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ABSTRACT
The implementation of Communicative Language Teaching (CLT) has been debated by
many researchers in the field of language teaching methodology. Much is done in this area of
study and literature confirms that the implementation of CLT in teaching English as a foreign
language is challenging. Even though there are studies investigating this issue in Iraqi
schools, little has been done in exploring the classroom practices of Communicative
Language Teaching by the teachers. Thus, this study hopes to investigate how Iraqi English
language teachers implement CLT in their classrooms. A qualitative method will be used to
collect data through both classroom observation and interview with 10 in-service English
language teachers. The collected data is hoped to explore the teachers’ perceptions and
understandings of CLT principles through the interview, and their classroom practices
through the observation of their classroom practices. The analysis and comparison of the two
data sources will provide insights on English language teachers’ implementation of CLT in
Iraq. The results from this study will contribute to the field of knowledge about CLT,
particularly in Iraqi public schools. The outcome of this study will support teachers to
overcome the current challenges in language teaching and provide better recommendation for
them to improve their teaching and implementation of CLT approach.

1.0

INTRODUCTION

The need for a good command in English language for both communication and
written purposes brings up the demand for adopting the best methodology in teaching English
language primarily for communicative purposes. This is an issue in language teaching where
the researchers and educators have to work on bridging the gap between the theoretical
understanding of the language teaching methods and approaches and the language teachers’
classroom practices.
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Teachers’ choice of language teaching approaches, methods and their classroom
practices are studied by researchers and language educators (Nunan, 1991; Richards &
Rodgers, 2001; Savignon, 2002; Kumaravadivelu, 2003). The variation in teaching context
influences the choice of language teaching methods. In this regard, Prabhu (1990) indicated
that there is no best method for everyone; it is the context that influences and decides the
proper method. From Prabhu’s point of view, a method is not good or bad in any objective
sense, but has more or less pedagogic power to influence teachers' subjective understanding of
their teaching. Thus, teachers choose their methods of teaching regardless of what proponents
of one method or another prescribed for them to follow and teachers’ classroom practices are
observed to reflect the theoretical implications of various methods and approaches.
Many researchers (Richards & Lockhart, 1994; Galton, 2003; Wrenn & Wrenn, 2009)
believe that integration of teachers’ theoretical knowledge into classroom practices is
necessary to enhance teachers’ awareness of pedagogical options in language teaching.
Richards (2015) believes that the knowledge of the subject matter is not enough to ensure
teachers’ good classroom practices but this knowledge must come with the practical skills
needed for classroom instructions. He also indicated that the content knowledge for
English language teachers is much more to being an English teacher than knowing
English. Teachers need to elevate their skills with theoretical understanding of teaching
methods and approaches and to be well aware of their context, especially in the case of
teaching English as a foreign language.
Researchers raise issues on which teaching approach or method should be employed in
language classroom practices, how the use of such approaches and methods affect language
teaching and what challenges can emerge in language teaching due to following certain
approaches or methods. Researchers (Prabhu, 1990; Bax, 2003) question if these approaches
can be applied to another context that language is taught as a second or a foreign language.
This issue signals that embedding a new approach without careful consideration of certain
factors is a complex matter and more information is needed to understand language teaching
practices in such contexts.
Researches on classroom practices of English language teachers both from the actual
classroom environment and the viewpoint of the teachers can provide researchers with more
solid evidences on the nature of teaching English language. Such researches can tell how their
theoretical understanding and knowledge can reflect in their classroom practices, as well as
the factors that can influence such practices. A qualitative study regarding classroom practices
of the principles and characteristics of CLT in English language classrooms can provide
researchers and educators with information to bridge this gap between language teaching in
theory and in practices.

2.0

BACKGROUND OF THE STUDY

The growing need for good communication skills in English language has created a
huge demand for English teaching around the world. In the 21st century, communicative
approach became the buzzword and dominant approach (Nunan, 2003; Dörnyei, 2009) that
many countries adopted this approach in their English language textbooks. CLT is mostly
described as an approach (Richards & Rodgers, 2001). CLT have become a revolutionary,
dominant paradigm in English language teaching in the west (Nunan, 1986; Richards &
Renandya, 2002), where many Arab countries started to adopt and move toward implementing
2

CLT (Al-Khafaji, 2015) in teaching English as a Foreign language. Despite the rich theoretical
foundation of the approach, there are still challenges in its practical implementation in English
language classrooms.
Advocate researchers (Brown, 2000; Larsen-Freeman, 2000; Richards & Rodgers,
2001; Richards, 2006) refer to this approach as both processes and goals in classroom
learning. The main goal of CLT is to promote communicative competence of the learners. Due
to the high demand on learning English and internationalization of the language, the approach
is widely adopted by many countries around the world to substitute traditional methods and
provide learners with more opportunities to learn languages.
According to Richards (2006), an approach can be understood as a set of principles of
language teaching. According to this approach, the goal of language teaching is to improve
communicative competence of the learners to establish a meaningful communication in the
target language (Richards & Rodgers, 2001; Savignon, 2002). To achieve this goal, teachers
are required to focus on communication in language classroom through interaction and the
practice of real life situations. This was the reason that researchers started to speak in favor of
communicative approach. Another reason is the inability of traditional methods in achieving
language teaching goals. Ibrahim and Ibrahim (2017) indicate that traditional methods for
teaching English as a second or a foreign language in many countries, especially in developing
countries, have yet to be successful to boost learners’ communicative competence in English
language. In contrast to other methods, Savignon (2002) and Richards and Rodgers (2001)
believe that CLT provides language learners with many opportunities to use target language in
different contexts and for various purposes.
Richards and Rodgers (2001) define CLT as an approach and identified five main
principles. These principle are (i) learners learn a language through using it for
communication, (ii) the goal of classroom activities should be authentic and meaningful, (iii)
accuracy is important but fluency is also a very important dimension in language learning, (iv)
communication does not only include oral communication but it is the integration of different
language skills and (v) learning is a process of creative construction that involves trial and
error. Teachers’ understanding of these principles is crucial in their integration of classroom
practices with their view on language teaching as theory.
Islam (2016) indicates that CLT is not implemented in reality as it is in the theory.
There is a gap between theoretical knowledge on CLT and the practical implication of the
approach in the classroom level. This could be one reason English language teachers in many
countries still follow the traditional teaching methods. Pham (2006) states that those teachers
who do not have a complete understanding of CLT can hardly develop their practices
appropriate to the learning context, and as a consequences, they return to traditional teaching.
As a solution, Syarief (2016) suggests through pre-service or in-service training for language
teachers about what CLT really is and how it can work in classroom environments. Therefore,
the in-service training on CLT can reduce this gap and facilitate the teaching process to
transform the classroom from teacher-centered classrooms to a more student-centered one.
According to Yusof and Halim (2014), the implementation of communicative
methodology is not an easy task, because in the communicative classroom students ultimately
have to use the language productively and receptively, in unrehearsed contexts (Demir,
Yurtsever, & Çimenli, 2015). However, the need for a research on this issue is necessary to
understand teachers’ classroom practices. Furthermore, such a research can help teachers to
make a better use of CLT principles in their classrooms more often.
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Though adopting such an approach and transition from the traditional methods to
implication of Communicative Language Teaching was not a challenging task but there is still
a big issue that requires extensive studies which is the gap between theoretical aspects of CLT
as an approach in teaching languages and the implication of the approach on the classroom
level. This sudden transformation from the traditional teaching methodology to the adaptation
of the current approach without preparing the teachers and training them on the suitability and
practicability of CLT results in many challenges to the teachers to implement CLT activities in
their classrooms especially in the classrooms where English is taught as a second or a foreign
language.
Furthermore, implication of an approach like CLT requires extensive amount of
classroom researches, particularly through classroom observation of teachers’ practices of
CLT. First of all, teachers need to be introduced to the approach and provided with sufficient
training on the implementation of the approaches in their classrooms, as well as make use of
theory and textbooks to improve communicative competence of the learners. English language
teachers’ instructional decisions and classroom practices are shaped by their educational
experience and professional development. This will ultimately benefit the learners and can
impact classroom practices including the teachers’ choice of language teaching methodology.

3.0

STATEMENT OF PROBLEM

The lack of communicative competence among Iraqi students may be related to the
unsuccessful implementation of CLT by teachers in English language classes in Iraq. This is
due to the practice of teacher dominated methods as in many Middle Eastern countries. The
study by Sofi-Karim (2015) on Iraqi classrooms shows that despite adopting CLT approach in
the English language textbooks, English language classrooms are teacher-centered and Iraqi
English language teachers cannot apply the student-centered approach.
Mhamad and Shareef (2014) confirm the fact that traditional teaching methods are
widely used with teacher-centered education that prolongs the passive learning and impedes
Iraqi language learners from attaining skills to take responsibility for their own learning and to
monitor or evaluate themselves. Hassan and Ghafor (2014) also indicate that the program is
not completely communicative; it is a mixture of grammar-translation method, audio-lingual
method and communicative approach techniques.
Furthermore, the examination-oriented teaching at schools is one of several reasons for
unsuccessful implementation of CLT and practicing the teacher centered teaching method in
Iraq. This was the case before introducing CLT to English language classrooms. Saeed (2015)
explains that teachers used to pay more attention on teaching of grammar at the expense of
other skills and only for the sake of obtaining good grades and pass the exams. This seems to
be related to other issues such as teachers attempt to adapt their teaching method with the
current teaching and learning environment.
In his study, AlAkeeli (2013) comes to a conclusion that most of the Iraqi teachers are
traditionally preoccupied with dominant sense of grammatical accuracy rather than
development of ideas. The emphasis on teaching of grammar (Saeed, 2015) may be related to
the teachers’ little experience and lack of sufficient knowledge on teaching methods. All these
researches have one thing in common, the issue is not only with CLT itself but also the
context that adopts it.

4

The classroom interaction which is a significant feature of communicative approach is
neglected in Iraqi classrooms. This can reflect in the activities where classrooms in Iraq have
failed to achieve that goal. As we see in the results of the study of Alkhateeb (2013, p. 18)
‘’Many of the activities are repetitive, failed to neither encourage truly meaningful practice to
promote realistic discourse, nor lead to the internalization of language’’. This means there is
less use of English in classrooms and less group-work and pair works due to the large number
of students. This issue requires researchers to conduct more classroom observation of English
language teachers and compare these practices with the principles of CLT and the data from
these observations can be used with other sources to show a clearer picture of the problem.
Most of the studies on Iraqi in-service teachers indicate that the lack of CLT training is
one of the factors that hinder English language teachers from implementing CLT in their
classroom. UNESCO’s report (2014) on the current situation in Iraq indicates that CLT is new
to the teachers practice and not only teachers but also supervisors need to be made well aware
of CLT through training and the current training is insufficient (Sofi-Karim, 2015), or are
mostly on the knowledge of the subject content.
The current situation of English language teaching in Iraq requires conducting
researches on the adopted approach and its implementation in the classrooms. This research
takes all above reasons into account in studying English language teachers’ practices of CLT.
It also examines the challenges that English language teachers face due to the current
educational issues and factors that influence CLT practices. Since CLT is new to Iraqi context
and teachers, it requires many researches to promote better teaching and learning condition in
Iraq. Very few studies have been carried out to describe CLT implementation in Iraqi
classrooms. Therefore the purpose of this research is to fill the gap in the past studies. This
study also explores teachers’ knowledge on CLT principles and their opinions about the
factors that hinder CLT implementation in their classrooms.

4.0

RESEARCH QUESTION
This study tries to answer the following question:
1.
How do Iraqi English language teachers implement CLT in their classroom?
a.
How do the classroom practices of Iraqi English language teachers reflect
CLT?
b.
Do Iraqi English language teachers fully implement CLT in their classroom
practices?

5.0

METHOLODOGY

This study employs a qualitative approach using classroom observation of Iraqi
English language teachers using a checklist and interview. The authors use this approach
because through a qualitative approach the authors will be able to attain a clearer picture of the
classroom reality and a better understanding of the issue of the study. The participants of this
study will be in-service Iraqi English language teachers who teach English as a foreign
language. Both classroom observation and interview will be conducted with 10 teachers. After
obtaining their consents, an observation checklist will be used to collect data from these
teachers and the classroom will be recorded. The observation checklist will mainly investigate
5

CLT implementation from three main criteria, teacher role, activities and materials, and
teaching process. The semi-structured questions in the interview will also seek teachers’
understanding of CLT principles and characteristics. This approach will help the researchers to
make comparisons between what teachers teach and what they do in their real classrooms.

6.0

DISCUSSION AND CONCLUSION

As presented earlier, many studies have investigated the practice of CLT and the
challenges that teachers face in different contexts. Unfortunately, there is no research in Iraq
concerning in-service teachers’ practice of CLT and their match or mismatch of their teaching
practices with the principles and characteristics of CLT. Hence, the goal of this research is to
fill the gap that the researcher believes that exists in the current teaching-learning situation in
Iraqi schools. For this reason, this research is dedicated to investigate the in-service teachers’
practice of CLT approach.
The findings of this study will be useful in providing suggestions to in-service teachers
to make more informed decisions on applying CLT in the classroom and avoid the traditional
teaching method in their teaching practice. This will raise awareness among in-service
teachers on the effect of CLT in their pedagogical decisions to reflect on their teaching.
Hence, investigating CLT practice seems necessary to inform useful ways to educate future
teachers. Iraqi in-service teachers will be more aware of the benefits of CLT and will likely
implement it in their classrooms. As a consequence of this process, their students will reach
the expected level of communicative competence in English language.
This study is also significant as it helps the stakeholders like curriculum designers,
teacher trainers, supervisors and school managers to be aware of the issue and hardship that
language teachers face in the public schools. The findings of this research can give an insight
to provide a suitable guideline for the teachers in the form of instructional training regarding
CLT and help to provide basis for a more communicative environment in the schools. Finally,
the findings of this research will guide researchers to investigate and carry further studies on
some of the CLT related issues on the educational system or school level.

REFERENCES
Al-Khafaji, R. S. (2015). AN APPLICATION OF THE COMMUNICATIVE LANGUAGE
TEACHING (CLT) APPROACH FOR ENGLISH AS A FOREIGN LANGUAGE
(EFL) LEARNERS IN THE ARAB CONTEXT.
AlAkeeli, F. S. (2013). Examining Lexical and Grammatical Difficulties Encountered by Iraqi
Students in Learning English as a Foreign Language. (PhD desssertation), St
Clements University,
Alkhateeb, M. M. A. (2013). Evaluating Iraqi Primary EFL Curriculum and Textbooks. JPAIR
Multidisciplinary Research, 12(1).
Bax, S. (2003). The end of CLT: A context approach to language teaching. ELT journal,
57(3), 278-287.
Brown, D. H. (2000). Principles of language learning and teaching (Vol. 4).

6

Demir, A., Yurtsever, A., & Çimenli, B. (2015). The relationship between tertiary level EFL
teachers’ self-efficacy and their willingness to use communicative activities in
speaking. Procedia-Social and Behavioral Sciences, 199, 613-619.
Dörnyei, Z. (2009). The 2010s Communicative language teaching in the 21st century: The
‘principled communicative approach’. Perspectives, 36(2), 33-43.
Galton, M. (2003). Integrating theory and practice: Teachers' perspectives on educational
research.
Hassan, F. R., & Ghafor, O. F. (2014). Assessing the suitability of “sunrise” programme to the
Kurdish learners of the seventh basic grade in the schools of Erbil city. Journal of
Teaching and Education, 3(3), 469-482.
Ibrahim, M. K., & Ibrahim, Y. A. (2017). Communicative English language teaching in Egypt:
Classroom practice and challenges. Issues in Educational Research, 27(2), 285-313.
Islam, F. (2016). Effectiveness of communicative language teaching at primary level in
Bangladesh. BRAC University,
Kumaravadivelu, B. (2003). Beyond methods: Macrostrategies for language teaching: Yale
University Press.
Larsen-Freeman, D. (2000). Techniques and principles in language teaching: Oxford
University.
Mhamad, A., & Shareef, M. (2014). Education in Kurdistan: A lost cause. Fair Observer.
Nunan, D. (1986). Communicative Language Teaching: The Learner's View.
Nunan, D. (1991). Communicative Tasks and the Language Curriculum (Vol. 25).
Nunan, D. (2003). Practical English language teaching: McGraw-Hill/Contemporary.
Pham, H. (2006). Communicative language teaching: University within diversity. ELT
journal, 61(3), 193-201.
Prabhu, N. S. (1990). There is no best method—why? Tesol Quarterly, 24(2), 161-176.
Richards.J.C (2006). Communicative language teaching today: Cambridge University Press.
Richards, J.C & Lockhart, C. (Eds.). (1994). Reflective teaching in second language
classrooms: Cambridge University Press.
Richards, J.C., & Rodgers.T.S (2001). Communicative language teaching (Vol. 2).
Richards, J.C., (Ed.) (2015). Key issues in language teaching: Cambridge University Press.
Richards, J. C., & Renandya, W. A. (2002). Methodology in language teaching: An anthology
of current practice: Cambridge university press.
Saeed, N. R. (2015). Problems of Teaching English in Iraqi Public Schools in Mosul for the
Intermediate Stage from the Teachers’ Point of View. Middle East University,
Savignon, S. J. (2002). Communicative language teaching: Linguistic theory and classroom
practice. Interpreting communicative language teaching: Contexts and concerns in
teacher education, 1-27.
Sofi-Karim, M. (2015). English language teaching in the Kurdistan Region of Iraq: Webster
University.
Syarief, K. (2016). Communicative language teaching: Exploring theoretical foundations and
practical challenges. Jurnal Ilmu Pendidikan, 12(3).
UNESCO. (2014). UNESCO National Education Support Strategy, Republic of Iraq , 20102014. Retrieved from http://unesdoc.unesco.org/images/0021/002168/216873e.pdf:
Wrenn, J., & Wrenn, B. (2009). Enhancing learning by integrating theory and practice.
International Journal of Teaching and learning in higher education, 21(2), 258-265.
Yusof, F. M., & Halim, H. (2014). Understanding teacher communication skills. ProcediaSocial and Behavioral Sciences, 155, 471-476.
7

Exploring Reflective Writing in an EAP Context
Anisha Sasidharan
Kolej Management Development Institute of Singapore (Malaysia)
anisha@mdis.edu.my

KEYWORDS: Reflective writing, Expressive writing, Edmodo, Asynchronous learning,
Active learning

ABSTRACT
Students are assigned to participate in reflective practice as it encourages them to
deliberately observe, analyse, comprehend and rework any material that is given to them.
Expressive writing through reflective writing posted on an online platform is regarded as an
integral part of an active asynchronous learning process in the 21st century language classroom as
it allows learners to critically reflect on their learning, in addition to being in control of a
meaningful learning experience. For this reason, reflective writing is extensively drawn upon to
encourage learning in English language lessons. This paper reports on the potential of reflective
writing as a practice in English for Academic Purposes (EAP) course. Students taking an EAP
course at a private institution of higher learning were taken through a series of materials posted on
Edmodo which needs reflective writing. At the end of the course, focus group discussions and face
to face interviews were carried out to ascertain how reflective writing supported them in expressive
writing using English and critical analysis on the materials provided. Among others, findings point
to the strength of reflective writing in promoting the development of creativity, critical thinking and
problem solving. The findings have implications for the use of reflective writing as an effective
pedagogy for learning English and constructing one’s own learning.

1.0

INTRODUCTION

Globalisation has played its immense role in making English as an important language in the
education sector of the non-dominant English-speaking country such as Malaysia. This is viewed as
essential as the English language develops the human capital and a country’s overall economic
growth. English-medium instruction is practised for both its intrinsic value; utilising English as a
language of knowledge and extrinsic value; utilising English as a mode to attain other goals. In
Asia, English is used at tertiary levels particularly as an extrinsic value to attain globalisation and
encourage global citizen, provide access to education and as a tool to measure its university position
in the global arena (Nor Liza, 2013).
Tsui and Tollefson (2007) shed light on the actual situation in Malaysia whereby the effects
of globalisation has imposed a pressure on Malaysia, one of the non-dominant English-speaking
countries to use English-medium instruction overlooking the fact that students are not wellequipped to use English as a medium in education. Therefore, students’ poor level of English
proficiency becomes a challenge at the tertiary level.
This is a common phenomenon faced by many higher-learning institutions in Malaysia till
date. Various courses are designed to suit the Malaysian learners at the tertiary level to improve and
upgrade their English language proficiency. English for Academic Purposes (EAP) is one such
example of a course normally offered at a Malaysian private institution.
8

1.1

English for Academic Purposes

Malaysian students who pursue their education at a tertiary level institution are often obliged
to take up the EAP course. This course is often made compulsory as it teaches students to meet the
academic standard set at higher learning institutions (Thang, Wong, Noorizah, Rosniah, Najihah &
Kemboja, 2012). EAP focuses on developing students’ study skills and their proficiency in the
English language. These aspects are viewed as vital as students must equip themselves with the
study skills and language proficiency needed to understand their other course materials.
In a study aimed at international postgraduate students in Australia, it was discovered that
students who took up the EAP lessons were better at discussing their learning strategies, more
confident in handling written assessments and possess a better understanding of their course
demands compared to those who did not attend an EAP course (Terraschke & Ridwan Wahid,
2011).
EAP comprises of the four important aspects of language learning; reading, writing,
listening and speaking. This course is usually offered to the first semester students in order to mould
and build their foundation in learning at the tertiary level.
As for this study, the EAP course runs for 14 weeks with three hours of classes per week.
Through this course, students are expected to be able to use the reading techniques to manage
reading course textbooks, understand what is read, write using the academic writing conventions,
write with good grammar and vocabulary, listen to academic lectures, listen to understand the main
gist and supporting details, speak to express opinions confidently and be able to present with good
presentation skills. The learning process in the EAP course is carried out face to face as well as
through an online platform called Edmodo. Students are given the liberty to use the Internet to carry
out their extensive research to better understand the materials posted on Edmodo; done at their own
pace and time, throughout the semester.
In this particular study, the researcher incorporates the practice of reflective writing through
the materials uploaded on Edmodo with the aim to study students’ responses through their
expressive writing in advocating autonomous learning and promoting learning retention while
embracing digital technology. These aspects were emphasised as essential in the 21st century
learning and the ultimate game changer in the Industrial Revolution 4.0 which shapes the Education
4.0 (Md Abdul, 2018; Bell, 2010; Woolf, Lane, Chaudhri & Kolodner, 2013; Yoke, 2018). This
study also responds to the calling of the former Higher Education Minister Datuk Seri Idris Jusoh
who stresses on knowledge, industry and humanity in the latest mandate of embracing Industry 4.0
as a process of revamping Malaysian’s higher education system (Maizatul Ranai, 2018).

2.0

PROBLEM STATEMENT

Malaysian tertiary level students are still struggling with English language despite learning
the language for 11 years prior to their university education. The declining rate of the English
language proficiency is quite alarming and it has become a national concern. Many students are
seen to not be able to cope with the demands of reading and writing in English in the academic
environment (Ainon, Mohamed, Engku, Isarji, Faridah and Rozina, 2013; Thang, Wong, Noorizah,
Rosniah, Najihah & Kemboja, 2012).
On a wider perspective, it was noted that many students possess a negative self-image and
lack of self-confidence when it comes to the writing skill, believing that they are bad writers
(Fernstan & Reda, 2011). This is also the case with most Malaysian students at the tertiary level.
Thus, it is vital to introduce writing activities in English that would capture students’ interest and
require their active participation in constructing their own learning. Therefore, writing activities
such as reflective writing should be a part of the EAP course at the Malaysian tertiary level.
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Many studies have been carried out in the EAP context however, few studies emphasised on
creativity and critical thinking through reflective writing coupled with the learning theories of
Connectivism and Expressivism.

3.0

LITERATURE REVIEW

The literature review in this study is presented to review the past literatures and to support
the theories which underpin the current study which employs the learning theories of Connectivism,
Expressivism and Reflective Writing.
3.1

Connectivism: Edmodo in the 21st Century Learning

Connectivism was a learning theory developed based on knowledge acquisition which
happens through technology. It was a recent learning theory which was a result of continuous
revision and evolution. The need for this theory was seen in the changes experienced by the society
at large in the way of living, communicating and learning with the existence of technology
(Siemens, 2005).
Learning has rapidly evolved over the years to suit learners as knowledge is now developing
exponentially. Learning in the 21st century is led by technology thus it expands learning from the
traditional face to face classroom interactions between the instructor and learners to the virtual
learning platforms which allow learning to happen asynchronously (Siemens, 2005; Trust, 2012;
Holotescu & Grosseck, 2011; Holland & Muilenburg, 2011). Additionally, it is considered high
time in intensifying learning based on Cybergogy (virtual-based learning), a strategy in building
new learning experiences through a person’s active engagement in the learning process in the cyber
world (Muresan, 2014). According to Maizatul Ranai (2018), the Malaysian higher education
system has listed heutagogy (self-determined learning), paragogy (peer-oriented learning) and
cybergogy (virtual-based learning) as paramount aspects of the Learning and Teaching 4.0.
Understanding that learning is a dynamic and pragmatic tool which faces constant changes
therefore requires the society to keep abreast of the new way of acquiring knowledge through
various virtual learning platforms. Virtual learning platforms help learning to be relevant to learners
and this is an important aspect as the new age learners experience rapid learning via technology
(Kongchan, 2013; Muresan, 2014; Siemens, 2005). Enriquez (2014) also stressed on the motivation
and empowerment factors of the virtual learning platforms which are essential in the 21st century
learning.
Edmodo has been designed and developed since 2008 by Nick Borg, Jeff O’ Hara and
Crystal Hutter to bridge the gap between students’ usual practice and formal learning as well as
introduce learning in a 21st century setting. This online learning platform is free and safe
(Kongchan, 2013). According to Trust (2012), there were more than 6.5 million teachers and
students who use Edmodo in learning. The Edmodo official site shows an account of 85 million
members from 190 countries as of June, 2018.
Edmodo is a trusted online platform which could be used for interaction and learning;
managing an online classroom community and teachers’ professional development (Trust, 2012;
Balasubramanian, Jaykumar, Fukey, 2014). Previous research projected that Edmodo’s userfriendly feature encourages student engagement and authentic learning. Edmodo’s layout which
looks similar to ‘Facebook’ creates a sense of familiarity amongst not only students of the 21st
century but also teachers who are exposed to social networking sites (Holland & Muilenburg, 2011;
Balasubramanian, Jaykumar & Fukey, 2014; Kongchan, 2013).
Research has indicated that academic institutions all over the world have adopted mobilelearning (learning through online platforms using mobile devices) has enhanced the teaching and
learning at the tertiary level (Holotescu & Grosseck , 2011; Deljanin, Čolaković & Memić, 2017 ).
As Edmodo could be installed into mobile devices, students were found to have positive perception
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towards using Edmodo in learning in which they pointed out that Edmodo allowed for effective
communication to take place in learning as well as its ability in saving time (Al-Said, 2015).
Edmodo was also nominated as a successful supplementary tool in the learning of the 21st century
(Enriquez, 2014).
The elements of effective communication in learning and time saving in Edmodo are in line
with the theory of Connectivism which is apt, current and relevant in the learning of the digital age
of today. Based on the theory of Connectivism, Siemens and Tittenberger (2009) recapitulated that
“knowledge and cognition are distributed across networks of people and technology, and learning is
the process of connecting, growing, and navigating those networks” (p.11). In order to keep
learning current and fun based on the theory of Connectivism and increase students’ engagement in
learning, the researcher incorporates other virtual platforms such as Instagram and Youtube into
Edmodo. These Instagram and Youtube links were shared on Edmodo for students to reflect.
3.2

The Expressionistic Approach: Studies on Expressive Writing

The Expressionistic approach was developed in the early twentieth century and was
prominent after World War I. The Expressivism school of thought believed that writing is a creative
art which everyone was capable of. This art allows one to discover his true self through authentic
expressions which is as important as the product of his writing. Self-discovery, self-expression and
self-experience coupled with the use of language is highly regarded in this school of thoughts.
These elements do not only expand the self-discovery in the writers but also awaken the experience
in the readers (Berlin, 1988).
The school of thoughts that support the expressive writing views this as a form of learning
whereby learners think, explore and discover themselves through language. An Expressivism
approach emphasises on the construction of meaning and fluency in writing rather than the
structural rules and accuracy. Learners are believed to learn the semiotic aspects of a language in
expressing their emotions which are categorised under the meaning-making activities (Berlin, 1988;
Bilton & Sivasubramaniam, 2009).
Bilton and Sivasubramaniam (2009) found that learners adopted a constructivist stance,
employed a sense of engagement, enjoyment and involvement, showed more confidence,
motivation and fluency, nurtured the habit of critical reading and love for writing as well as showed
positive growth as a mature writer.
On the other hand, in a study of incorporating blog writing with the Expressivist approach,
the Expressivist approach is said to emphasise on the authentic voice of the author, creativity,
reflection, vanity-publishing factor and the collaboration between students and teacher (Murray &
Hourigan, 2008).
Expressive writing therefore has been strongly recommended in tertiary level EFL/ESL
writing due to its positive results in learners’ learning (Bilton & Sivasubramaniam, 2009).
The expressive form of writing is largely seen through reflective writing where learners are
encouraged to express their thoughts authentically, creatively and critically. Therefore, in order to
bring out the ‘self-discovery’, ‘self-expression’ and ‘self-experience’ for authentic learning through
writing as advocated by Berlin, expressive writing through reflective writing must make its way to
the EAP environment.
3.3

Reflective Writing: Reflective Writing as an Effective Pedagogy and Practice

Reflective writing is a process of writing which encourages you to think critically about the
stages of an incident, occurrence, experience or activity (Gibbs, 1988). Gibbs created a reflective
learning cycle which includes six stages; description, feelings, evaluation, analysis, conclusion and
action plan. The Reflective Writing Approach is widely used in education irrespective of fields.
Moon (1999) also indicated that the reflective practice is the practice of taking a critical stance,
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applying problem solving and constantly evaluating and reviewing one’s practice in the light of new
learning.
Schon (1983) has dissected the reflection process into before an experience, during an
experience and after a learning process. The important aspects highlighted in these stages were
one’s insights, emotions, examination of thoughts, analysis on challenges, lessons learnt, and
improvements which could take place. Reflective writing allows learners to critically think about
their own skills and practice in order to reflect, analyse and learn via experiences, leading to their
development and improvement which according to Schon, is essential in the fast-changing world.
Schon also pointed out that the notion of filling up students with knowledge before sending them
out to the industry was incongruous. This is especially apt with the current principle of Education
4.0 which focuses on the enrichment of life skills that are essential in preparing learners for future
jobs (Ernst & Young LLP, 2017).
Reflective practice is viewed as a ‘mental process’ which allows critical, analytical thinking,
problem solving skills and aids learners to adapt to new situations which contributes towards lifelong learning (Asiah & Siti Zaidah, 2017; McGuire, Lay & Peters, 2009). Also, according to
Fernsten and Reda (2011), reflective writing can be an effective practice to build students’
confidence to see themselves as writers. They also stated that critical reflection is an essential
approach in bridging the gap between students who write well and students who do not. In order to
help build a positive self-image of students as writers, a series of reflective exercises were
structured for the participants of their research. The main objective of the activity was to make
participants think through issues critically and alter their perspectives on writing. It was later
discovered that participants were given space to explore their writing anxiety and invoke their selfawareness through reflective writing which eventually led them to write more effectively.
Blood (2000) conducted a study on weblogs also mentioned the importance of reflection.
According to him, we are currently overwhelmed with data from the internet and unless we stop to
make time and space to reflect on our actions, we are only left with reactions. Thus, the reflective
task was assigned to participants in the context of this study in order to give the required space for
learners to consider their various learning strategies.
Fernsten and Reda (2011) pointed out that the reflective writing is an important self-esteem
and self-assurance exercise. It was also highlighted that students began to collect data on their
learning experience and analyse them in the journey of becoming a writer.
The Expressivism theory cannot be separated from reflective writing. Reflective writing
which focuses more on the process compared to product, allows learners to deal with complexity in
learning by integrating their critical thinking skills, reflections, emotions and own thoughts in their
writing in order to discover the learning process and be in charge of their own growth in learning.
These skills are vital in producing future human resource par with the requirements of the Industrial
Revolution 4.0 as stated in The News Straits Times that graduates must acquire deeper self-learning
skills and have the cognitive flexibility to deal with complexity and remain relevant in the epoch of
rapid changes (Md Abdul Haseeb, 2018).

4.0

THE PRESENT STUDY

This study therefore sought to investigate the effectiveness of Reflective Writing which
explores creativity and critical thinking skills which are deemed essential in the Education 4.0
(Yoke, 2018), stemming from the school of Expressivism using an online platform, Edmodo which
promotes Connectivism through asynchronous learning, apt for the 21st learning. Two research
questions formulated for the purpose of the study are:
1) How is the reflective writing process helpful in using English to carry out expressive
writing?
2) What are the critical thinking processes involved in reflective writing?
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The research questions were structured to examine the pedagogy in Reflective Writing
approach which underpins the Expressivism theory as well as examine how far the process of
constructing one’s own learning took place in the reflective writing activity via Edmodo which
supports the theory of Reflective Writing through Connectivism.
In this EAP class, reflective materials were uploaded on Edmodo by the researcher which
could be retrieved by the learners at any time in order to reflect and write. The researcher
introduced a variety of materials which could be obtained easily online in order to spark students’
interest on the English materials and bring out the creativity and critical thinking skills in them in
order to promote autonomy and engagement in learning which leads to learning retention.
Introducing different materials in English for learners was done to explore learners’
authenticity in the form of expressive writing as well as assess their critical thinking skills. Learning
through reflecting the materials uploaded on Edmodo largely emphasised on the concept of learning
outside the classroom walls through Connectivism. This is believed to be an essential part of
learning chosen by the researcher to further support the student-centered learning; providing the
learners with the much needed freedom to construct their own learning and allowing the tertiary
level learners to grow into autonomous learners (Noor Zainab, Fauziah, Azian & Babikkoi, 2012;
Thamarana &Narayana, 2016). This concept was also championed by Oxford (1990) who indicated
that meaningful learning occurs when learners are encouraged to take more responsibility as a part
of language learning strategies that a teacher ought to know.

5.0

METHODOLOGY

This study used the qualitative method to investigate the strength of reflective writing in
producing meaningful learning amongst students of EAP. Reflective writing in light of expressive
writing was examined. As mentioned, students will retrieve their reflective writing material
uploaded on Edmodo based on the asynchronous learning ground, reflect upon the various materials
and write their reflections. Students were also exposed to a set of guidelines on how they could
approach ‘reflective writing’ during their classroom lecture session.
The qualitative method used comprised of focus group discussions and semi-structured, face
to face interviews. The participants of the study consisted of 15 EAP students of a private college in
Johor Bahru, aged between 17- 20 .The participants were randomly picked from two different
cohorts based on their availability to attend the focus group discussions and semi-structured
interviews. These participants who have written ten reflections throughout their semester
participated in the focus group discussions which were separated into three groups of five
participants each and semi-structured interviews which were carried out privately, one to one.
5.1

Interview Questions

The open-ended semi-structured interview questions were aimed at eliciting students’
experience and their mental process through the reflective writing activities assigned to them.
Questions asked were such:
1) How did you find writing the reflections posted for the class? Was it difficult or easy? Why was
it difficult or easy?
2) Was there any reflection which you enjoyed writing? If yes, which one and why?
3) Was there any reflection which you did not enjoy writing? If yes, which one and why?
4) Did these writings improve your English language? How?
5) What were the (mental) processes that you had to go through in reflecting each material posted?
6) Did the practice of writing reflections change your view on your learning or studying process? If
yes, please explain how. If not, please explain why (Shih, 2011).
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5.2

Data Analysis

Thematic analysis was employed in this study. It specifically used the deductive analysis
which was data-driven. The discussion and interview responses were analysed according to the
themes revealed using emergent coding and reported in the form of students’ original responses;
their grammar mistakes and fillers were also not rectified to maintain the authenticity of their
responses.

