiency Test for Indonesian English Teachers” disingkat PTIET yang meliputi
sub tes listening, speaking, reading, writing, dan grammar. Berikut penjelasan dari
masing-masing sub tes PTIET.
Tes Listening PTIET
Tes Listening atau menyimak merupakan tes keterampilan berbahasa reseptif
yang dikembangkan dengan tujuan mengukur kemampuan guru pemula memahami
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makna berbagai ungkapan dan teks lisan dalam Bahasa Inggris. Keterampilan ini
diperlukan guru dalam berbagai tahapan pekerjaannya. Pada tahap persiapan
mengajar, guru perlu kemampuan menyimak yang cukup untuk dapat mencari dan
memahami materi yang berbentuk lisan. Pada tahap belajar mengajar di kelas, guru
perlu kemampuan menyimak yang baik untuk dapat berkomunikasi dengan peserta
didik. Pada tahap refleksi mengajar, guru perlu kemampuan menyimak untuk
memahami masukan dari teman sejawat maupun siswa. Tes Listening ini berlangsung
selama 30 menit dan terdiri dari 40 butir soal. Rekaman hanya diperdengarkan satu
kali melalui pelantang suara ruangan atau headset. Diharapkan calon guru maupun
guru pemula dapat mencapai tingkat mandiri B1 (menurut CEFR). Kemampuan
menyimak pada tingkat ini memungkinkan seorang guru untuk:
• Memahami dengan mudah detail teks lisan berbentuk monolog, percakapan dan
diskusi tentang topik sehari-hari yang disampaikan dengan artikulasi yang jelas
dan dalam dialek standar meski kadangkala perlu pengulangan kata atau frasa
tertentu.
• Memahami narasi singkat sehingga dapat membuat kesimpulan serta prediksi
tentang apa yang mungkin terjadi selanjutnya.
• Menangkap intisari dan pokok-pokok pembahasan dari berbagai materi otentik
seperti program televisi dan radio serta rekaman sederhana tentang topik-topik
yang sudah dikenal ataupun sesuai minat.
• Memahami informasi teknis sederhana seperti petunjuk pengoperasian peralatan
sehari-hari, proses pembuatan barang atau makanan, dan lain-lain.
Tes Speaking PTIET
Tes Speaking merupakan tes keterampilan produktif yang dikembangkan
dengan tujuan untuk mengukur kecakapan guru pemula dalam berkomunikasi
dengan siswa dalam proses pembelajaran menggunakan ungkapan-ungkapan yang
efektif dan efisien sehingga siswa mudah menangkap makna. Ungkapan-ungkapan
dimaksud terkait dengan classroom English yang digunakan guru pemula dalam fasefase kegiatan inti dalam suatu proses pembelajaran (PBM), terdiri dari ungkapanungkapan pada fase kegiatan awal (pre activities), kegiatan utama (main activities) dan
kegiatan akhir (post activities). Layanan tes Speaking ini berlangsung selama 10 menit
untuk setiap guru pemula dan Speaking Prompt berupa kartu situasi yang
menggambarkan atmosfir PBM pada fase kegiatan awal, kegiatan utama dan
kegiatan akhir. Diharapkan guru pemula tersebut mencapai kecakapan berbicara
berbahasa Inggris pada tingkat antara A2 (basic user) dan B1&2 (independent user)
selama PBM, sesuai dengan standar CEFR adaptasi, yaitu:
Pada fase kegiatan awal
• Melakukan interaksi lisan dengan siswa di kelas dengan memotivasi siswa;
• Mereviu pelajaran sebelumnya dengan memberikan konfirmasi dan apresiasi.
Pada fase kegiatan utama
• Memberikan instruksi kepada siswa untuk berdiskusi dalam kelompok;
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• Memberikan solusi atas masalah yang belum sepenuhnya terpecahkan oleh
siswa dalam diskusi kelompok;
• Memberikan pertanyaan lanjut bersifat kritis terkait masalah berikut;
• Menanggapi pemecahan permasalahan tersebut;
• Menjelaskan kemungkinan pemecahan permasalahan tersebut;
• Mempresentasikan contoh lain.
Pada fase kegiatan akhir
• Memberikan konfirmasi tentang materi ajar yang telah didiskusikan siswa;
• Membuat ringkasan;
• Melakukan refleksi.
Tes Reading PTIET
Tes Reading atau membaca merupakan tes keterampilan berbahasa reseptif yang
dikembangkan dengan tujuan mengukur kemampuan guru pemula memahami
makna berbagai teks tulis dalam Bahasa Inggris. Keterampilan ini diperlukan guru
dalam berbagai tahapan pekerjaannya. Pada tahap persiapan mengajar, guru perlu
kemampuan membaca yang cukup untuk dapat mencari, memahami, dan
menyeleksi materi berbentuk tulis yang akan diajarkan. Pada tahap belajar mengajar
di kelas, guru perlu memiliki berbagai strategi membaca yang baik untuk dapat
diajarkan kepada anak didiknya. Tes Reading ini berlangsung selama 60 menit dan
terdiri dari 30 butir soal pilihan ganda.
Diharapkan calon guru maupun guru pemula dapat mencapai tingkat mandiri B1
(menurut CEFR). Kemampuan membaca pada tingkat ini memungkinkan seorang
guru untuk:
• Memahami dengan mudah detail teks tulis dalam berbagai genre.
• Menemukan topik bacaan dan tipe teks dengan mudah
• Menangkap intisari dan pokok pembahasan dari berbagai materi otentik seperti
iklan, petunjuk pada label obat, atau petunjuk atau tips melakukan sesuatu
• Mengidentifikasi referensi kata ganti benda atau orang
• Menarik kesimpulan berdasarkan petunjuk yang ada dalam teks
• Menemukan pesan bacaan
• Mengetahui tujuan penulis
• Mengetahui makna dari kata atau frasa dalam konteks
• Meringkas teks
Tes Writing PTIET
Tes Writing atau menulis merupakan tes keterampilan berbahasa produktif
yang dikembangkan dengan tujuan mengukur kemampuan guru pemula menulis
dalam Bahasa Inggris. Keterampilan ini diperlukan guru dalam berbagai tahapan
pekerjaannya terutama pada tahap belajar mengajar di kelas guru perlu menguasai
berbagai teknik menulis untuk dapat diajarkan kepada anak didiknya. Tes Writing
ini berlangsung selama 45 menit dan jumlah kata yang harus dihasilkan adalah
paling sedikit 250 kata.
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Diharapkan calon guru maupun guru pemula dapat mencapai tingkat mandiri
B1 (menurut CEFR).
Kemampuan menulis pada tingkat ini memungkinkan seorang guru untuk:
• Menulis tentang kehidupan sehari-hari seperti tentang orang-orang yang
ditemui, tempat, pekerjaan, keluarga, kesenangan, dsb.
• Menulis topik-topik sederhana dan tulisannya mudah dipahami oleh
pembacanya
• Mendeskripsikan pengalaman, kejadian, perasaan, dan sejenisnya
• Membuat laporan
• Menulis teks eksposisi
• Menulis teks naratif
• Menulis teks argumentatif
• Menulis teks tentang membandingkan dan membedakan berbagai pendapat
• Menulis surat formal ataupun non formal dengan format yang benar
Tes Grammar PTIET
Tes Grammar atau tata bahasa merupakan tes salah satu komponen bahasa yang
dikembangkan dengan tujuan mengukur kemampuan penguasaan tata bahasa
Bahasa Inggris guru pemula. Mengingat bahwa tata bahasa berperan penting bagi
penguasaan ke 4 ketrampilan bahasa lainnya (Menyimak, Berbicara, Membaca, dan
Menulis), maka seorang guru pemula harus memiliki kemampuan memahami dan
menggunakan tata bahasa dengan baik dan mampu pula mengajarkannya kepada
siswanya. Tes Grammar ini berlangsung selama 30 menit dan terdiri dari 30 butir
soal.
Diharapkan calon guru maupun guru pemula dapat mencapai tingkat mandiri
B1 (menurut CEFR).
Kemampuan tata bahasa pada tingkat ini memungkinkan seorang guru untuk
memahami, membedakan, dan menggunakan berbagai struktur bahasa Inggris
seperti:
• Tenses and Passive Construction
• Subject-verb agreement
• Nouns
• Pronouns
• Modals
• Conjunctions
• Clauses: Noun, Adjective, Adverb
• Gerunds and Infinitives
• Conditional Sentences and Wishes

Penutup
Dengan tersedianya perangkat tes kecakapan berbahasa Inggris bagi guru
bahasa Inggris di Indonesia (PTIET), kualitas lulusan Program Pendidikan Bahasa
Inggris Strata-1 dan guru pemula dapat dipetakan dan bahkan dapat
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distandarisasikan sehingga mereka yang masih berada pada tingkat A2 atau A2+
pada standar CEFR akan memacu diri untuk lebih semangat lagi dalam memperoleh
tingkat yang lebih tinggi, B1, B1+, B2, atau B2+ sehingga mereka akan mendapat
penghargaan lebih dan bahkan dengan memegang sertifikat B2+, misalnya, mereka
dapat memperoleh pekerjaan di lembaga-lembaga yang berafiliasi dengan lembaga
di luar Indonesia. Seperti tes kecakapan bahasa Inggris lainnya dari luar Indonesia
yang sangat populer digunakan di Indonesia, diharapkan PTIET dapat diterima
sebagai tes terstandar yang benar-benar dapat dipakai sebagai alat ukur terpercaya
bagi lembaga pendidikan tenaga kependidikan secara khusus dan kementerian
terkait secara umum.
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Abstract
This is a report on a research project estimating the rater reliability of a teachermade argumentative writing assessment instrument covering inter-rater reliability
and intra-rater reliability. The first refers to the score consistency of two raters in
rating the same essays, while the second is the score consistency of one rater in
rating the same essays in the first and the second reading. Two raters rated 28
essays independently using an analytic Genre-Based Scoring Rubric (GBSR)
accommodating the features of an effective argumentative essay: claim- argumentcounter argument- refutation (Hyland & Guida, 2007; Smalley et al., 2001).
Correlational analysis using IBM SPSS Version 26, 2019 showed that the inter-rater
reliability coefficient was 0. 967 (p = 0.00). The intra-rater reliability coefficient of
Rater 1 was 0.994, while the intra-rater reliability of Rater 2 was 0.999 (p = 0.00).
This indicated a highly significant rater reliability of the two raters. To conclude,
using a GBSR helps scoring more focused on a particular genre, guides the raters to
minimize subjectivity, and brings them to a close agreement in judging same essays
consistently.
Keywords: inter-rater reliability, intra-rater reliability, genre-based scoring rubric,
writing assessment

Introduction
Writing assessment is a systematic procedure of judging a piece of writing, or a
composition by using a particular technique. It is a procedure to find information
whether learning takes place (Bachman & Palmer, 2010; Brown, 2004). When the

175

176 | The Rater Reliability of an Argumentative Writing Assessment
assessment is directed to identify students’ achievement, called assessment of
learning (Lee, 2017), it refers to a procedure to identify whether the learners have
achieved the instructional goal after a certain period of learning time, or after a unit
of lesson in the instructional program classified as summative assessment. This kind
of assessment is focused on measuring learning outcomes for reporting and
administrative purposes (Lee et al., 2019). For this purpose, the assessment
instrument is designed to measure the learners’ writing performance by using a
scoring rubric (Blaz, 2001). The results of such assessment of learning (AoL) are in
the forms of scores/grades that serve as evidence of students’ competence (Brown,
2004; Lee, 2017). Other important terms in the context of assessment are
assessment for learning (AfL) and assessment as learning (AaL), which are referred
to as formative assessment. Common practices of formative assessment in writing
classes are in the forms of giving a task, and then responding to the students’ work
by giving feedback which can be in the form of teacher feedback, peer feedback, and
self-feedback. The assessment is focused on identifying whether students make
progress. In some cases, giving feedback may accompany scores in formative
assessment (Brown, 2004) because identifying progress would need valid and
reliable evidence in the forms of scores. The procedure can be used primarily to find
out the effectiveness of the teaching and learning process or the instructional
program.
In the context of teaching writing of different text types, Genre-BasedApproach (GBA) gives the concept that different types of texts, or genres, are used
to carry out different purposes (Badger & White, 2000). Therefore, teaching EFL
learners to write an argumentative essay is basically teaching them to be aware of
the purpose of an argument, that is, to persuade audience (the readers). When
assigned to write, a writer is required to think of three essential elements: the
subject, the purpose, and the audience (Hartfiel et al., 1985). The subject refers to
what is being discussed (the topic), while the purpose means the intended social
function of the text being produced, such as to explain, to describe, to argue, and
many others (Anderson & Anderson, 1997; Emilia, 2010; Wong, 2010). The audience
means the target readers or those who are supposed to read the essay. So, teaching
argumentative writing means teaching students to communicate in written
language by understanding the social function of the text, the generic structure, and
the rules and conventions of written language or the linguistic features of an
argumentative essay, and the vocabulary, or technical terms/register that is used in
the genre. From the teacher’s point of view, teaching means expecting the students
to learn knowledge and/or skills, while learning means the process of acquiring and
developing knowledge and/or skills. Consequently, to ensure that students have
learned, assessment should be done systematically to identify whether they have
made progress or have achieved the instructional goal of the writing program.
Theoretically speaking, assessing writing means assessing productive skills,
which is different from assessing receptive skills such as reading and listening
comprehension, where the scoring procedure can be done objectively using a
prepared answer key. Assessing writing to measure students’ achievement is totally
different in terms of the scoring procedure. This is because the scores come from the
raters’ subjective judgment showing the degrees of quality of the students’
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performance. The scoring is not given on a right or wrong basis (Blaz, 2001;
Gronlund & Waugh, 2009; O’Maley & Pierce 1996). Therefore, this is the most
challenging job for teachers to measure students’ writing achievement as they have
to use a valid and reliable instrument to guide them to assign scores. As a matter of
fact, however, it has been observed that not many teachers of writing use or make
their own scoring rubric to assess their students’ essays. There are few language
teachers/lecturers who can explain clearly and operationally how they assess their
students’ success (Thirakunkovit, 2019), and how the scores, as a result of their
judgment, precisely measure the students’ competence level. Some teachers might
use implicit criteria to measure their students’ achievement based on their general
impression or their feelings on the quality of the essay.
A major concern in writing assessment has been connected to the fact that the
score comes from the rater’s subjective judgment, so it concerns rater reliability. It
refers to the consistency of a rater in rating essays classified as inter-rater and intrarater reliability (Dobrić, 2018). The first refers to the degree of closeness of two
raters in judging the same essays, while the latter means the consistency of a rater in
rating the same samples of essay in the first and second reading (Hartfiel, 1985;
Jacobs et al., 1981). Rater reliability is expressed with a reliability coefficient which
falls between 0.00 and 1.00. The closer to 1.00 the better it is because it indicates a
high degree of closeness between two raters, or that of one rater in two rating
sessions of the same essays.
To achieve rater reliability, it is important to remember that different genres
have different characteristics, and therefore, for such a purpose, developing a
scoring rubric for a certain genre is essential. Previously, Jacobs et al.’s ESL
Composition Profile (1981) has been known as a good scoring rubric and has been
adopted by teachers and researchers. It has also been reported to show relatively
high inter-rater reliability. A current research project developing scoring rubrics
was conducted by Yamanishi et al. (2019). They developed a rating scale for
summary writing characterized as “hybrid” as it offers a choice of analytic and
holistic measures. It confirmed its applicability of the rubric to EFL classes. Park
(2015) also developed both analytic and holistic rating rubrics for Korean EFL
students’ essays. The comparison between the two different rater groups: Korean
Non-native English Speaking (KNES) and Native English Speaking raters (NES)
indicated that the two scores were statistically different. The KNES rated more
harshly compared to their NES (Native English Speaking) counterparts in assessing
argumentative essays. It can be predicted that there might be another factor that
makes it difficult to achieve expected rater reliability. DeLuca et al. (2019) assert
that differences in scoring might be due to the different approaches to classroom
assessment and mindset of the teacher/rater. Becker (2016) conducted research by
assigning students to participate in developing a scoring rubric. It was found that
the holistic scores on the post-test summary writing task were significantly higher
for those students who participated in the development and/or application of the
scoring rubric.
A research project developing a teacher-made writing test using analytic
scoring rubric was reported by Mukminatien (1993) in EFL writing classes. The test
was developed for measuring students’ ability in writing an argumentative essay in
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undergraduate classes. It showed that the intra-rater reliability of the assigned two
raters was 0.80 (Rater 1) and 0.86 (Rater 2), while the inter-rater reliability of the
two raters was relatively low (0.53) with p < .001 although it showed statistical
significance. Measuring other essay types by using Jacobs et al.’s ESL Composition
Profile showed that the inter-rater reliability coefficient was 0.74 for expository
writing scores and 0.58 narrative writing scores, and 0.89 for rhetorical quality with
a significant level 0.05 (Mukminatien, 1997). The low rater reliability might be due
to the fact that the ESL Composition Profile was made as a one-for all writing
assessment instrument in that the analytic scoring rubric can be used to measure all
types of essays; the standards and criteria in each component apply to all genres. So,
perhaps it was not sensitive to assess a certain type of genre having different
characteristics/features. Theoretically speaking, the different scores might also be
caused by the teachers’ approaches to assessment as influenced by their beliefs
about learning (DeLuca et al., 2019).
Assessing an argumentative essay ideally should use a scoring rubric that
contains the typical generic features of the genre: claim (as stated in the thesis
statement), arguments (logical reasoning) to support the claim, counter argument (the
opposing points of view, and refutation to argue against the opponents. Jacobs et al.’s
(1981) ESL Composition Profile might be ineffective to be used in scoring an
argumentative essay since it applies to all genres. Smalley et al. (2001) state that an
argumentative essay without refutation is considered ineffective because the writer
is only concerned with his/her own opinion without considering the opponents’
point of view, or there is no argument against the opponents. Thus, refutation is an
essential feature to make an effective argument that should be accommodated in
argumentative writing assessment.
For classroom purposes, it is obvious that achievement assessment to measure
students’ ability to write an argumentative essay needs an appropriate instrument
that precisely assesses what the students have learned, which means assessing the
finished/final product after a certain period of learning time. Basically, developing a
writing assessment instrument covers making a writing prompt and a scoring rubric. A
writing prompt is an instruction that asks students to write an essay based on a
given context or situation with some information of expected requirements, while a
scoring rubric is a profile containing a list of specific criteria that should be
performed by the students (Blaz, 2001). In this context, a suitable rubric should be
specifically designed to measure students’ argumentative essay containing the
specific features of the genre.
A scoring rubric can be designed by adopting two kinds of approaches: analytic
scoring rubric and holistic scoring rubric. Analytic scoring rubric is a rubric that
contains components of an essay with features of the genre, each of which contains
the descriptors/criteria of performance. Each component is scored separately, and
thus, the final score comes from the sum of the sub scores, as used by Hartfiel et al.
(1985) and Jacobs et al. (1981). A holistic scoring rubric, unlike an analytic scoring
rubric, is a rubric where the scoring procedure is based on a set of criteria of the
essay as a whole without separating the components of the essay (Brown, 2004;
Harmer, 2015; O’Maley & Pierce, 1996). The score in holistic scoring procedure is
given on the basis of the general impression of the rater on the essay as a whole, but
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not based on each component of the essay. So, the rater directly comes to the final
score without summing up sub scores.
The scoring rubric is developed by accommodating the description of the
criteria as performance indicators. The implication of adopting Genre Based
Approach to argumentative writing assessment, or Genre Based Scoring Rubric
(GBSR) is that the assessment criteria should cover all the necessary features and
components of an argumentative essay. The rating scales may vary depending on
which range the teacher wishes to adopt. The necessary features of GBSR are claim,
argument, counter-argument, and refutation and the common components of
writing such as the grammatical accuracy, suitable word choice or appropriate
terms/registers, and the mechanics required for formal writing (punctuation,
capitalization, spelling, and paragraphing).
Helping raters provide evidence of rater reliability means helping them to
guarantee that the scoring procedure is based on pre-determined criteria in line
with the instructional objectives and in line with the characteristics and features of
an argumentative essay. Thus, estimating rater reliability in assessing writing for a
specific genre is essential. This project was carried out to provide and guarantee
writing assessment with its reliable scores in EFL classes. This is important to help
provide writing teachers with a model of developing an argumentative writing
assessment and to score students’ essays using GBSR. Concerning the need to
provide rater-reliability evidence, this project was directed to estimate the rater
reliability of scores obtained from an argumentative writing test developed by a
group of argumentative writing teachers in the Department of English at
Universitas Negeri Malang. It is expected that the research project would provide
teachers of writing with a valid and reliable instrument to use. Theoretically, this
project would also provide writing teachers with concepts, or the underlying
theories that are vital to the teaching of writing and assessing writing in the
instructional program. When the teaching, assessing, and scoring procedures were
done properly, it would ensure the validity and reliability of the instrument to
measure students’ achievement (Dobrić, 2018).
This project was limited to the analysis of scores obtained from teacher-made
argumentative writing test using GBSR to find its rater reliability coefficient.
Pertaining to the process of constructing the test, it was limited to measuring
classroom writing achievement of EFL students taking Argumentative Writing
course using an analytic scoring procedure. Twenty-eight essays were taken from
the Final Test of Class A in the second semester of 2019 -2020 academic year at the
English Department, Faculty of Letters, Universitas Negeri Malang.