6.0

RESULTS AND DISCUSSION

The following themes emerged from the analyses; active participation, usage of English,
expressive writing, critical thinking and mobile learning. Direct quotes from the participants were
presented to support the identification of emergent themes. Responses which denote similar
meaning were not repeatedly presented.
6.1

Active Participation

Learners active participations were seen as most of them could indicate the reflective
materials which they liked and enjoyed. As for the materials which the participants liked, there was
a sense of engagement, enjoyment and involvement which sees their development as a mature
writer as indicated by Bilton and Sivasubramaniam (2009) in expressive writing.
“The reflection that I enjoyed the most was the video from TED Talk where the little girl
was giving her speech. The reason I enjoyed it so much was because it really inspired me to
think and I still remember one of the points was the learning between adult and children
should be reciprocal.” Participant A
“The second video…the speech by Michelle Obama where she says never view your
challenges as disadvantage. I very agree that. I feel a light passed in my brain because this
is talking about life experience…and I think this is an interesting topic…and I very agree
that. We must take the challenge as an advantage.” Participant D
The positive responses were collected for the two Youtube videos which links were shared
on Edmodo for reflection purposes. The Youtube site was chosen as a reflective material to suit the
Connectivism learning theory which takes the digital era of learning into great consideration.
Active participation in learning also happens when learners become more responsible
towards their own learning by being in charge of their own learning and displaying the ability to
construct their own learning which ultimately leads them to become autonomous learners. Problem
solving skills were also apparent as students use the Google browser to look for examples, samples
and words that they do not understand. Some of them also use Google to research more about their
materials. This in turn, promotes meaningful learning which positively influences learning retention
in learners (Noor Zainab, Fauziah, Azian & Babikkoi, 2012; Oxford, 1990; Thamarana &Narayana,
2016). An example of an active participation from a fluent participant is as such:
“When I explored the material, I tend to discover my strengths and weaknesses along the
way. For example, my strengths are my thoughts. I can like explore my critical thinking,
analysing and so on…but my weakness was putting my thoughts into words. So, as I go on,
one by one, I tend to overcome my weakness as the process goes on.” Participant G
On the other hand, the response below came from a participant whose language proficiency
was not high yet demonstrated active learning when she was asked about the mental processes
involved in reflective writing.
“…because my grammar and language not very good… after that, I find about some articles
about the reflection, think about the people say…say what… I take some samples and I write
it loh…” Participant E
14

The researcher then further probed Participant E to explain how she looked up for more
information and the participant responded:
“Yes, have find. I go to Google and find.”
Other responses which evidently showed active participation in learning were:
“I plan… I collect the resources, I search from Google what I don’t understand and then
plan my writing….” Participant H
“I did some research on Youtube when I watched the Michelle Obama’s speech and
searched for the words I don’t know.” Participant L
The response from Participant L implied that students actively looked up the words that they
did not understand while writing out the reflections. This indicated that the learners were not only
constructing their own learning and trying to improve their language but also engaged in meaningmaking activities through reflective writing as suggested by Berlin (1988) as well as Bilton and
Sivasubramaniam (2009).
6.2

Usage of English

Usage of English is perceived as important as it acts as a medium in expressive writing
through reflective writing. Learners tend to cogitate, explore and discover themselves through
expressing their thoughts, feelings, and opinions using a language. This reflective writing also
assisted the participants in critical reading and language learning as mentioned by some of them.
“I managed to learn many new things and gained new knowledge. Actually this reflective
writing is good…it helped me to improve my writing and speaking skills” Participant M
“I think that my writing skills have improved through the reflections as it helped me to learn
how to structure my thoughts before I start writing” Participant B
“I think the reflections helped me to improve my English language as I started reading more
to do the reflections and the materials that I read…the quality of English is better…like the
grammar, sentence structure and these kinds of things” Participant J
Although the Expressivism approach emphasises more on the construction of meaning and
fluency in writing compared to the structural rules and accuracy, these expectations were not fully
met as some of the participants had a poor level of English language proficiency. Thus, it was
discovered through this study that poor language proficiency does inhibit learner’s selfexpressivism and the expansion of their semantics.
“I think the video on the argumentative essay … (portrayed in the form of a) burger is
difficult… because I understand what they talk but is difficult for me to explain well in my
own words.” Participant O
“… (some reflections were) difficult to do because too many thing want to explain and (it
was difficult for me to) structure the words.” Participant F
“Yes, so I know how to write reflection (after looking through the lecture notes provided on
reflective writing guidelines) but it also difficult to me lah because my grammars were not
good so it were difficult about me for make the sentence.” Participant E
6.3

Expressive Writing

A few participants indicated that the variety of reflective materials posted allowed them to
express themselves. Some could relate the materials to their own experiences whereas some even
enjoyed the expressive writing process. The sense of engagement, enjoyment, confidence,
motivation and love for writing (Bilton & Sivasubramaniam, 2009) were evident from these
participants:
“I could write what I felt and it was a stress reliever.” Participant A
“I get to really express myself as I try to be truthful in my thoughts because I think that
that’s the point in reflection” Participant K
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“I know how to relate how I feel about certain matters or subjects (now) as this was
something that I did have a problem with… like emotions like happy, sad, irritated…I feel
that I can communicate better in those terms (now) …”Participant N
“I did get a chance to express myself through the reflections (writings). I did put adequate
amount of thoughts, opinions and suggestions…in fact I was encouraged to do
that…”Participant C
These responses elicited from the participants went on to show the underlying principles of
the Expressionistic approach; writing is an art everyone is capable of and it allows one to discover
oneself through authentic expressions which is considered as important as the writing product itself
(Berlin, 1988).
6.4

Critical Thinking

One participant was seen to express her thoughts critically when she could analyse why she
did not like certain reflective materials posted.
“I would say the last two…but actually not because they were difficult but it was because I
procrastinated…I had shortage of time and some other classes to attend…so
yea…”Participant G
The researcher further prompted the response of this participant by asking if the participant
would have enjoyed the reflective writing if the participant had allocated more time for the
reflective writing.
“Yes, I would have enjoyed them (writing the reflections) because they were
interesting…especially the one on the quotes on the BBC site on Instagram website…we can
learn in a fun way. As a student, I enjoyed reading and exploring things…it was fun. But
since I was lack of time and concentration, it was difficult for me to extract and put in more
words to make my reflection more interesting.” Participant G
The responses presented showed that reflective writing allowed participants to reflect
overall on practicing taking a critical stance, analysing challenges, understanding lessons learnt and
constantly evaluating and reviewing one’s practice for improvement (Moon, 1999; Schon, 1983). It
also showed that the participant understood her weakness in time management in order to carry out
the reflective writing tasks which indirectly allowed her to reflect upon her own ability in the
process of becoming an autonomous learner.
Participants also pointed out that this habit of reflective writing has changed the way they
learn as they mentioned,
“I would say that in some ways, this reflective writing has changed my way in studying or
learning for instance, there are a lot more subjects which I would write down whatever that
comes to mind to just get my thoughts out there and I would organise them accordingly after
that.” Participant B
“…it has given me an entirely new approach to studying…” Participant K
The responses provided are evident that the reflective practice is a ‘mental process’ which
allows critical and analytical thinking and unlocks new possibilities to the way one learns, allowing
longer learning retention and bringing them towards life-long learning experience (Asiah & Siti
Zaidah, 2017).
6.5

Creativity

Creativity cannot be separated from the learning theory of Expressivism. Creativity arises
from the need to be critical. It is evident from the responses below that participants had to put their
critical thinking skills into practice while they tried to be creative in order to make their reflective
writing interesting.
“If (using)the quote (as a title) of every entry in the reflection is considered creativity, then
yes, I was creative because I really enjoyed thinking and searching for the right quotes to be
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used as the entry (title) of my reflections as it depicts my feelings and thoughts.” Participant
J
“I did put in a few jokes I thought would be relevant, contextually...”Participant I
“I also had to think out of the box to make my (reflection) writing interesting.” Participant
C
6.6

Mobile Learning

The Connectivism learning theory allows learning to happen easily without restrictions on
venue and time (Siemens, 2005; Trust, 2012; Holotescu & Grosseck, 2011). This is also the case
with the virtual learning platform, Edmodo which allows mobile learning. Most participants’
responses clearly indicated the flexibility and relevance in their learning process. Here are two
examples:
“I think Edmodo is a good platform, in the sense that the students can contact their
lecturers, anywhere and are able to get the notes (any required materials) and it saves
time.” Participant M
“I think it was easy and exciting to use Edmodo compared to giving the reflective writing
(materials) by hand, email or other social media.” Participant I
Asynchronous learning through Edmodo is relevant in today’s digital world as supported
through the responses of Participants M and I. In a current world where knowledge will be obsolete,
learners must be prepared to be able to navigate for information (Siemens, 2005). Thus, it is vital
that learners are able to use online learning platforms which are mobile effectively as a part of their
21st century learning requirement.

7.0

CONCLUSION

The present study presents the strengths of reflective writing as a practice in the Malaysian
EAP classroom to promote critical thinking, creativity and autonomy in constructing one’s own
active learning as sought in Education 4.0 (Yoke, 2018). The usage of Edmodo also denotes that the
reflective writing activity can be done using an online platform. However, the findings of this study
is limited by the small sample of participants and the short duration of 14 weeks allocated for
understanding reflective writing and embarking on it. Learners would have probably undergone
extensive meaning-making and construction of own learning with more valuable insights if they
were given more time to write the reflections critically. In addition, the aspect of feedback is not
emphasised in this study. Constructive feedback from peers as well as the lecturer should be further
explored in future research. Finally, future research should also emphasise on the collaboration
aspect of the Connectivism learning as it is also a vital skill in the Education 4.0 (Ernst & Young
LLP, 2017).
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ABSTRACT
The purpose of the study is to determine the effectiveness of
GRAMMILLION+TARSIA as a game to teach grammar and boost self-confidence
especially for students of intermediate level to low proficiency level. The game is
adapted from the board game widely known as MONOPOLY which is uniquely
combined with TARSIA, a piece of freely available software which enables teachers to
easily construct an extensive assortment of jigsaws, domino and follow-me activities.
Learning grammar is challenging as it requires students to understand and use
certain formula, apply it in daily conversation or writing to associate what they have
learned to a level of intelligibility. In most ESL classroom, the target language was
barely spoken as observed during the classroom instruction, making English appear
to be just a ‘subject’. Therefore, this educational game is designed to help students
understand and acquire the positive aura of ‘Learning English is Fun’. The research
is a case study and based on a qualitative method whereby interview, observation and
document reviews were the main core of analysing the data gained during the
investigation process. 5 informants were selected and the samples were chosen
through purposive sampling to ensure that it met the objectives of the study. Based on
the comparison of the results between pre-test and post-test, the study revealed that
game was helpful in terms of remembering some of the grammar rules and functions.
In terms of boosting self-confidence, the data shown that there were a significant
improvement whereby they were more open up to speak but with the used of
code-switching.
1.0 INTRODUCTION
Grammar has always been one of the hardest topics teachers have to tackle and
has been perceived as scary and complicated by students in learning the English
language. It is also a challenging task for most teachers to convey and to let their
students understand in order to apply grammar especially in their writing. As a result,
teachers have been resorting to traditional way of teaching grammar. ‘Chalk and talk’
has been a successful approach so far but with the existence of internet-era teens, the
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‘chalk and talk’ approach is deemed insufficient, outdated and irrelevant. Moreover,
students are easily bored when teachers are talking too much and they may not
comprehend most of the things being taught. At the end of the day, students tend to
forget what they have learned when grammar is taught through this traditional
approach.
It is therefore fundamental that an effective and more interesting approach is
employed to assist in the teaching and learning of grammar. Games or educational
games in particular are considered as interesting mediums to facilitate the teaching
and learning of the English Language. The researchers strongly believed that the
game GRAMMILLION + TARSIA which is adapted from the board game widely
known as MONOPOLY and uses the TARSIA puzzles would be a great supplement
to the teaching approaches currently employed and the materials already used and
available in the market to tackle grammar in classroom. This game is specifically
designed to assist students in learning Grammar and acquiring them through a less
intimidating experience and a more encouraging atmosphere.
With a lot of evidences to refer to the lack of guidance in terms of explanation and
facilitators, learning grammar seems to be a generally dreadful experience for most
students. It is hard for students to memorize all the grammar forms and functions in a
short period of time, to identify and apply the correct grammar items during
examination as well as to boost their self-confidence at the same time. Currently when
sitting for English examination, the researchers found that their Form 1 students
continuously response blindly or leave the questions assessing their grammar
acquisition unanswered as they are unable to apply the grammar rules and functions
they have previously learnt. However, teaching grammar by collaborating suitable
resources and continuous support from teachers would be a completely different
experience as for these students as they would find it more enjoyable and refreshing.
The researchers are therefore confident that the GRAMMILLION+TARSIA is a
powerful tool for learning grammar as it is not only a simple board game but it
includes interesting collection of grammar notes from various sources and TARSIA
puzzles that would definitely enhance students’ learning experience. The grammar
notes were taken mainly from the Form 1 KSSM textbook and sources from the
internet. The materials were arranged in a very interactive way by including i-Think
maps, colourful pictures and extra information for students to learn. The
GRAMMILLION board was designed by adapting the Monopoly board. Prior to
assessing the effectiveness of using the game GRAMMILLION+TARSIA, pre-test
and post-test questions were prepared by adapting the ELSA error identification
question by Audrey (2017).
Even though many studies have proven the effectiveness of using games in
teaching grammar, the researchers are seeking to focus on proving that the
GRAMMILLION+TARSIA is an effective grammar tool:
a) to promote interest in learning grammar skills among form 1 students within weak
and intermediate levels.
b) to enhance grammar skills knowledge among form 1 students within weak and
intermediate level.
2.0 LITERATURE REVIEW
Scholars believe games or educational games in particular are considered as
interesting mediums and powerful tools for learning most subjects including learning
the English language. Simulations, mind games, board games, sporting games,
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role-play and sociodrama activities are just some of the devices classified as
educational games. They are employed as learning activities which assist in providing
meaningful learning experiences for participants. These devices are also effective
learning tools as they allow the participants to utilize higher-order thinking skills.
Kellough & Kellough (2003) claim that an educational game serves one to several
purposes which include adding variety and changing of pace, assessing student
learning, helping to enhance student self-esteem as well as motivating student,
offering a break from the rigidity of learning, providing learning pertaining to issues
in real-life, providing learning through tactile and kinaesthetic modalities, offering
problem-solving situations and experiences, enhancing skills and stimulating
divergent as well as creative thinking.
Azizah, Hasiah, Rasimah and Roslina (2011) through their research presented
various studies which have shown significant evidences that students are highly
interested in educational games. Their research emphasizes Garris, Ahlers and
Driskell (2002) claim that employing educational games as a learning tool enable to
develop a variety of learning domain for students particularly their cognitive and
psychomotor skills. This statement is further supported by Zuhaira (2007), indicating
through her studies that 96% of the students feel that educational game is a relevant
tool in assisting them to understand the content of the subject. 88% of the students
feel that they are gaining more motivation to study while 100% are fully motivated to
learn. A study by Norizan (2003) found that students’ motivation considerably
increases through educational games while a number of important studies namely by
Lieberman (2001), Virvao (2005) and Sugimoto (2007) demonstrated educational
games as effective learning tools. Their studies have shown that educational games
are powerful devices in enhancing motivation in learning, offering immediate
feedback, supporting skills development and providing positive influences in
changing students’ behaviour and attitudes. Therefore, the effectiveness of
educational games as learning tools should be taken as a crucial step in exploring
further their potentials to be used in education.
Another crucial discovery is found by Lean, Moizer, Towler and Abbey (2006) that
non-computerised games such as board games and roles plays are the most commonly
used games in education. This discovery supported what research has already revealed
on the effectiveness of using board games in particular. It is found that simply playing
board games in the classroom or on family game night facilitate brain development.
Additionally, board games are affluent in providing learning opportunities as they
satisfy a participant’s urges and desires for competition and to master new concepts and
skills. Board games also challenge the participants’ critical thinking skills and are in
general effective tools to be employed in facilitating cooperative learning in the
classroom.
According to a survey by Beaumont Enterprise (2017), the board game Monopoly is
ranked as the third most popular board games of all time after Chess and Checkers.
Tucker (2018) claims that the board game Monopoly is a creative tool to be employed
for classroom management and instruction. She further emphasizes that even very
young children can make some sense of the business and property-acquisition goals of
the game while taking pleasure in marching their tokens around the board. As for
educators, Tucker suggests that the structure and format of Monopoly can be fully
utilized to invent props that are crucial in facilitating the teaching of many concepts. A
significant evidence has shown that game is an important tool to eliminate fear of
learning grammar and to enhance students’ self-confidence in acquiring grammar. A
study by Tengku Nazatul Shima and Rahmah (2012) stated that, providing a relaxed
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atmosphere in mastering the grammar structures through games may put students under
less pressure which indirectly assist them in grasping the grammatical concepts
confidently.
As technology plays a more dominant role in teaching and learning, the use of
TARSIA puzzle is seen as a unique tool in acquiring grammatical concepts. In a study
on the use of Puzzle Solving Games to teach English, Vinash and Samson (2016) found
that by implementing Language Games like TARSIA, today’s students are no longer
passive and are active participants in language learning. TARSIA is also a perfect
accompaniment to techno savvy English teachers as it paves the way to implementing
innovative techniques in their teaching making learning in classroom more effective
and efficient.
3.0 METHODOLOGY
3.1 Research Design
The research design for this study was qualitative as it requires the researchers to
be involved in the natural setting and used multiple sources of data to gain rigorous
information to solve the intended problem (Creswell, J. W., 2014). It is a case study
because the study was focusing on a small group of sample to gain systematic and
in-depth data on the informants’ behaviour before and after the investigation process.
3.2 Sampling
The sampling for this investigation was based on dimensional sampling which is
usually used in case study to hinder the problem of sample size in quota sampling.
Hence, the selected samples are those with special features to meet the requirement
needed in completing the study.
3.3 Research Instrument
The instrument for this evaluation were interview and document review. The
interview was carried out through semi-structured method whereby the questions
being formulated was being set but it may be modified depending on the researchers’
needs. Therefore, some of the questions were omitted or added. Document review was
used in this study whereby the pre-test and post-test were to be compared to analyse
the progress of the selected informants.
3.4 Data collection
The data collections were gathered by looking at the score gained before and after
using the material being modified to help students in increasing their knowledge in
grammar.
3.5 Implementation
A short briefing was carried out to inform the 5 informants regarding the project
they would be involved in. Then, all the informants were given a pre-test. The
researchers collected their papers and marked it as it would be used to compare
between their pre-test and post-test result. Next, the researchers continued the project
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with the implementation of GRAMMILLION+TARSIA. During this period, the
researchers used the selected materials along with vigorous explanation and
discussion between the researchers and the informants to ensure the effectiveness of
this learning style towards their ability to grasp the intended grammar skills. Later, all
the informants were given a post-test. Their results were then compared in order to
identify if there were any improvement. They were once again gathered for their
second briefing. The researchers informed them about their result and asked them to
write their personal reflection regarding the effectiveness of this method in helping
them to improve their grammar skills. As for the write up, the researchers who were
involved in this project sat together to discuss in depth regarding the outcome of this
project and its direction.
4.0 RESULTS AND DISCUSSION
Overall, the percentage in the informants’ performances increased significantly
from 3/10 to an average of 6/10 based on the pre and post test. The informants’
confidence level increased mainly because they felt comfortable with the environment
experienced while playing the board game especially because they are among
classmates. As presented in the following chart, the marks were based on the PT3
rubric and in this data, it was used to calculate the marks for English subject, section
A which is 10/10. Based on the data, the result clearly shown that there was
improvement after the implementation of GRAMMILLION+TARSIA among the
informants. Although nobody achieved full marks but there were some distinctive and
positive progress.

Table 1: Pre-Test and Post-Test Results
There were some improvement on the students’ memorization of the grammar
forms and function, identifying and applying the correct answers. It was also a fun
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and interesting way of acquiring grammar skills as they work collaboratively
throughout the session. Explanation by the researchers, discussion among the
researchers with the informants and among the informants paved the way of solving
problems in a non-threatening environment.
The informants were having fun in arranging the TARSIA puzzles and they could
response the researchers’ questions after reading and studying the pictorial notes. The
class was so relaxed whereby even the quietest student enjoyed sharing her ideas and
opinions. Above all, the researchers believe that teacher’s guides are essential in
conducting the game. It is not advisable for teachers to let the students study the
pictorial notes on their own. Students may still need the teacher’s guidance. At the
end, seeing even a slight improvement by the students had made a big impact on the
teacher; it creates a sense of satisfaction.
The innovation was also interactive, handy and useful as it helps students to learn
grammar through overt and covert situation. Besides, being able to apply the correct
grammar to complete sentences, students could apply it in written and speaking
activities as well. Moreover, by acquiring the grammar skills, students were seen
much more confident because they have the knowledge to impart it in their daily
communication.
5.0 CONCLUSION
Using the GRAMMILLION+TARSIA arguably presents students with positive
learning opportunities which tap into their prior expectations, attitude and experiences
towards learning grammar. However, as apparent in the findings, while this game can
be fun it needs to continually be explored and developed by teachers so that problems
can be overcame and their students can fully experience its effectiveness and boost
their confidence in English grammar learning. Therefore, the researchers are hopeful
that GRAMMILLION+TARSIA will eventually become an integral tool in the
teaching and learning of grammar and a handy supplement to textbooks as well as
resources already used and available in the classroom.
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ABSTRACT
The paper reviews the authors’ personal experience on joining the JohorMUN
workshop and the upcoming JohorMUN conference. MUN stands for Model United
Nations, a replica of the real United Nations where students role play as delegates of
member states in a session in their respective councils to speak on current issue, debate
and reach a common consensus. In a MUN, students are able to put themselves in
other’s shoes as they are required to be delegates of countries and prepare opening
speeches and resolution papers based on the topic and council they are given. In a
MUN, students will learn to speak diplomatically to reach their goal; that is to draft a
resolution paper where all delegates of respective countries agree and pass the motion.
More than one topic can be debated in a council. Examples of councils are United
Nations Human Rights Council (UNHRC) and Disarmament and International Security
Committee (DISEC). All the discussions are carried out in English language. Hence,
participants need to brush up their English language vocabulary and speaking skills in
order to perform well in their council. Generally, the authors would like to encourage
students to eagerly take part in MUN to improve not only their English language but
also general knowledge and what is happening around the world.

1.0 INTRODUCTION
MUN, also known as Model United Nations is regarded as a fairly new concept
introduced to Malaysian students. Usually, only college and university students,
including a handful of secondary school students who are studying in international
schools are involved in the MUN held in Malaysia. MUN is a stimulation of the United
Nation’s work session where students role play as delegates from different countries to
speak on topics ranging from health to security. MUN teaches students to researching,
presenting, public speaking and leadership skills. Students will need to learn to speak
diplomatically as they role play as delegates representing their respective country in
their respective council.
Students participating in the sessions will have to work together to form alliance
to submit a resolution concerning the topic discussed. Language used in MUN session
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is English though in regions like South America, Spanish is sometimes used. Hence
students participating in MUN will have to improve their English language in order to
be able to perform well during MUN session. MUN sessions involve a large amount
of researching and being able to delegate works to others in order to produce a
resolution paper. Participants are required to have knowledge regarding legal terms to
draft resolution papers and prepare for an opening speech.
English language used in daily life situation may not be appropriate during
MUN sessions. Specific terms and clauses are used in resolution papers. Furthermore,
there would be lobbying session for participants and all conversations are carried out in
English language for participants to form blocs. By participating in MUN, students
learn in depth about the countries they represent. They speak diplomatically to protect
their country’s sovereignty and benefits. Students work together to make sure their
resolution paper passed. Hence, participating in MUN is highly encouraged among high
school and college students to improve themselves.
2.0 LITERATURE REVIEW
This globalization era requires students with the capabilities to work with different
cultures and with the ability to speak and write effectively in the English Language.
The MUN program provides such a platform for youths to participate to learn, share
and offer suggestions. One example is The Hague International Model United Nations
(THIMUN) Youth Assembly which represents the efforts of young people, who have
been given the opportunity to voice their personal opinions on issues permanently on
the international agenda (THIMUN, 2002). In the Malaysian context, MUN programs
are usually organized by a few universities and participation is from college or
international schools. School students are usually not aware of these opportunities and
how these programmes can assist them to improve their language abilities especially
their interactive skills. Moreover, there is a growing concern about the level of students’
communication skills and the limited opportunities to use the English language skills
outside the classroom. According to Fairus (2003), the fundamental reason for
deterioration is the lack of exposure to English and usage of the language beyond the
classroom.
In normal classroom teaching in Malaysia, much time is spent in teaching
reading comprehension and writing. Activities for development of oral skills are
lacking. The results of a study through questionnaire and interview by Fauziah and Nita
(2002) have consistently shown one main finding—that teaching and testing, both in
schools and in the national examinations, focused mainly on two language skills:
writing and reading. Listening and speaking have been found to be much neglected in
the classroom. This is a major concern as it is through speech that children learn to
organize their thinking and focus their ideas (Lyle, 1993). The neglect of oral
communication practice in the classroom will hinder such an important language
learning foundation to emerge and severely obstruct the development of other aspects
of language skills (Zhang & Kortner, 1995).

3.0 OBJECTIVES
There are no known studies on the impact of MUN on students’ communication skills
and on other skills. Thus, the purpose of this study is to explore particular interests on
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the impact of participating in the MUN conferences. Besides, this preliminary study
intended to identify information that is relevant to a student to improve English
language skills.
Specifically, this study aimed to investigate
i

the impact on students’ confidence to speak in public by participating in a MUN
program,

ii

the impact on students’ English language skills by participating in a MUN
program and,

iii the impact on students’ general knowledge by participating in a MUN program.

4.0 METHODOLOGY
An inductive qualitative and quantitative research approach was carried out to address
these objectives. First, the author noted down in her personal journal the impact of
participating in MUN programs. These included her feelings prior to and after joining
MUN. Secondly, the author distributed a questionnaire to ten respondents to gather their
views from participating in a MUN program. The Likert style questionnaire consisted
of ten statements with four options: strongly agree, agree, disagree and strongly
disagree. The questionnaire consists of two parts, which is enquiring about the subjects’
age and number of MUN workshops participated, and the second part of the
questionnaire investigates the impact of joining MUN to their lives as a student. This
was to gain their insight from participating in the programmes and to compare their
views with those expressed by the author. The research questions are as followed:
RQ1: Do students feel that they are more confident speaking in public after participating
in a MUN program?
RQ2: Do students think that after participating in a MUN program, their English
language skills improved?
RQ3: Do students feel that their general knowledge has improved after participating in
a MUN program?
5.0 RESULTS
5.1 Personal experience
Through the author’s experience in participating in the Johor MUN workshop and Johor
MUN, on the first day of the MUN session, the author was reluctant to speak, initiate
all kinds of communication or information exchange. However, after given briefs by
the chairs (moderators), she had a grasp of how the sessions were going to be and
understood the procedures. On the second day of MUN session, after a night of
researching with other participants, she was more confident to speak and deliver her
speech and resolution in front of the council. She realized that participants who had
good grasp of English language had the advantage while preparing resolutions and
opening speeches. Her confidence level increased as her peers encouraged her to speak
adhering to the rules and regulations during the sessions. Opinions were given and
accepted with open minds. The atmosphere was very encouraging for participants to
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speak out and stand firm on their views. At the end of the program, she realised that her
English language skills and vocabulary skills improved tremendously.
5.2 Questionnaire Results
Summary of the questionnaire results shown in Table 1.
Table 1: Analysis of the questionnaire based on the research questions
No

After participating in MUN programs:

1
2
3
4
5
6
7
8
9
10

I am able to speak confidently in public.
I can improve my writing skills.
I can improve my listening skills.
I can improve my speaking skills.
I can enhance my vocabulary knowledge.
I can build healthy relationship with others.
I can analyze global issues.
I can improve my studie .
I am distracted from my studies.
I realized teamwork is necessary to improve
my confidence.

Strongly
Agree
70%
70%
90%
80%
60%
70%
80%
50%
70%

Agree
30%
30%
10%
20%
40%
30%
20%
50%
20%
20%

Disagree Strongly
Disagree

60%
10%

20%

After participating in MUN programmes, 70 % of students strongly agree that
they are able to speak confidently in public. 30% of the students agree that they are able
to speak confidently in public. This is because during MUN session, delegates are
required to give an opening speech, addressing the issues and the stand of his respective
country in the council. Hence, students brace themselves to speak in the respective
councils.
70%of students strongly agree that their writing skills improved while 30% of
students agree with the statement after participating in MUN programs. This is mainly
because students are required to prepare resolution which consists of writing using legal
terms and specific clauses to be more official and similar to the real resolution papers
presented in United Nations.
After participating in MUN programs, 90% of students strongly agree that their
listening skills improved while 10% of students agree with the statement. As during
MUN sessions, students need to listen to other delegates from different bloc of their
opinion. Some students, especially international students who are not from Anglophone
countries speak with accents. Thus, students need to try to understand the message
being conveyed by fellow delegates.
80% of students strongly agree that their speaking skills improved while 20%
agree with this statement after participating in MUN programs. This is due to students
need to mingle and form bloc to address the issues given in the council which requires
speaking skills to achieve their goals. Effective communication is critical for students
to form alliances with other delegates and findi common grounds among themselves.
After participating in MUN programmes, 60% of students strongly agree that
their vocabulary knowledge is enhanced while 40% agree with this statement. As during
MUN sessions to drafting resolutions, students will come across some difficult words
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that they may have never see before. Exposure to different words in MUN sessions
enhanced students; vocabulary knowledge.
70% of students strongly agree that they are able to build a healthy relationship
with others while 30% agree with this statement after joining MUN programs. The main
reason is MUN sessions require students to form bloc and teamwork is essential for
resolution draft by the bloc to pass. Having good relationship and being able to build
one with others allow students benefit from these relationships. Students who have good
relationship with others are able to gain more support from others.
After participating in MUN programs, 80% of students strongly agree that they
can analyze global issues while 20% agree with the statement. As large amount of
research need to be done prior to joining MUN sessions, students gain insights
regarding the issues that are discussed in their respective councils. Extensive researches
are done on countries that are found in the councils hence further understanding of the
global issues discussed.
50% of students strongly agree that they were able to improve their studies while
50% agree with this statement after participating in MUN programs. This is because
researches done by students before and during MUN sessions bring them beyond.
Having extensive knowledge about the world gives students advantages that one could
never even imagine. Students with theses extra knowledge are more capable to handle
questions requiring high order thinking skills (HOTS) with fits the target of Ministry of
Education to create students with critical thinking skills.
60% of students disagree that they were distracted from their studies while 20%
strongly disagree with this statement but 20% agree with the statement after joining
MUN programs. This is because participating in MUN programs in voluntary and
students enjoy being involved in the sessions. However, some MUN programs were
held during school days and some students could attend school while participating in
MUN programs.
70% of students agree that they realized teamwork is necessary to improve their
confidence while 20% agree with this statement but 10% of students disagree with the
statement. This is because while presenting resolutions in MUN sessions, students need
to speak solo in front of their respective council. Encouragements and supports from
fellow students allow the presenter to be more confident while presenting in front of
the council. Some students who had already overcome their fear of speaking in public
have no problems presenting.

CONCLUSION
Joining MUN programs inspire students, as a student myself, involving in MUN allows
me to rediscover my interest in life. I became a more confident person and I know how
to apply knowledge in my daily life. MUN helps in networking as I get to know a lot
of people through MUN programs. As a student, MUN programs helped me in my
studies as some of the knowledge was related to subjects taught in school. I learnt to
communicate with others without hurting their feelings or being too direct and blunt.
Based on the questionnaire distributed, other students also have similar
experience as mine. After joining MUN programs, it was like discovering the world
again with a different perspective. Lobbying teaches how to form alliance and stick
together with your partners through thick and thins. New friends are made which really
helps in networking for one’s future.
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Therefore, participating in MUN, no matter as delegates or volunteers, should
encourage students without interfering with their studies. Students gain more than just
knowledge participating in MUN. Students are able to speak more confidently in public
for their voice to be heard. Their English language skills improved tremendously after
participating in MUN programs. MUN programs put students in English language only
situations as the common language used is English. English skills in all four aspects
(reading, writing, speaking and listening) were improved and enhanced. Students are
also more aware of global issues and what is happening to the world by participating in
MUN programs. They are no longer confined to their little bubble of school and are
able to connect with people around the world.
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Appendix
Questionnaire
Biodata
1) Age :
<16 ( )
16-20 ( )
>20 (
)
2) Number of MUN programs/workshop participated :
1-3 (
)
4-6 (
)
>7 (
)

No

After participating in MUN programs,

1
2
3
4
5
6
7
8
9
10

I am able to speak confidently in public.
I can improve my writing skills.
I can improve my listening skills.
I can improve my speaking skills.
I can enhance my vocabulary knowledge.
I can build healthy relationship with others.
I can analyze global issues.
I can improve my studies.
I am distracted from my studies.
I realized teamwork is necessary to improve
my confidence.

Strongly Agree
Agree

Disagree Strongly
Disagree
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ABSTRACT
This paper reviews how the application of scaffolding theory could develop the method
or module of writing. The problem of ESL pupils in Malaysia includes the hitches in
understanding word implication and meaning, vocabulary as well as writing skills.
Apparently, there is a difference between writing in the first and the second language. In
consequences, the researchers propose a method with a writing module i.e. the VAW Method
which is focusing on vocabulary enhancement in improving the writing skills among these
learners. This method that comprises of vocabulary enhancement (V), application and
practice (A) and Writing (W) is projected to aid the learners to improve their writing skills.
However, this method or module can only be implemented successfully by utilizing the
cognitive process theory and most prominently the scaffolding theory in the process of
writing. In education, scaffolding can be defined as a variety of instructional techniques
practiced by the practitioners and educators in increasing pupils’ understanding and
eventually independence in the process of learning. Scaffolding is deliberated as a crucial
element of effective teaching and learning to L2 primary school pupils which is commonly
practiced in fulfilling the learning gaps i.e., the variance between what pupils have learned
and what they are expected to know and do at a certain point in their learning.

1.0

INTRODUCTION
Writing in a second language poses many problems for the majority of English as a

second language, L2 learners. Learners in the Malaysian context perceive writing in the
traditional style where it stands by rules and a certain structure. Learners may have to put up
with models of writing rather than write freely. According to Doushaq (1980), L2 learners
find composing in English difficult because the writing process may necessitate them to
think. Hyland (2003) agreed that all learners can become better writers with proper contextual
awareness and with correct writing instruction.
In the rhetorical classroom, most of L2 learners show that they have difficulties in
writing where some learners will have trouble getting started (Al-Gharabally, 2015). Some
pupils have inadequate foundation on the language that leads into insecurity as well as
35

frustration, and some feel that essay writing is so subjective with no answers. Besides of that,
some learners have a fear of making mistakes in writing due to the uncertainty. Meanwhile, a
good writing need to have a high number of strong vocabulary but it is time consuming for
the learners to finish their writing (Rahmat, Arepin, Rohayu, Yunos, Amani Syed, &
Rahman, 2017).

1.1

A Cognitive Process Theory in Writing
Writing is a thinking activity as a writer is continuously engaging in a thinking

activity during the process. The well-known scholars, Flower and Hayes (1981) introduce a
cognitive process theory of writing that endeavors to produce the foundation for the
understanding of writing and methods of researching writing. In their writing, the authors
strive to change from only studying the product as well as the processes it replicates, and
move to the composing processes internally. Flower and Hayes (1981) utilized the protocol
analysis (p. 368) with the elimination of traditional research methods. For instance, the
writers were given the task of writing a short composition where the essential stipulation was
the prerequisite to think aloud as they functioned. They used a tape recorder to keep the
spoken thoughts where the recording and not forgetting the writer’s written material such as
rough notes were collected to produce a single protocol. Next, the protocols that provide a
valuable data will be reported.
Therefore, the authors organize their findings into four key observations about writing
and processes of writing through think aloud protocol analysis include writing as a set of
thinking processes the writers compose or organize during the act of writing distinctively.
Flower and Hayes observed that writers started with the rhetorical problem of writing and
then they react to the problem by writing. In fact, the rhetorical problem, the audience and the
writer’s goals provide motivation. However, a writer’s success in this process depends on
his/her ability to define the problem since the developing text frequently narrows the writer’s
options for the text. Besides, Flower and Hayes (1981) recognize the writer’s long-term
memory which they describe as the combination of writer’s life experience with the other
external sources, as being elaborated in the creative process. Finally, the writer plans how to
complete the composition by producing an internal representation that feeds the formation
and organization of ideas.
Flower and Hayes (1981) outline the process of translating ideas into words on
written production which stresses the writer to look into theoretical thoughts and run them
through the practical writing aspects. In addition, review is one of the factors in the process
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where the writer assesses what they have written and then modifies the text to suit the
emerging concept of the production. Flower and Hayes (1981) perceived that writers monitor
their development process and the progress of their writing skills. Besides, the task of
monitoring is depending on the changing goals as well as the writer’s writing method.
The second main point is that the processes of cognitive in writing are hierarchical
which include more specific sub-processes. A hierarchical structure has flexibility, for
instance, the written composition may contain the generation of idea. Apparently, the act of
composing is a goal-directed thinking process which directed by the writer’s self-developing
network of goals. This led Flower and Hayes to the third of their cognitive theory where
writing is goal-directed, while goals have a ranked structure like the superior hierarchy of all
the processes of writing. Meanwhile, writers produce goals as they write in which the goals
developed during the writing process and they lead the writer to select the suitable process to
use in any type of writing. Flower and Hayes (1981) highlight that, “In the act of writing,
people regenerate or recreate their own goals in the light of what they learn" (381).
The fourth point in the study determines that writers discover the purpose in goals by
which the goals grow as the writer learns through the process of writing. The researchers
classify the goals patterns as to discover and combine state and develop, as well as write and
regenerate. From these revolving patterns of goals, it followed by learning and creativity as
well. Flower and Hayes (1981) determine that the basis of creativity originates from the
writer’s capability to produce goals as well as ideas in the writing.
Meanwhile, Flower and Hayes’ (1981) model of Cognitive Process Theory of Writing
suggests three major elements include the task environment, the writer’s long-term memory
as well as the writing process. Task environment includes the topic, audience and exigency as
well as the written text. Besides, the process of writing comprises of planning, translating and
reviewing. Flower and Hayes (1981) mention that goals are “created by the writer” (p. 373),
and good writers generate ideas, organize and revise their goals while writing in a recursive
manner. Translating is the idea of “putting ideas into visible language” (p. 373). The
inexperienced writers may be distracted on the demands of writing like spelling and that they
are barely to focus cognitively on the processes of planning and composing. On the other
hand, reviewing comprises of the sub-processes of evaluating and revising, “along with
generating, share the special distinction of being able to interrupt any other process and occur
at any time in the act of writing” (p. 374).

1.2

Problem of Writing Among L2 Primary School Pupils
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A study by Al-Khasawneh (2010) conveyed some of the reasons why the pupils found
writing difficult include the environment, teaching method, and teacher’s inability that need
more training themselves in teaching writing that lead some pupils have lack of interest
during writing lessons.
In the past study, Ghabool (2012) investigated 30 L2 Malaysian pupils from upper
and lower secondary on the problems that they encounter when they are composing. The
study found the problem of L2 writers includes conventions, punctuations and the most
common one is language use. Meanwhile, Kho, Wong & Chuah (2013) in their research
investigating the writing difficulties of 132 learners in a higher institution in Sarawak,
Malaysia resulted that writers had problems in term of creativity, critical thinking skills,
proofreading, language use, tenses, vocabulary and also the use of L1 to write L2 essays.
Another study by Zakaria, Ibrahim, Rahmat, Noorezam., Aripin, & Rasdi (2014) was
conducted on 497 students from four different engineering faculties revealed no significant
differences in the way these different writers use their long term memory, discovered their
task environment as well as they writing process.
In addition, a study by Rahmat, Syed Abdul Rahman & Mohd Yunos (2015) observed
the writing strategies of three undergraduates studying where the three writers experienced
Think Aloud Protocol and the results exposed that the strategies used by writers of different
disciplines do vary in some ways. Some findings show that good writers took more time to
write and revealed that even the good writers perceived essay writing as difficult; hereafter,
they said they desired more time to begin writing. Another finding revealed how the writers
from social science took more time to plan compared to their sciences corresponding person.
As the effects, it can be concluded that this research has discovered that writers from the nonsciences observed writing as challenging and focus only for essay writing. Apparently, they
assumed writing as a means to finishing their tasks rather than as something they needed to
give consideration. They were more worried with the writing content and put less effort on
the ESL academic writing skills.