Method
This research project employed correlational analysis, which was intended to
estimate the rater reliability of an argumentative writing assessment using GBSR. It
covered two main activities: developing the assessment instrument in the form of an
argumentative writing Final Test and measuring the rater reliability using the
instrument. Based on the theories of writing assessment and the distinct
characteristics of an argumentative writing (Brown, 2004; Harmer, 2015; O’Maley &
Pierce, 1996; Smalley et al., 2001), 3 writing teachers worked in a team in the first
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semester of 2019/2020 academic year following these stages: identifying the
instructional goal based on the course description and formulating the instructional
objectives and syllabus of an argumentative writing course, developing the writing
prompt on selected topics, developing the scoring rubric, employing peer review for
validation, administering the assessment instrument, and finally estimating the
rater reliability, as illustrated in Figure 1.

Figure 1. The Steps in Developing Argumentative Writing Assessment
Instrument
Identifying the Goal of the Argumentative Writing Course
Before developing the writing prompt and the scoring rubric, the first stage
was examining the course description of Argumentative Writing (English
Department, 2020, p. 41) as follows.
The course is designed to develop the students’ ability to present logical reasoning,
strong and convincing arguments, as well as critical analysis and judgment in two
types of essays: opinion and argumentative essays. The content of the course covers
the structure of an opinion essay; the structure of an argumentative essay, the way
to convince readers by providing reasons or arguments from the author’s side (in an
opinion essay) and both from the author’s side and the opponents’ side (in an
argumentative essay); the types and discourse markers used in opinion and
argumentative essays; and the underlying syllogism to build an effective argument.

Based on the course description, a syllabus (Course Profile) was developed by
referring to supporting theories of instructional design (Brown, 1995; Finney, 2002;
Marzano & Kendall, 2007; Nation & Macalister, 2010). Then it was followed by
aligning the instructional objectives with the course description, which means
ensuring the content validity of the writing test. The ultimate goal of this course is
to develop students’ ability in writing an argumentative essay effectively. After that,
based on the distinct characteristics of an argumentative essay and the components
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of a good essay, the genre-specific goal and its instructional objectives were
formulated as follows.

Goal
The students are able to write an argumentative essay to respond to an issue
effectively, correctly, appropriately, and coherently by employing the required
features of the genre.