2.0

LITERATURE REVIEW

2.1

The Influence of Vocabulary on Prosperous Writing
There is a wide-ranging research signifying how rich vocabularies act as a crucial

element of reading ability. In some ways, the ability to produce effective writing depends on
having an ample vocabulary rather than on the reading ability. Once the young learners have
learned to acquire words, they might then be able to pronounce and even read many words
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they are not familiar with. In addition, they may also define the exact meanings of the words
merely by exploring the context in which those words are utilized. Though, during the
process of writing, a young learner does not have the luxury of examining the context in
which a word is used; he or she is generating the context. Consequently, the writer may
impulsively remember words that are known not only by sight, but also understood well
enough to be used properly. As words are the writer's most significant tools, the vocabulary
development must be a vital and constant part of learning.
Shawna Brynildssen (2000, cited in Laflamme, 1997) who suggested some key
principles that ought to lead the conception as well as execution of an inclusive vocabulary
development program. Firstly, teachers need to offer direct instruction of techniques or steps
for enhancing a wide-ranging vocabulary. Secondly, the new vocabulary must be associated
to the pupils' prior knowledge and background as such words will likely be meaningful to
them rather than words that do not appeal to their understanding. Ediger (1999) notes that "if
meaning is lacking, the chances are pupils will memorize terms and concepts for testing
purposes only or largely" (p. 2). Thirdly, pupils should be able to interpret the already learned
vocabulary and utilize them in society (Ediger, 1999, p. 7). However, they have to feel
contented using these words during classroom application. Learners should be encouraged to
use or relate the new vocabulary terms into their verbal as well as written reports productions.
Next, practice and repetition are significant means by which learners can be accustomed with
new words to enable them to comprehend the way they may use the words properly
(Laflamme, 1997).
Other than that, teachers must model in front of the pupils about their eagerness as
well as curiosity about the new vocabularies through their actions and outlooks. This can
arouse pupils’ interests for ‘teachable moments’ throughout the day as well as encouraging
pupils to discover alternative ways of asserting concepts; and assisting the learners to
recognize colorful, descriptive methods of writing. Finally, Leflamme (1997) agreed that the
vocabulary development must be devoted by all teachers, students and the whole school itself
over the long terms as the vocabulary teaching must be an interdisciplinary project which is
integrated throughout the curriculum.
In fact, there is no assurance how enhanced vocabulary can improve pupils' writing
skills. However, it can be realized only if the teacher can create a classroom which focuses
seriously on writing. According to Corona, Spangenberger, & Venet (1998, p. 24), "in such a
classroom, process and environment are closely intertwined and interdependent. The process
does not come alive unless the environment is conducive to it".
39

Meanwhile, Shawna Brynildssen (2000, cited in Laflamme, 1997) in her study has
also shared several techniques which can be utilized by teachers to make a writing-centered
classroom. The first one is by sharing vocabulary-rich literature as the best source for
teaching good writing is good books). When a teacher asks the pupils to read or make them
listen to the loud reading of books, poems and stories that comprise of interesting vocabulary,
teachers may present new words and create a forum as a medium of discussion among them.
Secondly is by increasing pupils’ awareness of interesting words. There are various
ways of implementing such as pair work, word search, words-of-the day etc. Thirdly is by
providing a range of writing opportunities in order for the pupils to communicate written
ideas. In fact, the young writers may have a greater investment in their writing as they are
given varieties tasks in the classroom includes journal, diary, book reports, poetry,
autobiographies, short stories and so on.
Fourthly as stated by Corona, Spangenberger, & Venet, (1998) is by serving a
sufficient time for pupils to completely experiencing the writing process. Teaching writing
should be focused as a thorough process which must be studied in depth, with sufficient
amount of time should be allocated for writing process. Last but not least, teacher should
allow pupils to participate in a conference with teachers and other learners (Corona,
Spangenberger, & Venet, 1998). Furthermore, when the topics are selected, pupils should
meet with the teacher to converse their ideas and answer questions. The role of the teacher is
to inspire, boast on existing strengths, and assist the young learner to develop his or her range
of abilities. Conferencing with fellow pupils might also give the writer more chance to
brainstorm, share ideas and revise his or her written composition where needed.

2.2

Scaffolding Learning Theory
In the field of education, the term scaffolding can be defined as a process that teacher

will model or demonstrate to the students when learning something new. After that, they will
step back to let the students doing the tasks independently while the teacher is guiding or
supporting them as needed. The founder of this instructional technique, Jerome Bruner
encourages positive interaction and three modes of representation during teaching comprises
of actions, images and language.
There are several steps of teaching by using the scaffolding learning theory. Firstly, a
teacher will start teaching at the level the students are able to understand in order to build
their understanding. She will present the problem before the students and thinks aloud by
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explaining as she goes about solving it. In the process, she demonstrates how a solution is
attained at by relating and even combining actions, images, and language.
Then, she will repeat this process two times while asking questions to the students
along the process to strengthen their understanding. She will response positively each answer
by the students whether it is right or wrong in encouraging participation. In the next steps
when the teacher repeats the demonstration, she will ask the pupils with the same asked
questions and as there will be more students asked to respond to the question each time it is
repeated. Meanwhile, correction is provided when needed by the positive reinforcement.
In the meantime, understanding is checked as they solve problems. When
understanding seems to be attained, students tend to join the teacher the problem solving. If
they still could not understand, then more instruction is needed so more modeling will be
provided. However, when students do the demonstration, the teacher fades or steps away to
allow students to work independently but still offering support as needed.

Figure 1: A Cycle of Scaffolding

Instructional scaffolding is the support given during the learning process which is
customized according to the students’ needs to helping them achieving their goals of learning
in a deeper learning level. It offers adequate support to promote learning when concepts and
skills are being first introduced to students. These supports may include of resources, a
compelling task, templates and guides as well as guidance on the development of cognitive
and social skills.
The use of instructional scaffolding in various contexts includes modeling a task,
giving advice and also providing coaching. These supports are progressively detached as
students improve autonomous learning strategies, thus encouraging their own cognitive,
affective and psychomotor learning skills and knowledge. Teacher assists the students to
master a task or a concept with support in the forms of outlines, recommended documents,
storyboards or key questions.
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Scaffolding theory was first introduced in the late 1950s by a cognitive psychologist,
Jerome Bruner who defined the term in describing the oral language acquisition of young
learners. These children’s parents have been using this technique absentmindedly when they
first start learning to speak provided with informal instructional formats in the facilitated
learning. Then, a scaffolding format investigated by Bruner and his postdoctoral student,
Anat Ninio whose scaffolding processes are described thoroughly in book-centered
interaction such as joint picture-book reading (Ninio & Bruner, 1978), bed-time stories and
read alouds (Daniels, 1994).
In fact, scaffolding is inspired by Lev Vygotsky's concept of an expert assisting an
apprentice or a novice. Lev Vygotsky is a cognitivist who proposed a theory of development
of higher cognitive functions for children that highlights reasoning as developing through
practical activity in a social environment. He was also a Soviet psychologist, a prominent
supporter for a new theory of consciousness, the "psychology of superman" as well as the
leader of the Vygotsky Circle. His main contribution was in developmental psychology and
he created a development theory of the “higher psychological functions" that view the
development human psychological as developing through interpersonal relations and actions
with the social environment.
Vygotsky introduced, but did not fully develop the zone of proximal development
(ZPD). The zone of proximal development (ZPD) is the difference between what a learner
can do without help and what he or she can do with help. Vygotsky specified that a child tend
to follow the examples of an adult and progressively grows their ability to do the specific
tasks without help. In fact, the role of education is to provide children with experiences that
are within their proximal development zones as well as encouraging and progressing their
individual learning in terms of skills and strategies.
Apparently, the concept of the ZPD is broadly used in studying about mental
development of children as it related to education. It is seen as scaffolding, a structure of
"support points" for performing an action i.e. when an adult or more competent peer helps or
guides the child to work within the ZPD. Historically, the term ‘scaffolding’ was first
pioneered by Jerome Bruner, David Wood and Gail Ross when they were applying the ZPD
concept by Vygotsky in numerous of their educational studies. Studies have also found that
the students utilizing scaffolding in the difficult tasks could get the maximum learning
outcomes.
Scaffolding can be defined as a process where a teacher or a more capable peer guides
a student in their ZPD as the needed aid until it becomes needless as constructors remove a
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scaffold from a building once they complete construction. In a same way, scaffolding is the
technique how the adults guide children on their learning with focused questions as well as
positive interactions. Upon the interpretation of the ZPD, numerous instructional programs
were established including reciprocal teaching as well as dynamic assessment. In order for
scaffolding to be effective, one must begin at the child's knowledge level and develop from
there.
Another example of scaffolding is learning to drive. Parents and driving instructors
guide driving students along the way by showing them the mechanics of how the car is
operating, the correct hand positions on the steering wheel, the technique of scanning the
roadway, etc. As the student progresses, less and less instruction is needed, until they are
ready to drive on their own.
The concept of scaffolding can be observed in various life situations and arguably in
the basis of how everyone learns. One does not (normally) begin knowing everything that
there is to know about a subject. The basics must be learned first so one can build on prior
knowledge towards mastery of a particular subject or skill.
Scaffolding is modifying the level of guidance to fit the children’s cognitive potential
as well as performance over the course of a teaching session. If a child is facing difficulty
with a particular task, more support is provided until over time, the child will need less
support as they show improvements on the task. Apparently, scaffolding works to preserve
the child's potential development level in the ZPD. A necessary element to the ZPD as well as
scaffolding is the language acquisition.

Figure 2: Zone of Proximal Development
The zone of proximal development is the alteration between what a learner may do
without any assistance from the teacher or other fellow friends, and what he or she can do
with such supports. According to the above picture, the middle circle represents the zone of
proximal development where the pupils cannot complete tasks without assistance, but still
can complete them with guidance. Besides, the more knowledgeable other is someone who
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has a better understanding or a greater ability level than the learner, in a particular task,
process or concept.
Vygotsky notes that language particularly speech is important to children's cognitive
growth since the purpose of language is to understand about behaviors properly. The use of
speech enables children to communicate as well as learn from each other through dialogue as
an important tool in the ZPD. A child's disorganized and spontaneous concepts in a dialogue
are met with the more systematic and rational concepts of the skilled assistant. Empirical
research recommends the benefits of scaffolding as not only advantageous during a task but
can range beyond the instant situation to influence future cognitive development.
Additionally, verbal scaffolding helps children's cognitive development and also for learning
and development as well.
The zone of proximal development (ZPD) is a critical construct or concept for
scaffolding instruction introduced by Vygotsky. According to Ellis & Worthington (1994),
ZPD is the ground between what learners can do by themselves, i.e. expert stage and what
can be achieved with the support of a knowledgeable peer or instructor i.e. pedagogical stage.
Vygotsky believed that a child could be taught with any subject systematically using
scaffolding practices by applying the scaffolds at the Zone of proximal development.
Students are led and monitored through interactive learning activities that work as conduits to
develop them to the next stage. Therefore, Raymond (2000) opined that the young learners
gain new understandings by presenting on their previous knowledge through the support by
skilled individuals.
Generally in writing instruction, support is offered in verbal discourse. According to
Rodgers (2004), the writing instructor should engage the attention of the learners and at the
same time encourages them to finish the tasks. They also should standardize the task with
relevant classified task features, and also controls for any signs of frustration as well as
models or demonstrates to the students when needed. Through joint activities, the teacher
scaffolds the learning process to maximize the growth of a child's intrapsychological
performance where the adult controls the task that could exceed the child's ability that could
increase the expectations of what the child is able to do. Luna (1979) highlights speech as a
critical tool to scaffold thinking and responding in the development of higher psychological
processes. Apparently, it stimulates thinking to be more abstract, flexible and independent
(Bodrova & Leong, 1996).
From the perspective of Vygotskian, talk and action perform with the sociocultural
fabric of the writing event to form a child's awareness and performance (Dorn, 1996). In
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terms of dialogue, it may include from casual talk to thoughtful explanations about sorts of
written language. The talk embedded in the actions of the literacy event forms the child's
learning as the instructor controls her language to follow the child's understanding levels.
Clay (2005) believes that it like casual conversational exchanges between teacher and learner
nurture cognitive development, language learning, story composition for writing as well as
reading comprehension. Conversations ease reproductive, constructive and experimental as
well as developmental speech and writing in the development of new ideas (Smagorinsky,
2007).
Saye and Brush (2002) divides scaffolding into two levels of soft and hard. For
instance, the soft scaffolding in the classroom is when a teacher mingles the room and
converses with the students (Simon and Klein, 2007). The soft scaffolding or referred as
contingent scaffolding (Van Lier, 1996) encourages the teacher to question the learners with a
difficult problem and provide constructive feedback with support. The scholar also suggests
the type and amount of support needed depend on the needs of the students during the
instruction. However, implementing scaffolding systematically can be challenging when the
classroom is large with various students’ needs to be fulfilled (Gallagher, 1997). Scaffolding
can be practical to a majority of the students but the teacher needs to recognize additional
scaffolding to fill any inadequacy.
Meanwhile, the second type is embedded or hard scaffolding which is planning in
advance the learning task that is assumed to be difficult for the students (Saye and Brush,
2002). For instance, when students learn the formula for a math subject, the teacher may look
for hints or cues to help the student practicing a higher thinking level in the lesson. In such
situation, the idea of "expert scaffolding" is being implemented (Holton and Clarke, 2006)
where the teacher is considered the expert and is responsible to provide scaffolding for the
students.
Reciprocal scaffolding is a method first invented by Holton and Thomas, which
involves a group of two or more learners working collaboratively. In this condition, the
members of a group can learn from other's experiences as well as knowledge. According to
Holton and Clarke (2006), the scaffolding is shared between each member and changes
persistently as the group works on a task. Vygotsky notes that students improve their thinking
skills in higher level during scaffolding with the assistances of an adult expert or a peer
(Stone, 1998). In contrast, Piaget (1928) believes that students tend to dispose of their ideas
when paired with an adult or the more skilled students. As the consequences, students should
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be paired with others who have different perspectives. Then, conflicts would occur between
students letting them to think productively at a higher level.
Nowadays, technical scaffolding is the latest approach in which computers substitute
the teachers as the guides. According to Yelland and Masters (2007), students are guided with
web links, online tutorials or help pages. Apparently, Lai and Law (2006) agree that
educational software can aid students to follow a given structure and allows them to do
proper planning.

2.3

Scaffolding Theory in Improving Writing Skills
Scaffolding theory can support writing skills among the young learners particularly

the ESL learners when combining it with the process writing approach in the rhetorical
classroom. Generally, the process of writing is highly multifaceted and challenging for the
young learners. According to Scott and Vitale (2003), the transformation of thought into
written communication is a complex task that encompasses many levels of complementary
skills. In fact, writing includes a multiple step process that entails the integration of prewriting, drafting, revising as well as editing that later concluded in a writing production.
Scaffolding is a process that permits teachers to form an organized writing activity to
meet the needs of all young L2 learners. This process lets the teacher to support pupils’
alteration from aided tasks to independent performances (Bliss & Askew, 1996; Bodrova &
Leong, 1998; Palincsar, 1998). It is a procedural process that provides learner with instruction
and guidance until the process is totally learned, and then progressively eliminates the
supports in allocating the responsibility to the learners themselves. Hence, the teacher must
afford learners with the optimum support, and then slowly reduce the level of support until
the learner becomes proficient of finishing the task independently (Bodrova & Leong, 1998;
Elicker, 1995).
Nowadays, most teachers at all levels of instruction concerned to support their pupils
in using forms of written language. One useful tool for this support is scaffolding. Harris and
Hodges in their The Literacy Dictionary (1996) define scaffolding in learning as the regular
removal of adult or teacher’s support such as through instruction, modelling, questioning,
feedback etc. to enable the improvement of pupil's performance across continuous activities,
hence transmitting more autonomy to the young learner.
Scaffolding is useful to support learners in language writing, for instance, the teacher
provides explanation, discussion on the useful language as well as examples of the texts to
make the pupils have clear understanding on the lessons, aids with practices, exercises and
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structured outlines of the study and all of these activities are in collaboration between the
pupils and the teacher or peers. These could also enable the pupils to construct bridges
between reading and writing habitually on their own. Theoretically, the pupils being
‘scaffolded’ in learning writing will be improved from being dependent on the words
provided by the teachers tend to be independent and consequently be able to use their own
words.
The concept of scaffolding took much of the work from the Russian social
psychologist Lev Vygotsky. Vygotsky, in a book called Thought and Language written in the
1920s, entitled the 'Zone of Proximal Development' (ZPD). It is the gap between the
authentic developmental level as determined by individual problem-solving and the level of
potential development as determined through problem-solving with guidance or in
collaboration with the more proficient peers. The ZPD describes those functions as not yet
matured but are in the process of maturation which is a part of learning process.
One of the important aspects of scaffolding instruction is that the scaffolds are
temporary or in a short-term basis. Theoretically, the increase of learner's abilities cause the
scaffolding provided by the more knowledgeable other is slowly withdrawn. Finally, the L2
learner must be able to finish the task or comprehend the concepts autonomously (Chang,
Sung, & Chen, 2002, p. 7). Consequently, the goal of the teacher when using the scaffolding
teaching strategy is for the learner to develop as an independent and self-regulating learner as
well as problem solver (Hartman, 2002).

3.0

APPLICATION OF SCAFFOLDING THEORY IN THE VAW METHOD OF
WRITING
The author seeks to introduce the VAW technique which uses new words in sentence

building. The technique enhances the size of vocabulary acquisition in order to construct
sentences. The VAW technique can be defined as the unique approach of writings with
merged strategies in utilizing new words to be remembered and casted-off in written
sentences.
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Figure 3: The Scaffolding Theory in the VAW Method
In order to use the VAW technique more effectively, it is better to include it in a
larger setting as in a module namely the VAW Module which states as a writing module. In
this module, the L2 learners apply new vocabulary in the practice. The objective of the
module development is to investigate if teaching writing with the VAW technique to primary
school pupils could increase pupils’ writing skills and at the same time improve their
vocabulary size as well. During the implementation of the module, redemption activities will
be executed in order to scaffold the current Process Writing Approach in the classroom
teaching and learning sessions.
To shed some light on defining a glimpse of the module, there are three steps of the
VAW methods (Vocabulary Acquisition, Application, Writing). The VAW technique uses
new words in sentence construction, and then strengthens the new words in memory retention
as in application of the new words in writing productions. Firstly, the ‘Vocabulary
Acquisition’ in which the pupils will be introduced with new vocabularies, next the second
step i.e., ‘application’, where the pupils will apply and practice the new found words in
language activities which will take place in 12 cycles. Finally is ‘writing’ where pupils are
able to apply the new words in descriptive writing situation.
Teachers carry another responsibility to assist children retain the newly taught
information in long term memory by providing fun learning and interesting activities that
could attract their participation. Pupils’ participations in peer or group could boost
socialization, laughter, and a feeling of security that will arouse the amygdala in order to
open up the doors for memory (Sprenger, 2009; Willis, 2009; Wolf, 2000). They need to do
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more practices so that they will remember the newly taught inputs which have to be prepared.
Meanwhile, the activities have to be wisely planned too so that what is rehearsed is
remembered (Sousa, 2005).
During the intervention process, pupils need to master one skill or concept before
moving on to the next skill. For that reason, repetition and feedback must occur endlessly
since the children’s brain is determinedly searching for meaning. Wolfe (2001) states the
need for teachers to provide the children time to practice the information to enable the brain
to have some time comprehending as well as memorizing the new taught information.
Scaffolding is important to help children’s learning. Over the past decades, a huge
number of educators and researchers have used the concept of scaffolding as a metaphor to
clarify the role of adults or more knowledgeable others in supervising children's learning and
development (Stone 1998; Krause, Bochner & Duchesne 2003; Hammond 2002; Daniels
2001). Teachers assume the metaphor tempting as it "resonates with their own intuitive
conceptions of what it means to intervene successfully in students learning" and "offers what
is lacking in much literature on education - an effective conceptual metaphor for the quality
of teacher intervention in learning" (Mercer 1994, in Hammond 2002, p.2).
In an extensive sense, Rasmussen (2001, p.570) states that the term scaffolding has
been taken as "a form of support for the development and learning of children and young
people". The term used as an umbrella metaphor to describe how "teachers or peers supply
students with the tools they need in order to learn" (Jacobs 2001, p.125). The framework of
systematic theory in conjunction with a number of other educational theories (Jacobs 2001;
Rasmussen 2001) augments the context of implementation of the scaffolding metaphor but
makes it more general. Hammond and her colleagues (2002) contend that prolonged
understanding of scaffolding in language and mastery education is compulsory.

4.0

CONCLUSION
The VAW method is predicted to offer adequate aids that could improve the language

teaching and learning process and propose on the greatest teaching method or approach
particularly on vocabulary acquisition as well as writing for the introductory stage of young
L2 primary school learners. The productions of the study are also expected can give great
contribute in the future education too. Realistically, this study may advocate the useful
technique as a reference for educational growth in writing skills.
The writer believed that the importance of the scaffolding could fulfill the gaps in the
rhetorical process approach. Teachers as the educators should aware of the practice of
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scaffolding and appreciate its potential use in their daily teaching particularly in the
classroom basis. In fact, the scaffolding metaphor is a beneficial concept that lets teachers to
change from the direct instruction of a traditional classroom and pursuit for a more advanced
and sophisticated tool. Generally, teachers search for a variation of new teaching techniques
provided by modern pedagogy as they feel the need to discover another way rather than the
traditional practices. In contrast of the direct instruction, teacher verified understanding of the
variances in the quality of teacher-child interaction during the use of scaffolding approach.
Furthermore, the understanding of the theoretical principles of scaffolding may allow
teachers to lead their range of scaffolding techniques as the scaffolding metaphor offers them
with an easy to comprehend reasoning of the merit of teacher interference in children's
learning sessions. However, due to its symbolic nature of the metaphorical term, scaffolding
is likely to be understood as assistance generally or even as an inconsistency of direct
instruction. A comprehensive understanding of the academic foundation of the scaffolding
metaphor will encourage its creativity and cognizant by teachers as the educators. Moreover,
the characteristics of scaffolding as dissimilar and unique from other types of instruction need
to be expressed when thinking of its vast advantages to the L2 learners.
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ABSTRACT
In my first year of teaching, one of the most worrying issues brought up during the
PTA’s meeting was the low level of proficiency in English among the pupils in the school.
Based on my observations, majority of the pupils in the school had lack of interest in learning
the subject and low level of confidence in using the language. Most of the pupils come from a
low income family with less exposure to English language. I taught two English classes that
year and I realized that both classes demonstrated great potentials in the English Language
if they had the platform and opportunity. With this in my mind, I decided to conduct a study
to investigate to what extend the use of Drama help to support the pupils’ learning in the
English Subject. I opt the use of Drama because it has the ability to actively engage the
pupils with different learning styles. Wessels (1987) suggested that dramatic activity is one of
the effective teaching strategies which motivates the pupils to take part actively in the
learning process. The sample was derived from 22 mixed ability pupils. The data were
collected through observations, interviews, written feedbacks and pupils’ work. The drama
was conducted in 3 stages; Preparation, Practice and Production. They were all conducted
outside of the English lesson and the end product (Drama) was performed during the annual
English Language Fair in the school. The findings of this study suggest that the use of drama
in the Primary ESL classroom has significant impacts on pupils’ language learning
especially in building their confidence, engaging their participation and developing their
language skills in the English language.
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1.0

INTRODUCTION

In Malaysia, English is taught as a compulsory subject since primary one in all the
public schools which is stipulated in the education policy. As stated in the Kurikulum
Standard Sekolah Rendah (2017), the English Language Curriculum for Primary School aims
‘to equip pupils with basic language skills to enable them to communicate effectively in a
variety of contexts that are appropriate to the pupils’ level of development.’ To maximize the
pupils’ learning outcomes, the Common European Framework of References (CEFR) aligned
Standards-Based English Language Curriculum (SBELC) is ‘built on the foundations of
communicative competence and fully caters for cognitive progression in its learning
standards’ (KSSR, 2017). It is hoped that by the end of schooling, the pupils will gain the
appropriate knowledge and skills to enable them to become independently proficient in the
English language as defined by the CEFR.
In order to fulfil the education aspiration, teachers have to adapt and structure various
teaching and learning strategies to suit the different learning needs and styles of the pupils.
As English is taught as a second language in this country, it has become a challenge for the
pupils to cope with the language especially to those who do not or have less exposure to the
language. Undoubtedly, teaching English to children nowadays is a great struggle for
teachers as well especially in the English as a Second Language (ESL) classroom context.
During my teaching training years, I had the opportunities to teach in few different
town schools and experienced the varied momentums of learning among the pupils. It was
challenging for me to cope with the situation as I was a novice teacher. Yet, those
experiences ‘matured’ me to constantly reflect and improve my own teaching practices.
Indirectly, it sparks my interest to explore on creative and innovative teaching strategies in
the Primary ESL Classroom. I am also inclined in using hands-on activities and project based
learning in my lesson as it helps me to cater the pupils’ ‘unique’ needs and styles of learning.
1.1 Statement of problem
In 2015, I was posted to a primary school with average of 20 to 25 pupils per class. It
was my first school for posting and the school is located in a small town. During the Annual
Parents’ Teacher Association (PTA) meeting in the school, some of the parents mentioned
that they really hoped the teachers would do a tuition class for English subject and they even
willing to pay for it as their children’s level of English in the school was one of their biggest
concerns. When I encountered this circumstance, I thought it was a normal issue faced by all
schools and I did not look into it seriously.
Few months after my posting, a Choral Speaking Competition was organized at the
District level and we decided to send a team consisting of the Year 3, Year 4, Year 5 and
Year 6 pupils. It was our first participation and with limited practice time, our school
surprisingly was announced as the 1st runner up against nine other primary schools in the
competition. We received many positive feedbacks and encouraging comments from the
teachers of other schools. These experiences impacted the pupils the most and they really
hope they could have more opportunities to participate in more English related activities. I
taught two English classes that year (Year 2 and Year 3) and realized that both classes
demonstrated great potentials in the English Language if they had the platform and
opportunity. They also portrayed great energy and enthusiasm in all the English activities that
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I had conducted in the class. Seeing and learning the great potentials demonstrated by the
pupils in the language made me feel that I should do something to support the pupils’
language learning.
1.2 Issue of concerns
At the beginning stage, I had gathered few data on the pupils’ language learning in the
English subject to help me in the process of implementing the action.
Based on my observations, majority of the pupils in the school had low level of
confidence in using the language as it was rarely use as a medium of communication in the
school. Most of the pupils come from a low income family with less exposure to English
language. The pupils were only exposed to the English language during the English lesson
and sometimes they watched the television programs or cartoons at home. Few of them stated
that they love English language but they felt embarrassed to communicate in the language
with their friends because they were scared that their friends would laugh at them. In my
English class, majority of them were not comfortable to use the language even when I asked
them to answer simple questions or to read a short passage. Therefore, the low level of
confidence had impacted the pupils’ level of proficiency in the language.
I had informally interviewed the administrators and teachers of the school and found
out that the rate of passing in UPSR and the end semester examination for all levels in the
English paper were at the worrisome level in the school. In the past few years, English
subject had been the most challenging subject for the pupils and even the teachers. As there
was lack number of English teachers, most of the programs in the school only aimed to
increase the passing rate and grade for English paper. There were no specific and continuous
English programs designed or planned to support the pupils’ language learning over the
years. Plus, most of the teaching methods used in the class was the traditional way of
teaching; teacher-centered. This had indirectly minimized the pupils’ participants in the
English related activities not just in the school but also in the class.
Most of the academic programs in the school were only focusing on increasing the
pupils’ performance in the examination. This concerned me the most because all these
examinations do not really prove that the pupils have improved or mastered the English
subject as it mostly highlights the writing and reading skills. There are still pupils who score
very well in their examinations but are still incompetence speakers of the language. Often,
the listening and speaking skills are neglected in the learning process because the pupils were
expected to learn and acquire the techniques in answering and scoring the questions in the
examination. The real meaning and fun part of learning the language were overlooked in the
class. This had caused imbalance emphasis in the development of the pupils’ basic language
skills.
From the data collected, it could be summarised that the aspects that lead to the low
level of proficiency in the English subject in the school were; (1) the pupils’ level of
confidence, (2) the pupils’ participation in the English related activity and (3) the
development in their language skills in the English language.
1.3 Preliminary Investigation
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In 2015, we had organized our first English Language Fair. I thought that the event
would be a perfect first step for the pupils to immerse themselves in the English language
learning. We agreed to perform a short play on ‘Peter Pan’s Adventure in Neverland’ as a
class project for my Year 3 class. As they were still very new to the play, I took most of the
work. I adapted the script, prepared the practice timetable, and trained them until the day of
the performance came. I made sure everyone in the class were involved in the whole process.
On the day of the performance, they put everyone in awe. I was very surprised and
touched at the same time because I did not expect that they will go to that extend. The best
feeling was seeing their satisfaction after the play and how eager they were to look forward
for the next class project in English class. These are the kind of positive attitudes that I am
really looking for in my English class. Therefore, I decided to go for extra mile to support
their learning in the language and introduced drama to them.
1.4 Objectives of the study
There are two objectives of this study which were; (1) to support the pupils’ language
learning through the use of Drama and (2) to improve my teaching practices in the ESL
classroom context.

2.0

LITERATURE REVIEW

During my teacher training years, I had taken a semester on the ‘Drama among young
Learners’ paper where I had the opportunity to perform a Children’s drama with my course
mate as required in the coursework. Apart from that, I had also joined the Institute Theatre
team for two years as a supporting actress and back up dancer to represent our institute to the
state level for the Theatre competitions. With all these experiences, I found out that acting is
one of the best platform for expression.
According to Holden (1981), drama is defined as any activity which requires the
participants to depict himself in an imaginary situation. Brown (2001) stated that drama is a
formal form of role-play or simulation accompanied by script. Drama, within this scope of
paper, refers to the performance on stage where the pupils were given certain characters to
portray the story. The drama was conducted in 3 stages; Preparation, Practice and Production.
They were all conducted outside of the English lesson and the end product (Drama) was
performed during the annual English Language Fair in the school. Based on the reviewed
literatures, drama has brought many significant and positive impacts in the children’s
learning especially in teaching the English language.
Other than serving as a medium of expression, acting in front of others help children
to gain confidence in using the language with appropriate amount of guidance (Wang, 2017).
Demircioglu (2010) stated that drama activity creates a relaxed atmosphere for learning since
the children have the opportunity to work in group together without negative peer pressure.
With this, the children will gain more confidence in using the language as they express
themselves in the characters assigned.
Wessels (1987) as cited in Tezi (2010) suggested that dramatic activity is one of the
effective teaching strategies which motivates the pupils to take part actively in the learning
process. A study by Tezi (2010) indicated that the students were more enthusiastic to
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participate in the classroom activities in the later stages of training. Fernandez and Coil
(1986) as cited in Sam (1990) stated that learning will be more realistic and meaningful when
drama is used in education as it encourages the students to exercise their sensitivity and
imagination.
In addition, drama also brings positive impacts in developing the pupils’ language
skills in the English Language as it helps children to use the language in appropriate context
in a real-life situation (Wang, 2017). Through drama, the children indirectly learn and mimic
various ways to socialise with others. The study conducted by Demircioglu (2010) showed
that the students were able to learn new words in context through the implementation of
drama as they listened to the ways how the words are used in different stories or situations.
Though there are many benefits of drama in learning English language among
children, still it is good to be aware of the potential problems that may arise. Wang (2017)
pointed out two possible issues may be encountered in using drama activity which are the use
of mother tongue language during the activity as well as lack of training in implementing
drama activity in the classroom context among teachers. Burgerova & Cimermanova (2013)
also stated that preparing children for the drama activity is time consuming and required a lot
of work. Brown (2001) agreed that drama has brought positive impacts on language learning
yet it is time consuming and seldom included as part of the typical school curriculum. On the
other hand, Ozbek (2014) stated that dramatic methods can hold an important place in the
classroom with the right curricular decisions and knowledge about drama.

3.0

METHODOLOGY

3.1 Participants
The sample was derived from 22 mixed ability pupils from the Year 4 class which
was made up of 8 (36.3%) males and 14 (63.6%) females. There were 12 pupils with average
proficiency and 10 pupils with low average proficiency in the English Language. All of them
use Malay and their Mother Tongue (Dusun) language in their daily communication.
This group of pupils were selected in this study because I had been teaching them
since they were in Year 3 and they had the potential to improve their proficiency in the
English Language. Furthermore, I would be teaching their class until they are in Year 6, so I
took this opportunity to give them the extra milestones in learning.
3.2 Data Collection Method
There were three aspects that were focused in the data collected which were the
pupils’ level of confidence, the pupils’ participation in class and the development in their
language skills in the English language. The data for the focused aspects were collected
through observations, interviews, written feedbacks and pupils’ work.
In this study, I had observed the pupils’ participation in the English class activity
before and after the implementation of the drama. I also gathered data from some of the
teachers who were teaching their class on the pupils’ behaviours and attitudes in learning.
The pupils were also interviewed before and after the implementation of the drama to find out
their opinions in learning English language. The interviews were conducted informally as
most of them were not able to converse well in the English Language. Few of them used their
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mother tongue language to respond to the questions. The pupils were also given a feedback
form about their opinion on the drama activity and I also recorded some written feedbacks
from the parents and teachers on the drama activity. Finally, I compiled some of the pupils’
work during the English class to see their progress in learning after that drama activity was
implemented.
3.3 Implementation of Action
The study took few months to be completed. Table 1 shows the timeline of this study.
Table 1. Timeline of the study
Time
Action
June to July
Gathering the data on the issue of concern
July to November
Implementation of Action (Drama)
November to March
Gathering the data on the results
The drama was conducted in three stages; Preparation, Practice and Production. They
were all conducted outside of the English lesson and the end product (Drama) was performed
during the annual English Language Fair in the school. The script (Alice in the Wonderland)
was adapted from the Internet to suit their language proficiency level. It was chosen because
the story was familiar to them and also it was one of the stories for Language Art class in the
English KSSR Textbook (Year 4).
Table 2. The stages of implementation of the drama
Preparation
Stage
(August)

1. Select the
committee
2. Assigning
characters

3. Script reading

Practice
Stage

4. Practice
session

(September
to
November)

5. Props making

6. Finalizing the
costumes

7. Full dress

I had asked them to set up the committee to ensure the
smoothness of the whole process of the drama.
I appointed the characters that suit their level of
proficiency. I did not want anyone to be left out. For the
weak pupils, I ensured that each of them had a role in the
drama with minimum dialogue.
There were 11 scenes in the drama. To make them familiar
with the transition of each scene, we did a script reading
together as a class before starting with the practice session.
We also watched few clips on the different versions of
Alice’s drama to give the pupils the idea of the scenes in
the story.
I had divided them into small groups according to their
scenes. They would come to the practice session according
to their group. Each practice session will last around 2
hours. As all of them did not have any extra activities
(tuition class) after school hour, it was easy to ask them to
come to school for the drama practice. There were four
practice sessions (Monday to Thursday) each week except
for holiday. We also had a dance practice session for the
theme song of the drama, ‘Just like Fire.’
We also took some time during the weekends to do the
props. I asked them to bring some recycled materials and
art tools from home to do the props.
Most of the costumes were prepared by the parents and
some were modified to add the elements that portray their
own characters. Apart from that, I also prepared some
masks that suit some of the characters.
Two week before the final performance, we did a full dress
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rehearsal

Production
Stage
ELF SKGT
2016

4.0

8. Performance

rehearsal with props to ensure that the pupils know when
they should come on and out from the stage. The pupils
also performed the drama in front of the other teachers and
pupils to give them the confidence to stand on stage and act
out their characters.
The drama was performed during the ELF Night with the
presence of the teachers, pupils and parents of the school as
well as the pupils and teachers from five other schools. The
parents of Year 4 pupils also helped with their makeup and
costume.

RESULTS AND DISCUSSION
The results of the study will be discussed based on the objectives of this study.

Objective 1: To support the pupils’ language learning through the use of Drama
The use of Drama has greatly improved the pupils’ confidence in using the language.
This was evidence through their attitudes in learning the language during the English class
and activity. I had assigned them some task to be presented in front of the class and during
the school assembly. Majority of them were more comfortable to use the language and were
less shy expressing themselves in the language. Few of them also mentioned in their written
feedback that the drama gave them the courage and confidence in using the language. They
did experience some nervousness but the whole process had been fun and enjoyable for them.
In addition to that, the feedbacks given by the parents and other teachers showed that the
pupils had gained a great deal of confidence to stand on stage. They were so proud and
touched to see their children performing the drama in English on stage in front of others.
The drama also encouraged the pupils to take part actively in the English class and
activities. Before the drama activity, the pupils perceived English as one of the subjects they
need to pass in the examination. However, the whole journey of practicing and performing
the drama took them to another dimension in learning English. They find that learning
English is more interesting and meaningful which indirectly increased their engagement in all
English related activities. In English class, I usually mix them all together for group activity.
Before this, it was a challenge to get them to work in groups. However, it is now easier as the
pupils work cooperatively together and organized themselves very well in the group. They
help each other and ensure that no one is left out. It surprises me that even the weakest pupils
are involved actively in the group activity. They also put great deal of effort in completing
the given learning task. In addition, the pupils were also actively involved in the English
activities in the school such as Dictionary Race, Storytelling and Spell It Right. Other
teachers also mentioned that the pupils were not only involved actively in their class but also
in other activities organized in the school compared to the other classes in Level 2.
On top of that, the drama also fostered the pupils’ basic language skills. Though
English had been challenging for them to cope with, they still demonstrated positive energy
in the subject especially after the drama activity. This is shown when they kept on saying
their lines and mimicking some scenes after the drama performance has ended. It is also easy
to learn new vocabulary as they could recall some of the words from the script that they had
memorized. They are also well aware of the different tenses used in the story. In addition, the
drama gave the pupils the opportunity to develop different language skills at the same time.
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They read and understood the script. While practicing, they listen and speak out their lines in
turns. With the use of drama, it helped to develop all the different language skills as well as
cater to their unique learning styles.
Objective 2: To improve my teaching practices in the ESL classroom context.
The drama provided many opportunities for creativity and imagination to come in. I
am amazed to see how creative and imaginative the pupils can be if they have the platform to
express it. The pupils are full of imaginations inside and it is the teacher job to provide
suitable medium for them to channel it out. In the activity, I gave them the freedom to choose
and design the costumes and props. They really loved it because they could ‘play’ with
colour and express their creativity freely in the activity.
I learned that it is important not to categorise pupils according to their levels. It is true
that it is easier to teach the pupils according to their level and as teachers we tend to put some
‘labels’ on the pupils based on their proficiency. However, this will hinder the pupils from
mixing and learning with each other. I feel that it is important give the chance for the pupils
to work together despite their differences. Still, appropriate amount of guidance need to be
given at the very beginning to ensure that the pupils know what they should do when they are
working to complete the learning task in group.
This activity also reminds me that each of the pupil is unique in their own way. As
teacher, it is essential for us to believe in their potentials and talents. Throughout the whole
process, I let the pupils to take charge of their own learning at times. We also set up a drama
committee and selected the roles for each of them. If I had meeting after school the pupils
would have their practice session independently. This indirectly gives them the sense of
togetherness and ownership in making this drama a success.
Finally, this journey also gives me room to reflect mostly on my own belief in
teaching. I could have taught them within the scope of the textbook or the confined four
walled room. However, I feel that this group of pupils has that incredible vibes of learning
and they could go further if they have the extra miles and support. They may not get the
language in an instant and with the same impact because each of them are learning uniquely
in their own pace. Some of them might progress a little later than others, but seeing their
efforts in learning the language makes the whole journey meaningful and memorable.
However, there are some limitations that have to be taken into consideration in
conducting the activity. Firstly, it took a long timeline to be completed and the teacher also
needs to allocate time to train the pupils out of the school hours. This may be difficult for
pupils who have to attend other activities or tuition after school. Other than that, there are
also many things to be prepared in advance (props, costumes, stage setting). This study was
also conducted outside of the classroom. Perhaps, simple drama activity could be
implemented in the English lesson to see the effectiveness of it. This study was limited to 22
pupils of a local primary school. A larger sample can be used in the future to provide optimal
findings in this study.

5.0

CONCLUSION
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The results of the study suggest that using drama in ESL classroom context has
brought some significant impacts on the pupils’ language learning. Other than building the
pupils’ confidence and engaging the pupils’ participation in learning, it also helps to foster
the pupils’ language skills. In addition, it also gives me room as a teacher to reflect on my
teaching practice, especially in providing the appropriate support in the pupils’ language
learning.
This study was conducted to support the pupils’ language learning but there are more
rooms to be explored as the use of drama in ESL classroom setting covers a wide scope in
learning. It has a potential to be exploited as a learning tool in the classroom, while taking
into consideration the limitations that may surface.
It is in my hope that the drama would be a great stepping stone in supporting and
accelerating the students’ language learning within their own pace and the pupils (in this
study) have proven it. Personally, I feel that this study has been an amazing learning process.
I hope that it does not only benefit the pupils’ learning and myself but also the school and
educators, especially those that are interested in integrating drama as part of their classroom
activity in ESL Classroom setting.
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ABSTRACT
According to Romiszowski (2004), e-learning presents a new learning environment to
students as they require a different set of skills to be successful. Some researchers found
that students are more independent when courses are run entirely via an electronic mode
than in the traditional setting. An online module for a particular topic (Assessing
Listening) in the course ‘Assessment and Evaluation’ was designed to confirm the finding.
This online module which is a part of an e-Learning pilot project selected by the English
Language and Literary Studies (ELLS) program of the Humanities and Social Sciences
Division, United International College, Zhuhai, China, is aimed at analyzing the
effectiveness of a phase by phase transition from traditional face-to-face teaching to the
electronic medium. This paper also reports the experience of designing the online module
using an interactive software, called Articulate. In addition, a preliminary analysis of
students’ survey and student interviews will be shared.

1.0 INTRODUCTION
In recent years, there are many changes in technological invention and these have had
an impact on the ways we learn in one way or another. The term ‘E-learning’ is now
commonly used regardless of the many forms it is written: ‘E-Learning’, or ‘e-Learning’,
or ‘eLearning’, or ‘e-learning’. In this paper, the term ‘e-learning’ is used to observe
consistency.
Since the 1950s, computers have been used in various sectors including education
(Saettler, 1990). However, it was only in the 1960s that we saw rigorous development
and major research in the areas of computer-assisted instruction (CAI) in the field of
education. Educational technology involves the combination and its relationship between
technology and learning. E-learning has become an innovative method of teaching and
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learning, mainly due to the advancement of technology and the availability and access to
the Internet. Therefore, it is important for educators to find the types of e-learning
materials that work best for them and their learners. Ultimately, the goal of educational
technology is to increase teaching effectiveness.
Hackbarth (1996, p. 192) stated that “there are at least eight major categories of
computer-based learning (CBL): drill-and-practice, tutorial, problem solving, simulation,
inquiry, electronic performance support system, testing, and programming”. These eight
categories allow educators to choose appropriate computer based learning materials to
cater to the educational needs and aims in a specific learning environment. Based on
these needs, developers of CAI simplified the delivery of its software and materials so
that they are more user-friendly for both learners as well as designers.
Contrary to the beliefs that e-learning benefits both learners and teachers, there are
negative views that e-learning does not necessarily reduce the workload of teachers and
that students spent more time completing tasks online. In response to these contrary
beliefs, the current study investigated current practices involving e-learning by exploring
teachers’ and students’ perception towards the use of e-learning as a mode of teaching
and learning.

1.1 Background of the study
Following the successful installation of the Learning Management System MOODLE
(also known as iSpace) as a teaching and learning platform in Beijing Normal UniversityHong Kong Baptist University United International College (hereafter BNU-HKBU UIC),
the English Language and Literature Studies (hereafter ELLS) program was awarded a
special fund by the University Strengthening Project in the Guangdong Province to carry
out a follow-up research project using technology.
In October 2017, all teaching staff members from the Division of Humanities and
Social Sciences (hereafter DHSS) were invited to participate in a project on ‘Developing
Online Interactive Lessons’, a project which is part of a curriculum development and
research project “Enhancing e-Learning education with interactive software” spearheaded
by Dr Yan, the program director of ELLS. The project aimed to develop online
interactive lessons in selected course modules and investigate the teaching and learning
effectiveness of various types of online interactive lessons incorporated in the selected
course modules. For this research project, ELLS invested in an interactive software called
Articulate 360 (2018), a software which consists of various features: Rise, Storyline 360,
Studio 360, Peek, Replay 360, Articulate Review, Content library and Articulate Live. In
summary, this interactive software, introduced in 2016, allows users to access an elearning course from desktop computers, laptops, tablets or smartphones.
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1.2 Purpose of Study
The present study is a part of a larger project investigating the effectiveness of
incorporating an online module in teaching and learning, with the aim to identify the
strengths and weaknesses of an online component in the course Assessing and Evaluation,
so that this feedback may be used to improve the online component of the course. This
major required course was offered to Year 3 students in the second semester of 20172018 in the Teaching English as a Second Language (TESL) program. This current study
was in line with the initiative undertaken by ELLS to introduce e-learning phase by phase
as a transition from traditional face-to-face teaching to the electronic medium.

2.0 WHAT IS E-LEARNING?
E-learning has been defined in various ways in the literature (see Mayer, 2001;
Romiszowski, 2004; Markus, June 2008; Clark & Mayer, 2011). Romiszowski (2004)
presents the definition of e-learning in the form of a table (see Figure 1).
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Figure 1: A structure definition of e-learning (Romiszowski, 'How's the e-learning
baby? Factors leading to success or failure of an educational technology innovation,
2004)
The definition proposed by Romiszowski (2004, p. 6) states that e-learning “may be a
solitary, individual activity, or a collaborative group activity.” From Figure 1, it also
suggests that e-learning can be both asynchronous and synchronous communication. By
asynchronous or flexi time, it means that e-learning can take place at any time and
participants do not need to be co-present at the same time. On the other hand,
synchronous or real time refers to simultaneous communication and all the participants
are engaged in the teaching and learning process at the same time. Markus (June 2008, p.
3) defines e-learning as “a learning process created by interaction with digitally content,
network-based services and tutoring support”. In theory, e-learning refers to the cognitive
science principles of effective learning using all forms of electronically and digitally
supported technologies (Mayer, 2001) (Clark & Mayer, 2011).
According to Romiszowski (2004), e-learning presents a new learning environment to
both students and teachers, in which they are required to possess a different set of skills
in order to be successful. For example, students need to learn to navigate through the
endless amount of information available to them while teachers must master many new
skills so that they are able to keep up with the latest technological tools. Some researchers
found that students are more independent when courses are run entirely via an electronic
mode than in the traditional setting.
Based on the context of this current study, e-learning is defined as learning with the
help of an electronic medium to access educational curriculum outside of a face-to-face
traditional classroom. In other words, e-learning involves a course or program delivered
via an online platform with the objective of promoting learner autonomy as opposed to
the passive culture of rote-learning.

2.1

Strengths and Weaknesses of E-learning

The concept of e-learning has received positive and negative views from both
teachers and students (Ke & Hoadley, 2009).
From teachers' perspective, an e-learning course enables them to track and monitor
their students' progress. This would help them to understand their students' performance
better. Research shows that e-learning shifts the passive teacher-centred approach to one
that is active and student-centred learning, offering higher motivation to students to
become more engaged with learning. In addition, e-learning encourages students to take
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control of their own learning and relate new information to past experiences. From
students' perspective, an e-learning course offers a flexi-time approach which allows
learning to take place any time and at any place. Hence, students feel that they have the
freedom to choose the time and location that best suit their needs.
While e-learning is lauded for its strengths, teachers and students agree that its main
weakness is the lack of face-to-face interaction. According to Vygotsky (1962), learning
is a social experience. So students learn better when they interact with each other and
with the teacher. In traditional classrooms, learning occurs during informal students'
discussions and student-teacher interactions. This type of social learning is absent in elearning. Hence, although e-learning promotes learning, the need for human intervention
cannot be denied.
3.0 METHOLODOGY
The course selected for the current study was Assessment and Evaluation (TESL
3043), a 3-credit major required course offered to year three TESL students in UIC. As
this is a pilot study, the topic ‘Assessing Listening’ was chosen from a total of thirteen
topics in this course. The participants for this study were 27 year three TESL students, all
of whom were local Chinese students of the TESL program during the academic year
2017-2018.
Two research instruments were used: (1) a 52-item student questionnaire; and (2)
interviews with the Year 3 students.
The student questionnaire, aimed at gathering information about their feelings
towards the effectiveness of implementing the online interactive module in the course
was written in two languages (English and Chinese) and was divided into three parts as
follow:
1. Part A: participants' demographic profile (5 items)
2. Part B: participants' computer-mediated communication competence (15 items)
3. Part C: participants' acceptance of online interactive modules (32 items)
The interviews which were conducted in Chinese took the form of a semi-guided
interview. Questions and leading questions asked were similar even though the order of
the questions differed. These interviews were audio-recorded, transcribed and translated
into English.

4.0 FINDINGS AND DISCUSSION
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In this section, a description of the design of the online module using Articulate 360
(Rise) is discussed followed by the preliminary findings of the student questionnaire; and
finally, feedback obtained from students via interviews.

4.1 Design of online module using Rise
As stated in section 3 above, the course chosen for the current study was Assessment
and Evaluation (Brown & Priyanvada, 2010) and the topic selected for this online module
was ‘Assessing Listening’. This topic was selected for several reasons: students can learn
at their own pace, they can become active learners, they manage their own e-learning
materials, and they take control of their own learning (learner autonomy). Using
Articulate 360 (Rise), seven sub-units were designed, exported and uploaded as a
SCROM (Sharable Content Object Reference Model) file on iSpace, the teaching and
learning platform available to all UIC students. I took two weeks to learn how to use this
web app and design a complete module. This online module was made available to the
students in Week 8 of the semester. Students were required to complete all the online
tasks by Week 10 of the semester before the student questionnaire was administered.
The online course module was designed with the following headings:
• Pre-test
• What is listening?
• Listening Process
• Listening Stages
• Types of Listening
• Tell Laura I love her
• Wrapping up
Each sub-component was designed with a different interface to cater to the students'
different learning styles. Some sub-components used two or more different interfaces,
such as text, blocks, labelled graphic, video, audio, flash cards and quotes, to promote
interactive learning and produce engaging contents.
The online module began with a pre-test (using the quiz interface) to track and
monitor students' understanding of the topic. The students' performance was tracked in
two ways: 1) a score would be given for each student who attempted the pre-test; and 2)
the number of attempts a particular student took the pre-test. Prior to starting the online
module, students were reminded to read a handout related to this topic. So the pre-test
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was a great tool to track and monitor if students understood the information they read
from the handout. Students who attempted several times with low scores would be given
extra tutorials.
Other interesting interfaces used in this module included two songs and two videos.
The selection of these multimedia activities was done with careful considerations bearing
in mind that the students were second language learners. In summary, these multimedia
activities were used to achieve the following aims: to accommodate different learning
needs; to respond to students' personalities; and to cater to students' different proficiency
level.
In the last section, a quote from Ernest Hemingway (1899-1961) was used to wrap up
the online module. Although the web app provided many interesting quotes, a quote
which was related to the topic 'listening' was used: "When people talk, listen completely.
People never listen." It was important to leave a note of advice to the students since faceto-face interaction with them was absent.
4.2 Student questionnaire
A student questionnaire survey was administered in Week 10 during the second
semester of 2017-2018. A total of 27 students participated in the survey. The class was
predominantly female (74.1%) with almost half of the class (48.1%) with a cGPA of 3.00
to 3.49. Demographic details of the participants are shown in Table 1.
Table 1: Demographic details of participants
Variable
Gender
cGPA

female
male
3.50 or above
3.00-3.49
2.50-2.99
2.00-2.49
1.99 or below

Frequency (Percent)
20 (74.1%)
7 (25.9%)
2 (7.4%)
13 (48.1%)
11 (40.7%)
1 (3.7%)
0

As indicated in Table 2 (see page 8), 55.6 percent of the students surveyed reported
that they have moderately high motivation to study this course. Only one student reported
that he/ she has low enthusiasm or motivation to study this course.
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Table 2: Motivation to study the course
Variable
Motivation to study
this course

High
Moderately high
Moderate
Moderately weak
Weak

Frequency (Percent)
5 (18.5%)
15 (55.6%)
6 (22.2%)
1 (3.7%)
0

The findings in Table 3 revealed that slightly more than half of the students (63%)
rated themselves as average achievers in the class while 18.5 percent considered
themselves as slightly above average performers in class.
Table 3: Self-rated performance in class
Variable
Self-rated
performance in this
class

Considerably above average
Slightly above average

Frequency (Percent)
0
5 (18.5%)

Average
Slightly below average
Considerably below average

17 (63.0%)
4 (14.8%)
1 (3.7%)

The questionnaire also explored the average duration per week students spent
studying this course. As Table 4 shows, students spent an average of 2.1 to 3 hours to log
on to iSpace for this course with an average of 1.1 to 2 hours dedicated to review this
online module. The typical average time per week allocated to study for this course was
2.1 to 3 hours (see Table 4).
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Table 4: Average time per week spent on this course
Variable
Average time per
week to log on to
iSpace for this course

Average time per
week to study this
course

Average time spent
on reviewing each
online interactive
module

Frequency (Percent)
More than 3.0 hours

4 (14.8%)

2.1 to 3.0 hours

11 (40.7%)

1.1 to 2.0 hours

8 (29.6%)

1.0 or less than 1.0 hour

4 (14.8%)

More than 4.0 hours

5 (18.5%)

3.1 to 4.0 hours

6 (22.2%)

2.1 to 3.0 hours

12 (44.4%)

1.1 to 2.0 hours

3 (11.1%)

1.0 or less than 1.0 hour

1 (3.7%)

More than 3.0 hours

4 (14.8%)

2.1 to 3.0 hours

7 (25.9%)

1.1 to 2.0 hours

10 (37.0%)

1.0 or less than 1.0 hour

6 (22.2%)

Never

0

The questionnaire also required the students to measure their use of various forms of
computer-mediated communication (hereafter CMC) for communicating with people,
their acceptance of online interactive modules and their active engagement with these
modules. Here, CMC refers to all forms of human to human communication via
computerized technologies, such as email, online chatting (e.g. WeChat, WhatsApp),
blogging, Internet forums, social network sites (e.g. WeChat, Facebook). As indicated in
Table 5, the overall mean ratings for the three scales ranged between 5.07 and 5.66. This
indicates that students generally: (1) considered themselves competent to a great extent in
CMC; (2) accepted the online interactive modules provided in the course to a moderate
extent; and (3) considered themselves actively engaged with the online interactive
modules to a moderate extent.
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Table 5: Student Responses to CMC Competence, Acceptance of Online Interactive
Modules, and Active Engagement with Online Interactive Modules
(Mean and Standard Deviation)
Variable
CMC Competence Scale1 (15 items)
Acceptance Scale2 (22 items)
Active Engagement Scale2 (9 items)

N
27
27
25

Overall Mean (SD)
5.07 (.99)
5.66 (.63)
5.38 (.75)

Note. 1A seven-point scale was used: 1 = Not at all true of me, 2 = Rarely true of me, 3 =
Somewhat true of me, 4 = Moderately true of me, 5 = Reasonably true of me, 6 = Very
true of me, 7 = Extremely true of me
2

A seven-point Likert scale was used: 1 = Strongly disagree, 2 = Disagree, 3 = Somewhat
disagree, 4 = Neither agree nor disagree, 5 = Somewhat agree, 6 = Agree, 7 = Strongly
agree
In Part C of the questionnaire, Pearson correlation coefficients were computed to
determine the relationship between the scale of acceptance of online interactive modules,
the scale of active engagement with online interactive modules, and other variables. It
revealed a very strong and positive correlation between the Acceptance Scale and the
Active Engagement Scale (r = .91, N = 25, p <.001). However, there was no significant
correlation between either one of the scales and any one of the other variables, such as
the cGPA, motivation to study the course, self-rated performance in class, average time
per week to log on iSpace for this course, average time per week to study this course,
time spent on reviewing this online module, or the CMC Competence scale variables.
4.3 Student interviews
Four students were interviewed to obtain information about their perceptions towards
the effectiveness of implementing the online interactive module in the course in Week 11.
Both positive and negative views were identified in the data collected via the students’
interviews. On a positive note, the students found the online module interesting and
engaging. Some of the students’ comments were:
Various kinds of design features.
Theories are clear with vivid pictures and rich exercises.
It is cool.
It is the only session that covers the skill of listening, so I will watch it again.

71

One student found that the online module was easy to understand while others agreed
that they could learn at their own pace. They said that they were motivated and be
independent learners. Two interviewees elaborated:
We can decide when and where to study the module by ourselves.
It is good for preparing for the lesson before class.
Learning style was considered to be an important factor when deciding the
effectiveness of an online module as e-learning can provide flexibility and caters to
students' different needs. However, one student cautioned that an online module should
not replace the role of a teacher:
I will like online modules if they only play an auxiliary role in teaching and learning.
As discussed in section 2.1, e-learning has its own weaknesses. These weaknesses
were confirmed by the students. One of the main weaknesses of the online module course
was the lack of face-to-face interaction. The following comments were recorded:
The teaching effect is not as good as face-to-face lecture.
I can ask questions whenever I want in class. I can’t get feedback I want from this.
Two of the students interviewed claimed that the online module was time consuming.
One interviewee elaborated:
The module is too long and it takes too much to watch it for a second time. I hope
each session can be designed shorter. Some of the introductions are too long so that
we have to look for key points by ourselves.
Contrary to the belief that e-learning promotes learner autonomy since it creates an
active, student-centred, and life-long learning environment, the desired outcome would
not be achieved if students were not disciplined to complete the online tasks. One student
gave the following reason:
It is easy to get distracted when watching the module.

5. CONCLUSION
In conclusion, the current study revealed that many students viewed e-learning
positively and showed a high level of acceptance towards the implementation of the
online interactive module in the course 'Assessment and Evaluation'. As a new method of
teaching and learning, e-learning’s full implementation in any course should be a gradual
process because students need time to adapt and adjust to this new concept so that they
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are able to fully benefit from it. The final word on the potential of e-learning is the
ultimate goal of encouraging students to become independent learners.

REFERENCES
Articulate 360. (2018, June 19). Retrieved from https://articulate.com/360/rise
Brown, D.H., & Priyanvada A. (2010). Language assessment: Principles and classroom
practice. New York: Longman.
Clark, C. R., & Mayer, E. R. (2011). E-learning and the science of instruction: Proven
guidelines for consumers and designers of multmedia learning (3rd edition). UK:
John Wiley & Sons.
Hackbarth, S. (1996). The educational technology handbook: a comprehensive guide:
Process and products for learning. Englewood Cliffs, NJ: Educational
Technology Publications.
Ke, F. & Hoadley, C. (2009). Evaluating online learning communities. Educational
Technology Research and Development, 57(4), 487-510.
Markus, B. (June 2008). Thinking about e-Learning. Proceedings FIG International
Workshop. Sharing Good Practices: E-learning in Surveying, Geo-information
Sciences and Land Administration. Netherlands: ITC, Enschede.
Mayer, E.R. (2001). Multimedia learning. New York: Cambridge Uinversity Press.
Romiszowski, A. J. (2004). 'How's the e-learning baby? Factors leading to success or
failure of an educational technology innovation. Educational Technology, 44(1),
5-27.
Saettler, P. (1990). The evolution of American educational technology. Englewood, CO:
Libraries Unlimited.
Vygotsky, L.S. (1962). Thought and language. Cambridge, MA: MIT Press.

73

Planning, Teaching, and Evaluating a Pronunciation Component
for the Syllabus of an EFL Speaking Course
C. Jannuzi1, R. Dykes2 and K. Dykes3
1

University of Fukui/Faculty of Global and Community Studies, Japan
jannuzi@gmail.com
2

Jin-ai University/Department of Communication, Japan
robertd@jindai.ac.jp
3

University of Fukui/Language Center, Japan

kumikodykes@gmail.com

KEYWORDS: Pronunciation teaching, Pronunciation learning, Lexical approach, Contrastive
Analysis, Error Analysis

ABSTRACT

Phonetics and phonology are often taught as an academic course to language teachers in training. The
theories and concepts used tend to reflect a structuralist heritage. For example, such terms as 'phonemes',
'sound segments', and 'minimal pairs' are taught as the main concepts. The theoretical and conceptual
treatment of supra-segmentals (non-segmentals, prosodics) tends to be structuralist as well. However, if a
teacher wants to use phonetics and phonology to inform and provide content for ELT, they may not find much
support in the materials and syllabus that they have to teach. This article (and corresponding workshop)
present a specific plan for implementing and integrating a pronunciation strand into a spoken English course
syllabus that lacks one (e.g., oral communication, English speaking, English conversation, etc.). The examples
are based on pronunciation for teaching EFL to Japanese and Chinese students at universities in Japan. The
model can be applied to other L2s, students with other native language backgrounds, and other teaching
situations. Rather than treating pronunciation as a secondary or marginal language skill, pronunciation is
presented here as essential to successful L2 learning. That is, it is best taught as 'applied phonology' in
support of L2 learning (e.g., language processing, memory skills, listening skills, articulation, etc.) using a
lexical approach. By 'lexical approach' it is meant that pronunciation materials should be based on the most
frequent words of English and the vocabulary selected for a course syllabus (at beginning levels, these largely
coincide).
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1.0

INTRODUCTION

Pronunciation tasks are not typically a major part of most current ELT materials and textbooks.
The syllabus designs underlying most materials do not usually address pronunciation in any
systematic way, if at all. Teachers who wish to run courses with a major pronunciation component
have to devise, plan, and implement it as a supplement to the materials that they are using. This
article presents a set of concepts, methods, and sample materials that might possibly aid such
purposes. The controlling assumptions include the following: (1) Pronunciation teaching requires the
planned instruction of a realistic model of applied phonology and phonetics of English. But teaching
pronunciation does not necessarily involve imposing a highly technical model on the students and
their EFL learning. (2) Realistic teaching is best limited to the most frequent words of English and
the syllabus's specified vocabulary (in other words, a lexical approach). These assumptions also
relate strongly to the concept of global English for clear, cross-cultural communication. That is, EFL
learners need to master how to use a sufficient, grammatically realized lexicon for speaking clear
English with all users of the language. However, students do not have to imitate a native speaker
accent from a specified standard of English (e.g., RP, General American, etc.).
2.0

THREE TYPES OF ANALYSIS

Often pronunciation is taught as a series of minimal sound contrasts that are supposed to hold
within and across English. This is a predictable aspect of the structuralist heritage of ELT. However,
if both sounds (or actually, categorical sets of sounds) being contrasted are too strange to the FL
learners, contrasting both together might be unnecessarily complicated and hinder learning.
Major points of instruction for pronunciation can be obtained from three types of analysis:
(1) systematic comparison and contrast of

the learners' L2 with English (contrastive analysis

or CA);
(2) listing and description of errors in learners' L2 (error analysis or EA); and
(3) specification of relatively unique, idiosyncratic and difficult aspects of English
pronunciation (identifying 'marked' sounds).
If the EFL teacher is learning the L1 of the students as an L2, it can also help in listing, describing,
and analyzing the pronunciation issues. CA of English and Japanese, EA of Japanese EFL learners'
pronunciation, and consideration of marked features of English pronunciation yield the following
areas of concern. See Figures 1 (problem consonants) and 2 (problem vowels) below.
2. 1

The Example of English / l / and / r /

We will use English / l /, / r /, and the contrast between them as an illustrative example for how
to add a pronunciation component to a given syllabus. This is because these two sounds are difficult
in native acquisition of phonology while also being problem sounds for many different EFL learners.
English is described has having three approximant consonants. Approximants are speech sounds that
have almost no obstruction in the mouth. In terms of articulation, that places them between most
consonants (considerable obstruction) and vowels (minimum obstruction, unobstructed outflow of
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air). The English approximants are listed as / l / as in 'light, / r / as in 'right', / j / as in yes, and / w /
as in way. Of these four, two, / l / and / r /, are classified as 'liquids'.

The term 'liquid' refers to approximant consonants that have some sort of partial closure of the
vocal tract, often in the mouth behind the front teeth. This articulatory setting allows them to feature
in consonant clusters (e.g., cluster, close, cry, draw, glad, green, world, curl, etc.). English has two
liquids, the lateral / l / and the rhotic / r /. The lateral / l / is made with the partial obstruction at the
center axis of the mouth, creating a 'stereo' sound with air passing both sides of the tongue. On the
other hand, the rhotic English / r / involves some curling back (retroflex) of the tongue, with contact
to the side (right or left) of the central axis. There might also be some lip-rounding (making it similar
to / w / ). In their articulation, / l / and / r / do not overlap, regardless of the positional variants (or
allophones) involved. The two English liquids are often cited as pronunciation and listening
perception problems for many EFL learners, most from E. Asia and Polynesia. Often the languages
of the region only have one liquid sound. These include Japanese, Okinawan, Korean, Cantonese,
and Thai. Perhaps the most well-known groups to have a problem with the two categories of sounds
are Japanese and Korean EFL learners. Also, because English / l /'s point of articulation is also close
to its / d / , / n /, / z / and voiced 'th' sound / ð /, there can be problem contrasts with these sounds.
2.2 Japanese / r /
The most common accounts explaining why English / l / and / r / are problem sounds for Japanese
EFL learner are based on a simple 'contrastive analysis'. Japanese is said to have one categorical
sound (or phoneme) while English has two. The Japanese sound is often referred to as a type of [ r ]
that is tapped, flapped (or even trilled in some dialects, accents, and idiolects). The Japanese / r / has
a very limited distribution in the language's phonotactics and lexicon. For example, it never starts a
native word and never closes a syllable. The word-initial form of Japanese / r / is restricted to foreign
76

words (e.g., ramen, a type of Chinese noodles now a national dish in Japan, or ramune, a soda which
gets its name from lemonade). The most frequent occurrence of Japanese / r / is as the consonant
onset of the syllables used in inflections (such as suffixes like -ra, -re, and -ru, which are used to
make verb forms).
English-speakers' impressions of the Japanese / r / sound (or Japanese EFL learners'
interlanguage) indicate that the Japanese (or inter-language) / r /s actually resemble English's / l /,
/ r /, / d / (e.g. the medial [ -d- ] of 'middle'), and even medial [ -t- ] in North American pronunciation
of words like little, battle, bottle, etc. Another similar sound is the medial [ -r- ] in British
pronunciations of the word 'very'. The Japanese / r / seems to be complexly varied and indeterminate
to the perceptions of native English speakers. This means that contrastive analysis might help in
diagnosing the issue (i.e., Japanese EFL learners need to practice both / l / and / r /). But it might not
be very useful in coming up with insights about articulation for teaching the English sounds.
It is probably too simplistic to say that Japanese has one sound while English has two. One
problem with such a statement is that arguably, Japanese also has TWO / r / phonemes. Using the
same structuralist criteria for determining what is and what is not a phoneme, we can isolate at least
two Japanese [ r ] sounds and assign phoneme status. That is because the phonetic difference also
creates a lexical contrast. Syllable-initial [ r- ], such as in the word rou (candle wax) stands apart
from syllable-initial, palatal [ rj- ] in ryou (dormitory). Palatal Japanese / rj / (considered to be a
phoneme here) can be found at the head of such syllables as rya-, ryu-, and ryo- (using standard
Romanization). It could be that two other syllables ryi- and rye- don't exist in the writing system
because, in such positions, the [ r ] of ri- and re- already palatal. This is due to the influence of the
proceeding vowel sound. For many JSL and JFL learners, both the Japanese / r / and palatal / rj / are
problem sound categories that often require extra pronunciation practice.
2.3

Phonological Aspects

There are a variety of / l / and / r / sounds in spoken Englishes worldwide. What is THE SAME
within the set of all English [ l ] sounds that make them categorically an English / l /? And what is
THE SAME within the set of [ r ] sounds that make them categorically an English / r /? The study
of phonology has not really satisfactorily answered that question (that is, the issue of sound category
invariance). Other interesting phonological aspects of the two sounds include the following: There
is some complementary distribution if we consider clusters: [ tr- ] as in 'true' but no [ tl- ], [ Ɵr- ] as
in 'through' but no [ Ɵl- ], [ ʃr- ] as in 'shred' but no [ ʃl- ] (except some loan words, such as Yiddish
ones like schlep). On the other hand, [ sl- ] as in 'slide' but no [ sr- ]. Interestingly, a dark [ -l ] can
cluster with [ -r- ] after a vowel (post-vocalic [ -r ]), as in 'girl' or 'world', but not vice versa. Both
the / l / and the / r / are realized as 'vowel-like' consonants (i.e., voiced, relatively unobstructed) So,
it is unsurprising that they sometimes reduce to a vowel or vowel lengthening in some accents,
dialects and word contexts. For example, post-vocalic [ -r ] in the Englishes of London, Boston,
NYC, and New Orleans. Or the lost [ -l ] in some words (chalk, talk, walk, etc.). Also, morphophonologically speaking, both / l / and / r / participate in the in- prefix that negates in meaning:
incompetent, impatient, illegal, irregular, etc.
Perhaps what is most striking about English / l / and / r / is how they remain phonetically quite
distinct (in terms of articulation) while participating in largely parallel fashion in the lexicon of the
language. Phonetic analysis shows, in terms of articulation, that there is a wide variety within both
categories of sounds. But the distribution in the lexicon of English [ l ] sounds strongly parallels
English [ r ] sounds. Figure 3 below shows just how parallel their natures are. Note the frequent
occurrence in common vocabulary, initial clusters (syllable onsets), co-occurrence of the two sounds
in the same word.
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3.0

CLASSROOM ACTIVITIES

The teaching and learning of English pronunciation and spelling can be a small but regular part
of general EFL or a speaking / conversation / oral communication course, for one semester or more.
Using the problem sound pair, English / l / and / r /, as example, we will explain an instructional
sequence that can be used to generate similar practice for an array of pronunciation issues. The
sequence might be done as follows:
(1) First class, active learning and consciousness raising tasks for the target sounds.
(2) Second class, teaching and practice of one problem sound.
(3) Third class, review of the previous problem sound. Teaching and practice of second
problem sound.
(4) Final class, comparison and contrast of both problem sounds.
3. 1

Active Learning Tasks

Active learning asks the students to participate more in creating a pronunciation practice
situation in the classroom. The following procedure works well to raise awareness of the importance
of pronunciation as issues for language development and communication. It can also be used as a
diagnostic evaluation as to how well students perceive / l / and / r / as different sounds. And it
provides intensive but 'low pressure' practice to the students.
Have students to go to the board and write words that name objects found in the classroom. For
example: chair, window, blackboard, book, notebook, dictionary, projection screen, loudspeaker,
etc. Next, divide the blackboard up into four equal sections. Ask students to write the name of the
objects based on the target sounds the word contains: / l /, / r /, both / l / and / r /, or neither. See
Figure 4 below. Repeat the pronunciation of the words together and verify the meaning (by pointing
at the objects). Or, instead of objects in the classroom, students can find words in their textbook or
prints. In that case, the activity can go straight to the type of board shown in Figure 4 above. Students
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are assigned to search for words that fit the four criteria. Also, vocabulary practice can be enhanced
by specifying a semantic area. For example, ask students to brainstorm vocabulary on a particular
topic (foods, leisure activities, school subjects, plans for vacation, etc.). Then have them classify the
words by sounds.

3.2 Explicit Teaching of / l / and / r /
Find examples of words with the / l / from the textbook, the syllabus, and the most frequent
words of English. Get examples of all the different types of / l / sounds (clear, cluster unvoiced,
cluster voiced, dark, etc.). See Figure 3 above. Present them as a word list for repetition (on the
board, on a print). If possible, put them in a word list that includes pictures (for better vocabulary
practice and learning). See Figure 5 below. In the next class (or block of instruction), repeat steps 1
and 2 above for / r / See Figure 6 below.

79

In the following class (or block of instruction), teach / l / and / r / in contrast. This can be done
with another photo collage and then a 'minimal pair' list that juxtaposes / l / words with / r / ones.
See Figures 7 and 8 below.
After students have practiced the contrast in production, they can try listening discrimination
practice with 'minimal pair sentences'. (Alternatively, the listening discrimination tasks can be
done before pronunciation practice in order to create a 'need' with students.) Students listen to the
sentence read out loud six times and have to decide if they hear the cloze answer with an / l / or
with an / r /. See Figure 9 below for three examples of such 'minimal pair' listening cloze
sentences. These can be done as a listening quiz to see just how well students have been trained to
discriminate between the two sounds.
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In the next class (or block of instruction), a good follow-up is to have students practice
listening to and performing a dialogue that intensively practices the the target sounds. An example
of such a dialogue is in Figure 10 below. Students first listen to the dialogue read out loud as they
fill in the blanks with the words that they hear. The dialogue can be made less difficult by
providing the answers in a box below the text (such as seen in Figure 10 below). Or the dialogue
can be presented with the first one, two, or first and last letters of each word already written in the
box.

Figure 10: Dialogue to practice / l / and / r /
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After the listening is completed, students can use the dialogue for realistic speaking practice. This is
a good time to train phonological and immediate working memory. Encourage students to "read and
look up". That is, instead of reading the dialogue laboriously word by word, they should visually
take in a chunk of the dialogue, keep it in working memory, and say it out loud to their partner in a
realistic way. They can repeat until they have memorized the dialogue. And then they can take turns
playing both parts. Another useful activity is to print up the dialogue and then cut it up into pieces
as a text 'jig-saw'. As students listen to the dialogue, they put the cut-up and jumbled lines into the
correct order. Such text jigsaw activities should be done before the speaking practice with the
dialogues. Finally, students can be asked to perform the dialogues as part of their evaluation to see
if they have mastered the targeted sounds (in this case, English / l / and / r /).
Speaking practice for the target sounds can be supplemented with a "Tongue Twister Challenge".
Write 3-4 tongue twister sentences on the board. Have students repeat them. A good way to practice
is repeat out loud slowly. Start with the final word and work back, word by word, and then phrase
by phrase. Then, say the entire sentence slowly from the start. Then say it at a natural but clear pace.
Finally, say it quickly but clearly as possible three times. Students then try doing it three times on
their own as clearly but quickly as they can. See Figure 11 below for examples of such tongue twister
sentences for / l / and / r /.

4.0

CONCLUSION

Teachers wanting pronunciation activities probably won't find much in the EFL course books
that they are using. Although pronunciation might fit in an EFL syllabus as another language skill,
like grammar and vocabulary, materials writers, syllabus designers, and curriculum planners in the
current era are unconvinced as to the value. So teachers who wish to carry out courses with a major
pronunciation syllabus strand may have to devise their own tasks and materials. This article and its
corresponding workshop present a set of concepts, methods, and sample materials that can inform
such efforts. We advocate the following: (1) Pronunciation teaching should be the planned
instruction of a realistic model of applied phonology and phonetics of English. But teaching
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pronunciation does not require a highly technical approach be imposed on the students (although
academic phonetics and phonology should be a part of formal teacher training). (2) Realistic
pronunciation teaching can follow a lexical approach for deeper language learning. In other words,
it uses the most frequent words of English and the target words of a given syllabus or textbook to
teach and practice pronunciation. Examples for pronunciation teaching can be limited to the most
frequent words of English and a syllabus's specified vocabulary. Such assumptions construe
pronunciation as part of teaching and learning global English for clear, cross-cultural communication
among all users of the language.
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ABSTRACT
The present study aims to examine junior high school students' L2 amount during classes where
preservice teachers taught English as a foreign language in Japan. Twenty preservice teachers'
contributed their teaching demonstration classroom recording to the accumulation of the data over
four years. We collected 3,689 teacher L2 (English) turns 1,618 student L2 turns. The descriptive
summary showed that the mean teacher turn value was 184.45 (SD = 124.51) and that of the
students was 80.9 (SD = 56.31). The correlation coefficient turned out to be 0.36, indicating there
existed a weak correlation between the preservice teacher L2 use and their students' L2 turns. The
amount of the preservice teacher L2 did not generally seem to trigger their student L2 turns.
However, when examining the students L2 amount based on the sustained turn measurement;
ultra-minimal (one or two words) using the Chi-square test, minimal, or sustained that Spada and
Fröhlich (1995) developed in their communicative orientation of language teaching observation
scheme (COLT) Part B, the student minimal L2 turn quantity significantly exceeded that of the
ultra-minimal turns (p=0.0000). Also, the more L2 turns the students exhibited, the more minimal
L2 turns were observed (the correlation coefficient =0.95). The results suggested that the
preservice teachers' L2 use not necessarily affect the amount of their students' L2 production,
rather the quality of the preservice teachers' speech.
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1.0

INTRODUCTION
This study aims to examine the non-native preservice English teachers’ use of the target

language (TL), i.e., the English language in Japanese middle schools and their students’ TL
responses using the data we accumulated for four years since 2014. In the country where English is
taught as a foreign language, it has been a challenge for non-native English teachers to increase the
use of the TL in the classroom, much less preservice teachers with hardly any prior teaching
experiences. The following sections will briefly describe the background of this study (1.1), the
statistical review regarding the non-native English teachers in Japan, (1.2), and the research
questions (1.3). The remainder of the sections will depict methodology (2.0), results and discussion
(3.0) and conclusion (4.0).
1.1

English Education Reform Toward Communicative Language Teaching
The communicative language teaching (CLT) began gaining momentum in the 1980s

(Spada & Fröhlich,1995, p. 2), and Japan intended to introduce CLT by incorporating “oral
communication” in the names of the official high school English subjects. However, after revising
the course of study by the Japanese Ministry of Education, Culture, Sports, Science, and
Technology (MEXT), more improvements could be required in achieving its initial intention. In
2013, MEXT implemented the current course of study and mandated that the high school English
teachers should teach the TL in principle through the TL. This governmental stipulation will be
implemented in the middle school as well in the MEXT's new course of study to be fully
implemented in 2020 (MEXT, 2017).
1.2

Target Language Use in English Classroom and Students’ Proficiency
One of the reasons for mandating the use of TL even in the middle school English

classrooms could be triggered by the unsatisfactory results of the progress report on the learners’
low achievement in the TL proficiency levels. According to the nationwide survey by the MEXT in
2017, as low as 40.7 % the middle school students had cleared the TL proficiency level (MEXT,
2018). The survey also revealed that the ratios of in-service English teachers who use the TL over
75% of the class period were 25.6% for Year 7 (the first grade in middle school), 18.6% for Year 8
(the second grade) and 22.8% for Year 9 (the final grade). Such low ratios of the in-service English
teachers could be attributed to the students’ low TL proficiency achievement.
1.3

Research Questions
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Based on the unsatisfactory results of the target language use by the in-service English
teachers and the students’ proficiency, examining the preservice English teachers use of the TL in
the classroom and measuring their student responses would be the pressing need for preservice
teacher educators as well as the preservice teachers. This is the motivation of this study. Therefore,
we posed the following research questions (RQs).
RQ 1

Do preservice teachers’ L2 utterances correlate with the students’ L2 production?