Instructional Objectives
a) develop ideas to convince the readers effectively, supported with logical reasoning,
provided with evidence, details and/or examples
b) organize ideas smoothly, logically, and coherently starting from providing relevant
background, writing a thesis statement (claim) explicitly in the introduction,
supporting claim with logical reasoning (argument), refuting the opponents
(counterargument-refutation) in the body paragraphs, and making a logical
conclusion.
c) write English sentences correctly to express meaning effectively, (S-V agreement,
tenses, articles, pluralization, preposition, effective complex/compound and/or
complex-compound sentences, and other relevant grammar as required).
d) choose suitable vocabulary (register), and use appropriate sophisticated words.
e) use correct mechanics (spelling, punctuation, capitalization, and paragraphing)
The instructional objectives as the indicators of students’ ability in writing an
argumentative essay were used as the components, or features, of an argumentative
essay in the scoring rubric.
Developing the Writing Prompt
The Writing Prompt was developed by considering and selecting the issues
available in the students’ textbooks (Oshima & Hogue, 2007; Smalley et al., 2001)
and those from authentic sources as follows.
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Developing the Scoring Rubric
Based on the instructional objectives, the scoring rubric was developed by
including the features of an argumentative essay and the instructional objectives as
the components (Appendix 1).
To measure the student’s achievement, a scoring rubric as a measuring guide
was prepared for grading. The rubric was carefully developed so that the result of
assessment would give valid and reliable evidence of the students’ achievement.
Before developing the scoring rubric, the goal and the instructional objectives stated
in the Course Profile were examined because the instructional objectives would
serve as performance indicators that would be used to formulate the scoring criteria.
Based on the goal and instructional objectives, the components in the scoring rubric
or the criteria/indicators of performance were formulated as shown in the blue print
in Table 1.
Table 1. The Blueprint of the Argumentative Writing Assessment
The purpose of the assessment:
The assessment is directed to measure the students’ ability in writing an argumentative
essay effectively, correctly, appropriately, and coherently by employing the required
features of an argumentative essay.
Essay Components:
Description:
(The components were
(the criteria for qualified argumentative essay)
developed on the basis of the
instructional objectives)
• demonstrate sufficient (comprehensive) knowledge on
the issue
• support the claim logically with complete evidence
1. Content
and details/examples (statistical/anecdotal/research
evidence)
• refute opposing points of view effectively
• show convincing arguments
• employ complete argument features (claim-argumentcounterargument-refutation)
2. Organization
• use deductive rhetorical development
(The argument features of
• show coherence by using suitable DMs (Discourse
an argumentative essay)
Markers) and cohesive devices
• provide a logical conclusion
• use effectives sentences (effective complex/compound
or complex-compound sentences, S-V agreement,
3. Language use
correct verb tenses, the passive, and other appropriate
grammar items as required)
• use suitable words/technical terms/concepts/
4. Vocabulary
appropriate registers (effective word choice)
• choose appropriate sophisticated words
• punctuate sentences correctly
• write correct spelling
5. Mechanics
• use capital letters where necessary
• indent the first sentence of paragraphs consistently
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Based on the blue print, the scoring rubric was developed by using the
description of the criteria as performance indicators. In the GBSR, the assessment
criteria should cover all the necessary features and components of an argumentative
essay. The rating scales ranged from 1-100, but the minimum score was set to 30
since there was no zero score as all the students did write their essays. To conclude,
the GBSR consisted of the necessary features of an argumentative essay, and the
common components of writing such as the grammatical accuracy, the suitable
vocabulary choice relevant to the issue, and the commonly required mechanics
applicable for formal writing (punctuation, capitalization, spelling, and
paragraphing).
Administering the Instrument
Before the writing instrument was used to assess the students’ achievement,
the instrument draft was peer reviewed by two team members who were not
involved in making the test. Then it was revised and tried out to undergraduate
students of a different group in the English Department taking an Argumentative
Writing course in the first semester of 2019/2020 academic year. The try out was
carried out for evaluative purposes in terms of three aspects: appropriateness,
comprehensibility of the direction, and the time needed for finishing the test. Minor
revision was made based on the feedback from peer review by modifying the choice
of issues/topics and time allotment for the test, and the scoring rubric was modified
to integrate mechanics into the component of language use.
Rating the Essays and Estimating the Rater Reliability
After the writing test was administered, the 28 essays completed by the
students were blind rated by two raters working independently following several
procedures. Firstly, training was done before the real rating by assigning the two
raters as team members to work independently. The training started with 5 sample
essays taken randomly from the 28 essays and rated by the two raters using the
GBSR, and then the scores were examined to observe the existing score differences.
Since the rating scale ranged from 1-100, ten-point tolerable differences were agreed
upon. More than 10 point differences would require discussion to find out what
made the differences, and then they had to read the scoring rubric again and try to
rerate the essays and learn to rate 5 more samples. They continued rating after score
differences were <10 points. Two out of five sample essays showed score differences
of more than 10 points (11 points and 14 points). Therefore, they discussed to find
out the problems. It was found that they made different judgments on punctuation
problems that made different meanings in a sentence. Discussion was done, and
they agreed to the fact that wrong punctuation violated the intended meaning, and
thus the essays should have got low score in the component of language use.
To estimate intra-rater reliability, each of the two raters first did self-training
using the same samples. It was directed to identify the score consistency of each of
the raters scoring the same papers in the first and second reading. The raters’ rating
of the same samples did not produce score differences of more than 10 points, which
means they could continue rating all the 28 essays to be used to estimate the intrarater reliability.
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The inter-rater and intra-rater reliability coefficient were obtained by
correlating the two sets of scores. The inter-rater reliability was analyzed by
correlating the two sets of scores from Rater 1 and Rater 2 rating the same set of
essays. Meanwhile, estimating the intra rater reliability of Rater 1 and that of Rater
2 was obtained by using the same correlational analyses of the two sets of scores
from Rater 1 obtained from the first and second reading. The same procedure was
done for finding the intra-rater reliability of Rater 2. The correlational analysis was
carried out using Pearson Product Moment correlation utilized by IBM SPSS
version 26, 2019. Based on the significant correlation between the two sets of scores,
both inter-rater and intra-rater reliability coefficient showed the rater reliability in
scoring the argumentative essays.

Findings and Discussion
The results of the statistical analysis show the reliability coefficient indicating
the degree of closeness of the scores between two raters (inter-rater reliability) in
scoring the same set of essays done independently, and the intra-rater reliability
coefficient shows the consistency of one rater rating the same essays in the first and
the second reading. The statistical analysis showed that the correlation coefficient
between Rater 1 and Rater 2 was 0. 967 (p is 0.00), which was lower than 0.01. It
showed that the inter-rater reliability is high indicating the high degree of close
agreement between Rater 1 and Rater 2 in judging the same essays based on the
same scoring rubric. The intra-rater reliability coefficient of Rater 1 was 0.994 (p =
0.00), and the intra-rater reliability of Rater 2 was 0.999 (p = 0.00). In this rating,
Rater 1 read the same essays twice and so did Rater 2. The result showed the
consistency of each rater rating the same essays in the first and second reading
sessions. The complete results of the statistical analysis are provided in Appendix 2.
The correlation coefficient indicates that the inter-rater reliability and the intrarater reliability of both raters are high. All of the correlation coefficients are
statistically significant (p is 0.000), which is lower than 0.01. Pertaining to the interrater reliability, it is evident that Rater 1 and Rater 2 were successful in showing a
close agreement in judging the same essays. Similarly, the intra-rater reliability of
Rater 1 is as high as that of Rater 2. It means that both raters show their consist ency
in scoring the essays which might be as a result of training in the pre-rating session.
Also, it indicated that they have sufficient knowledge of the features of an
argumentative essay. Previous study showed evidence of < 0. 90 reliability using
Jacobs et al.’s ESL Composition profile (Hartfiel et al., 1985; Jacobs et al., 1981).
So far, issues on rater reliability are rarely given attention by writing teachers
for regular teaching and learning process in English classes. Current research on
teachers’ conception of writing assessment and their practices shows that they use
different scoring procedures to measure their students’ achievement (Mukminatien,
2020). They believe that classroom teachers have been experienced in rating their
students’ writing performance by using intuitive and impressionistic practice in
assessment using their “implicit” criteria. Therefore, there is no evidence of raterreliability yet concerning writing assessment. The GBSR for measuring students’
argumentative essay in this study could serve as a ready- for-use scoring rubric as it
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can produce reliable scores when the raters are well trained. Thus, teachers would
be able to perform their consistency in scoring based on the predetermined criteria
as a requirement for quality assessment (Dobrić, 2018; Hartfiel et al., 1985; Jacobs et
al., 1981).
The consistency in scoring might be possible to achieve due to the fact that the
GBSR accommodates the distinct characteristics of an argumentative essay; so, it is
easier for the raters to grade when the rubric is focused on one particular genre. In
addition, before scoring the essays, a training or try-out session was done to ensure
that consistency could be achieved during the scoring session. The high consistency
could also be possible to achieve when the criteria are clear and the rating scale is
not complicated (Mukminatien, 1997). Interrater reliability might also be affected
by different approaches depending on the background, training, and goals of the
rater (Ross & LeGrand, 2017). When a single approach is adopted resulting in a
focused scoring rubric, and adequate time is provided, it is likely that the
consistency of rating could be achieved.