RQ 2

How productive are the students’ L2 turns interacted by preservice teachers?

2.0

METHODOLOGY

2.1

Participants
Twenty preservice teachers in Japan participated in the study. They were juniors majoring

in teaching English as a foreign language in a national university of education. They agreed to
participate in the study by submitting a consent form to contribute their teaching demonstration
recording and its transcriptions. We collected the data in the middle of September during the years
2014 through 2017. All the participants attended a teaching practicum at this time of the year in
local middle schools where their university was located. Their English language proficiency ranked
approximately B2 in the Common European Framework of Reference for Languages (CEFR) by the
Council of Europe, which is “vantage” in communicating in the target language, i.e., the learners
level of the English language is “Effective Operational Proficiency” (Council of Europe, p. 23).
Table 1 shows the participants’ profiles.
Table 1: Participant Profile
Participants assigned to three grades in
Data collection year

N (male, female)

the middle schools (N=200)
Y7

Y8

Y9

2014

4 (1, 3)

2

1

1

2015

6 (2, 4)

3

3

0

2016

5 (1, 4)

2

3

0

2017

5 (3, 2)

1

4

0

Σ

20 (7, 13)

8

11

1

Note. The rough estimation of the participants’ English language proficiency shown by the
Common European Framework of Reference for Languages (CEFR) ranged from B1 (threshold) to
B2 (vantage).
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2.2

Procedure
We took four steps in the study: (1) recorded the participants’ (“preservice teachers”

hereafter) teaching demonstrations in the teaching practicum, (2) transcribed the preservice teachers’
verbal interactions with the students turn by turn, (3) coded the language use using the
communicative orientation of language teaching called COLT (Spada & Fröhlich,1995), and (4)
quantified the language use ratios observed in both the preservice English teacher turns and those of
the students. The next section will detail how we coded the interactions between the preservice
teachers and the students.
2.3

Methods of Analyses
We utilized the target language use from the seven coding features in the COLT Part B

coding scheme (see Appendix for the complete COLT Part B coding scheme). We used the coding
feature in the target language use that lists two categories; the L1 and the L2, representing the first
language and the target language. In this study, the L1 indicates the Japanese language and the L2
signifies the English language. For the clarity of the speech analyses, we incorporated an additional
category, Mix, representing the mixture of the L1 and the L2 in the utterances, in addition to the L1
and the L2 in the target language category. We used three “sustained speech” (Spada &
Fröhlich,1995, p.23) features in the COLT Part B to measure productivity of the turns; (1)
ultra-minimal, (2) minimal and (3) sustained. Table 2 defines these three features.
Table 2: Definitions of the Productivity of the Turns in Sustained Speech Features
Definitions

Sustained
speech feature

Teacher turn

Ultra-minimala

Not available

Student turn
One word only or two-word speech
fragments

More than one or two words, long
Minimal

phrases, one or two main clauses or
sentences,

including

responses, speech fragments
Sustained

one-word

more than one or two words, long
phrases, one or two main clauses or
sentences

turns consisting of at least three main clauses

Note. Adapted from Spada and Fröhlich (1995, pp. 22-23). aSustained speech feature does not
involve ultra-minimal feature for teacher turns since Spada and Fröhlich (1995) did not suppose that
the teachers usually use ultra-minimal turns as often as the students. What could be classified as
“ultra-minimal” is incorporated into “minimal” speech in the teacher turns.
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We calculated the language use ratios by examining the correlation between the
preservice teacher L2 turns and their students’ L2 turns. There might be an issue of turn lengths
depending on the target language use; the L1, the L2 or the Mix. We assumed that coding the turns
would have the
same quantitative value regardless of the target language use. We would base our discussion of the
results on this assumption. The following section will display the results and discussion.
3.0

RESULTS AND DISCUSSION
This section will describe the results of the coding of the interactions between the

preservice teachers and their students.
3.1

Coding Summary

Table 3 shows the descriptive summary of the turn count of the 20 preservice English teachers and
the students with their L2 use ratios by turns. The mean L2 use ratio of the preservice teachers
seems to exceed that of the MEXT report; 25.6% for Year 7, 18.6% for Year 8, and 22.8% for Year
9. However, the maximum and the minimum L2 ratios of the preservice teachers (Max=69.3%,
Min=10.4%) indicate that the ratios may not be consistent. In the same manner, regarding the
students’ L2 ratios, although the mean value turned out to be 66.1%, the rage of the L2 ratio is 72.8.
These results suggest that the preservice teachers’ varying L2 use ratios relate to the students’ L2
use ratios. We must also note that the students hardly exhibited the sustained turns since among the
20 preservice teachers observed, as few as four (IDs 1, 7, 16 and 19) yielded cases of the student
sustained turns.
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Table 3: Summary of the Turn Count and L2 Turn Ratios of Preservice Teachers and
Students
Preservice teachers
Year

2014

2015

2016

2017

Students

ID

Gender

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20

F
F
F
M
F
M
M
F
F
F
F
F
F
F
M
F
F
M
M
M

161
283
13
121
59
373
47
180
85
76
240
452
269
196
383
117
113
211
268
42

L2
Ratio
(%)
41.2
41.6
10.4
37.1
21.3
42.6
25.3
47.5
16.7
28.1
51.6
69.3
56.3
43.7
74.2
68.8
31.9
53.6
94.4
19.9

M

184.5

SD

1
0
0
0
0
0
4
0
0
0
0
0
0
0
0
9
0
0
1
0

0
0
0
0
4
0
1
0
0
0
3
0
1
0
4
4
0
1
19
13

43
72
103
153
87
203
133
65
60
132
256
130
134
97
209
48
76
42
134
161

L2
Ratio
(%)
30.2
45.8
65.0
83.0
64.4
70.0
42.9
76.9
68.3
75.0
90.2
89.2
85.1
77.3
84.2
70.8
64.5
57.1
64.2
17.4

46.5

0.8

2.5

116.9

66.1

22.7

37.6

2.1

4.8

57.7

18.9

231

88

169

9

19

256

90.2

13

3

6

0

0

42

17.4

Year
grade

L1

L2

9
7
8
7
7
7
8
8
8
7
8
7
7
8
8
8
7
8
8
8

30
39
36
26
27
61
75
15
19
33
22
14
19
22
29
10
27
17
29
120

13
33
67
127
56
142
57
50
41
99
231
116
114
75
176
34
49
24
86
28

Ultra
-min
3
7
36
75
25
42
21
29
14
42
62
47
63
24
88
19
18
18
30
11

43.8

-

33.5

80.9

33.7

121.4

21.0

-

24.9

54.9

Max.

452

94.4

-

120

Min.

13

10.4

-

10

L2

Min

Sus

9
26
31
52
31
100
32
21
27
57
169
69
51
51
88
6
31
6
55
17

Mix

Σ

Note. M=male. F=female. Ultra-min=Ultra-minimal turn. Min=Minimal turn. Sus=Sustained turn.
Figure 1 shows the scatter plot of the preservice teachers’ L2 turn ratios and those of the
students’. We observed that there existed a weak correlation of (r = .36) between them. The amount
of the preservice teacher L2 did not generally seem to trigger their student L2 turns.
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Figure 1: Scatter plot of the preservice teachers’ and the students’ L2 turn
ratio

3.2

Students’ Ultra-minimal and Minimal Turns
This section details the students’ ultra-minimal turns and minimal turns, which amounted

to the majority of their L2 turns (approximately 99.2%); ultra-minimal= 41.7% and minimal=57.5%
(Table 3).
Figure 2 shows the scatter plot of the student L2 turns, and their ultra-minimal L2 turns.
There exists a strong correlation (r =. 87) between the student L2 turn count in one English lesson
and its intra-L2 ultra-minimal turn count.
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Figure 2: Scatter plot of the students’ L2 turn count and
their ultra-minimal L2 turn count

Figure 3 shows the scatter plot of the student L2 turns, and their minimal L2 turns. There
exists an even stronger correlation (r =. 95) between the student L2 count in one English lesson and
its intra-L2 minimal turn count than the ultra-minimal turn count.

180

Mimnimal L2 turn row count

160
140
120
100
80
60
40
20
0
0

50

100

150

200

250

L2 turn row count
Figure 3: Scatter plot of the students’ L2 turn count and
their minimal L2 turn count
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Analyzing the students' intra-L2 turn ratios that examined the ultra-minimal and the
minimum L2 turn ratios suggested that the student L2 turns would yield the L2 turn length (whether
the turn is ultra-minimal or minimal) at the same proportions regardless of the preservice teacher L2
turn quantity in a class period.
4.0

CONCLUSION

4.1

Answers to the Research Questions
The first research question asked whether the preservice teachers’ L2 utterances would

correlate with the students’ L2 production. Judging from the 20 preservice teachers’ L2 turn count
in their teaching demonstrations in the teaching practicum and the student L2 turns in the respective
classes, we observed a weak correlation (r = .36). This indicates that the amount of the preservice
teacher L2 turns did not generally seem to trigger their student L2 turns.
The second research question examined how productive the students’ L2 turns initiated
by preservice teachers would be. Coding the student turns based on the “sustained speech” features
in the COLT Part B revealed that the student turns exhibited hardly any sustained turns (Table 3),
which is “more than one or two words, long phrases, one or two main clauses or sentences” (Table
2). Thus, most of the student L2 turns (99.2%) were either ultra-minimal, which is “one word only
or two-word speech fragments,” or minimal, which is “more than one or two words, long phrases,
one or two main clauses or sentences” (Table 2). Analyzing the students’ intra-L2 turns that
examined the proportion of the ultra-minimal and the minimal turn quantities disclosed that the
proportions were consistent regardless of the preservice English teachers, i.e., not affected by the
preservice teachers’ L2 turn quantity.
4.2

Pedagogical Implications
The findings of this study will provide the following two implications for educating

non-native preservice English teachers. First, it is advisable for the preservice teachers to increase
the L2 interactions with the students. Since we observed the discrepancy in the use of the preservice
teacher L2 use ratios with 10.4% (minimum) and the 94.4 (maximum), we can suggest that the
teacher educators encourage the preservice teachers to incorporate more L2 use and thereby have
more L2 interactions with the students.
The second pedagogical implication is to advise the preservice teachers to be more aware
of eliciting the student L2 responses that could form relatively more sustained, i.e., more extended,
turns. This might sound a challenging task considering the scarcity in the student sustained turns
that “consist of at least three main clauses” (Table 2). Based on the finding that the proportionally
even occurrences of the intra-L2 sustained speech features in the ultra-minimal and the minimal
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turns, we could estimate that the student sustained L2 responses would be elicited regardless of the
amount of the L2 turns given by the preservice teachers with varying L2 turn frequencies. Training
preservice teachers to conduct the TL classes in this manner would enable the students to produce
more sustained L2 turns, which in the long run will facilitate L2 learning, hopefully bringing them
closer to their L2 acquisition.
4.3

Limitations and Future Research Plans
There are at least two limitations to this study. The first limitation is that the coding of the

students' turns was confined to as few as two COLT Part B categories, the target language use, and
the sustained speech. It would have been much better to expand the coding of the student turns to
other COLT Part B categories such as “form restriction” and “incorporation of student/teacher
utterances.” Widening the coding range of the turns could be a possible research plan.
The second limitation is that we described the preservice English teacher speech with the
attention only to the target language use; the L1, the L2, and the Mix. We wrapped up the nature of
the language use to the target language use only, setting aside the intra-language use features like
minimal and sustained. If we had scrutinized these intra-language use of the preservice teachers
with the students' intra-L2 features, we could have amplified the relationship between the preservice
TL use and their students TL production. We could propose conducting more tightly woven coding
and examination of the preservice teacher L2 speech and their students L2 production.
Compensating the limitations of this study by conducting the above-proposed studies
would bring the researchers closer to understanding the classroom TL interactions with preservice
teachers and students, thus benefitting the preservice teacher trainers and eventually contributing to
the enhancement of the CLT in the countries where English is taught as a foreign language.
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COLT Part B Coding Features.

(Adapted from Spada & Fröhlich,1995, p. 20)
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ABSTRACT
Post-graduate Diploma in Education Programme (PDPLI) TESL has been conducted in the
Teacher Education Institute since 2016. It is a collaboration between the Malaysian Ministry
of Education with Teach for Malaysia (TFM) Foundation, which recruits outstanding graduates
and young professionals to be full-time teachers in high-need schools through their two-year
Fellowship. Currently, this is the third batch being run in teacher education institutes, in the
form of a distance learning mode. 28 students from the January 2017 intake have their
teaching monitored during their first and second semesters and also during their 3-month
practicum practices at their respective secondary schools. Based on the observations,
interviews with the school administrators and school-based mentors, and documents
gathered, the findings show that the majority of these fellows still lack relevant pedagogical
skills. However, their classroom management skills had improved gradually over the months.
The researchers recommend more lessons on designing and adapting teaching materials and
skills to be taught to these fellows. The researchers also hope that existing and future trainers
from other teacher education institutes will be better informed with the sharing of good
classroom mentoring practices. The retention rate of this batch of TFM Fellows had been the
highest since the inception of this programme, as the fellows can opt to leave the teaching
profession once their 2-year Fellowship ends.

1.0 INTRODUCTION
The Post-Graduate Diploma in Education programme (PDPLI) Teaching of
English as A second language (TESL) for Teach for Malaysia is a two-year programme
conducted by the Ministry of Education in collaboration with Teach for Malaysia
foundation. Firstly introduced in 2016 in the southern region, , it has so far recruited
about 66 fellows among fresh graduares and working adults with the aim of making a
difference in the Malaysian education scenario, particularly in Band 5 secondary
schools in Malaysia. The fellows are attached to schools as an employee of the Ministry
of Education (MoE), they are given a salary as in an initial salary scale of DG 41 and
perform duties of an English teacher and other given duties assigned by the school

management. In addition, the fellows are required to attend weekend lectures at the
assigned Teacher Education Institute, to fulfil the requirement of the Post-Graduate
Diploma in Education programme (PDPLI) TESL. These classes are module based,
whereby the fellows are required to do independent reading up and prepare for tutorials.
Lecturers provide the essential input and discussion during the face to face interaction,
which is essentially necessary to equip them with the required pedagogical knowledge
and pedagogical content knowledge which would be useful for their academic roles
when they are in school.
Additionally, the Teach for Malaysia Foundation will from time to time conduct
workshops and meetings on the weekends to enhance the leadership skills among its
fellows. They are usually organaized by the TFM alumni; among them were senior
fellows who joined the programme in the earlier cohorts. Thus, with the academic
support given by the Teacher Education Institute lecturers and the leadership skills
honed by their seniors, the TFM fellows have the advantage of equipping themselves
with knowledge and skills that are essential for their personal and developmental
growth as teachers.
2.0 LITERATURE REVIEW
Experience is the best teacher but for novice teachers, guidance in acquiring
those experiences is imperative, as they lacked in their repertoire of instructional
strategies. In the case of Teach for Malaysia fellows who did their Post Graduate
Diploma in Education programme (PDPLI) Teaching of English as a Second Language
(TESL), most of them entered the teaching field with minimal pedagogical knowledge
or skills. Mostly fresh graduates from local and overseas universities, they need to be
taught on how to establish the positive, organized learning environment necessary for
them to teach and for students to learn (Freiberg :2002). Classroom management skills
such as managing time, asking questions and giving feedeback, using resources and
other arrays of effective teaching skills will be in order if the fellows are guided. Thus
a supervising lecturer and a school based mentor, in which each fellow is attached, will
observe the fellow’s classroom teaching, provide feedback and subsequently follow up
on areas that they lacked.
One of the main objective of classroom observation is for the enhancement of
pedagogical knowledge and pedagogical content knowledge of the fellows. With a
maximum of 27 contact hours per subject for TESL, it is impossible for the fellows to
fulfil the desired learning objectives of each lecture and tutorial. Thus, observation is
imperative so that the transfer of learning is made concrete.
Several studies on teacher knowledge stress on the importance of knowledge
that teacher holds, whereby in addition to assimilating academic knowledge, student
teachers should also need to incorporate knowledge derived from experiental and
practical experiences in the classroom (Guerriero, n.d.). The initiatives carried out on
TFM fellows indeed aims at providing the platform for them to gain hands-on
experiences that serve to enrich their repertoire of pedagogical knowledge and
pedagogical content knowledge. It is the rich classroom context that will put the fellows
in the thick of action. From the intial stage of set induction, the presentation, practice,
production and the lesson’s closure, they will be noted during observations. These
observations further enabled supervising lecturers and school based mentors to capture
those actions and to provide constructive feedback. Further reflection and discussion
in post-conference sessions should enhance the fellows’ pedagogical knowledge and
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pedagogical content knowledge. After all, classroom observations serve as the bridge
between the worlds of theory and practice (Reed & Bergemann, 2001).
Although observations are for various forms of appraisal, in the case of the
TFM fellows however, it is for the purprose of professional development
(Montogomery:2002 in Lasagabaster and Sierra: 2011). It is to ensure that the fellows’
classroom practices are in tandem with the current demands of the educational system.
Additionally, the observation seeks to improve any discrepancies and loopholes in
teaching; and the discussion that follows after each observation is perceived to play a
significant role in teacher formation Zaare (2012).
Montgomery (2002) in Lasagabaster and Sierra: (2011) asserts that classroom
observation is a key component in teacher professional development. It is further
advocated that any quest for improving language teachers’ training and teaching quality
should revolve around the teaching and learning process and that will take place in the
classroom (Montgomery; 2002 in Lasagabaster and Sierra: 2011).
Gosling’s (2002) second category of third party observation is similar to
classroom observation. This model is often used within programmes leading to a
formal qualification in teaching in the United Kingdom. ‘The Development Model’ as
labelled by Gosling is summative in nature and it assesses the individual’s teaching
skills. The main purpose is for the observer to give expert feedback in order to
encourage improvement in teaching competencies and it is often by way of an agreed
action plan.
This notion concurs with the principle of classroom observation for TFM
fellows. The scheduled observations by the supervising lecturers and school based
mentors are geared towards examining how the fellows prepare their lessons and how
they are conducted in the classroom. In addition, other teaching skills such as the
effective use of resources and questioning techniques will also be observed. Appraisal
forms PR1 and PR2 are used both by the supervising lecturer and the school based
mentor for the purpose of this evaluation. A post-conference session is conducted after
each observation for the purpose of appraising strengths and weakeness of the lesson,
and how it can improved.
Therefore, classroom observations conducted on the TFM fellows in the three months
practicum stint are indeed purposeful for the enhancement of their professional
knowledge as teachers. When this happens, the retention rate of the fellows is higher
as they gradually gained the confidence to carry out classroom teachings instead of
leaving them frustrated and disillusioned of their role as teachers.
3.0

METHODOLOGY

This paper presents a small study involving 28 secondary teachers who are
currently teaching in 17 secondary schools in a town near Johor Bahru, Johor. In this
study, both observations and structured interviews were employed. There were three
types of observation forms being utilised namely for School Administrator, Schoolbased Mentor (SBM) and Fellow. In the structured interview, the question domains
and questions had been pre-determined and answers were mostly open (Johansson &
Svedner, 2010). These structured interviews were conducted on school administrators,
SBMs and fellows. The other method used for data collection was observation and
these observations were carried out only on the fellows based on the 12 items in
Construct A.
Figure 1 below shows the process of the classroom obesrvations that were
carried out. The 28 fellows registered for training in Post-graduate Diploma in
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Education Programme (PDPLI) Teaching of English as a Second Language (TESL) at
the Teacher Education Institute (TEI) in early January 2017. They began their training
immediately during weekends in which the dates for lectures were provided by the
Institute of Teacher Education Malaysia (IPGM).

Registration at Teacher Education Institute (TEI)

Weekends Lecture
(First year first semester January – June)

Observation 1
(Semester 1 May-June)

Weekends Lecture
(First year second semester July - December)

Observation 2
(Semester 2 September - October)

Practicum
(Second Year)

Observation 1
(Second Year)

Observation 2
Figure 1: The process of observations

The first classroom observation was carried out in the months of May to June
2017 while the second was conducted between September to October 2017. It was
obligatory for fellows to go through two observations each year throughout their two
years of teacher training.
As discussed above, observations that were conducted to gauge the fellows’
performance in schools were made through interviews, discussions, document analysis
and classroom observations as indicated in Table 1 below. Triangulations were done
through interviews with the administrators and the mentors in schools. The
observations covered 10 domains whereby 8 of the 10 domains were answered
according to the Likert scale, that is from the A domain right up to the H domain.
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Table 1: The Observation Domains and Items Survey (1st and 2nd Observations)

Construct

4.0

Item

A. Preparation and Implementation of
Teaching and Learning
B. Classroom management

12

C. Mentor guidance

02

D. Leadership Development Officer (LDO)
guidance
E. Fellows’ leadership

03

F. Knowledge Transferring Skill

03

G. Fellows’ integrity

05

H. Quality Resource Product

01

04

03

RESULTS AND DISCUSSIONS

The following discusses the findings of the observations and the conclusion.
4.1

Preparation and Implementation of Teaching and Learning

The observation checklist consists of 12 items that include a general list such as
learning outcomes, set induction, methodology, teaching and learning activities,
mastery of the pedagogical content knowledge (PCK), mastery of the subject’s content,
formative assessment, teaching aids, integration of moral value, higher order thinking
skills and reflection. (A1 to A12)

4.1.1 Findings on the Preparation and Implementation of Teaching and Learning
Overall, it can be deduced that most fellows fared satisfactorily in this area. The
findings indicated that the preparation and implementation of teaching and learning was
at the satisfactory level. Among the 12 items, only Item 1 that encompassed general
details (date, class, time, topic and attendance) attained a mean of 4.21 whereas the
other items only achieved a mean score of below 4. Special attention has to be given to
items 5 and 10 that showed the low mean achievement both in pedagogical content
knowledge (PCK) (mean 3.57), and the use of high order thinking skills. The results
showed that many fellows had to master PCK in order to improve their teachinglearning skills. Most of the time, fellows depended largely on their assigned schoolbased mentor (SBM) and leadership development officer (LDO) for advice and
guidance and this had been supported by both administrators and SBMs .
The majority of fellows faced the challenges of integrating higher-order
thinking skills (HOTs) questions in their lessons. They had not quite acquired effective
questioning techniques. In spite of this, there was evidence in the use of i-think maps
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and other thinking maps in their lessons. Fellows had to review and improve the quality
of their questioning techniques to enable them to provide more thought-provoking
questions in order for the lesson to be more appealling. Though some of the fellows
were able to use HOTs questions, it was still insufficient and there would be room for
improvement.
4.2

Classroom Management

The aspects of classroom management include classroom control (B1), effective
communication (B2), time management (B3) and classroom environment (physical and
emotional) (B4).
4.2.1

Findings on Classroom Management

The findings indicated that the fellows have satisfactory capability in managing
their classrooms. A mean value of 4.18 in effective communication had been attained
in the first observation and it undoubtedly shows that fellows were able to use
expressive language, build good teacher-students rapport, encourage participation, and
establish credibility with the class. They were fluent and applied accurate language use
in teacher-student communication. The use of appropriate instructional language
promoted the teaching-learning process.
Nevertheless, class control among fellows had improved in the second
observation with a mean of 4.07. Given a longer period of training either during
weekend classes or on-the-job training; and discussions with teaching lecturers, SBMs
and LDOs, it would definitely help the fellows to discover myriads of classroom control
techniques for improvement and it was concurred by the school administrators and
mentors.
One aspect that called for attention among fellows was the systematic and
efficient time management. During the observation and later interview session, many
fellows mentioned that one of their biggest challenges was to allocate the right amount
of time for their classroom activities. At times, fellows allocated too much time for
discussion that had resulted in boredom among students. Another challege was to learn
how to give varied learner-centred tasks within a specified time-frame and to ensure
that learning is fun, purposeful and directed.
It has also been observed that fellows should ascertain the condusiveness of the
classroom so that teaching-learning process could take place effectively. For instance,
students could be asked to pick up trash and keep the classroom floor clean before
starting the lesson. Somehow, the mean score of 3.57 obtained during the first
observation for B4 had slowly accelerated to 4.04.
4.3

Mentor Guidance

There were two aspects in this area namely the frequency of discussion (C1)
and the effectiveness of mentoring (C2).
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4.3.1

Findings on Mentor Guidance

Interestingly both C1 and C2 received the same mean score of 4.43. This
suggests that fellows met and discussed with their SBMs for help and guidance quite
regulary. The aspects of guidance provided include preparation for teaching, daily
lesson plan, teaching approaches, teaching methods, classroom management,
assessment, curriculum content and resource materials. Fellows also discussed with
their mentors issues pertaining to management of other duties, classroom control,
management of students’ disciplinary problems, and students’ English language
proficiency.
4.4
Leadership Development Officer (LDO) guidance
The aspects covered in this area were frequency of guidance (D1), frequency in
classroom observations (D2) and effectiveness of guidance (D3)
4.4.1

Findings on Leadership Development Officer (LDO) guidance

The study reported that LDOs provided guidance in accordance with the
schedule score of 4.46 was attained and the mean frequency in classroom observations
was 3.89. However, the effectiveness of guidance was satisfactory at 3.71. It might be
worth highlighting the comparative results of the second observation whereby the mean
score for both frequency in classroom observations and the effectiveness of guidance
improved to 4.04 and 4.07 respectively. Both items D2 and D3 showed that the LDOs
played a significant role in the fellows’ teaching practices. Some of the assistance given
were effective teaching-learning methods, time management, emotional support, and
suggestions for references. Nonetheless, the mean score for guidance frequency (D1)
deteriorated to 3.93. This was because some LDOs only made a visit once a month.

4.5

Fellows’ Leadership

The fellows’ leadership being investigated are in the areas of curriculum (E1),
co-curriculum (E2), and extra co-curriculum (E3).
4.5.1

Findings on Fellows’ Leadership

In terms of leadership qualities of the fellows, the data shows that it has a high
mean score of 4.14 (observation 1) and 4.21 (observation 2) in E2 in which the fellows
were committed in managing the co-curricular activities in schools. A number of the
fellows had also spearheaded many extra co-curricular activities concurrently, such as:
•
•
•
•

JH28 was the teacher adviser of Fire Brigade Cadets (Kadet Bomba), aerobics,
English Language Society and Choral Speaking.
JH09 trained Public Speaking and administered Explore Race for Math &
Science Programme. Together with other fellows who were posted to the
school, she converted a classroom to run the “Smart Reader Programme”.
JH26 started a petanque team and was involved in English Carnival apart from
training her students in poetry recitation.
JH24 consistently trained her students in English for 15 minutes before daily
school session began. A very committed fellow who also trained her students in
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•
•
•

4.6

speaking skills via activities like story-telling, singing, reciting poems and
others. She also led the Young Scouts movements for Forms 2 and 3.
JH14 organised the English Camp and carried out programme under the Student
Voice Group - collaborating with the Student Affairs Unit. E.g. Sharing is
caring programme and JSLC (Johor Student Leadership Council).
JH26 assisted the English Language Society of the school in organising and
training the students for the Debate Competition.
JH27 assisted her Chinese students to participate in the district level Chinese
language exhibition. In addition, she volunteered to teach the same language to
30 Form 3 students who would sit for their PT3 Examination.

Knowledge Transferring Skill

The domains that were being looked into consist of collaboration among fellows
(F1), collaboration with school teachers (F2), and collaboration with individuals or
organisations outside school (F3).
4.6.1

Findings on Knowledge Transferring Skill
In general, the fellows were able to collaborate excellently among
themselves with a mean of score of 4.07 (first observation) and this improved
further to 4.36 in the second observation. The collaborations with their fellow
colleagues at the initial stage of their posting was fairly good with a mean score
of 3.57 but gradually progressed to 4.32 during the second observation. Many
fellows were comfortable to be elected as Masters of Ceremony, trainers in sports,
public speaking, adviser to English Language Society, English in Camp and
umpires in Majlis Sukan Sekolah Sekolah Daerah (MSSD). They were also
actively involved in Professional Learning Community (PLC) organised by the
respective English Panel of their school. Most fellows could also work in
partnership with individuals or/and organisations outside their school. The mean
values were 3.75 and 4.36 correspondingly. Fellow JH17 organised a study tour
to a bee farm in Segamat, Johor in addition to taking part in a Chinese Translation
Company (Komunibarai)

4.7

Fellows’ Integrity
Fellows’ integrity area includes punctuality (G1), up-to-date writing and
submission of record book (G2), responsibility in performing academic duties
(G3), responsibilities in performing co-curriculum duties (G4) and fairness to
students.

4.7.1

Findings on Fellows’ Integrity
Findings on this domain from items 1 to 5 was largely very positive with
mean scores ranging from 4.39 to 4.54. School administrators and SBMs
concurred that the fellows generally exercised integrity throughout their
professional commitments, responsibilities are demonstrated in actions such as
by being punctual, dedicated, fair and impartial. They also strictly adhered to,
observed, and practised the code of ethics for professional teachers despite
being new in the teaching fraternity.
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4.8

Quality Resource Production
One aspect being emphasised in this area is the production of quality
resources in prints or electronic forms (H1)

4.8.1

Findings on Quality Resource Product
As newcomers to the teaching profession, the challenges that many of
the fellows faced was the lack of knowledge and skills in producing quality
authentic resources for their lessons. Powerpoint presentations were commonly
used in creating teaching aids. However, it was planned that they would share
their resources with each other to cut down on preparation time.
The followings were some of the resource materials that the fellows had created:
•

JH 23 produced Kahoot in the form of online quizzes;

•

JH 20 wrote a revision module for her students;

•

JH 27

devised a video codename Smart Programme – as a form of

exposure to videography.

REFERENCES
Danielson, C. (2002). Enhancing Professional Practice: A Framework for Teaching,
2nd Edition
Freiberg, Jerome, H. (2002) Essential Skills for New Teachers. Educational
Leadership: March Vol: 59 No 6
Guerriero, Sonia (n.d.). Teachers’ Pedagogical Knowledge and the Teaching
Profession. Background Report and Project Objectives

104

The Effectiveness of Using Edmodo to Improve Students’
Interaction in English Listening and Speaking Class
N.B. Luu
Cantho University/ School of Foreign Languages,
Vietnam
bichngoc@ctu.edu.vn

KEYWORDS: Edmodo, listening skill, speaking skills, interaction, large size classes.
ABSTRACT
Although it is essential to create opportunities and the environment for communication for
EFL learners, the issues of large classes and the limited amount of time in class somehow
limit the opportunities for EFL learners particularly the shy learners, to communicate in
English. This paper is an attempt on the study of using the Edmodo application to create a
virtual environment for learners to improve their English communication skills as well as to
encourage shy learners to use English in communication. The application is implemented for
an English listening and speaking course. There are forty three first year students of Cantho
University, Vietnam, participating in this course. In order to examine the effectiveness of the
Edmodo applivation in enhancing students’ interaction in the English language, a
questionnaire is used to gather information at the end of the course. The findings from this
questionnaire is discussed in this paper. The information gathered can be helpful for those
teachers who are looking for the solution for their big English communication classes.
1.0

INTRODUCTION

English is an international language, and it is being used world wide in major fields
such as business, tourism, education and technology. With the advent of globalisation,
people working in those sectors have no choice but to master English communication skills
in order to be successful in their jobs. Therefore, teachers need to help their students
improve their English communication skills to prepare for their future careers. However,
although the teaching and learning of the English language in the Mekong Delta has
changed recently with more attention given to the student centered and communicative
approach, it is still deeply influenced by the traditional approach in which the teaching and
learning of grammar, reading and writing surpass the teaching and learning of listening and
speaking skills. In addtion to that, the number of students in a class is usually extremely
large, approximately 30 to 45 students per class, with mixed levels of English proficiency.
As a result, it is difficult for teachers to design communicative activities in class that can
involve all students and suit their different levels of abilities. Besides that, it takes up a lot
of time to carry out these activities, which leads to the fact that they cannot manage the
classes effectively, as well as interact or give feedback for all students. From the above
mentioned reasons, the effectiveness of teaching and learning in large classes is not
guaranteed (Le, 2015), Nguyen et al., 2015). Consequently, many students lack of
confidence when they have to communicate in English.
In order to resolve the issues of large classes as well as to motivate students and help
students to be more autonomous in their learning, the Edmodo application was deployed in
the listening and speaking class of forty three first year students who are studying English,
English translation and interpreting programs at Cantho University. The study on employing
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the Edmodo application in listening and speaking class was carried out in order to examine
its efficacy in improving students’ interaction in English and their communication skills. In
addition, it is also to fulfil the trend of applying technology in classroom that MOET (2017)
issued to the departments and institutions through out the education system.
An overview of the Edmodo application and why the Edmodo application was
selected as a tool to create a virtual learning environment is included in this study. The
Methodology, findings, discussions and conclusions as well as suggestions for further
studies are presented in the latter part of the paper.

2.0

EDMODO AS A TOOL SUPPORTING VIRTUAL LEARNING ENVIRONMENT

Presently, there are various platforms that are used to support the teaching and
learning process nowadays such as Moodle, Edmodo, Blackboard, Yammer, MyELT
launched by Cengage, Haiku, or Desire2learn. Also, a large number of websites as well as
social networks can be utilized for the purpose of education besides providing
entertainment such as, Youtube, Facebook, Twitter, Zalo, or Skype. These platforms and
websites have their pros and cons for the users. However, the features available from
Edmodo platform seemed to fit the context of the study when many students are not capable
of paying for the subscription, or unable to own a personal laptop/computer to work on. In
their study, Pham et al. (2013) specified the remarkable features of the Edmodo application
outweigh the other platforms in creating virtual learning environment. Edmodo offers a
friendly platform for users with free registration. It could be used either on computer/
laptop or on mobile phone. Therefore, it is very convenient for students as they can log in
whenever and wherever they wanted (Bicen, 2015). Moreover, it is easy to use. Students
could use it easily even though they do not have much knowledge in technology (Light et
al., 2010, Pham et al., 2013, Lizziepinard, 2014, Charoenwet et al., 2016). This element
could motivate students to use it as their online platform.
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It was also considered to bring more collaboration and communication opportunities
for users which helped them have more time to practice and improve their skills
(Lizziepinard, 2014, Sandu, 2015, Wichadee, 2017, Ekici, 2017). Another crucial element
was that the platform could also be used to alternate class activities to improve their learning
efficacy (Bicen, 2015). As there was limited time in class and most classes were packed with
many students, the time for students to practice in class and receive feedback from teachers
were not enough. This issue could be resolved by applying Edmodo as it increased the time
for students to practice English outside of the classroom as well as the interaction between
students – teachers and students – students (Light et al., 2010, Bicen, 2015, Shams- Abadi et
al., 2015, Graham, 2016, Wichadee, 2017).
Although Edmodo was considered to be effective for aiding the learning process,
most studies verified its effectiveness in writing skills as it was convenient to create writing
porfolios, share materials and writing pieces online . A few studies reported the contrary
results that it did not actually assist students in learning English skills (Ali, 2015).
Meanwhile, some other studies indicated that Edmodo could be used to improve all skills of
English and strengthen their communication (Bicen, 2015, Ammanamanchi, 2017). Graham
(2016) and Wichadee (2017) particularly observed the impact of Edmodo in the language
classroom. The results of their studies showed that Edmodo was still applicable for speaking
improvement. The mentioned benefits of Edmodo along with the inconsistent results that
preceeding studies had shown led me to conduct this study about utilizing Edmodo to
facilitate students’ interaction in listening and speaking skills.
2.1

Research objectives

The following are the aims of this study,
 To develop an online platform that could supplement the teaching and learning of
listening and speaking.
 To motivate students’ self-directed learning.
 To increase interaction between students with friends and students with teachers
 To improve students’ oral performance.
2.2

Hypotheses
The study was carried out to find out whether the following hypotheses are supported:
H1: Students spent more time practising listening and speaking skills on the Edmodo
platform.
H2: Students have more confidence to use English in communication.
H3: Students improved their listening and speaking skills.

3.0

METHODOLOGY

3.1

Participants

There were in total 43 first year students majoring in English, English translation and
interpreting at Cantho University joining in the study. The students possess mixed abilities.
Some students were at the upper intermediate level while others were at lower intermediate
level. Since these students are in their first year studying at university, they were generally
quite shy in speaking as they did not have much chance to speak in English during their high
school years. In addition, the fact that they came from urban and rural areas of different
provinces in the South of Vietnam also influenced their English proficiency levels and their
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learning styles. The study was conducted in their listening and speaking class, which lasted
for 15 weeks. Each week, students had two class meetings of approximately 4 hours for
listening and speaking in total.
3.2 Instruments

The instruments used in the study included a questionnaire to find out students’
attitudes toward using online tools for their listening and speaking practice, their motivation
in learning those skills and their perception towards Edmodo course; a speaking project, and
the class observations on their listening and speaking progress.
The questionnaire was designed based on the Likert scale with 5 rating scales from 1
(strongly agree) to 5 (strongly disagree). The questionnaire is divided into three parts:
personal information, students’ attitudes towards applying technology in the teaching and
learning of listening and speaking skills, their motivation and evaluation of their listening
speaking skills. To ensure that the students comprehend all items in the questionnaire, the
questions were written in Vietnamese. It was delivered to all 43 students participating in the
course; however, only 30 respondents completed and returned the questionnaire. Therefore
in this study, I only made use of the data from the 30 respondents. Another section of the
questionnaire was delivered at the end of the course to find out students’ perceptions of
utilizing Edmodo in enhancing their listening and speaking skills in English.
The speaking project was assigned for students in the final weeks of the course. The
project required students to act on three scenarios based on the languge functions that
students had learned in class. They were required to work in pairs, discuss the scenarios,
make plans and write scripts before capturing video clips showing how they react in those
scenarios. This project was mainly designed to test students’ performance in speaking, but it
could be used to assess their listening as well as their collaboration.
During the course, the actitivies that students participated in class and on Edmodo
were observed to record the progress that students made in their listening and speaking
skills.
3.3 Research procedure

The study was designed based on an action research study. For the first three weeks
students were introduced to the course, took an informal survey about their learning styles,
their motivation in learning listening and speaking. They were also introduced to use
Edmodo and were required to register for the Edmodo course. A short guidance clip was
sent to students in order to guide them on how to register for the Edmodo course as well as
how to post, share, discuss, send messages for teachers besides learning how to submit their
assignments. I also carried out a short session in class to answer their questions and solve
any technical problems that they might have when exploring and trying out the application.
An informal test was also conducted to quickly assess students’ listening and speaking skills.
For the other ten weeks, students participated in the listening and speaking activities in the
class based on the syllabus of the school. In the meantime, they are also required to
participate in the Edmodo platform for self-study and do the assignments given. The
activities assigned on Edmodo were designed based on the tasks recommended for listening
and speaking by Gomez Martinez (2010), Harmer (2015), Yavuz et al. (2015) and Graham
(2016). The teacher supplemented various tasks, materials and assignments on Edmodo in
order to help students practise their listening and speaking skills out of the class. Materials
such as video clips, podcasts, vocabulary lists were posted biweekly. Students were asked to
watch/listen to those materials and wr[te their answers to the questions in the comment
section. The issues raised were also discussed in class in the following sessions. The
progress students made in listening and speaking as well as their participation in the online
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activities were recorded during the course. The last two weeks of the course was assigned
for students’ speaking project which was scored as a part of their final grade.
3.4 Data analysis

The data in the study was collected and analyzed based on the descriptive approach. The
responses of the questionnaire was collected at the end of the semester. Items in the
questionnaire were categorized into three main parts: students’ background on virtual learning
environment, students’ self assessment on listening and speaking competences and students’
perceptions on using Edmodo in their learning. The data of each part were also compared to
find the relationships of these variables. In addition, each classroom session was observed and
noted by the teacher to find out the progress that students made. It was then compared with the
results of the data collected from the questionnaire to find out the correlation between their
learning on Edmodo and their language performance in class.
4.0 FINDINGS & DISCUSSION
4.1. Students’ background on virtual learning environment
The data collected from the questionnaire showed that 60% of students often used the
Internet. All of the students had used online tools to learn English. The percentages for the
frequency of use of the Internet are; 33% for always, 40% for often and 27% for sometimes.
Thirteen out of thirty students responded to the questionnaire indicating that they are very
comfortable and find online learning convenient. Fifteen of them find it convenient, while the
other two find it inconvenient to learn online. This means that the percentage of students eager
to participate in online learning platforms accounted for 93% (28 students in total). Devices
facilitating online learning environment are easily accessible among respondents as 100% of
students could gain access to their personal computers, laptops, smart phones or computer labs
at the university with Internet support.
Among the common platforms listed in the questionnaire as well as an open option for
students to choose which platforms they had used for their online learning, Edmodo attracted
the largest attention from students with 23 responses (77%). Facebook followed close behind
with 20 responses (67%) while platforms such as Youtube, teachers’ sites and others range
from 23% to 7% of the responses. The good response towards the use of Edmodo is simply
because a number of students had experienced Edmodo in the first semester. These students
had to participate in the platform for their learning. Facebook is also another network which is
popular among the young people. Students not only used Facebook to connect with friends but
also to share classroom announcements and materials.
The result also indicated that listening skill and pronunciation are most frequently learned
online at 87% and 60% respectively. Reading and writing had relatively lower percentages at
40% for each skill, while speaking had the lowest responses with 10 out of 30 students (33%).
It could be interpreted that a majority of the students considered online platforms suitable for
listening and pronunciation practice rather than the other skills. This implies that they would
prefer spending more time practising listening outside the classroom, while speaking skill was
not much preferred.

4.2. Students’ assessment on listening and speaking competences
From the classroom observation during the first week of the course, it was noted that
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students were very shy to speak English in class with friends or with the teacher. In addition,
most of them were reluctant to express their opinions in English as they were afraid of making
mistakes when speaking in front of the class as well as being compared to other students. A
number of students in the course reported that they understood what the teacher asked;
however, they did not want to volunteer to answer the questions as some of their classmates
might think that they want to show off. Moreover, they were not sure if they used English
correctly as they also lacked vocabulary and grammar.
In order to understand more about students’ evaluation on their listening and speaking
skills, the session of students’ self evaluation on listening and speaking skills was also included
in the questionnaire. The data showed that the number of students lacking confidence in
English communication surpassed the ones who felt confident at 70% (21 students) compared
to 30% (9 students). Only 13% (4 students) thought they had good listening skill, 17% (5
students) reported that their listening was weak, while 70% (21 students) found it acceptable.
These ratios were relatively similar to the ratios reported for speaking skill being self assessed
as good, weak and acceptable at 10%, 20% and 70% respectively.
In addition, many students perceived that the time to practise listening and speaking skills
in class is not enough for them to improve their skills. 83% of the number of respondents feel
that the time devoted to listening is insufficient while 63% feel the same way for the speaking
sessions. Furthermore, the factor of large class also influences the quality and quantity of
interaction between students and teachers as 17% (5 students) indicated that they never
received feedback from their teachers because of the crowded class and limited time; 20% (6
students) rarely had the feedback; 40% (12 students) were sometimes given feedback; only
23% (7 students) reported that they received feedback for their speaking skill from teachers on
a frequent basis. This correlates with the above findings about the students’ self assessment on
their listening and speaking skills and the time alloted for practice in class. It also explained
why most of them are not confident in making oral performance.
4.3. Students’ perceptions on the effectiveness of Edmodo learning environment in
developing listening and speaking skills
In accordance with the syllabuse for the teaching and learning of listening and speaking
syllabus, online tasks and assignments as well as materials were uploaded onto the Edmodo
platform for students to practise at home. Based on the observations carried out on the changes
that students made in class in relation to the frequency of interaction on the Edmodo
environment revealed that students who were active in class tend to complete all tasks assigned
on the Edmodo platform whereas those who did not login to Edmodo frequently were also
students who were passive in class. However, there were also a number of students who were
active in online learning but rather passive in class. Those students completed most of the
tasks, took part in the discussions on Edmodo, and sent self-captured video clips for their
speaking tasks. Nevertheless, they were rather silent in class.
A second questionnaire was given out at the end of the course with the aim of finding out
the perceptions of students on the effectiveness of the Edmodo platform towards their listening
and speaking skills. The data indicated that 76% (23 students) considered Edmodo a friendlyuser online platform. 17% (5 students) had no opinion about the operation of this platform, and
6% (2 students) disagreed with this item. It could be concluded that Edmodo was applicable in
teaching and learning of the lsitening and speaking skills as students did not have difficulty in
exploring this online learning environment. The number of students having problem using
Edmodo was insignificant. It might come from those who were absent in class in the first few
weeks of the course and were not willing to share their problems.
The frequency of students who logged into the online course to learn was also verified.
The data collected showed a positive result. The frequencies categorised under; always, often
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and sometimes, recorded 7%, 63% and 27% repectively. However, 3% (1 student) reported
that they never logged into Edmodo to practice the lsitening and speaking skills.
For the item in which students could practise listening more on the Edmodo platform,
70% (21 students) chose agree and strongly agree as their answers while 17% (5 students) had
no idea, and 13% (4 students) disagreed with the item.
For speaking practice, 53% (16 students) selected agree and strongly agree that they
could have more time to practise speaking on the Edmodo platform. 23% (7 students) had no
idea; 20% (6 students) disagreed, and 3% (1 student) strongly disagreed. Likewise when asked
about the opportunities to interact with friends and teachers on the Edmodo platform, 56% (17
students) gave a positive response, 27% (8 students) had no idea, 13% (4 students) disagreed
while 3% (1 student) strongly disagreed. 54% (16 students) of the students also reported
positively that is; strongly agree and agree regarding receiving feedback from teachers to
improve their communication skills. 33% (10 students) do not have any idea, 13% (4 students)
disagreed and no student showed any strong disagreement.
The item designed to find out students’ motivation for English communication on
Edmodo, in total 43% (13 students) responded positively. However, 47% (14 students) had no
idea, 7% (2 students) disagreed and 3% (1 student) strongly disagree that they felt more
confident and comfortable to interact with others in English.
The results achieved through the classroom observation and the collected data confirmed
a number of features that the study was hypothesized. The first hypothesis that students spent
more time practising listening and speaking skills on Edmodo was proven with over 70% of
students signing in Edmodo on a regular basis. Besides that, the percentage of students
responding postively towards the increasing time for practising listening and speaking on
Edmodo was also high at 70% and 53% respectively. Consequently, this might be able to
alleviate the issue of limited time for classroom practice. ‘Practice makes perfect’; therefore,
with more opportunities to practise these skills hopefully students’ communicative competence
would be improved.
The second hypothesis about generating motivation for students in learning and
interacting in English was proven. The following figure displays the results before and after
the study about students’ assessment on their motivation. Figure 1 showed that not many
students felt confident in their listening and speaking skills. Approximately 9 students or 30%
of them took the communication process confidently, while 53% lacked confidence, and five
of them (17%) admitted having no confidence. After the 10 weeks proceeding online listening
and speaking activities on Edmodo, there was a change in the attitudes of the students with the
communication process. 43% of the number of students felt more confident to communicate
with their friends and teachers in English, while 10% of the number of students had negative
responses towards. Although this was only a slight difference, it is a good signal for utilizing
Edmodo in enhancing students’ communication competence.
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Figure 1: Students’confidence improvement in English communication
The third hypothesis regarding the improvement of listening and speaking skills was
confirmed through various means. Firstly, the classroom observation showed that students
were more involved in the speaking activities in class, and also collaborated with other friends
in groups. In addition, the assessment of the clips they were required to capture enacting
scenarios or expressing their opinions showed that a number of students gradually made
progress in their speaking skill. They could speak using longer sentences, making lesser
grammatical and pronunciation errors in their talk and improving on their fluency as well as the
intonation. Although it was not mentioned in the questionnaire, it was noticeable from the
project that students were observed to be more confident and comfortable in their interaction
with the teacher via this tool as they had time to prepare for their talk and avoided the fear of
making mistakes or being judged in front of other people. It is also very likely that during oneon-one tutorial students were able to receive feedback from the teacher to improve their oral
performance. Figure 2 shows the attitudes of students on the feedback they received from their
teacher to improve the oral performance.

Figure 2: Feedback received for improving oral performance
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The figure also shows the improvement in interaction between students and teachers. With
online learning, the teacher could have more flexible time to view students’ assignments and
gave them feedback at home. Although not all students made this progress, it is still worth the
while to give due consideration to online learning. Besides, the result of students’ confidence
improvement was also a significant factor indicating that progress is being made in their
listening and speaking skills.
5.0 CONCLUSION
The findings from the study of the application of Edmodo in supplementing the listening
and speaking class indicated positive signs. Besides developing the receptive skills of listening
the Edmodo platform can serve as a supporting tool for productive skills of speaking too. The
features of the Edmodo platform can be used to resolve the problems of English communication
classes in the Mekong Delta such as; the limited time for practice in class, crowded classes
leading to the lack of interaction between students-students and students-teachers, and lack of
motivation for self-directed learning. It has succeeded in helping students who were introverts,
or had strong obsession about loosing face and fear of failure. As a result, it can be utilised for
different types of students at different levels of English. The crucial part for the success of the
online learning environment is that teachers need to have clear instructions for students in
advance about the operation of the platform together with a variety of tasks, resources and
assignments to satisfy the needs of different students. The activities also must relate to the
lessons that students have learned in class. The commitment of teachers as well as students also
contribute to the learning progress.
Although the study showed a number of positive results, there were limitations in the
carrying out this study. First, the number of students participating in the study is quite small, so
the result of the study could not be used to make a general conclusion. Second, the context that
the study was conducted may vary from others, for instance, students’ English levels of
proficiency, students’ ICT competence, students’ learning autonomy, and size of the
classrooms. The results might be different when it is applied in different contexts. In addition,
this study is mainly based on the perceptions of students about their experiences in learning on
the Edmodo platform together with the classroom observations of the teacher and informal
assessments of their listening and speaking skills, which may not bring to the readers a firm
view about the efficacy of the Edmodo application in improving students’ interaction in
English.
It is essential to conduct further research with larger number of participants. Pretest and
post test for both listening and speaking skills could also be conducted to measure the progress
that students make in their learning. Besides that, further studies can also exploit other functions
of Edmodo such as creating opportunities for students as well as for teachers to practice so that
they can share resources and support others in their learning.
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ABSTRACT
Whilst many learners find pronunciation as one of the most difficult aspects of English to
acquire, and need explicit help from teachers, pronunciation teaching still has low visibility in the
curriculum and is sometimes considered being of very little importance in classroom. In view of
the situation, the researchers conducted this study in an attempt to gain some preliminary insights
on the students' pronunciation learning strategies and its implication to the teaching of English
pronunciation as well. The main instrument used for collecting quantitative data was a structured
survey questionnaire for the 120 first-year students at Hoa Sen University who had learnt English
as a foreign language. The findings revealed that the majority of students used different
pronunciation learning strategies, but they preferred to use memory strategies and they had a
tendency to imitate their teachers’ model pronunciation in classroom. The data also showed that
the students were not well aware of utilizing pronunciation learning strategies to practice
pronouncing words outside classroom. The findings, therefore, justified the need for more effective
pronunciation teaching approaches based on the analysis. Based on the findings, some suggestions
on teaching approaches to improve the students’ overall pronunciation performance were
proposed.

1.0

INTRODUCTION

English pronunciation learning and English pronunciation instruction are sometimes
neglected in EFL classrooms in Vietnam context (Nguyen, N. H, 2013). According to Gilbert
(2008), even if teachers are able to find time in class to address pronunciation, attention is usually
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given to drills, which may lead to discouraging students. Also, psychological factors may make
students lose their confidence and fear of making mistakes.
As observed, students and teachers at Hoa Sen University share the same problem. Most
students addressed pronunciation as one language area causing difficulties for them. Despite their
awareness of the importance of pronunciation learning, they do not know how to improve their
English pronunciation effectively. In addition, the majority of teachers have agreed that
pronunciation teaching seems to be the most challenging area, which causes their reluctance in
teaching this area. In short, although both teachers and students see the value of pronunciation
intelligibility in their language learning, it is problematic that many Vietnamese speakers can speak
English, but only a few have intelligible English pronunciation (Nguyen, N. H, 2013). These
common concerns are identified as a research gap instigating a need to conduct the study.
The study accordingly gains significance in some following aspects. Firstly, the study
provides a thorough review of literature on theoretical issues of pronunciation learning strategies
in language classrooms. Secondly, its results could reveal the pronunciation learning strategies
used by students in the study. Based on the findings, the current pronunciation learning situation
of the students could be diagnosed and some suggestions on teaching approaches to help enhance
the students’ overall pronunciation performance are given.

2.0

LITERATURE REVIEW

2.1

Factors affecting English pronunciation learning process

According to Tweedy (2012), the factors that influence English pronunciation of native
Vietnamese speakers are participants’ age, first language influence, and lack of directed
pronunciation instruction. Brown (2008) discusses three variables associated with good language
learners in pronunciation learning: motivation, aptitude, and opportunity. Rogerson-Revell (2011)
views exposure to L2 as a critical factor in pronunciation learning. Kenworthy (1987) states that
during the pronunciation learning process, learners may be affected by various factors such as the
native language, the age factor, the amount of exposure, the phonetic ability, the attitude and
identity, the motivation and concern for good pronunciation.
In this study, the researchers focused on seven most common factors considered having
strong impact on learners’ pronunciation learning including learners’ age, first language transfer,
motivation, exposure to the target language in and outside of class, L2 teachers’ pronunciation
model, aptitude and pronunciation learning strategies.
2.2

Pronunciation Learning Strategies

2.2.1

Definition of Language Learning Strategies

Rubin (1975), defines learning strategies as the techniques or devices which a learner may
use to acquire knowledge. Oxford (1990), believes that students’ learning becomes more fun, more
proactive, more effective and more transferable to new situations through their active use of
learning strategies. Sunsequently, Ellis (1997a) defines learning strategies as the particular
approaches or techniques that learners employ to try to learn an L2. According to Cohen (1998,
p.4), learning processes that a learner consciously selects are learning strategies and there must be
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processes that the language learner is at least partially conscious of, although he or she does not
need to give full attention to them.
2.2.2

The classification of pronunciation learning strategies

Many scholars have contributed to language research field in the classification of language
learning strategies. Rubin (1989) differentiates between strategies contributing to language
learning directly and those contributing to language learning indirectly. Three types of language
learning strategies he identifies are learning strategies, communication strategies, and social
strategies. O’Malley and Chamot (1990) conduct a language learning strategies research that
provides a theoretical background to the majority language learning strategy research in the 1980s.
They classify language learning strategies into three categories which are metacognitive strategies,
cognitive strategies, and social strategies.
Peterson, whose work is considered as one of the earliest in the classification of
pronunciation learning strategies, states, “The study is perhaps the first focusing solely on learning
strategies as they relate to pronunciation learning” (2000). From an examination of some previous
studies, she documented a list of 22 specific pronunciation learning tactics. Later, she conducted
her own study on 11 students from Spanish classes at Ohio State University. The study uncovered
21 specific tactics that had yet been documented before as pertaining specifically to pronunciation
learning. Together with tactics mentioned in literature review, she thus documented 12
pronunciation learning strategies emerged out of 43 tactics.
Peterson’s pronunciation learning strategy classification relies heavily on Oxford (1990) as
she states “the principal outcomes expected are to increase the range of documented pronunciation
learning tactics used by adult foreign language students and to classify these, along with
pronunciation learning tactics from the literature review, into meaningful strategies according to
Oxford’s (1990) strategy classification scheme.” (p.7). She also states that several of the
pronunciation learning strategies are identical to general language learning strategies as she
explains “pronunciation learning strategies may be regarded as a subset of language learning
strategies” (p.7). Her work is extremely important because of it being the only study ever done to
investigate into learning strategies and classify them.
Osburne (2003) has proposed seven pronunciation learning strategies including memory
and imitation, paralanguage, individual words, global articulatory gesture, prosody and individual
sounds. Eckstein (2007) proposes a detailed taxonomy of pronunciation learning strategies based
on Kolb’s (1984) learning construct. There were 28 documented pronunciation learning strategies
which were linked to four stages of pronunciation acquisition and one additional category added,
namely motivation.
2.2.3

Pronunciation learning strategies used by successful language learners

According to Ellis (1997a, p.134), being aware of how good language learners try to learn
can help researchers find out which strategies are useful. Szyszka’s (2015) work seems to be the
first one investigating how good language learners learn their English pronunciation. Sixty-one
participants were asked to respond to a research questionnaire, there were 28 higher education
teachers and scholars specializing in English phonetics and phonology, who were defined as good
pronunciation users, and 33 EFL students, viewed as average pronunciation learners. The results
show that good pronunciation users most frequently used tactics such as listening to tapes,
television, movies or music a lot, talking aloud or silently to oneself in English, imitating native
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speakers, concentrating intensely on pronunciation while speaking, seeking opportunities to talk
with others in English, noticing different English dialects or varieties, mentally rehearsing how to
say something before speaking, and asking someone else to correct one’s pronunciation. Moreover,
the findings suggest that good language learners used a broader range of strategies and they mostly
agreed that strategies for learning pronunciation contribute to English pronunciation learning
process. The findings also support the claim that there is a significant need to raise the awareness
of applying useful pronunciation learning strategies in language learning.
2.2.4

Previous studies of pronunciation learning strategies

A recent study on pronunciation learning strategies is of Rokoszewska (2012), who
investigated pronunciation learning strategies used by first-year students of an English department
who had completed their pronunciation course without any strategy-based instruction. The aim of
this study was to investigate if there is any positive relationship between the students’ use of
pronunciation learning strategies and their learning of English pronunciation, particularly English
vowels. The study indicated that the students seemed to rely much on cognitive tactics, such as
reading aloud, sounding out words, and working out words’ phonetic transcription, which were
indirectly taught through different formal activities during their classes. In addition, the study
revealed a positive relationship between pronunciation learning strategies and the production of
English vowels and suggested that the students might benefit from strategies-based instruction as
part of their pronunciation course.
Erbay, Kayaoglu, and Onay (2016) conducted a qualitative case study which aimed to find
out the strategies employed by 56 participants in a middle-sized university in Turkey. The findings
showed that cognitive, metacognitive, and memory strategies were employed more frequently than
social, compensation, and affective ones which seemed to be underused. The finding analysis also
revealed that the participants used a wide variety of tactics in their pronunciation learning.
Akyol (2012) conducted a study attempting to gain some preliminary insights on the
pronunciation learning strategies and diverse tactics that help students learn to improve their
pronunciation. Participants of this study tended to use social strategies to improve their English
pronunciation with the mean score of 3.03. It was followed by memory (M=2.94), affective
(M=2.89), compensation (M=2.88), metacognitive (M=2.88). Cognitive strategies were found to
be the least frequently used strategies in general.
2.3

Conceptual framework

The researchers of the current study adapted Calka (2011) classification to conduct the
study. However, some adjustment has been made to suit the subjects’ condition and their
comprehensibility of given tactics. A survey questionnaire comprising 16 strategies, 36 tactics and
one open-ended item which was designed as a main instrument to collect data in order to find the
answer for the first research question was summarized in the following table:

Table 1: Adapted model employed in the current study (Calka, 2011)
Pronunciation Learning
Strategies
Memory

16 sub strategies
A. Representing sounds in memory
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Cognitive

Compensation
Metacognitive

Affective
Social

B. Rote learning
C. Reviewing well
A. Practicing pronunciation
B. Receiving and sending messages
pronunciation
C. Analyzing and reasoning
D. Creating structure for input and output
A. Guessing intelligently
B. Overcoming limitations in pronunciation
A. Centering one’s learning
B. Arranging and planning one’s learning
C. Evaluate one’s learning
A. Encouraging yourself
B. Taking one’s emotional temperature
A. Asking questions
B. Cooperating with others

on

In order to find the answer for the second research question, a list of factors affecting
pronunciation learning were designed based on the theoretical background suggested by Tweedy
(2012); Meng et al. (2009); Singer, (2006); Brown (2008); Rogerson-Revell (2011) and Kenworthy
(1987).
3.0

METHODOLOGY

3.1

Research questions
The study attempted to seek the answers for these following questions:
1. Do the students at Hoa Sen University use pronunciation learning strategies in their
pronunciation learning?
2. To what extent do the students perceive the importance of pronunciation learning
strategies as compared to other factors that affect their pronunciation learning?

3.2

Setting

The study utilized a questionnaire adapting Calka’s (2011) classification with the
participation of 120 students at a private university in Vietnam. The participants were randomly
selected from 521 students at the intermediate level in their first year. Based on the conceptual
framework of the study, the questionnaire was administered to investigate if the students used
pronunciation learning strategies in their English pronunciation learning and to identify to what
extent the students perceived the importance of pronunciation learning strategies as compared to
other factors.
3.3

Data Collection

120

The questionnaire was distributed to the participants during the first semester of school
year 2017-2018. The students were requested to provide data and most of them spent
approximately 30 minutes to complete the questionnaire. The researchers were present during the
time the questionnaire was administered to answer any questions that the students may have in
general.
3.4

Data Analysis

The data collected from the questionnaire were analyzed by basic statistical measurement
such as percentage, means (M) and Standard Deviation (SD). The Statistical Package for Social
Science (SPSS.20) software was used for statistical analyses.

4.0

RESULTS AND DISCUSSIONS

4.1

The students’ pronunciation learning strategies

Based on Chart 1, the most frequently used strategies are memory strategies (76.80%,
M=3.94) followed by affective strategies (66.60%, M=3.33), compensation strategies (63.60%,
M=3.18), social strategies (63.20%, M=3.16), metacognitive (60.60%, M=3.03), and cognitive
strategies (44.60%, M=2.33).

90.00%
76.80%
80.00%
70.00%
60.00%
50.00%
40.00%
30.00%
20.00%
10.00%
0.00%

63.60%

60.60%

66.60%

63.20%

46.60%

Chart 1: The use of students’ pronunciation learning strategies (PLS)
The figures also show that the mean frequency of PLS use is equal to 31.80 indicating that the
students used PLS occasionally (68.20%).
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The percentage of PLS use
31.80%
68.20%
Chart 2: The percentage of PLS use
These findings were not in tune with the previous studies including Eckstein (2007),
Rokoszewska (2012), Erbay et al. (2016), whose studies found that the use of cognitive and
metacognitive strategies was the highest. The results did not also concur with the findings of Akyol
(2013), who found a high use of social strategies and a low use of metacognitive and cognitive
ones.
4.1.1 Memory strategies
Table 2: Memory strategies
Memory strategies
1. In order to memorize the pronunciation of a given word I use
phonetic symbols or my own code to write down its pronunciation.
2. I memorize the pronunciation of new words when I associate them
3. I repeat a word several times over (aloud or in my mouth) to
memorize its pronunciation
4. I review the pronunciation of recently learnt words regularly

N Mean Std.
Deviation
120 2.9362 1.00875
120 3.2553 1.05229
120 3.9149 1.01788
120 3.2766 1.01515

Table 2 shows that the most frequently used tactic in the group of memory strategies (from
tactic 1 to 4 in the questionnaire) is repeating a word several times over to memorize its
pronunciation (M=3.91). The students also reviewed the pronunciation of recently learnt words
and memorized the pronunciation of new words when they associated them (M=3.25) while they
did not often use phonetic symbols or their own code to write down its pronunciation (M=2.93).
4.1.2

Cognitive strategies

Table 3 shows that in the group of cognitive strategies (from tactic 5 to 19 in the
questionnaire), the students frequently spoke to foreigners in English (3.87) and repeated sounds,
words, sentences after English speakers (M=3.86) to improve their pronunciation. The students
also listened to the radio and/ or watch TV in English quite often (M=3.55). When they did not
know the pronunciation of any words, they looked them up in a dictionary (M=3.69) and also
searched for information on phonetics and phonology in books, on the Internet, etc. (M=3.55).
According to the results, the students seldom imitated the English speakers’ lip movements
(M=2.84), gestures and facial expressions (M=2.60).
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Table 3: Cognitive strategies
Cognitive strategies
5. I repeat sounds, words, sentences, etc., after English speakers.
6. I repeat sounds, words, sentences, etc., simultaneously with English
speakers.
7. I repeat sounds, words, sentences, etc., simultaneously with English
speakers, imitating their gestures and facial expressions.
8. I listen to the radio and/ or watch TV in English.
9. I listen to recordings several times in order to identify the
pronunciation of unknown words.
10. I speak to foreigners in English.
11. I imitate mouth movements made by English speakers.
12. I practice my pronunciation by speaking to myself in English.
13. I practice reading aloud, paying particular attention to my
pronunciation.
14. I look up the pronunciation of unknown words in a dictionary
15. I search for information on phonetics and phonology in books, on
the internet, etc.
16. I try to identify and use pronunciation rules.
17. I analyze the differences between English pronunciation and the
pronunciation of other languages.
18. I complete various phonetic exercises which I find in course-books,
computer programs and on internet sites.
19. I use phonetic symbols.
4.1.3

N Mean

Std.
Deviation
120 3.8681 1.10042
120 3.0000 .95553
120 2.6087 1.12503
120 3.5532 1.05930
120 3.0638 1.00875
120 3.8745 .92653
120 2.8478 .98809
120 3.3261 1.07609
120 3.3478 1.05867
120 3.6957 1.17132
120 3.5532 1.07962
120 3.2979 .93052
120 2.3617 1.32576
120 2.5957 .79836
120 2.6522 .97108

Compensation strategies

As seen from Table 4 below, many students compensated for the lack of knowledge in
pronouncing the target language by guessing it (M=3.80). Sometimes they produced a sound as
similar to it as possible if the words were new to them (M=3.28). Interestingly, the result shows
that the students did not often attempt to pronounce difficult words; they would rather avoid using
the words they did not know how to pronounce (M=2.48).
Table 4: Compensation strategies
Compensation strategies

N Mean

Std.
Deviation

20. If I do not know how to pronounce a given word, I guess its
120 3.8043 .83319
pronunciation.
21. If I do not know how to pronounce a given word, I avoid using it.
120 2.4894 .99722
22. If I cannot produce a given English sound, I produce a sound as similar
120 3.2826 1.00362
to it as possible.
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4.1.4

Metacognitive strategies

As shown in Table 5, the students did not usually use the metacognitive strategies. They
likely paid attention to pronunciation when someone was speaking English (M=3.46) and tried to
overcome their pronunciation problems (M=3.40). Generally, they made an effort to find out how
to improve their pronunciation (M=3.30) and also found as many different ways of practicing
pronunciation as they can (M=3.23). However, they did not succeed in setting the time of learning,
selecting materials and strategies (M=2.74). Similarly, they did not frequently have clear goals for
improving their pronunciation (M=2.63). As a result, they were unfamiliar with evaluating their
progress in pronunciation by recording themselves and comparing their pronunciation to the
pronunciation of native speakers (M=2.52).
Table 5: Metacognitive strategies
Metacognitive strategies

N

23. I try to find as many different ways of practicing my
120
pronunciation as I can
24. I pay attention to pronunciation when someone is speaking
120
English.
25. I try to find out how to improve my pronunciation.
120
26. I plan pronunciation learning – I set the time of learning,
120
select materials, strategies,
27. I have clear goals for improving my pronunciation.
120
28. I notice my pronunciation problems and I try to overcome
120
them.
29. I evaluate my progress in pronunciation by recording myself
and comparing my pronunciation to the pronunciation of native 120
speakers.

Mean

Std.
Deviation

3.2340

1.10754

3.4681

.99676

3.3043

1.22691

2.7447

.94335

2.6304

.95123

3.4043

1.01424

2.5106

1.13965

4.1.5 Affective strategies
Table 6 shows the students sometimes used the tactic of encouraging themselves to speak
English even when they were afraid that their pronunciation was not good (M=3.44). They also
encouraged themselves to work on pronunciation even when they thought that something was too
difficult for them (M=3.34), and noticed if they were nervous when they were learning English
pronunciation or speaking English and they tried to relax (M=3.21).
Table 6: Affective strategies
Affective strategies

N

Mean

30. I encourage myself to speak English even when I am afraid that
120 3.4468
my pronunciation is not good.

Std.
Deviation
.87993

124

31. I encourage myself to work on pronunciation even when I think 120
3.3404
that something is too difficult for me.
32. I notice if I am tense or nervous when I am learning English 120
3.2174
pronunciation or speaking English and I try to relax.

1.04832
1.03092

4.1.6. Social strategies
Finally, the students liked to ask their peers for help if they did not know how to pronounce
a given sound or word (M=3.74) and also learnt pronunciation with other students, friends
(M=3.61). However, they did not often ask English speakers to correct their pronunciation when
they spoke (M=2.52).
Table 7: Social strategies
Social strategies
N
33. I ask English speakers to correct my pronunciation when I120
speak.
34. I ask others for help if I do not know how to pronounce a given 120
sound or word.
120
35. I learn pronunciation with other students, friends.
120
36. I help others in learning pronunciation.

Mean Std. Deviation
2.5217

1.11034

3.7447

1.22418

3.6170
2.7872

1.27779
1.23246

From the literature review of PLS used frequently by good or successful language users,
the researchers recognized that listening to L2 is the most frequently used strategy (Szyszka, 2015).
Apart from listening-based strategies, PLS referred by good language users belong to more active
strategies such as talking aloud or silently to oneself in English, imitating native speakers,
concentrating intensely on pronunciation while speaking, seeking opportunities to talk with others
in English, noticing different English dialects or varieties, mentally rehearsing how to say
something before speaking, and asking someone else to correct one’s pronunciation.
Connecting to the students in the study, they were likely to use more of memory strategies
such as reading a word several times aloud to memorize its pronunciation. This is understandable
since they often practiced their pronunciation in class by repeating after their teachers although
they seemed to be reluctant to ask them for correction. In regard to affective strategies, the students
were considered taking their own responsibility in improving their pronunciation. Specifically,
when they did not know how to pronounce a given word, they tried to guess its pronunciation, ask
their peers for help or look up the pronunciation of unknown words in a dictionary. The results
also showed that the students also recognized their own pronunciation problems and found it
necessary to overcome them. However, they failed to set goals or determined the strategies they
should have used to be successful in pronouncing the target language. To sum up, the students may
be aware of the importance of pronunciation learning but they were not clearly aware of how to
use pronunciation learning strategies effectively.
4.2

The students’ perception on factors affecting their pronunciation
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In response to the question concerning the factors affecting their pronunciation, the figure
shows that the students considered English teachers' model pronunciation highly influential
(M=3.88) with quite low level of standard deviation (SD=0.76). The second best predictor of factor
perceived contributing to good pronunciation was motivation (M=3.70). Interestingly, the students
also appreciated opportunities of improving English pronunciation outside of class and ways of
learning English pronunciation (M=3.48, SD=0.42). In other words, they partially recognized the
significance of frequent practice and pronunciation learning strategies in improving and
developing pronunciation. The least appreciated aspects were age (M=2.23) and first language
transfer (M=2.65) respectively.
Table 8: The students’ perception on factors affecting their pronunciation
Factors affecting students’ pronunciation
Age
First language transfer
Exposure to English in class
Exposure to English outside class
English teachers' model pronunciation
Aptitude
Motivation
Pronunciation Learning Strategies

N
120
120
120
120
120
120
120
120

Mean
2.2340
2.6596
3.1915
3.4889
3.8830
2.9130
3.7021
3.4255

Std. Deviation
1.08773
.89142
.71135
.69486
.76764
.83868
.58662
.74439

The findings revealed the students mostly agreed that pronunciation learning strategies
contributed to English pronunciation learning success and they thought it was important to use
pronunciation learning strategies in order to improve and develop their pronunciation practice.
18.00%
16.54%
14.82%
16.00%
13.70%
12.94%
12.78%
14.00%
11.65%
10.61%
12.00%
8.93%
10.00%
8.00%
6.00%
4.00%
2.00%
0.00%

Chart 2: Factors affecting English pronunciation
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5.0

CONCLUSION

Firstly, based on the first research question, an important finding of the study was that most
students used pronunciation learning strategies in their pronunciation learning and they used them
quite occasionally. It is noticed that after a few years of learning English in the previous schools,
these students more or less have had their own strategies to deal with English pronunciation. The
findings also indicated that in general the use of memory strategies and affective strategies were
the highest of all the pronunciation learning strategies, followed by compensation strategies, social
strategies, metacognitive, and cognitive strategies. Compared to the previous studies, the results
were different from other findings discussed in literature review such as of Szyszka (2015),
Eckstein (2007), Rokoszewska (2012), Erbay et al. (2016), and of Akyol (2013). In the light of
findings, it could be interpreted that the students were rather dependent on memorizing words and
its sounds. They have not used strategies which are more favored by advanced learner such as
cognitive and metacognitive strategies. Although they were quite clearly aware of the significance
of the practice outside classroom, they still had the tendency to rely on teachers in improving
pronunciation.
On the other hand, the findings of the second research question indicated that most of the
participants appreciated pronunciation learning strategies in their pronunciation learning. They
imitated their teachers’ pronunciation in classroom and considered it as a model. This explains the
reason they did not attempt to understand phonetic symbols or do pronunciation exercises when
they were not required. Although they appreciated the frequent practice outside the classroom, the
data also showed that the students were not well aware of utilizing pronunciation learning strategies
to practice pronouncing words. Therefore, it is recommended for teachers and researchers to
continue studying about pronunciation learning strategies to suggest more useful strategies that
can be beneficial to language learners as “the ultimate goal of investigating pronunciation learning
strategies is to understand the way they may relate to successful pronunciation learning and to
improve pronunciation instruction” (Peterson, 2000, p. 18).
In regards to the students’ opinions on the importance of pronunciation learning strategies
as compared to the other factors affecting pronunciation learning, the participants mostly agreed
that pronunciation learning strategies contributed to English pronunciation learning success and
that it was important to use pronunciation learning strategies in order to improve and develop their
pronunciation practice. Accordingly, there is a significant need to increase students’ awareness on
strategy use and simultaneously encourage them to use a variety of strategies. Also, the researchers
suggested that pronunciation should be considered as an important component of English teaching
curricula and should also be treated as a high-priority goal in language teaching and learning.
Apart from the curriculum development, teachers are supposed to instruct students to make
careful choices on strategies that are useful to their development and improvement. They may find
it important to incorporate learning strategy instruction to the degree that may be beneficial to
beginners’ level language classes. This can be done by giving instructions through handouts, class
discussions, and classroom pronunciation practice. Pronunciation progress is gradual and the
pronunciation mastery does not happen overnight. Therefore, it is advisable that teachers play an
important role in helping learners develop ways of improving their pronunciation and continuously
shaping their attitude toward the importance of pronunciation.
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ABSTRACT
Parents’ Socio Economic Status (SES) plays an important role in teaching and learning
process. The aims of this study are to investigate: (a) the correlation between parents’ SES(total) of
the undergraduate students of English Education Study Programs in Palembang and the students’
English achievement; (b) the correlation among the factors of parents’ SES of the undergraduate
students of English Education Study Programs in Palembang and the students’ English
achievement. This is a correlational study conducted to describe and measure the degree of
association between parents’ SES and English achievement. The populations involved in this study
are the second, fourth, and sixth semester students from Sriwijaya, Muhammadiyah, and
Tamansiswa Universities in Palembang. Parents’ Socioeconomic Status questionnaire (SESp) is
administered to 103 students. Students’ English achievement is gained from their Grade Point
Average (GPA). Positive significant correlations exist between parents’ SES and English
achievement, and between parents’ SES factors (education, occupation, and income) and English
achievement in the analyses of the total sample in the universities. Parents’ SES(total) and the three
factors have statistically significant correlations (r = 0.273, r = 0.342, r = 0.252 and r= 0.289
respectively) with students’ English achievement. The best predictor of students’ English
achievement is parents’ education (11.7%). Parents’ SES and each factor of Parents’ SES(total) affect
their children’s English achievement. It is implied that parents whose SES is in the high level tend
to have children with high English achievement. Among the other two factors, parents’ education
gives the highest contibution to the students’ English achievement.