Summary, Conclusion and Recommendation
In summary, this project was carried out to estimate the rater reliability of
argumentative essay scores. The scoring rubric was developed in line with the
generic features of an argumentative essay because it was specifically designed to
measure students’ ability in writing the target genre. It contains claim-argumentcounter argument-refutation. The GBSR covers four aspects/components to measure:
the content, organization, language use/grammatical accuracy including mechanics,
and vocabulary. The rating scale ranges from 1 -100 points, but the lowest score was
30 points as there was no zero score. The procedure was done by firstly having a
self-training of two raters before the actual scoring using GBSR. Then the two
raters rated five essays selected randomly. Post scoring discussion was done to come
to a close agreement in judging the essay followed by re-reading and re-scoring until
they achieved a close agreement shown by the obtained scores showing < 10 point
differences. Finally, the real scoring was done and achieved highly significant
reliability coefficient.
The project comes to the conclusion that the inter-rater reliability and the
intra-rater reliability of both raters are highly significant. All of the correlation
coefficient results are statistically significant. It suggests that the scoring rubric is a
good measuring instrument as two raters found it easy to score students’ writings
using the rubric and they achieved a close agreement in judging the same essays.
Some suggestions are addressed to teachers and researchers of writing. It is
recommended that teachers of writing use the same scoring rubric for students in
parallel classes to guarantee that students’ grades are made on the basis of a valid
and reliable pedagogical and assessment tool in the instructional programs.
Considering that the GBSR used in this project is analytic in nature, where writing
performance is broken down into its components to score, another project needs to
be conducted to estimate rater reliability using holistic scoring rubric. This would
be beneficial to compare the results of analytic and holistic scoring rubrics to learn
which one is easier to implement, and which one provides a higher significant rater
reliability coefficient. Empirical work exploring the reliability of scoring in
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controlled time is also recommended to find more evidence of rater reliability across
different timed ratings. Interrater reliability might be affected by the different
approaches to reading the papers depending on the background, training, and goals
of the rater. In is also possible that score differences are caused by their beliefs
about learning and their approaches to assessment.
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APPENDIX 1
Genre Based Scoring Rubric (Version 1)
Argumentative Essay Scoring Rubric
Date:

Name:

No

Aspects

Weight

1.

Content: (3 points)
convincing, supported
with logical reasoning,
details, examples,
effective argument

3

2.

Text features: (2 points)
Relevant background,
explicit thesis
statement, provides
refutation and concede,
uses cohesive devices,
make a conclusion

2

3
4.

Language use: correct
grammar (2 points)
Mechanics: punctuation,
spelling, capitalization,
paragraphing (1point )
TOTAL:

Target Weight
Score
x
(100%) Target

Comments

2
1
FINAL GRADE:
=
8

8

Malang,

(

)
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Genre Based Scoring Rubric (Revised)
Argumentative Essay Scoring Rubric
Date:

Name:

No

Aspects

Weight

1.

Content: (3 points)
convincing, supported
with logical reasoning,
details, examples,
effective argument

3

2.

Text features: (2 points)
Relevant background,
explicit thesis statement,
provides refutation and
concede, uses cohesive
devices, make a
conclusion

2

3
4.

Language use: correct
grammar including
punctuations (3 points)
Vocabulary: suitable
word choice
TOTAL:

Target Weight
Score
x
(100%) Target

Comments

3
2
FINAL GRADE:
=
10

10

The Rater,

(

)
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APPENDIX 2
Data Analysis for inter-rater Reliability and intra-Rater Reliability
1. Inter-rater Reliability

RATER1

Mean
74.4643

RATER2

81.2857

Descriptive Statistics
Std. Deviation
15.84761
16.43135

N
28
28

Correlations
Pearson Correlation
RATER1

Sig. (2-tailed)
N

RATER 1
1

RATER 2
.967**

28

.000
28

Pearson Correlation
.967**
RATER2
Sig. (2-tailed)
.000
N
28
**. Correlation is significant at the 0.01 level (2-tailed).

1
28

The data was analyzed using SPSS (IBM SPSS version 26, 2019). Based on this
data, the inter-rater reliability is high. There was a strong, positive, correlation
between Rater 1 and Rater 2. The correlation is statistically significant as the
Pearson correlation coefficient, r, is 0.967 and p is 0,000 which is lower than 0,05.
2. Intra-Rater Reliability
Rater 1 Intra Rater Reliability
Correlations

SCORE1

Pearson Correlation
Sig. (2-tailed)
N

SCORE 1
1
28

Pearson Correlation
.994**
SCORE2
Sig. (2-tailed)
.000
N
28
**. Correlation is significant at the 0.01 level (2-tailed).

SCORE 2
.994**
.000
28
1
28

Based on this data, the intra-rater reliability is high. There was a strong
(perfect), positive, correlation between Score 1 and Score 2 of Rater 1. The
correlation is statistically significant as the Pearson correlation coefficient, r, is
0.994 and p is 0,000 which is lower than 0,05.
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Rater 2 Intra-Rater Reliability
Correlations

SCORE1

SCORE2

SCORE1
1

SCORE2
.999**
.000

N
Pearson Correlation

28
.999**

28
1

Sig. (2-tailed)

.000

Pearson Correlation
Sig. (2-tailed)

N
28
**. Correlation is significant at the 0.01 level (2-tailed).

28

Based on this data, the intra-rater reliability is high/ perfect. There was a strong
(perfect), positive, correlation between Score 1 and Score 2 of Rater 2. The
correlation is statistically significant as the Pearson correlation coefficient, r, is
0.999 and p is 0,000 which is lower than 0,05.
IBM SPSS version 26 64 bit ed, 2019
IBM Corp. Released 2019. IBM SPSS Statistics for Windows, Version 26. Armonk, NY: IBM
Corp.
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Prologue!
This writing is dedicated to Professor Ali Saukah, a senior faculty member who introduced me to
statistics in general and statistics in linguistics in particular, and to Professor M. Adnan Latief, another
senior faculty member who introduced me to thesis proposal writing during my study as an undergraduate
student at the English Department, Faculty of Letters, Universitas Negeri Malang (UM)
To begin with, this paper was actually a poster that I presented at ALANZ & ALANZ Conference in
2013 when I was in my second year of my PhD at the Schools of Linguistics and Language Studies, Victoria
University of Wellington, New Zealand. This paper reflects a significant part of my PhD which helped me to
find a direction of what to write (and what not to write) for my PhD thesis.
Enjoy the early ride of my PhD roller coaster!

Abstract
A lot of studies on L2 writing focused on linguistic accuracy. However, there are
only few studies that focus on deeper measure of L2 writers’ cohesion and lexical
proficiency. The purpose of this study is to measure cohesive devices and lexical
knowledge of second language (L2) English writer using first language (L1) English
writer as a benchmark. This paper addresses the following question: what are CohMetrix indices of L2 writing in terms of the seven variables of discriminant factor
analysis—hypernymy, argument overlap, motion verbs, word frequency, polysemy,
LSA givenness, and age-of-acquisition scores? The data were taken from a preservice teacher blog (L2 writer) and a world-renowned educator (L1 writer). The L1
and L2 writings were run into the computational tool and the results were then
being compared. The results of this study show that the seven variables of the
discriminant function analysis vary in the L2 written texts.
Keywords: Coh-Metrix tool, cohesion, lexical proficiency, automatic measures of
cohesion, L2 writer, L1 writer, discriminant function analysis