1.0

INTRODUCTION

English is one of the crucial subjects that the students have to be good at in order to succeed
academically. In fact, English learning is beneficial for college students as it can keep them
informed with the latest development in their majors and prepare them for future jobs (Wang,
2008). However, language mastery is not an instant outcome of teaching and learning language,
including English and learners’ achievement will vary according to a variety of factors. The internal
and external factors, for example, tend to influence the learners’ English achievement. Ellis (1994)
mentions that there are three kinds of factors for successful second language acquisition. One of
them includes social factor, which is parents’ socioeconomic status (Parents’ SES).
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As a matter of fact, there are always many problems faced by students to accomplish the
target of being successful English learners. According to Annex (2010) in PISA 2009 Ranking,
eleven countries, including some Asian countries and some Europe countries, have lower reading
achievements based on the OECD average. There are no statistically significant differences between
those countries reading achievement with OECD average (493). For example, Ireland’s reading
achievement average is 496 and Chinese Taipei is 495. Unfortunately, the average of Indonesia
reading achievement is far from the average of those countries which is only 402.
Furthermore, Hadriana, Ismail, and Mahdum (2013) identify that English achievements of
120 students from 10 secondary high schools in Indonesia are in the level of medium low.
Similarly, Efrizal (2012) points out that the speaking achievement of the students of the Islamic
School in Bengkulu is in very low level. 32% of the students’ scores are in low and 36% of the
students’ have failed. In addition, it is proven that 57.87% students have satisfactory English
achievement based on the data found in the sample of this current study. Therefore, it can be
concluded that English achievement of the learners in Indonesia is still in the level of medium-low.
According to Ewumi (2012) and Hamid (2011), parents’ SES is one of the factors that
contributes to students’ English achievement as well as influences the success and failure of the
learners’ English achievement. Parents’ SES which includes parents’ education, job, attention, and
income, is considered as one of the demographic factors that influences the quality of students’
performance as well as their English achievement (Akram & Ghani, 2013). Hamid (2011)states that
students who come from high SES tend to have higher academic achievement compared to those
who come from low SES. Farooq, Chaudhry, Shafiq and Berhanun (2011) prove the effects of SES
in their study. The high and average socioeconomic levels of the parents affect the students’
performance more than the low socioeconomic level of the parents. In addition, parents who were
well educated tend to have children who perform better compared to those children whose parents
were less educated or illiterate (Memon, Joubish, & Khurram, 2010). It is clear that parents’
socioeconomic status of students highly influences their children academic achievement.
The correlation between parents’ socioeconomic status and English achievement can be seen
from some argumentations of previous researchers that argue the students’ who come from low SES
will achieve lower compared to those who is in the high SES family. Akhram and Ghani (2013)
describe that the learners who are not given equal opportunities due to their parents’ SES, face
learning inequalities in their language learning. As a result, “students from lower socioeconomic
groups acquire language at a slower rate than students who belong to high socioeconomic groups”
(p. 409). In addition, Farooq et al. (2011) point out that “the socioeconomic status of students
affects the quality of their academic performance” (p.2). These researchers added that “educated
parents can provide such an environment that suits best for academic success of their children”
(p.4). In line with Hamid’s (2011) belief that parents who have high level of education are able to
decide what they should do to meet their high expectations of their children’s education and future
career. On the other hand, parents who have low level education lack knowledge to achieve their
expectations of their children.
SES also determines how parents perceive education. Ewumi (2012) argues that middle and
higher income parents view education as job that should be controlled and encouraged by both
teachers and parents, while low income parents fully view education as teachers’ job and
responsibility. As a result, parents’ who come from middle and higher income automatically
encourage and motivate their children in learning. Furthermore, Hassan (2009) explains that the
parents who have high professions will be able to support their childrens’ educational needs with
their knowledge and income that affect their childrens’ academic achievement, while parents’ who
have low professions tend to lack in knowledge and experience that is essential for their children’s
education. Similarly, Hamid (2011) explains that parents who have high professions have higher
level of education than those who have low professions. He adds that high professions provide
monthly salary and allow the parents to have socialization with other educated employers and gain
positive values from the socialization that might affect their children’s academic achievement and
education.
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1.1

Objectives
The objectives of this study in particular are to investigate whether;
a. there is a significant correlation between parents’ socioeconomic status(total) of
undergraduate students of English Education Study Programs in Palembang and
students’ English achievement.
b. there is a significant correlation among the factors of parents’ socioeconomic status of
undergraduate students of English Education Study Programs in Palembang and
students’ English achievement.
1.2

the
the
the
the

Research Questions

a. Is there any significant correlation between parents’ socioeconomic status(total) of the
undergraduate students of English Education Study Programs in Palembang and the
students’ English achievement?
b. Is there any significant correlation among the factors of parents’ socioeconomic status of the
undergraduate students of English Education Study Programs in Palembang and the
students’ English achievement?

2.0

LITERATURE REVIEW

2.1

Parents’ Socioeconomic Status

Socioeconomic status has been known widely as one of the factors that can affect students’
academic achievement and also their performance in learning (Memon et al., 2010). Furthermore,
socioeconomic status refers to factors such as parents’ education, job, and income that influence
home environment (Akram & Ghani, 2013). Similarly, Memon & Khurram mention that
socioeconomic status represents a number of variables like education, occupation, income, gender
status, beliefs, neighborhood, and community.
Many factors can be taken into account when the researchers analyze the parents’
socioeconomic status. Farooq et al. (2013) explain, “The socioeconomic status can be deliberated in
a number of different ways; it is most often calculated by looking at parental education, occupation,
income, and facilities used by individuals separately or collectively” (p. 2). Similarly, Akram and
Ghani (2013) explain that parents’ income, educational level and occupation are the determining
measurement of the socioeconomic factor.
The factors (education, occupation, and income) can be divided into some categories.
UNESCO (2012) divides education into eight International Standard Classifications of Education
(ISCED), namely ISCED level 0 that covers early childhood education, ISCED level 1 that covers
primary education, ISCED level 2 that covers lower secondary education, ISCED level 3 that covers
upper secondary education, ISCED level 4 that covers post-secondary non-tertiary education,
ISCED level 5 that covers short-cycle tertiary education, ISCED level 6 that covers bachelor’s or
equivalent level, ISCED level 7 that covers master’s or equivalent level, and ISCED level 8 that
covers doctoral or equivalent level.
Furthermore, Ganzeboom, de Graaf, & Treiman (1992) classify eleven categories of
occupation, namely, those who have never worked outside the home for pay, small business owner,
clerk, service or sales worker, skilled agricultural or fishery worker, craft or trade worker, plant or
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machine operator, general laborers, corporate manager or senior official, professional, technician or
associate professional.
In addition, parents’ income is categorized into four categories which are not at all well-off,
not very well-off, average, somewhat well off, and very well-off adapted from Progress in
International Reading Literacy Study financial status questionnaire for parents (PIRLS, 2005). The
scale of parents’ income is categorized based on minimum wage per month by Sumatra province
(rupiah) which is Rp 1.350.000 and monthly average of wage/salary/income of employee of south
Sumatra province (rupiah) which is Rp1.794.051 (Statistics Indonesia, 2013).
2.2

English Achievement

English achievement has a strong relation with academic success or academic achievement.
“Academic success or academic achievement refers to academic performance which is assessed in
the United States by Grade Point Average (GPA). “GPA is cumulated across academic subject areas
and over semesters, and thereby provides a fairly robust measure of success in university (Coutinho,
2007, p.39). Therefore, English achievement refers to English performance which assessed by
Grade Point Average (GPA).
When students are in learning situation, they will have certain objective or goals that they
are going to accomplish at the end of their study. Coutinho (2007) explains that “Whenever students
are in learning environments, they are believed to have certain goals towards learning, referred to as
achievement goals” (p.39). Then, whenever they are believed to have certain goals toward learning
English, it is referred to as English achievement.
Achievement is determined in many ways by researchers. Ketabi (2012) chooses Michigan
English Language Proficiency Test (MELPT) as the determination of students’ achievement.
Meanwhile, the grades obtained by the students in the final English examination of the semester is
used by Wang (2008) as an indication of English achievement.
2.3

Correlations between Parents’ Socioeconomic Status and English Achievement

The correlation between parents’ socioeconomic status and English achievement can be seen from
some argumentations of previous researchers that argue those students’ who come from lower level
family will achievement lower compared to those who is in the high level family. Akhram and
Ghani (2013) describe that the learners who are not given the equal opportunities due to their
parents’ socioeconomic status, face learning inequalities in their language learning. As a result,
“students from lower socioeconomic groups acquire language at a slower rate than students who
belong to high socioeconomic groups” (p. 409). In addition, Farooq et al. (2011) point out that “the
socioeconomic status of students affects the quality of their academic performance” (p.2). These
researchers added that “educated parents can provide such an environment that suits best for
academic success of their children” (p.4).
Hamid (2011) explains that parents who have high level of education are clear about their
responsibility to meet their high expectations of their children’s education and future career. On the
other hand, parents who have low level of education lack in knowledge to achieve their
expectations of their children. Socioeconomic status also determines how parents’ perceive
education. Ewumi (2012) argues that middle and higher income parents view education as job that
should be controlled and encouraged by both teachers and parents. Meanwhile, low income parents
fully view education as teachers’ job and responsibility. As a result, parents’ who come from
middle and higher income automatically encourage and motivate their children in learning.

3.0

METHODOLOGY
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Correlational study was conducted to describe and measure the degree of association
between parents’ socioeconomic status and English achievement. The second, fourth and sixth
semester students from three different universities in Palembang were involved in this study.
The sample was selected from the three universities by using probabilistic sampling which
was multi stage cluster sampling to have the representative of English Education Study Programs of
public and private universities in Palembang. In order to have representative from each university,
Sriwijaya, Muhammadiyah, and Taman Siswa Universities, 18% students, 15% students, and 48%
students, were selected respectively.
Table 1: The Sample of the Study

Universities
Sriwijaya University
Muhammadiyah
University
Tamansiswa
University
Total

Semester 2
M
F
6
7
3
14

Semester 4
M
F
3
11
4
9

Semester 6
M
F
6
11
5
6

TOTAL
44
41

-

7

-

4

-

7

18

9

28

7

24

11

24
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GPA transcripts of the students were collected to find information about the students’
English achievement. Students’ GPA, which was the numerical grades the students gained in their
courses, was on the scale of maximum 4.0.Then, the cumulative GPA was recalculated by
calculating the students’ score of four English language skills. Demographic questionnaire about
parents’ SES was administered. The factors that were measured in parents’ SES were parents’
education, occupation, and income.
For the purpose of data analysis, the mean scores of the total items of questionnaire were
used in descriptive statistics (parents’ SES) to determine parents’ SES, and English achievement of
the students. The score was transferred into scale based on the categories in each instrument.
In parents’ SES, the scale and classification of parents’ education were based on
International Standard Classifications of Education (ISCED) (UNESCO, 2012);
ISCED level 0 - early childhood education
ISCED level 1 - primary education
ISCED level 2 - lower secondary education
ISCED level 3 - upper secondary education
ISCED level 4 - post-secondary non-tertiary education
ISCED level 5 - short-cycle tertiary education
ISCED level 6 - bachelor’s or equivalent level
ISCED level 7 - master’s or equivalent level
ISCED level 8 - doctoral or equivalent level
The scale and classification of parents’ occupation were based on International SocioEconomic Index of Occupational Status (ISEI) (Ganzeboom, de Graaf, & Treiman, 1992; PIRLS,
2005), adopted from Caro and Cortés (2012) (see Appendix).
The scale of parents’ income was based on minimum wage per month by Sumatra province
(rupiah) which was Rp 1.350.000 and monthly average of wage of employee of South Sumatra
province (rupiah) which was Rp1.794.051 (Statistics Indonesia, 2013), and the classification of
parents’ income was adapted from parents’ questionnaire of PIRLS 2006 lerning to read survey
(PIRLS, 2005);
1 – Not at all well-off : < Rp.1.350.000
2 – Not very well-off : Rp.1.350.000 – < Rp1.794.051
3 – Average: Rp.1.794.051
4 – Somewhat well-off &very well-off: >Rp.1.794.051
134

Parents’ SES scale was based on minimum and maximum average scales of all categories in
parents’ socioeconomic status;
Low SES
: 23 – 30.75
Medium-Low SES
: 30.76 – 46.25
Medium SES
: 46.26 – 61.75
Medium-High SES
: 61.76 – 77.25
High SES
: 77.26 – 85
The classification and the scale of English achievement was based on Sriwijaya University
Grade Point Average (GPA) (2007) category.
Table 2: The Classification and Scale of English Achievement
GPA
Categories
2.00– 2.75
Satisfactory
2.76 – 3.50
Very Satisfactory
3.51 – 4.00
Cum Laude
The correlation analysis was conducted between the parents’ SES and English achievement
and between each factor of parents’ SES and English achievement. Furthermore, regression analysis
was conducted to determine the best predictor variables and the contribution of the best predictor
variables. The F-test was used to test the significance.

4.0

RESULTS AND DISCUSSION

4.1

Descriptive Statistics of Parents’ SES and Students’ English Achievement

The data from all universities (N=103) showed that parents’ socioeconomic status of the
students (36.8%) was in medium-low level. Meanwhile, the data from each university, Sriwijaya
(N=44), Muhammadiyah (N=41), and Taman Siswa (N=18), showed that parents’ socioeconomic
status of the students was in medium level (31.8 %), medium-low levels (51.2 %), and medium-low
levels (50%) respectively. The data distribution of the subscales of parents’ socioeconomic status in
all universities (education, occupation income) showed that father’s (47.5%) and mother’s (56.3%)
educations were in ISCED L3, fathers (36.8%) worked as small business owners (SBO) and
mothers (63.1%) had never worked outside the home for pay (HNWOTFP), and parents’ income
were not in very well-off level (58.2%) (Table 3).
Table 3: Descriptive Statistics of Parents’ SES

Universities

All Universities

Sriwijaya

Muhammadiyah
Tamansiswa

Parents’ SES
Parents’
Occupation

Level of
SES

Parents’
Education

M-L
36.8%

ISCED L3 (47.5%56.3%)

M 31.8%

ISCED L3 & L6
(38.6%)
ISCED L3 (54.5%)

M-L
51.2%

ISCED L3 (46.3%43.9%)

M-L

ISCED L3 (72.2%-

SBO (36.8%)
HNWOTFP
(63.1%)
CMSO (40.9%)
HNWOTFP
(52.2%)
SBO (41.4%)
HNWOTFP
(73.1%)
SBO (55.5%)

Parents’
Income
NVWO
(58.2%)
NVWO
(54.5%)
NVWO (56%)
NVWO
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(50%

61.1%)

HNWOTFP
(66.6%)

(72.2%)

The results of the data distribution of students’ English achievement showed that, in all
universities (N=103), the students (59.1%) generally had very satisfactory English achievement.
Similarly, in Sriwijaya, (N=44), Muhammadiyah (N=41), and Taman Siswa Universities (N=18),
the students (65.9%, 48.7%, 66.6% respectively) generally had very satisfactory English
achievement (Table 4).
Table 4: Descriptive Statistics of Students’ English Achievement
English Achievement

All Universities
Sriwijaya
Muhammadiyah
Tamansiswa

Satisfactory
(2.00-2.75)
Frequency (%)
17 (16.6%)
1 (2.27%)
16 (39%)
-

Very Satisfactory
(2.76 – 3.50)
Frequency (%)
61 (59.1%)
29 (65.9%)
20 (48.7%)
12 (66.6%)

Cum Laude
3.51 – 4.00
Frequency (%)
25 (24.4%)
14 (31.8%)
5 (12.1%)
6 (33.3%)

33.91 students whose parents’ SES in medium low–low levels had very satisfactory-cum
laude English achievement. Meanwhile, 46.5% students whose parents’ SES in medium low–high
levels had very satisfactory-cum laude English achievement (Table 5).

Table 5: Descriptive Statistics of Parents’ Socioeconomic Status and English Achievement

Parents’ SES
Low
Medium low
Total
Medium
Medium High
High
Total
4.2

English Achievement
Satisfactory
Very Satisfactory & Cum Laude
3.88%
9.70%
13.58%
3.88%
1.94%
5.82%

6.79%
27.12%
33.91%
21.28%
15.52%
9.7%
46.5%

Correlation and Regression Analyses between Parents’ SES and English Achievement

The result presented in Table 6 below showed that even though the correlation between
parents’ SES and English achievement was weak (r = 0.273), a statistically significant positive
correlation was found between the two variables. Even though the correlation between parents’
socioeconomic status(total) and English achievement was weak (r = 0.273), a statistically significant
positive correlation was found between the two variables. It showed that significant correlation
existed between parents’ socioeconomic status(total) and English achievement of the students.
Table 6: Correlation Coefficients between Parents’ SES and English Achievement (N =103)

English
Achievement

Parents' Socio
Economic Status
.273**
.005

Parents'
Education
.342**
.000

Parents'
Occupation
.252*
.010

Parents'
Income
.289**
.003
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103
103
103
*. Correlation is significant at the 0.05 level (2-tailed)
**. Correlation is significant at the 0.01 level (2-tailed)

103

Correlation analysis was also carried out for the three factors of parents’ socioeconomic
status (N = 103). Table 6 shows that the three factors of parents’ socioeconomic status (parents’
education, parents’ occupation, and parents’ income) had statistically significant correlations (r =
0.342, r = 0.252 and r= 0.289 respectively) with students’ English achievement. It suggested that
there was a significant correlation between parents’ education and students’ English achievement,
between parents’ occupation and students’ English achievement, and parents’ income and English
achievement.
Based on the correlation analyses in all universities, statistically significant correlations
were shown by parents’ socioeconomic status(total), the three factors of parents’ socioeconomic
status (parents’ education, parents’ occupation, and parents’ Income) of the variables of parents’
socioeconomic status and its factors of the total sample (N = 103). In gaining a better understanding
about the best predictor among the factors of parents’ socioeconomic status and the contribution of
the best predictor of the changes on the students’ English achievement, the stepwise regression
analysis procedure was carried out. The summary statistics of regression analysis is presented in
Table 7.
Table 7: Summary Statistics for Predicting English Achievement from Parents’ SES

Model

Dependent
Variable

Predictor

R

R2

Adjusted
R2

F
Change

d Sig. F
f Change

1
(N = 103)

Four English
Language
Skills GPA

Parents’
Education

.342

.117

.108

13.335

1

.000

The use of the stepwise regression procedure that was carried out for parents’ socioeconomic
status(total) and its factors for the total sample (N=103), resulted in the inclusion of parents’
education. The result showed that parents’ education explained 11.7% of the total variance, (R² =
0.117, p < 0.01) using parents’ education. Therefore, parents’ education could predict students’
English achievement by explaining 11.7% of the changes on students’ English achievement.
Additionally, parents’ education was the best predictor of the changes on the students’ English
achievement.
The students in this study generally had parents whose SES was in medium-low levels
( Table 3). This phenomenon happened due to the fact that generally mothers of the students in this
current study had occupation in the level of “have never worked outside the home for pay.”
Therefore, it influenced the income of parents in which mothers did not have any income.
The results of the current study confirmed the importance of parents’ socioeconomic status
and language learning strategies. Parents who had medium-high levels of SES had children who had
higher score in English achievement than the students whose parents’ socioeconomic status was in
medium low-low levels (Table 5). It confirmed the finding of a study conducted by Hamid (2011).
It explained that the students who come from high SES tend to have higher academic achievement
compared to those who come from low SES.
Parents’ SES and its factors were significantly and positively correlated with students’
English achievement. The parents who had higher level of education, occupation, and income had
higher possibility to meet their expectations of their children education. They have more experience
and knowledge to support their childrens’ education, such as giving motivations, encouragements,
helps, suggestions, and visions. Additionally, they had monthly income and probably had higher
income that they could use to support their childrens’ educational needs, such as providing more
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books to read at home and transferring their children to a course. In regression analyses, it was
revealed that parents’ education was the best predictor of higher English achievement of the
students.
5.0

CONCLUSION

In summary, parents’ SES has an important role in determining their childrens’ academic
success. Parents whose SES is in medium–high levels have richer knowledge, experience, and
positive view, that they gett from their working environment and from their education compared to
parents whose SES is in medium low–low levels. As a result, the parents whose SES is in mediumhigh level are able to give positive values to their children, encourage their children to be better
learners, support their children in learning, and motivate their children to be successful language
learners. Therefore, the medium–high levels of parents’ SES give positive contribution to the high
English achievement of their children.
This effect of parents’ SES on English achievement imply that the teachers and government
should consider parents’ SES by noting the students’ personal information that includes their
parents’ education, occupation, and monthly income in order to give motivation, encouragement
and financial support (scholarships) to those students whose parents’ SES was in medium low–low
levels.
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APPENDIX
The Scale and Classification of Parents’ Occupation

1

Original categories
Has never worked outside the home for pay (HNWOTFP)

2

Small business owner (< 25 employees) (SBO)
Includes owners of small business such as retail shops, services, restaurants

57

3

Clerk (C)
Includes office clerks, secretaries, typists, data entry operators, customer service clerks

49

4

Service or sales worker (SSW)
Includes travel attendants, restaurant service workers, personal care workers, protective
service workers, salespersons

45

5

Skilled agricultural or fishery worker (SAFW)
Includes farmers, forestry workers, fishery workers, hunters and trappers

31

No.

6
7
8

9

10

11

Craft or trade worker (CTW)
Includes builders, carpenters, plumbers, electricians, etc.; also metal workers, machine
mechanics, handicraft workers
Plant or machine operator (PMO)
Includes plant and machine operators, assembly-line operators, motor-vehicle drivers
General laborers (GL)
Includes domestic helpers and cleaners; building caretakers; messengers, porters and
doorkeepers; farm, fishery, agricultural, and construction workers
Corporate manager or senior official (CMSO)
Includes corporate managers such as managers of large companies (25 or more employees)
or managers of departments within large companies; legislators or senior government
officials; senior officials of special-interest organizations; military officers
Professional (P)
Includes scientists, mathematicians, computer scientists, architects, engineers, life science
and health professionals, teachers, legal professionals, social scientists, writers and artists,
religious professionals
Technician or associate professional (TAP)
Includes science, engineering, and computer associates and technicians; life science and
health technicians and assistants; teacher aides; finance and sales associate professionals;
business service agents; administrative assistants

Score
22

37
33
24

67

73

52
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ABSTRACT
Providing knowledge and skill to all learners is one of the goals of Sustainable Development Goal
(SDG) and an updated curriculum can play a vital role in achieving that goal in Bangladesh. The
National Education Policy 2010 of Bangladesh places much emphasis on skill development through
a modernized education. Curriculum, the blueprint of any education system, is expected to uphold
the expectations of teachers, students and job providers. With rapid development in each sector, we
can hope for unprecedented development in English curriculum at an undergraduate level. Earlier,
studying English only meant the study of literature. This focus has shifted to include the study of
language teaching because of market demand, though which literature dominates. Now English
graduates are opting for a variety of professions including teaching and civil services. At present
there is no standard undergraduate English curriculum in Bangladesh. The existing curriculum is
incomplete and literature-oriented. English curricula at public and private universities are not
adequate to meet the demands of the job market as opined by the country’s leading educationists.
As such, it is easily perceivable that existing English curriculum needs to be redesigned into a skillbased and job-oriented curriculum, is a much sought-after. This study focuses on the drawbacks of
the existing undergraduate English curriculum and establishes the rationales for a reformed
curriculum that slants towards learner-centered and career-oriented approaches. The findings of
the study will be of immense importance to policy makers and curriculum planners at tertiary level
based on the analysis of documents and in-depth interviews.
1.0

INTRODUCTION
Let us have a look at a case study taken from a social networking site.
“A female student with good academic standing got admitted into X University’s English department in
Bangladesh, a department of her dream. On the very first day at her campus when she got the syllabus and saw
the contents…she cried out inwardly. A girl of this super fast generation will study ‘old English literatureBewoulf, 16th Century poetry, Kyd’s Spanish Tragedy or Greek Myth!!!! while her friends in private
universities are studying EEE, BBA or English (TESOL major). Next year she left that university and got
admitted into another university for studying BBA.”

Tertiary education plays a vital role in developing the future generation of a country and
inculcating moral, humanitarian, cultural, social values and promoting students’ knowledge and
skills. English language skills can prepare them for the socio-economic development of a nation. If
we look at our university English education and curriculum, it seems that the present English
curriculum has not been fully developed and not properly designed to attain its goals and so “the
curriculum should be overhauled every now and then” (Alam, 2005).
Majority of our graduates are not competent enough in English. They lack the required level
of competence for job competition at the global level and, therefore, are disadvantaged in the job
market. It is very essential to re-examine the different factors responsible for students’ poor level of
proficiency in English. Among other factors, curriculum renewal, in a broader sense, is essential. A
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curriculum that is helpful for skill development is necessary. It is therefore essential to examine our
existing curriculum (if any) to see its limitations and strengths in order to make revision or
improvement in the curriculum. Other factors such as ELT materials, teaching-learning and testing
are important for changing the scenario.
For producing competent graduates, a skill-based, job-focused and morality-driven
curriculum is required. A curriculum which combines knowledge as well as skill is a sought-after
requirement by employers today. For such curriculum, developing curriculum in line with
curriculum theories is essential. English departments in universities in Bangladesh are in dire need
of such learner-centered curriculum which will juxtapose knowledge, skill and morality in
producing skilled human resources. That is why an evaluation of existing English curriculum is a
pressing need and a situation analysis is a pre-condition before revamping the curriculum. This
study focuses on situation analysis and highlights the needs of undergoing a massive change in
undergraduate English course designs.
2.0

BACKGROUND

The history of English education in Bangladesh dates back to the early 19th century during
the ruling of East India Company. Some types of English curriculum has been followed since that
time. The content of English syllabus traditionally contains grammar, structure and literature.
Teaching and learning has been largely teacher focused since those early days. During the whole
time, the learning outcome was quite satisfactory. A matriculate of that time could read, write and
speak English well and manage a job.
After the partition of 1947, the same kind of English curriculum continued, but the learning
outcomes started to decline sharply. It declined further after the liberation of Bangladesh. The
government of Bangladesh emphasized on education through a vernacular language and Bangla was
made the official language of education and examination and the language of courts. Bangla was
used in all official communication except in foreign missions. There was a growing attitude to
translate all textbooks of different subjects in Bangla. Yet, English was a compulsory subject at
SSC and HSC levels though English was no more a compulsory subject at degree level. ‘Bengali
Implementation Act’ of 1987 had a drastic effect on English as a second language in Bangladesh.
Those who were inclined to use English in official correspondence controlled their attitude after the
law of 1987. English was banished from the government offices except for indispensable factors.
The standard of English went down radically at the university level. The role of English was
deemphasized in the 1970s and 1980s. However, when the importance of English increased
globally, the government soon placed much emphasis on English education. Different policies were
undertaken to improve the state of English teaching and learning. Local and foreign experts were
hired to improve the syllabus, train trainers and teachers and test techniques and formats were
improved. Even then, the learning outcomes became problematic. At present, a majority of our
graduates cannot read, write and speak well and their listening skills are not up to the mark (Ara,
2009)
Bangladesh took ground-breaking initiatives in higher education which is based on marketdriven economic forces in the 1990s. Since then the higher education sector in Bangladesh has
experienced significant changes (Kabir, 2013). In a twenty-year strategic plan for higher education,
the sector on human development is given top priority (UGC, 2010).
The study of the syllabuses of the English departments of Dhaka University, Rajshahi
University, Chittagong University and Jahangirnagar University of 70’s, 80’s, 90’s and the current
years (2009-10) show that primarily a purely literature syllabus has changed to include a more
comprehensive syllabus containing language, linguistics, phonetics and phonology, cultural studies
and many more (Yeasmin, 2011). This study aims to see how far we have moved away from a
literature-oriented course contents. It is true that there are some ELT and linguistics courses
included in our syllabus yet the concern lies if is it enough to face the challenges of 21st century.
Will it be able to produce skilled human resources to work in diverse fields?
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3.0

RATIONALE OF THE STUDY

For producing competent graduates a skill-based, job-focused and morality-driven curriculum
is required. A curriculum which combines knowledge as well as skill is sought-after by employers
of today. For such curriculum, developing curriculum in line with curriculum theories is essential.
University English departments in Bangladesh are in dire need of such curriculum which will be
learner-centered and which will juxtapose knowledge, skill and morality for producing skilled
human resources. Moreover, in the cut-throat competition of 21st century global and local job
market only those graduates survive well who have a better grounding in the qualities much soughtafter by today’s employers.
There have been significant theoretical developments in curriculum theories and practices,
but there is no scope to deny the fact that there has been very little research in education, also in
English education, that can meaningfully change our standard of education. It is, therefore,
necessary to examine the developments and then evaluate where we stand in relation to these
developments; identify whether and which areas we need to improve. The present study is an
attempt to evaluate and improve the English curriculum of Bangladesh and shows the need to go for
a revised curriculum
4.0

RESEARCH QUESTIONS
(a) What are the flaws of undergraduate English course design at public and private universities
in Bangladesh?
(b) What are the problems faced by English graduates at present in Bangladesh job market?
(c) Why is a career-oriented, skill based undergraduate English curriculum needed in
Bangladesh?

5.0

RESEARCH OBJECTIVES

This study focuses on the drawbacks of the existing undergraduate English curriculum and
establishes the rationale for a reformed curriculum that emphasizes on learner-centered and careeroriented approaches.
6.0

METHODOLOGY

This study is qualitative in nature. Both primary and secondary data have been used in this
study. Extensive relevant document, newspaper report, survey report, curriculum theories, journals,
books, government act, English curriculum of selected universities were examined and analyzed.
An interview guideline has been prepared for conducting in-depth interviews with ELT experts.
Three ELT experts with international exposure were purposively chosen for interviews. The
researcher used a semi-structured interview method that allows the flexibility to unearth
unanticipated information in the discussion (Marshall & Rossman, 2006).
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7.0

FINDINGS AND ANALYSIS

7.1

Findings from the Document Analysis

Any curriculum should be developed using curriculum theories and models prescribed by
renowned educationists and planners. An overview of leading curriculum theories give us the idea
that curriculum should be learner-centered, it should be developed following some steps, it should
be able to meet the demands of the society. In brief, a curriculum is a blue print of education
system, should take into account the learners’ needs as well as local and global context. Harold
Rugg rightly says, “Curriculum should develop the whole learner and it is learner-centered.
Considers students’ interests and needs, deals with issues of modern life, enable students to think
critically. He initiated problem-solving activities, role playing and independent learning, and
believes that curriculum should deal with local, national and international issues” (Ornstein and
Hankins, 2009). One of the best known Tyler’s theory was introduced in 1949 by Ralph Tyler
(1902-1994) in his classic book Basic Principles of Curriculum and Instruction. From this book, 4
steps of curriculum development were introduced:
1.
2.
3.
4.

Selection of aims, goals and objectives
Selection of learning experiences and content
Organization of learning experiences and
Evaluation

Has this structure been followed while designing the undergraduate English program in
Bangladesh? What are the goals and objectives? In order to derive the answers, the researcher has
chosen course curriculums from two leading public universities in Bangladesh. University ‘A’
provided the curriculum from the sessions of 2015-16 and 2016-17. It contained admission rules,
duration of the program, grading system, registration rules, detailed marks distribution, class hours,
year-end examination information, GPA/CGPA calculation rules, promotion rules to higher class,
degree requirements, re-admission, university rules regarding examination, academic calendar,
detailed course contents from first year to fourth years with marks allocation, prescribed texts and
recommended readings. But there were no aims and objectives in the curriculum. Moreover, the
curriculum had no information on teaching-learning methodology and tools. The course contents
are as given below in year-wise.
Table 1: Course Contents of BA Honours Program of University ‘A’
(4-year Program, 120 credit, Total marks 2800)
First Year
Eng-101:English
Language -1

Second Year
Eng-201:
Reading & Writing

Eng-102:English
Language -2

Eng103:Introduction
Poetry

to

Eng104:Introduction
to
Fiction & Drama
Allied Courses:
History
of
England (Part I)

Third Year
Eng-301: New Literatures
in English(Poetry & Drama)

Fourth Year
Eng-401: Poetry from
Tennyson to Rossetti

Eng-202: Greek Classics
in Translation

Eng-302: Non-Fictional
Prose in English (Poetry &
Drama)

Eng-402:
British
Fiction from Swift to Hardy

Eng-203: Poetry from
Blake to Keats

Eng-303:
American
History and Literature

Eng-403:
American
Fiction from Hawthorne to
Bellow

Eng-204: New Literature
in English (Fiction)

Eng-304: Poetry
Chaucer to Marvell

from

Eng-404: 20th Century
English Poetry & Drama

Eng-305:
Milton to Gray

Poetry

from

Eng-405: 20th Century
English Fiction

Eng-306:

Prose

from

Advanced

Allied Courses:
History of England (Part
2)

Eng-406:

English
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History
English Literature

of

History of Western Ideas

Bacon to Orwell
Eng-307:
Kyd to Congreve

Literary Criticism
Drama

from

Eng-308: Introduction to
Linguistics

Eng-407:

Critical

Theory
Eng-408:
Teaching
Language through Literature

The course contents of university ‘A’ given above show that it is a traditional syllabus of an
English department of a public university of Bangladesh where nearly 95% courses are literatureoriented. Here there is no scope for language skill development. Assessment system is traditional
and follows a summative evaluation method. Private universities came into being in early 90s in
Bangladesh through Private University Act 1992 and currently 100 private universities are offering
undergraduate and postgraduate courses. Most of these universities are situated in Dhaka. A look at
the BA in English program offered by one of the top private universities in Dhaka (University ‘B’)
has these points as ‘objectives’: “To impart language skills and develop literary sensibilities so that
graduates become intellectually competent and responsible citizens of the world, To help students
acquire the required professional skills and mindset that will be valuable for a wide range of careers
in such fields as teaching, publishing, media, entrepreneurship, civil service, government and
private sectors, as well as for higher studies, To expose students to real-life work environments
through apprenticeships/internships, in-house jobs, and mentorship programs.”
Table 2: Course Contents of Undergraduate English Program of University ‘B’
Year 1
Eng-106:Introduction
to
Literary Genres
CSE101:Introduction
to
Computer Studies
Eng-101:Basic English &
Learning Skills
Eng116:Introduction
to
Poetry
Eng102:Fundamentals
of
English-I
GED-100:Bangladesh
Studies
Eng-108:Composition
Eng-114:Phonetics
&
Phonology
Eng103:Fundamentals
of
English –II
GED-101:Bangla Vasha

Year 2
Eng-204:Introduction
Literary Theory
Eng-111:Morphology

Year 3
Eng-402:Victorian Literature

Year 4
Eng-308:Psycholinguistics

Eng-225:Shakespeare

Optional/Minor III

Eng-115:Introduction to Drama

Eng-302:The Novel II

Optional/Minor IV

GED-201:World Civilization

Optional/Minor V

Eng-203:Romantic Poetry

Eng313:Modernism:
Early
20th Century Literature
Eng-327:Modern Poetry

Eng-312:Modern
American
Drama
Eng-332:Greek Tragedies
Eng208:Sociolinguistics

Eng-411:Semantics
and
Pragmatics
Eng-410:Diaspora Writing
Optional/Minor I

Eng-210:Restoration & 18th
Century Literature
Eng305Contemporary World
Literature in translation

Optional /Minor II

to

Eng499/498:Dissertation/Intern
ship

University ‘B’ does not provide any information on teaching-learning methodology and
assessment techniques in its curriculum. It offers a wide range of subjects as optional/minor which
are mostly literature and language based. What this university has mentioned in their objectives
regarding ‘developing skills for wide range of profession’ does not match with their course
contents. Course contents show that most of their courses are literature-oriented with a few
linguistics courses. They do not have duel-major option.
Higher education is a tool for personal as well as national development in the age of
globalization. The National Education policy 2010 stated that the objective of higher education “is
to generate and innovate knowledge, at the same time to build up a skilled manpower.” For a better
future generation, for a skilled generation, higher education has no alternative. In this age of cutthroat competition and technological advancement, there is no alternative to creating a knowledgebased and skill-based society and it is possible through universities that are capable of imparting
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quality education. A world-class updated curriculum is required to ensure quality education. At the
same time frequent revision of curriculum is essential to keep up the pace with an ever changing
world.
United Nations is currently working to materialize Sustainable Development Goals (SDG)
with its 193 member countries and it has 17 “Global Goals” with 169 targets. Governments,
businesses and civil society together with the United Nations have started to mobilize efforts to
achieve the Sustainable Development Agenda by 2030 (United Nations, 2017). In section 4.7 of
SDG it is stated that “By 2030, ensure that all learners acquire the knowledge and skills needed to
promote sustainable development, including, among others, through education for sustainable
development and sustainable lifestyles, human rights, gender equality, promotion of a culture of
peace and non-violence, global citizenship and appreciation of cultural diversity and of culture’s
contribution to sustainable development.” (UN, 2017).
To secure an enviable position in world ranking of universities, curriculum plays an essential
role. But it is a matter of grave concern that our universities are lagging behind in world ranking.
There is no university from Bangladesh ranked in ‘Best 100 University’ of ‘Times Higher
Education’ ranking. Universities of Bangladesh has not been able to secure a position within first
1000 or 2000 universities. Dhaka University, the first public university of Bangladesh established in
1921, has been ranked at 5201st and 174th in world ranking and Asian university ranking (Maksud,
2017).
Having a good command in English is one of the prerequisites in getting quality education of
any standard job. In today’s globalised world, the significance of English is a form of
communication of thoughts and ideas (Zamir, 2017). Learning English means being able to listen,
read, write and speak in English. Without mastering these four skills adequately, it is a hard nut to
crack to have a sophisticated job nowadays. It is a matter of regret that people of Bangladesh are far
behind in achieving high level of competence in four skills (Ara, 2009). It is a glaring fact that in
Bangladesh from primary to postgraduate level, even in professional field, people do not have the
required proficiency in all the four skills. Even a master degree holder fails to write in English
grammatically and speak fluently. This is our national problem, not a problem regarding any
individual. Moreover, there is also another important issue. Is the current English curriculum
fulfilling learners’ needs? Is it preparing graduates for a job market? Apart from professional
necessity, for academic purpose, for higher studies abroad and for having an in-depth knowledge of
any particular discipline, one needs to have an acceptable command over English language. So, a
big question is whether our present university English curriculum is capable of meeting the
challenges of producing quality graduates.