Introduction
The topic of automated measures of L2 writing has attracted considerable
interests recently due to potentially better efficiency and higher effectiveness of
computational measures compared to those of human raters. One of the many
language features scholars are interested in investigating is cohesion as it plays a
critical role in a text comprehension and becomes one of the important constructs
in ESL writing. One of the many tools created to assist language instructors of
English to investigate cohesion in a text is the Coh-Metrix tool
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(http://tool.cohmetrix.com or http://cohmetrix.com). By definition, Coh-Metrix is a system
for computing computational cohesion and coherence metrics for written and
spoken texts. The tools was developed by Danielle S. McNamara, Max M. Louwerse
and Arthur C. Graesser of University of Memphis, USA in between 2002 to 2005
(McNamara et al., 2002). The tool allows the users to better understand the
linguistic differences between L1 and L2 writers of English as well as to successfully
distinguish L1 and L2 texts based solely on lexical features (Crossley & McNamara,
2009). Lexical features refer to the 108 indices of the linguistics and discourse
representations of a text that the tool is designed to measure. The 108 indices are
categorized in 11 groups: Descriptive Indices, Text Easiblity Principal Component
Scores, Referential Cohesion, Latent Semantic Analysis, Lexical Diversity,
Connectives, Situation Model, Syntactic Complexity, Syntactic Pattern Density,
Word Information, and Readability (http://cohmetrix.memphis.edu/cohmetrixhome/
documentation_indices.html). Please refer to http://cohmetrix.com, the Documentation
section, to check more about the 108 indices the tool has.
Coh-Metrix also allows readers, writers, educators, and researchers to
instantly gauge the difficulty of written text for the target audience (Crossley et al.,
2008; Crossley, Louwerse, et al., 2007; Crossley, McCarthy, et al., 2007). McNamara
et al. (2002) state that Coh-Metrix is a tool that provides a wide range of
computational linguistic indices to meet the growing need for comprehensive and
automatic text analyses. This tool has been validated and has been proven reliable
to assess cohesion in text (McNamara et al., 2010). The features in the
computational tool also show predictive values in measuring the essay quality of
texts (Xu & Liu, 2016). Despite the availability of such tool, much is still unknown
about the use of the tool to compare texts written by L1 writers and L2 writers and
what pedagogical implications it may have for the teaching of English to the
speakers of English as a second or foreign language.
The present study is based on the research described in Crossley and
McNamara (2009) who studied lexical differences in L1 and L2 writing by using
Coh-Metrix. The present study follows the research procedures of the previous
study by gathering data to form two mini corpora. Further details are described in
the Method section. Blog entries were chosen as previous studies have mostly
investigated other forms of writing and blogs were rather marginalized. In the
present study, the Coh-Metrix tool is used to automatically evaluate lexical
knowledge and the use of cohesive devices in L2 (English) writing of an Indonesian
writer, and to compare these measures with those generated from one L1 writer.
Thus, the research question is formulated as follows: “Can indices of cohesion and
lexical diversity generated by Coh-Metrix be used to distinguish texts of L1 and L2
writers?” In brief, this study seeks to investigate if automatic measures of cohesion
and lexical proficiency are able to differentiate blog entries written by L1 and L2
writers and its pedagogical implications for the teaching of English in a second
language or foreign language context. In this study, the hypothesis to be tested is
whether the fifteen chosen indices were sensitive to the differences of blog entries
written by L2 and L1 writers.
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Method
Corpus Selection
Two corpora were created from two writers’ blog entries. One corpus is from
the blog entries of an L2 writer. The website is http://tantrialmira.wordpress.com. The
second corpus is created from an L1 writer’s. His blog entries are available at
http://jeremyharmer.wordpress.com. The two blogs are available online and thus, it was
assumed that the data mining from the two blogs is fine to be done. Blog was used
because they are accessible freely online and they recorded the writers’ reflection of
their day to day activities.
Data Analyses
To test the hypothesis whether the fifteen indices were sensitive to the
differences of blog entries written by L2 and L1 writers, the corpus from the two
blogs are analysed for indices of lexical knowledge and cohesion, and the results are
compared. The two blogs were chosen as they fulfil the aim of the study, comparing
texts written by L1 and L2 writers.
The data in the present study were gathered from selected blog posts of the
two writers. Thirteen blog posts were taken from two blogs. The thirteen blog
posts were selected because they are of the same lengths. Each of them consists of
about 500 to 15,000 characters after all the irregular characters were removed. The
data were then fed into the Coh-Metrix Tool. The cohesion and lexical indices in
the blog posts were tested using multivariate analysis of variance (MANOVA) to
understand whether or not the independent grouping variable (the L1 and L2
writers) simultaneously explain a significant amount of variance in the dependent
variable (the cohesion and lexical indices).
Indices Selection
As noted earlier, the present study is heavily oriented towards Crossley and
McNamara’s work (2009) because their study provides a robust base to understand
the nature of L1 and L2 texts and how they are important for the teaching of English
in ESL or EFL contexts. However, the present study bears some points making it
different from that of Crossley and McNamara. They reported that 7 out of 108
lexical indices helped them to understand the differences of the academic writings
of students whose native languages are English and those who speak English as
their second language. However, to understand the lexical diversity of L1 and L2
writers, the seven indices were not sufficient and they looked only at the argument
overlap, latent semantic analysis give/new, verb incidence, CELEX word frequency
for content words (mean), age of acquisition, polysemy and hypernymy for noun. To
investigate the lexical diversity of texts, more indices that are able to recognize it
needs to be added. The indices are lexical diversity (Type-Token Ration, content
word), Lexical diversity (Type-Token Ratio, all words), Lexical Diversity (MTLD,
all words), Lexical Diversity (VOCD, all words), CELEX Log frequency for (all
words, mean), and Concreteness for content words. Together, 15 indices are used to

The Changing Face of ELT: A Festschrift for Prof. Ali Saukah and Prof. M. Adnan Latief | 195

investigate the coherence and lexical diversity of the texts written by one L1 writer
and one L2 writer of English in the present study.
To better understand the present study, the differences of what was
investigated in Crossley and McNamara (2009) and the present study are presented
in Table 1.
Table 1. Differences between Crossley & McNamara’s Study & and the Present
Study
Crossley & McNamara (2009)

Present study

Investigate cohesion

Investigate cohesion and lexical diversity

Seven variables (indices)

Fifteen variables (indices)

Corpus of L1 (undergraduates in USA) & of
L2 (the International Corpus of Learner
English)

Blog posts of L1 (a teacher and trainer in
English Language Teaching) & of L2 (an
Indonesian English teacher)

Academic writing/argumentative essays

Blog writing

In the study, Crossley and McNamara (2009) found two important points (see
Table 2). First, L1 writers use a bigger number of argument overlap or index #29
(the overlap of noun in one sentence and the same noun in another sentence), verb
incidence or index #85, polysemy or index #102 and hypernymy for nouns or index
#103 than the L2 writers. Second, L2 writers use bigger number of LSA or index
#46, CELEX word frequency for content words (mean) or index # 94, and age of
acquisition or index # 97.
Table 2. Cohesion Indices (Crossley & McNamara, 2009)
Indices
Index # 29: Argument overlap

L1 > L2

Index # 46: Latent Semantic Analysis (LSA) give/new

L1 < L2

Index # 85: Verb incidence

L1 > L2

Index # 94: CELEX word frequency for content words, mean

L1 < L2

Index # 97: Age of acquisition

L1 < L2

Index # 102: Polysemy

L1 > L2

Index # 103: Hypernymy for nouns

L1 > L2

To understand the lexical diversity of the L1 and L2 texts, we need more than
the seven indices mentioned above. The additional eight indices can be seen in Table
3. Index number 48, for example, is called Type-Token Ratio (TTR). TTR is the
number of unique words (called types) divided by the number of tokens of these
words. Each unique word in a text is considered a word type. Crossley and
McNamara's study (2009) also showed that L1 texts have more TTR than L2 texts.
Thus, L1 texts are usually higher in lexical diversity than L2 texts (see Table 3).
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Table 3. Lexical Indices and (Crossley & McNamara, 2009)
Indices
Index # 48: Lexical diversity, Type-Token Ratio, content word lemmas

L1 > L2

Index # 49: Lexical Diversity, Type-Token Ratio, all words

L1 > L2

Index # 50: Lexical Diversity, MTLD, all words

L1 > L2

Index # 51: Lexical Diversity, VOCD, all words

L1 > L2

Index # 95: CELEX Log frequency for all words, mean

L1 < L2

Index # 99: Concreteness for content words

L1<L2

Index # 104: Hypernymy for verbs

L1 > L2

Index # 105: Hypernymy for noun and verbs

L1 > L2

To conclude, 15 indices out of 108 indices from Coh-Metrix were chosen
because previous related studies have showed that they were able to differentiate L1
writing from L2 writing (Crossley & McNamara, 2009, 2010; Kyle, 2011; McNamara
et al., 2010).

Findings and Discussion
What do Coh-Metrix 2.0 and MANOVA tell us about the cohesion and lexical
properties?
The data (see Table 4) show that there are two important key findings. First,
only two cohesion indices show significant differences: argument overlap and verb
incidence in the mini corpus of one L1 writer and one L2 writer’s blog posts. Second,
only two lexical indices reach statistical differences: Lexical diversity, MTLD (all
words) or index #50 and Lexical diversity VOCD (all words) or index #51.
Table 4. Current Study versus Crossley & McNamara (2009)
Current
study

Crossley & McNamara
(2009)

Argument overlap, #29

L1 < L2

L1 > L2

Verb Incidence, #85

L1 < L2

L1 > L2

Lexical diversity, MTLD, all words #50

L1 > L2

L1 > L2

Lexical diversity VOCD, all words, #51

L1 > L2

L1 > L2

Indices

With regards to cohesion indices, previous study (Crossley & McNamara,
2009) showed that L1 writers’ argument overlap and verb incidence indices were
higher in their study, while the present study showed opposite results. The L1
writer’s arguments overlap and verb incidence indices were lower than those of L2
writer. This disparity may result from the genre of the writing being investigated.
Crossley and McNamara (2009) used argumentative essays and the present study
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used blog posts. In other words, students arguably need more argument overlaps
and verbs when they wrote argumentative essays than when they write blog posts
that are more casual than argumentative essay. In other words, the cohesion indices
show that the L1 writer appears to produce more cohesive texts than the L2 writer
does and the L2 writer seems to use more verbs or more spatial cohesion than the L1
writer does. Thus, the L1 writer appears to be more casual in organizing the texts
(few argument overlap) and to expect the readers to have a sound knowledge to
understand the texts (few verb incidences). In addition, the L2 writer seems to have
a formal writing or text organization (greater argument overlap) and to use more
cohesion devices (more verb incidences) to assist the readers to better understand
the texts. These findings are in line with what have been found by Graesser and
McNamara (2011); McNamara et al. (2010); and O’Reilly and McNamara (2007).
In terms of the lexical diversity indices, the finding of the present study is in
line with Crossley and McNamara’ study (2009). This consistency shows that these
two lexical indices are sensitive toward the texts it automatically assessed. The
automatic tools consistently show that L2 writers’ texts have lower lexical diversity
compared to L1 writer’s texts. In brief, the lexical indices show that the L1 writer
seems to have more diverse lexicon than the L2 writer does and the L2 writer
appears to use less diverse vocabulary than the L1 writer does. Secondly, the L2
writer seems to have a formal writing or text organization (greater argument
overlap) and to use more cohesion devices (more verb incidences) to assist the
readers to better understand the texts. These findings are in line with what have
been found by Graesser and McNamara (2011), McNamara et al. (2010), and
O’Reilly and McNamara (2007).
Together, these findings show that the cohesion and lexical diversity indices
are sensitive not only to the writers of the texts, but they are also sensitive to the
type of texts the writers wrote (McCarthy et al., 2019).

Conclusions and Implications
It can be concluded that in terms of practicality, teachers of English as a second
or foreign language may find Coh-Metrix useful to show to their students how L1
and L2 texts are different. From this point, the teachers of English, especially
teachers of writing course, can make use of the comparison to improve the students’
writing cohesion and lexical diversity. As noted by Crossley and McNamara (2009),
textual cohesion is a critical aspect of successful language processing and
comprehension and is premised on building connections between ideas in text.
Daller et al. (2003) also noted that lexicon is crucial because it correlates with
academic achievement. Hence, both cohesion and lexical diversity are essential as
they help teachers better understand and improve their students’ English
proficiency. To conclude, in the field of assessment, Coh-Metrix is a powerful tool
to measure L2 writing.
However, because the study is a case study with only two subjects, one L1
writer and one L2 writer, generalization of the study to other contexts has to be
done with caution. Second, the sample texts are relatively low in number and thus it
raises a question of generalizability. Hence, future studies using Coh-Metrix may
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benefit from using large corpora and address not only cohesion and lexical indices
but also the rest of the indices.

Epilogue!
Dear readers,
Now that you have read my chapter for the festschrift for Professor Ali Saukah and Professor M.
Adnan Latief based on my early ride of my PhD roller coaster, what do you reckon?
What crossed my mind were “statistics is not everyone’s cup of tea” and “thesis writing is challenging”.
However, I am pleased that I am not afraid of numbers, mathematics, and statistics because nowadays
everyone is supposed to work with and understand statistics so that they will be able to understand how much
of the world works. I also love reading, thinking critically, doing research, and writing the results of the study
to be shared to other teachers as parts of my professional development.
Pak Ali Saukah and Pak Adnan Latief, thank you for introducing me to statistics and thesis writing.
May God always bless both of you with health and wisdom.
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Testimonials
“Pak Ali Saukah in Haiku:”
A statistics class
A professor of virtue
A man of justice
“Pak Adnan Latief in Haiku:”
A kind soul, I know
Who’s always sure of himself
Life lessons to learn"
~ Anik Nunuk Wulyani
I have known pak Ali and Pak Adnan since I was in my first year studying at IKIP
Malang. Both Pak Ali and Pak Adnan are inspiring figures in the English
Department and their dedication in ELT and Research in some ways has shaped a
pattern that I follow. In terms of personalities, I learned a lot about firmness from
Pak Ali and about flexibility from Pak Adnan, two characters that color me
academically and professionally. Thank you very much Pak Ali and Pak Adnan. Be
happy and stay healthy, as always.
~ Bambang Yudi Cahyono
Pak Ali and Pak Adnan are genuinely concerned about their students' learning. They
work hard to ensure that their students are well-equipped with the materials being
taught in class. They never hesitate to give additional resources and constructive
feedback, and they speak in the kindest manner to those who are struggling. No
one can say goodbye to these outstanding teachers, for they forever stay in the
hearts of their students: "Thank you, Pak Ali and Pak Adnan, for all the hard work
and efforts you have put in to make us who we are today. We will remember you,
always."
~ Flora Debora Floris
Thanks a lot for being such good academic role models. May Allah bless your
awesome retirement. Aamiin.
~ Harits Masduqi
“Duo Bapak”
Pak Adnan dan Pak Ali? Atau, Pak Ali dan Pak Adnan?
Prof Adnan dan Prof Ali? Atau, Prof Ali dan Prof Adnan?
Bagiku, kedua Bapak adalah sama-sama Begawan
Yang selalu menjadi sosok andalan dan panutan
Di pengajaran, penelitian dan setiap kegiatan Jurusan
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Sungguh waktu dan masa cepat berlarian
Terasa singkat momen-momen kebersamaan
Masih kurangku melamar pengetahuan
Masih belumku menyunting pengalaman
Masih banyakku memerlukan bimbingan
Untuk menjadi yang tidak amatiran
Beriringan bersama teman-teman
Bergandengan, berdampingan dalam arak-arakan
Atas nama kebersamaan dan kemajuan
Atau demi pemeringkatan
Yang sungguh memerikan
Pak Adnan dan Pak Ali, atau Pak Ali dan Pak Adnan
Meski sangat ingin menghentikan kepurnaan
Dan berpartisipasi mengajukan keberatan
Dengan penuh keengganan
Terima kasih tulus saya haturkan
Untuk segala bimbingan, kenangan, dan kesahajaan
Mohon maaf juga tersampaikan
Untuk segala jenis keonaran, kegaduhan, dan kegagalan
Semoga tercurahkan kebahagiaan dan keharmonisan
Dulu, sekarang, dan juga di masa depan
Salam dari Maya
Singapura, 31 Januari 2021
~ Maria Hidayati
I was a student of both pak Ali and pak Adnan, in my undergraduate as well as
graduate (S3) studies. I know them both as excellent lecturers and ones who
respect their students, with never unkind words to those who make mistakes in
their classes. They are experts in courses which many consider hard, yet they have
so much patience in handling students who have difficulties comprehending their
explanations and doing the tasks they gave. I wish them both many, many more
years of blessed dedication to education, especially to Higher Education in
Indonesia, so that many more people will benefit from their unconditional, priceless
guidance.
~ Mirjam Anugerahwati
Prof. Ali and Prof. Adnan, thank you very much for your contributions to the field of
ELT and allow us to learn from you. Best wishes to you and your family.
~ Nova Ariani
Pak Ali and Pak Adnan have been role models for me as a student as well as a
younger faculty member. I remember when I took my research courses back during
my undergraduate study under their guidance as the course conveners, I took
Introduction to Research Methods, Research Statistics and Thesis Proposal
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Seminar with Pak Ali, and Introduction to Thesis Writing with Pak Adnan. I was
lucky to have been taught by two senior professors who are well knowledgeable
and well recognized in the areas. After I graduated in 2004, I met again with both of
them in 2006 when I got accepted as a faculty member at the English Department. It
was just a short while before I had to leave for my Master's study. Coming back in
2009, I began to interact more frequently with Pak Ali and Pak Adnan. I noticed
how hectic their schedules were with meetings in the capital city discussing
national standards of education, delivering workshops in many places, going to
different parts of Indonesia for accreditation assessment, while still teaching classes,
supervising undergraduate and graduate students, conducting research and so on.
And they have been doing these so consistently for the past tens of years. It goes
without saying that I've learned tremendously from them on work ethics and giving
contribution to the nation while at the same time keeping healthy and being a
family man. I will always keep them in my prayers and wish them good health and a
more peaceful, happier life upon retirement. Still, see you around, Profs, in classes,
forums, social gatherings, social media, etc. :')
~ Nur Hayati
I have known Pak Ali Saukah and Pak Adnan Latief since I studied at the English
Department of Malang State University in 1981. Both are disciplined and kind
teachers. Pak Ali Saukah, besides teaching me English skills, also instilled discipline
in learning foreign languages. I admire Mr. Adnan Latief for the way he taught us
qualitative research and also his trust in me so he was willing to provide a reference
letter for me to continue my doctoral studies abroad. Thank you very much, Pak Ali
and Pak Adnan.
~ Novi Prihananto
I met Professor Ali Saukah, M.A., I called him Pak Ali, in the Post Graduate Program
(Program Pasca Sarjana) Universitas Negeri Malang in 1991 when I continued my
study in the Doctoral Program. For my Dissertation, I chose three names as my
supervisors: Prof. M.F. Baradja, M.A., the late Prof. Nuril Huda, and Pak Ali. When I
was walking along in the corridor of the teaching staff room and administration
section, I met him walking out of his room, and I stopped to greet him, then I said,
“Saya milih Pak Ali untuk Pembimbing 3 Pak. Tadi saya sudah mengisi
formulir.”
AS: “Saya apa sudah bisa jadi pembimbing disertasi, ya?” Realizing that he just
returned from Iowa and got his Ph.D, but not a professor, yet.
N: “Bisa pak, sebagai Pembimbing 3 boleh.”
Then he smiled.
N: “Bersedia ya Pak?” I continued.
AS: “OK, kalau memang gak papa.”
N: “Terima kasih Pak.”
N:

Then I moved to another classroom for the next lecture. There were only 5 students
in my batch, and I was the only female student in the room, as usual. While waiting
for our lecturer to come, one of my classmates, from Makasar asked me, “Milih
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pembimbing siapa?” I mentioned the three names. Unexpectedly all of them said,
“Ha? Pak Ali? Yakin milih Pak Ali? Gak wedi?” One of them asked me curiously.
“Jarene medeni lho wong iku. Yakin?” I said confidently, “Yakin.” I smiled and told
them. “Pak Ali itu bisa statistics, dan penelitianku memerlukan statistics. Jadi pasti
aman to?” One of them said. “Uwong podo ndonga aja sampe oleh Pak Ali. Lagek iki
aku krungu wong milih Pak Ali dengan sengaja.” I said, “Aku gak wedi, insya Allah
iki pilihan yang tepat.” I was smiling and took my seat. One moment, in the
afternoon, after my advisory session with Pak Ali, I told him about my conversation
with my classmates asking me why I chose him. He smiled and said, “Saya tahu
kalau mahasiswa itu banyak yang takut sama saya. Saya sudah mencoba
menampakkan senyum, tapi muka saya memang model begini. Meskipun saya
tersenyum, muka saya ini tidak bisa diubah. Ya sudah”. Alhamdulillah, I had no
problem with him, and I was the only student who was not afraid of him. Now he is
going to retire and leave UM. May Allah bless him and change him to make people
happy with him.
Prof. Adnan Latief, M.A, Ph.D., I call him Pak Adnan, is a humble and simple person
having rich knowledge in research methods and statistics. He was one of my
examiners in my thesis examination in 1991at the Post Graduate Program (PPs)
UM. His feedback in my thesis made me read some of my references again to
convince him that what I argued was correct and reasonable in responding to some
terms and concepts concerning writing assessment. Some authors used different
terms for the same concept of assessment instrument, and therefore I revised the
wording of my sentences to make it clear. I was aware then, that my sentences were
not effective that made readers confused. This is what I learned from him.
Personally, I have known him since 1976 when we were students of the English
Department, and he was my senior. His wife, Dyah Ratnasari is one of my good
friends as she was my classmate in Class A in the English Department, FPBS IKIP
MALANG (now UM). So, I know when Pak Adnan and Dyah had a special
relationship until they got married. Up to now, Dyah and Pak Adnan are good
friends of mine.
~ Nur Mukminatien
“Pak Ali ... Pak Adnan...
My teachers, my colleagues
Grammar...Statistics...Writing
Quantitative, qualitative, mixed
All that will become my memories...
of you
Be healthy, be happy...
My prayers for you two...
THANK YOU”
~ Sintha Tresnadewi
Both Pak Adnan and Pak Ali are my great teachers and colleagues whose energy and
knowledge are always inspiring. Pak Ali was my teacher in the unit of “Introduction
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to Research Method” in 2008 when I took my undergraduate degree, in which I
learned about the foundation of educational research. I also learned a lot about
research methodology from Pak Adnan, when we collaborated in research in 2013,
investigating the logical fallacies made by undergraduate students in their thesis
report. Both are very generous in sharing their knowledge and good examples as
teachers who dedicate their lives to the institution and quality education in UM
and beyond.
~ Siti Muniroh
Hoping that after retirement, Prof. Ali Saukah and Prof. Adnan Latief are always
available to share their rich academic and professional experiences to the young
generation at the English Department.
~ Sri Rachmajanti
To Prof. Ali Saukah and Prof. Adnan Latief, congratulations on your retirement. You
both embody hard work, dedication, and commitment. I wish you all the best in this
next stage of life. "Husnul khotimah" inshaaAllah.
~ Utami Widiati
Prof. Ali Saukah
Prof. Ali Saukah is my academic supervisor. He is accommodating and indulgent
with his students. In the last semester, he must have spent quite a long time waiting
for me to arrange my course plan because I need to retake a course at the last
minute. I am so grateful to have him as my academic supervisor. His understanding
and genuine care for his students are unforgettable. Unfortunately, I never meet him
in person, so I hope I still have time to meet him soon after this pandemic.
Prof. Adnan Latief
Prof. Adnan Latief taught me Research Methodology in the first semester of my
graduate course. He is an excellent lecturer who goes above and beyond to ensure
that his students are well-equipped with the materials taught in class. I remember
when he asked me to explain correlation research to my classmates. It took me quite
a long time to be able to deliver knowledge in front of the class. He did not let me sit
until I could clearly explain the points well. He kept challenging my explanation
with his questions when he thought that it was inappropriate or insufficient. He
kept echoing that “We understand when we can explain to others, and they
understand our explanation.” It means that as a teacher, we must be able to explain
to others. Moreover, what makes me really wanted to come to his class was that he
always gives life advice. What I remember the most is, “Not necessarily something
that is not good does not bring any good” which means that there will always be
something good to learn from something that is not good. I am so grateful for being
his students. He has been inspiring throughout my experience, thus far, here at UM.
He is not just helping me learn, but he has opened my mind to various perspectives
toward the world.
~ Zhenita Deliany