Figure 1 : Graduate Unemployment in Bangladesh, India, Pakistan and Sri Lanka (%)
Unemployment is a serious threat to a developing country like Bangladesh. The rate of
unemployment is much higher among university graduates. A British Council sponsored report on
graduate unemployment in South Asia, published earlier this year has generated a media storm in
Bangladesh ranking Bangladesh above India, Pakistan, Sri Lanka and Nepal in terms of
employability of local graduates. As per estimates presented in the report, nearly 5 out of every 10
graduates in Bangladesh are unemployed (against 3 out of 10 in India and Pakistan). The report
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partly attributes graduate unemployment problem to the region's fast expanding but poor quality
private education sector and the use of outdated curriculum in public universities (Star, 2014).
Graduate unemployment rate is comparatively higher in Bangladesh which is apparent in Figure 1.
An online journal reports that it is alarming to know that 5 students of a leading public university
committed suicide out of frustration in the last 5 years for not getting a job. FBCCI President said
that in Bangladesh 90 percent of the highly educated are from a general education, not from
technical education and this creates unemployment. Student focused and skill-based curriculum is
appropriate for today’s highly competitive globalized world. Curriculum needs to be redesigned in
such a way that it fulfils the demand of employers as well as learners. Keeping that in mind, best
institutions employ teachers in curriculum planning and development and keep updating their
curriculum (Rahman, 2017). Therefore, it is a dire necessity to go for a revised curriculum that are
skill-based, morality-driven and knowledge-oriented.
The present undergraduate curriculum does not focuses on the development of the four skills
and soft skills which are highly needed for a better job. Listening skill and speaking skills are being
neglected in higher education. Today’s English graduates are good at writing but lack presentation
skill which is obligatory for any good job. They also lack interpersonal skill which is a matter of
regret. Our English curriculum needs a thorough investigation and a reformed curriculum is a
necessity. Without having sound knowledge of English language, our first year honours students are
faced with ‘heavy dose of literature in the syllabus’ which in most cases may create panic about the
language (Alam, 2005). It seems our curriculum was developed without much planning and without
following the curriculum theories. Even ELT stream students are not fully capable of having full
command over 4 skills after their graduation. ‘It appears to me that students graduating from the
language stream have no more mastery over the English language’ (Alam, 2005). There is a big
question regarding the English language proficiency promoted by the present curriculum.
A noted educationist has mentioned 10 major problems of higher education in Bangladesh
and one of the glaring problems is that it has no specific direction and does not have link with
professional field (Haque, 1984). Another noted educationist emphatically says that, our higher
education has no specific goals to be job oriented and our students study without having a target to
achieve, consequently studying just to have a certificate (Mian, 2012). The more a curriculum is
linked with society and industry, the better it is. Moreover, to what extent our curriculum follows
curriculum theories is a matter to be taken into account. With an ever increasing graduate
unemployment, problems cannot be ignored. Both local and global circumstances and ever
changing, the world is pushing us towards the evaluation of existing curriculum. We cannot go
syllabus free from literature. Islam (2017) in an interview said:
“I don’t think literature is losing attraction. But literature is not for market, which is one thing we have to be
really careful about. Not everything can be reduced to marketability. Many graduates of English departments
have joined the corporate world. They have done well because they have the analytical power, which the
corporate world values.”

Therefore, literature is necessary but it should not be over emphasized in a course content.
Rahman (Dr. A.A. Rahman, Personal Communication, February 2015) opines that, “What are being
taught in our English departments now, if it continues in future, these may become irrelevant, and
consequently, English departments may be compared with Pali, Sangskrit departments”. These are
very judicious utterances from a scholar anticipating a horrible future of a fully literature-dominated
discipline. It goes without saying that English departments are dynamic and it is expected that they
will be ever prepared for upgrading their curriculum for the sake of graduates and stakeholders to
cope with the continuous changes in the field of English and pedagogy.

7.1.1

Summary of Findings from Document Analysis
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 Course contents are developed without following curriculum theories. No fully developed
curriculum is found to exist. Hence, it is unable to fully meet the local and global demand.
 Undergraduate course structure is literature dominated hardly develops any skill, rather
encourages memorization and passive learning.
 To meet the goals of SDG, the quality of higher education should be increased through
curriculum renovation and modernization. English education lags behind in this regard.
 To reduce unemployment and to foster development, an improved tertiary education is a
pre-requisite. Developing 4 skills of language should be given emphasis.
 Literature should be included in syllabus, but in small scale. Classic literature and major
literary items for each age must be included.
 Higher education in English discipline should be job-oriented, industry-focused, learnercentered and morality-driven. Due to a traditional course design, English graduates are
lagging behind in job markets.
7.2

Findings from In-depth Interview

In-depth interviews have been conducted with three leading ELT experts of Bangladesh who
are the Assistant/Associate Professors of English at leading public/private universities in
Bangladesh. They have expressed their invaluable comments on the present English education and
curriculum. Regarding goals and objectives of English curriculum one of them (T1) says:
“Our universities have no specific subject-wise curriculum, nor do they have any clear goals and objectives.
Even most of the teachers use syllabus and curriculum interchangeably. So what exists at present at English
departments is a syllabus with year-wise name of recommended books and marks distribution. As there is no
aims and objectives, teachers are in the dark about the overall goals of English discipline. And we are headings
towards nowhere. The result is a big gap between students’ performance and employers’ expectations.”(T1)

Respondent T3 believes that English departments lack a uniform curriculum. He says:
“In Bangladesh, we don’t have any uniform curriculum in our English departments, rather it is scattered and
sometimes unwritten. There is no formal goals and objectives, but still we are continuing our activities. Our
students do not have specific target, so they take civil service as a common goal and most of them take
preparation for it from their second/third year.” (T3)

Regarding course content respondent T1 says:
“Public university course content is mostly literature-oriented and students take it for granted that in English
department they have to study mainly literature and some language courses. Whereas if you go to India or Nepal
you will see that their course content is totally different. They are studying less and less literature, rather they
have made their curriculum comparable to any UK university curriculum. They are offering duel major where
student take another subject with English which creates better job opportunity for them.”(T1)

Another respondent (T2) comments this way regarding the course content:
“I had an opportunity to see the undergraduate curriculum of a public university of Nepal, it is just magnificent
in the sense that it is able to attract quality student and aims at satisfying employers’ demand. They have added
courses of communication studies, computer science, environment studies, ethics, media studies, public
speaking, tourism etc. But in Bangladesh we are still teaching literature more and more and my students are
losing interest in class. It is not that all will enter civil service and teaching, some may have different choice.
But this traditional syllabus makes my students apathetic towards their study.”(T2)

Respondent T1 thinks that a change should be there in course design which will shift the literaturecentered course to career-centered:
“The present course design is not suitable for diverse jobs in today’s competitive market. Even there is not
sufficient scope for developing 4 language skills. For example, one of my female students wanted to work in
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hotel management sector for which she needs ESP skills. But this existing syllabus will not help her much in
getting a job in chosen area” (T1).

Scope for 4 skill development is a vital issue in any English department. T2 and T3 comment as:
“Our department has no language lab, so it is difficult for us to practice 4 skills right now. But we are hopeful as
our Chairman Sir has already ensured us of establishing a language lab here. Besides our syllabus has little
emphasis on 4 skill development.” (T2)
“As we follow a literature based syllabus there is hardly any scope for us to practice 4 skills in the classroom.
There is a course on ‘Advanced Reading and Writing’, but no course on listening and speaking.” (T3)

Assessment plays a vital role in any education system and in public universities as we are still
following traditional assessment method. An experienced Professor (T3) shared his idea this way:
“There is much emphasis on year-end examination in my department though tutorial examinations are held for
each course. We are thinking to bring about a change in examination system by reducing weightage on year-end
examination. Moreover, we are strongly against any question pattern that encourage route memorization.” (T3)

The existing English course design is not able to develop skill among the learners, rather it
promotes memorization. T1 comments in this way:
“I agree as most of our courses are literature-oriented students sometimes feel bored and they expressed their
boredom frankly to me. Actually such traditional syllabus now-a-days cannot create appeal to the creative mind.
There is no presentation practice, no debate, no courses from allied discipline except Bangla and History…these
make this department lethargic. Our students have no aim specifically. Most of them are dreaming to be civil
servants or teachers as their seniors did. They do not dare to become entrepreneurs or CEOs. That’s where lies
the great deficiency of this syllabus. My students manage previous questions, get photocopied notes and thus
pass the exams and after 4 or 5 years they are coming out with BA in English, actually no skills acquired.”(T1)

All of them agree that a drastic change is necessary in undergraduate English course design. They
also agreed that frustration of learners can be removed by keeping them busy through the year and
by bringing a radical change in curriculum. T3 says:
“I have found some of my bright students losing interest in study as they could not get admitted into their
favourite departments. When these student s get admitted in English department, their frustration accelerates
seeing prosaic literature courses. So, all these make them apathetic towards study. They suffer from loneliness
and depression. Moreover, future uncertainty and job condition worsen the whole matter. So, there should be a
drastic change in course design. It should be made student-centered. I don’t like to see gloomy faces in my
class. To tell frankly, I don’t find interest in lecturing when I see absent-minded faces.”(T3)

7.2.1 Summary of In-depth Interview
English departments do not have a fully developed curriculum. They have no aims and
objectives. This existing course pattern is unable to develop the 4 basic language skills relevant for
other job skills. No language lab is found. Assessment process is summative and year end final
examination is held. Students lack benefits and their skills are not fully developed. Teachers find
such courses uninteresting and fruitless. It does not propel critical thinking and develop skills.
Students find it problematic to join diverse job fields after graduation.
8.0

CONCLUSION

It is time to go for a change in undergraduate English curriculum. Our existing undergraduate
English course design is problematic and it needs to be redesigned. English graduates are unable to
join diverse work forces due to traditional syllabus. For producing skilled and knowledgeable
graduate, there should be a revamp in curriculum. We need to set our aims and objectives first in the
light of social and global perspectives and arrange course contents accordingly. Less emphasis
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should placed on literature and more on skill development. Also, learners’ perceptions and
stakeholders’ views must be taken into consideration. A thorough redesign and introduction of
career-oriented course contents can attract meritorious students to this department. A complete
learner-centered curriculum should be developed with aims and objectives.Majority of the courses
should not be there on literature, rather emphasis should be given on 4 skill development. Courses
on management, journalism, creative writing, environment, human resource management, public
relations, public speaking, law, marketing should be included on demand. Duel major can be
implemented where students can take some courses of another major of their preference. Linkages
with industry should be maintained. Internship program spanning over at least 4 months at the end
of a 4 year program should be initiated. Finally, course contents should be made attractive in order
to meet the demands of both local and global needs.
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Appendix- I
Interview Guideline
[This researcher seeks your kind assistance in carrying out a research on undergraduate
English curriculum in Bangladesh. The information you provide will be used for academic and
research purpose only. It is highly confidential and it will not be disclosed to anybody.]
Name and Designation:
Institution:
Date and Time:
1. How long you have been teaching English?
2. Do your department have ‘Goals and Objective’ in curriculum?
3. Is there any complete curriculum in your department?
4. What are the positive sides of existing course syllabus of your department?
5. What are the shortcomings of it you think? Plz comment on assessment method.
6. Is there ample scope for developing 4 skills of language?
7. Your course content is mostly literature oriented. Please comment.
8. The existing English course design is not able to develop skill among the learners, rather it
promotes memorization. Do you agree?
9. Do you think a change is necessary in English curriculum? Why/Why not?
10. Are your students enjoying teaching-learning following this course contents? Why/Why
not?
Thank you for your cooperation.
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ABSTRACT
Providing corrective feedback supports the learners to know how well they have performed
in the classroom. It also motivates the students to do better in future studies. But it is very important
for a teacher to know when and how the mistakes should be corrected. A teacher can provide
corrective feedback to language students efficiently and help the students develop language
competence and proficiency. The application of proper corrective feedback aids students to make
fewer grammatical and content errors and learn to use a second language in a more efficient way.
The study focuses on the implementation of corrective feedback at a large tertiary level class in
Bangladesh. A survey was conducted for data collection where two different sets of questionnaires
were used for teachers and students. 20 English language teachers and 72 undergraduate students
from different universities participated in the survey. Finally, the results of the survey WERE
analyzed and some recommendations are suggested on the basis of the survey results that can be
applied in a language class.

1.0 Introduction
Corrective feedback strategy plays an important role in the field of English language teaching.
Feedback can be oral, online, written, or face to face. Richards and Lockhart (2010) suggest that
“feedback can be either positive or negative and may serve not only to let learners know how well
they have performed but also to increase motivation and build a supportive classroom climate” (p.
188). Providing corrective feedback depends both on the teachers and the students. It is very
important for the teachers to know when and how the errors should be corrected. In the traditional
classroom, the errors of the students are frequently corrected because the focus is on accuracy. But
with the advancement of Communicative Language Teaching (CLT), the role of error correction has
been changed. Nowadays errors are seen and counted as the reflections of interlanguage
developmental stages.
Providing corrective feedback helps the learners to know how well they have performed. It
also motivates the students to do better in future studies. The aim of the paper is to focus on some
key areas including: errors and corrective feedback, types of errors, attitude towards errors, and
some ideas of correcting errors. The focus of the study is to know when and how the mistakes
should be corrected. The researcher was also eager to know what the teachers’ responses to
students’ mistakes are. If a teacher can provide corrective feedback to a language student
efficiently, the student will develop language competence and proficiency.
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2.0 Literature Review
In teaching, feedback is information given to the students about their performance of a learning
task, in order to improve the performance. Feedback contains two distinguishable components:
assessment and correction. In assessment process, the learners are informed how well or badly they
have performed. In principle correction, learners get information what they did right, wrong, and
why (Ur, 1996). Thus, error and feedback are integral part of language learning. Error is made not
only by L2 learners, but also by the children learning first language. Regarding error and feedback
relationship Gitaski and Althobaiti (2010) state:
It has long been assumed within traditional pedagogical practice that error feedback is
necessary for learners to progress in their acquisition and use of second language (L2) in
more targets like ways (p. 197).
2.1. Causes of Errors
Errors and corrective feedback are natural part of language learning. Errors can be demarcated
as deviations from the norms of the target language (Ellis, 2001). According to Harmer (2003, pp.
99-100) there are two distinct causes for the errors that most of the students make at various stages:
1. L1 Interference
Students who learn English as their second language already acquired a deep knowledge of
mother tongue. As a result, L1 and English contact often creates confusions and provokes errors
in learners’ use of English. This can be at the level of sounds, grammar, or at the level of word
(similar sounding words having different meanings). Harmer called this error as “false friend.”
2. Developmental Error
Harmer also points developmental errors when the child starts to “overgeneralize” a new
rule that has been learnt and thus, even makes mistakes with the things that were known to him
or her before. The student may use “est” for superlatives. For example: good-goodest.
According to Rezaei et al. (2001) behaviorism considered errors as taboos, and thought that
it should be immediately corrected by the teacher. On the other hand, others claimed that error
correction was not only needless but also harmful to language and to language learning.
According to Krashen (1982) error correction was considered “a serious mistake”. Burt (1975)
recommended that teachers should put more emphasis on “global errors” (errors affecting
overall sentence organization) rather than “local errors” (errors affecting single elements in a
sentence). Lee (1990) considers that error correction is an essential part of language learning.
Methodologists advise teachers to put more attention on some types of errors rather than
correcting all (Ur, 1996). With the emergence of CLT, an error is seen as an indication of
learners’ linguistic development, not as a sign of failure to be prevented.
2.2. Definition of Corrective Feedback
Feedback is not only applicable for the improvement of the education sector but also in any
working environment. Feedback can be defined as information given to the learner about his/her
performance of a learning task, where the objective is to improve the performance. Feedback
can be verbal, written, online, or face to face. Feedback contains two main components:
assessment and correction. In assessment process, the learner is informed how well or badly he
or she has performed. A grade on an exam, or a comment at the end of a written assignment are
the examples of assessment. On the other hand, in correction process, some specific information
is provided on the basis of learners’ performance. In this regard, Lightbown and Spada (1999)
mention:
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Any indication to the learners that their use of the target language is incorrect. This includes
various responses that the learners receive. When a language learner says, ‘He go to school
every day’, corrective feedback can be explicit, for example, ‘No, you should say goes, not
go’ or implicit ‘Yes he goes to school every day’, and may or may not include
metalinguistic information, for example, ‘Don’t forget to make the verb agree with the
subject’(p. 171-172).
Thus, corrective feedback encompasses students getting either formal or informal
feedback on the task given by the instructor.
2.3. Types of Corrective Feedback
In the case of oral feedback there are six forms of corrections (Lyster & Ranta, 1997 ) and
(Ellis, 2009).
1. Explicit Feedback
The teacher indicates an error has been committed, identifies the error and provides the correct
form.
Example: L: At April.
T: Not at April, in April. It will be, “The spring will start in April.”
2. Recast
The teacher reformulates all or part of a student’s utterance, and corrects the utterance in some way
(phonological, syntactic, morphological, or lexical), but maintains a central focus on meaning.
Ex: L: She gone there three times.
T: She went. She went there thrice as a tourist?
3. Clarification Request
The teacher indicates that the utterance has been misunderstood, or ill-formed that requires a
repetition or reformulation.
L: Do we need to put dates in a memo?
T: What?
4. Metalinguistic Feedback
The teacher provides either comments, information, or asks questions related to the student’s
utterance without explicitly providing the correct form.
L: We talk to the people yesterday.
T: What’s the ending we put on verbs when we talk about the past?
5. Elicitation
The instructor repeats part of the learner utterance but not enormous part and asks for completion of
a sentence, or asks question, or asks for a reformulation.
Ex: L: If I lend you twenty dollars, you can buy the book.
T: If I lend you twenty dollars, …?
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6. Repetition
The teacher repeats the learner utterance, highlighting the error.
Ex: L: The man will helped you.
T: The man will HELPED you.
L: The man will help you.
According to Ellis (2008, pp. 99-101) in the case of written corrective feedback, the
distinction is among direct, indirect, and metalinguistic corrections.
•

Direct Corrective Feedback
The teacher delivers the students with the correct form. Crossing out an unnecessary word,
or morpheme, inserting a missing word or morpheme can be examples of direct corrective
feedback.

•

Indirect Corrective Feedback
Indirect corrective feedback indicates that the student has made an error without correcting
it. The correction can be done by underlying the errors or by placing a cross next to the
error.

•

Metalinguistic Corrective Feedback
Metalinguistic corrective feedback provides the students with some form of explicit
comment about the nature of the errors made by them.

2.4. Advantages of Corrective Feedback
According to Harmer (2003), Ellis (2009), corrective feedback ensures the following
advantages:
•
•
•
•
•

Corrective feedback helps to unleash inner potential of a student
It helps to work on weaker students
It identifies improvement areas of the students
It motivates to do even better in future
A feedback is a guideline to do right things in right manner.

2.5. Disadvantages of Corrective Feedback
According to Harmer (2003), Ellis (2009), corrective feedback causes the following
disadvantages:
•

Majority of the students do not take feedback and error corrections positively. Instead, they
look at the grades or marks.
• Overcorrection may lose the motivation of the students.
• If corrective feedback is delivered in a threatening way, it will increase the affective filter,
and reduce the probability of learning.
In spite of having some disadvantages of corrective feedback strategy, if teachers can
provide corrective feedback to the language students efficiently, they can help the students to
develop language accuracy and proficiency.
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3.0 Methodology
For data collection, the research was conducted through questionnaire survey. The purpose of the
study is to identify the types of errors students make in a language class and types of corrective
feedback delivered by the teachers. The study also intends to investigate the corrective feedback
and the best timing of corrective feedback. For the primary data collection process two separate sets
of structured questionnaires were designed. The first set of questionnaires was designed for the
students (see appendix A), and the second set of questionnaire was designed for the teachers (see
appendix B). After analyzing the data, the responses were calculated into percentage.
3.1. The Respondents
For the questionnaire survey, 72 undergraduate students and 20 teachers from the
Department of English Literature and Language, Civil Engineering, Electrical and Electronics
Engineering have been selected from three private universities. The experience of the teachers
varies from 2 to 12 years. Among the participants, 10 are assistant professors, six are senior
lecturers, and four are lecturers. Private universities were chosen because the research questions
demanded those universities in which the medium of instruction is English.
3.2. Data Collection Tools
For collecting information, questionnaires were prepared for both the students and the
teachers. The questionnaires for the students contained six fixed alternative questions and for the
teachers seven fixed questions with one open ended question. In the open ended question the
teachers were allowed to provide their valuable suggestions. After collecting the survey results, the
responses were analyzed and presented into percentage form in two tables.
4. Results and Discussions
4.1. Analysis of Students’ Responses
This primary study aimed at looking at the data collected from the tertiary level students of
the private universities. In the questionnaire of the students, the first question was set to know
whether corrective feedback is essential in a language class. In reply, it has been found that 71%
students answered that corrective feedback is essential in a language class, and 29% students
answered that it is essential sometimes. In the second question the students were asked to know the
type of feedback they prefer, and it has been found that 14% students preferred written feedback,
and 86% students preferred both the mixture of written and oral feedback, but none of the students
preferred oral feedback. The third question was set to know how the teachers correct mistakes. In
reply 14% students reported that the teachers correct mistakes directly, 72% replied the teachers
correct it indirectly to the single student, and 14% students replied the teachers correct mistakes
indirectly in a full class. Fourth question was prepared to know in a large language class which form
of corrective feedback will give the best student uptake. 43% of the students preferred written
corrective feedback, 14% students preferred oral corrective feedback, and 43% students preferred
mixture of both. The next question was set to identify the best timing for corrective feedback. 86%
replied the best timing for corrective feedback is immediate, but 14% replied delayed feedback. In
the next question, the students were asked to identify correction process the students prefer. 29%
students chose correction by the instructor, and 71% students confirmed correction by both the
teachers and the students, and none of the students selected correction by the learner option.
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Total number of students sampled - 72

Figure 1: The form of corrective feedback

There were 6 questions in the questionnaire that were given to the university students. The
following table shows the questions asked to the learners and their responses:
Table 1:The Multiple Choice Questions’ Responses
Question topic
Responses
1.Whether corrective feedback is essential in a Yes
No
Sometimes
language class
(71%)
(29%)
(0%)
2.Preferred type of corrective feedback
Written
Oral
Both
(14%)
(0%)
(86%)
3.How does the teacher correct mistakes
Directly
Indirectly Indirectly Not at all
(14%)
to
a to a full (0%)
single
class
student
(14%)
(72%)
4. In a large language class the form of Written
Oral
Mixture
of
corrective feedback give the best student corrective
corrective
both
uptake
feedback
feedback
(43%)
(43%)
(14%)
5. The best timing for corrective feedback
Immediately
Delayed
(86%)
(14%)
6. Preferable correction process
Correction by Correction by Shared
the instructor the learner
correction
(29%)
(71%)
(0%)
4.2. Analysis of Teachers’ Responses
After collecting data from the teacher’s questionnaire, it has been found in the response of
the first question that the average number of students is 40, which means the classes are large
classrooms. From the next question it has been found that 17% teachers think it is fairly important
to give corrective feedback to the students, and 83% teachers think it is very important to give
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corrective feedback to students. The third question was set to know what the teachers emphasize on
when they give written corrective feedback. In reply to this question, 50% teachers emphasized on
content, whereas 17% teachers emphasized on grammar. Finally, 33% teachers referred to all the
language areas to be emphasized. Fourth question was set to know which form of corrective do the
teachers prefer in language class.92% teachers replied they prefer direct feedback, and 8% teachers
replied they prefer indirect feedback. In the fifth question the teachers were asked which form of
oral corrective they prefer in language class. 25% teachers replied they prefer repetition, 33%
teachers preferred clarification request, and 42% teachers preferred explicit corrective feedback.
Through the sixth question, the teachers were asked to identify which form of corrective feedback
will give the best student uptake. In reply, 17% teachers selected oral corrective feedback, and 83%
teachers confirmed mixture of both written and oral corrective feedback will give the best student
uptake. The next question was set to identify the best timing for corrective feedback. In reply, all
teachers chose immediately and no one replied for delayed corrective feedback. When it was asked
which corrective feedback do the teachers prefer, 8% teachers answered they prefer correction by
the instructor, 8% preferred correction by the learner, whereas, 84% selected shared correction. The
last question was asked to know other comments regarding the corrective feedback in second
language classroom. Some teachers opined that the large class is the biggest challenge to implement
corrective feedback in tertiary level language classes in Bangladesh. Some of them suggested that
feedback should be precise and short. Otherwise, the students might not feel motivated to read the
feedback. Another teacher said that correction by both the learners and the teachers are equally
important. Again, one teacher opined that in a large class, department should arrange individual row
of classes based on corrective feedback. Some teachers suggested that the teachers should be
positive in their comments.
Total number of teachers sampled - 20

Figure 2: Preferred corrective feedback by the teachers
The following table shows the MCQ questions asked to the instructors and their responses:
Table 2: The Multiple Question Responses by the Instructors
Question topic
1.Importance of giving
corrective feedback to
the students
2. What is emphasized

Responses
Not
important
(0%)
Content

Rather
important
(0%)
Vocabulary

Fairly important
(17%)
Pronunciation

Very important
(83%)
Grammar

All
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when
giving
corrective feedback
3. Preferred form of
written
corrective
feedback
in a
language class
4. Preferred form of
oral
corrective
feedback
in a
language class

(50%)

5. In a large language
class the form of
corrective
feedback
give the best student
uptake
6.The best timing for
corrective feedback
7.
Preferable
correction process

Written
(0%)

(0%)

(0%)

Direct
(92%)

Indirect
(8%)

Explicit Recast
(42%)
(0%)

Clarificat
ion
request
(33%)

Oral
(17%)

(17%)

(33%)

Metalinguistic
(0%)

Metalinguistic
(0%)

Elicitatio Repetition
n
(25%)
(0%)

Mixture of both
(83%)

Immediately
Delayed
(100%)
(0%)
Correction by the Correction by the Shared correction
instructor
learner
(84%)
(8%)
(8%)

5. Recommendations
On the basis of the analyzed data and the findings, the following suggestions can be recommended.
The implementation of these recommendations will help to bring about some positive changes in
corrective feedback strategies. In a large language classroom, both the mixture of written and oral
corrective feedback strategy will give the best student uptake (define uptake). Either only oral or
written feedback is not so effective compared to a combination of both. Teachers should also know
who, when, how they correct in accordance with the needs of the individual learner.
Secondly, immediate corrective feedback has been considered as the best timing for
corrective feedback. Oral corrective feedback can be immediate or delayed. As a matter of fact,
written corrective feedback is invariably delayed. Next, in corrective feedback strategy, correction
by both the teachers and the students is thought to be more effective rather than correction by only
the students or correction by only the teachers. In case of written corrective feedback, the
instructors can allow the students’ time to show their work to each other, attend the correction and
revise the writing. The instructors can ask questions about things the students are unsure of, and
impart ideas. Although the students preferred correction by the students, it is not wise to let them
correct everything. Instead, the instructors should also guide them to correct errors.
Furthermore, direct corrective feedback is more preferable than indirect corrective feedback.
Teachers should break down the instructions by using simple sentences so that the students
comprehend the instructions easily. In the case of written corrective feedback content is the most
preferable form, whereas, in the case of oral corrective feedback, explicit corrective feedback is the
most preferable form. On the other hand, corrective feedback should be precise and short.
Comments should also be limited to two to three words. Corrective feedback should be positive so
that the students get motivated and interested to read it. Teachers should praise all the students for
their efforts. When students find their work has been appreciated, they are more inspired to work
harder. Next, teachers should not be afraid to correct students’ (oral and written) errors. In case of
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oral corrective feedback, the teachers should work for the improvement of accuracy, and fluency.
On the other hand, over correction should be avoided. Over correction might frustrate the nonnative learners to learn the target language correctly. Finally, large classroom has been identified as
the biggest challenging area to give corrective feedback. So, the class can be divided into small
groups or rows to provide corrective feedback sufficiently. If possible, the size of the class should
be reduced to give corrective feedback directly and individually to all students. Although it is not
always possible to maintain the standard number of students in a class in the context of Bangladesh,
the teachers should afford maximum effort from their part with a sympathetic view for the learners.
6.0 Limitations of the Study
Although the objectives of the study were well defined, some limitations need to be mentioned for
future improvement. Only private universities have been selected for data collection. Inclusion of
public universities might draw dynamic findings. Monetary and time constraint acted as a barrier to
conduct the research in a large context. The research was conducted on a small group of students
(72), and teachers (20). Study was conducted only in the capital; universities situated in other large
cities could be included for generalization. The research of limited context can act as a sample
parameter to carry out future research within a larger context.
7.0 Conclusion
This paper is an attempt to provide an overview of corrective feedback that plays a vital role to
correct errors. During error correction, it is really important for teachers to know “perfect timing”
and “appropriate correction” strategies. Although providing corrective feedback is thought to be a
duty of an instructor, it should not be a single person’s responsibility. Corrective feedback should
be shared by the students as well as the teachers. The feedback process can only be completed
when the students make the changes directed by the teachers. Along with the directions of the
teachers, if the students use a dictionary, or a grammar book to resolve the mistakes, the feedback
will get a positive outcome. Furthermore, teachers in a large language class in Bangladesh should
be trained to explain to students the use of corrective feedback strategies effectively in order to
achieve language competence and proficiency in target language.
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Appendix A: Survey Questionnaire for Students:
I am carrying out a research on “Implementation of Corrective Feedback Strategies in Tertiary
Level: A Case Study in Bangladesh”. Please complete the following questionnaire in light of your
own experience and opinion. All information provided by you will be kept highly confidential.
Name of the Institution:
Type of the Institution:
Age:
Gender:
Contact No:
E-mail:
1. Do you think corrective feedback is essential in a language class? (Corrective feedback: any
indication to the learners that their use of target language is incorrect)
a. Yes
b. No
c. Sometimes
2. What type of corrective feedback do you prefer?
a. Written
b. Oral
c. Both
3. How does the teacher correct mistakes?
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a. Directly
b. Indirectly, to the single student
c. Indirectly in a full class
d. Not at all
4. In a large language class which form of corrective feedback will give the best student uptake?
a. Written corrective feedback
b. Oral corrective feedback
c. Mixture of both
5. What is the best timing for corrective feedback?
a. Immediately
b. Delayed
6. Which correction process do you prefer?
a. Correction by the instructor
b. Correction by the learner
c. Shared correction
Appendix B: Survey Questionnaire for Teachers
I am carrying out a research on “Implementation of Corrective Feedback Strategies in
Tertiary Level: A Case Study in Bangladesh”. Please complete the following questionnaire in light
of your own experience and opinion. All information provided by you will be kept highly
confidential.
Name of the Institution:
Type of the Institution:
Teaching Experience:
Age:
Gender:
Contact No:
E-mail:
1. What is the average number of students in your language class? _______________
1. How important do you think it is to give corrective feedback to your students?
a. Not Important
b. Rather important
c. Fairly important
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d. Very important
2. What do you emphasize on when you give corrective feedback?
a. Content
b. Vocabulary
c. Pronunciation
d. Grammar
3. Which form of written corrective feedback do you prefer in a language class?
a. Direct (The teacher delivers the students with the correct form. Crossing out an unnecessary
word, or morpheme, inserting a missing word or morpheme can be examples of direct corrective
feedback).
b. Indirect (Indirect corrective feedback indicates that the student has made an error without
correcting it. It can be done by underlying the errors or by placing a cross next to the error).
c. Metalinguistic (Metalinguistic corrective feedback provides the students with some form of
explicit comment about the nature of the errors made by them).
4. Which form of oral corrective feedback do you prefer in a language class?
a. Explicit (The teacher indicates an error has been committed, identifies the error and provides the
correct form).
b. Recast (The teacher reformulates all or part of a student’s utterance, and corrects the utterance in
some way (phonological, syntactic, morphological, or lexical), but maintains a central focus on
meaning).
c. Clarification request (The teacher indicates that the utterance has misunderstood, or ill-formed
that requires a repetition or reformulation).
d. Metalinguistic( The teacher provides either comments, information, or asks questions related to
the student’s utterance without explicitly providing the correct form).
e. Elicitation (The instructor repeats part of the learner utterance but not enormous part and asks for
completion of a sentence, or asks question, or asks for a reformulation).
f. Repetition (The teacher repeats the learner utterance, highlighting the error).
5. In a large language class which form of corrective feedback will give the best student uptake?
a. Written corrective feedback
b. Oral Corrective feedback
c. Mixture of both
6. What is the best timing for corrective feedback?
a. Immediately
b. Delayed
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7. Which correction process do you prefer?
a. Correction by the instructor
b. Correction by the learner
c. Shared correction
8. Other comments regarding the corrective feedback in second language classroom.

--------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------
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ABSTRACT
This study was aimed to investigate the effectiveness of using Flipped Classroom Approach to teach
adjectives for Malaysian Year 4 Chinese ESL learners. It was also designed to examine Malaysian
Year 4 Chinese ESL learners’ perceptions towards Flipped Classroom Approach. An experimental
and control group which consisted of 10 Year 4 Chinese ESL learners respectively in Sekolah Jenis
Kebangsaan X were formed to be the research participants in this study. This intervention focused on
the experimental group using Edmodo to acquire input before the lesson, while the control group will
follow the traditional classroom approach. The study aimed to study the differences of both the
experimental and control groups’ performance after learning adjectives by Flipped Classroom
Approach and traditional classroom approach respectively. The study of this quasi-experimental
research used several instruments to collect the data namely pre- and post- tests as well as
questionnaire. Result shows that there is a significant difference after experimental group participants
learning adjectives with Flipped Classroom Approach compared to traditional teaching approach.
They found it effective to grasp knowledge during face-to-face lesson as they had acquired the
relevant input online before the lesson. This study has provided the findings and relevant information
for the policymakers, teachers, parents and pupils on the implementation of Flipped Classroom
Approach in a Malaysian primary ESL classroom. Nevertheless, the results are pertaining to the given
context and cannot be generalized as yet.

KEYWORDS: Flipped Classroom Approach, traditional classroom approach, adjectives, Chinese
ESL learners.

1.0

INTRODUCTION

Grammar is the means to understand how language works (Saaristo, 2015). Brown (2015) indicates
that grammar gives the learner the tool to talk about language by providing a terminology, a system
of classification, and by making him or her aware of the basic pattern of English sentences. Therefore,
mastering grammatical knowledge is vital for an individual to be able to speak a language to some
degree of proficiency and say what he or she really wants to say (Cotter, 2005). Nevertheless, there
is a growing concern about the level of English proficiency among learners in Malaysia as studies
have shown that Malaysian pupils do not seem to be able to attain reasonable English literacy even
after learning English in school for more than 11 years (Naginder, as cited in Normazidah Che Musa,
Koo & Hazita Azman, 2012).
According to Melor Md Yunus, Ainil Sulaiman, Mohd Hasrul Kamarulzaman and Noriah Mohd Ishak
(2013), Malaysian primary ESL learners struggle with low levels of English literacy and they have to
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face various cultural and linguistic challenges in their efforts to master the language. During the
process of English learning, pupils mostly face difficulties in using adjectives as they mostly think in
and use the pattern of their first language (L1) rather than the second language (L2) (Omar, 2012). It
is believed that teacher-centred approaches that are still widely used in Malaysian classroom settings
such as chalk-and-talk drill method will bore the pupils and demotivate them in learning adjectives
as they are playing the role as a passive recipients instead of active learners in teacher-centred
classroom (Rocca, 2010, as cited in Alireza Memari Hanjani & Li, 2017).
Therefore, it is essential to identify the right teaching method to deliver effective grammar lessons in
Malaysian primary ESL classroom to enhance their grammatical competence (Ganapathy, Shuib,
Gunasegaran & Azizan, 2016). Ganapathy et al. (2016) suggests that the English language teaching
approach has to be changed from a traditional “teacher-centred” one to a more collaborative and
interactive style so that the learning process will be livelier and interesting. In relation to the concept
of pupil-centred learning, flipped classroom approach has been given due attention as an effective
approach of pupil-centred learning for 21st century learners (Azlina A. Rahman, Hasnah Mohamed,
Baharuddin Aris & Norasykin Mohd Said, 2015).
Various researches have proven that this pedagogical concept is workable and it brings positive
impact to the teaching and learning processes (Butt, 2014; Fulmerfelt & Green, 2013; Pang & Yap,
2014). However, the researches on the flipped classroom approach in Malaysian primary school
settings are limited as stated by Mukherjee and Pillai (2013). Therefore, a quasi-experiment on using
flipped classroom approach to teach adjectives in Malaysian Year 4 Chinese intermediate ESL
learners has been proposed in this study.
2.0

LITERATURE REVIEW

Concept of Flipped Classroom Approach
The Flipped Classroom Approach refers to the idea that the lectures and explanations would no longer
be done in class but at home, leaving what was previously treated as homework to be done during the
class time (Bergman & Sams, 2012). This approach has been further explained by Bergman and Sams
(2012) as below:
Clearly, the class is centered around the students and not the teacher. Students are
responsible for viewing the videos and asking appropriate questions. The teacher is
simply there to provide expert feedback. The students are responsible for completing and
sharing their work. Because a solution guide is available, students are motivated to learn,
not just to complete the assignments in a rote manner. Students are responsible for making
appropriate use of the resident expert to help them understand the concepts. The role of
the teacher in the classroom is to help students, not to deliver information. (pp. 16-17)
This concept was popularised by two rural secondary teachers of chemistry, Jonathan Bergmann and
Arron Sams in year 2007 (Handen, McKnight, McKnight & Arfstrom, 2013; Siegle, 2014). Sams and
Bergmann created the method of flip teaching as a response to the large amount of student absences
that resulted from the far distances their students had to travel for school-related sports and activities
(Bergmann & Sams, 2012, p. 3), and there were other students who had trouble with certain concepts
which hindered completing homework until they got help in class the next day (Logan, 2015).
Therefore, they used videos to record lectures, demonstrations, and presentations that they decided to
post on YouTube for students to view (Handen et al., 2013; Siegle, 2014). This made many
researchers conduct researches on this approach and found it workable in classroom settings.
However, Bergman and Sams did not claim to have invented the method. They credited Maureen
Lage, Glenn Platt and Michael Treglia's “Inverting the Classroom” for setting the ball in motion, and
said that this was not the right timing to popularise this approach as YouTube was yet to flourish and
the infrastructure of video sharing was not in place yet (Goss, 2014).
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In Flipped Classroom Approach, the roles of the pupils as well as teachers have been shifted, whereby
the pupils take the responsibility of their own learning and teachers are accountable to provide
guidance and assistance so that the pupils will be able to understand the particular content knowledge
effectively. Figure 1 below depicted the differences between traditional classroom approach and
Flipped Classroom Approach visualised by Dove and Dove (2015).

Figure 1: A comparison of the traditional classroom and the flipped classroom approaches.
(Dove & Dove, 2015, p. 169)
Previous Research Findings
Generally, the previous studies on Flipped Classroom Approach had given concentration on the pupils’
achievement and studies suggest it positively affects pupils’ performance and proficiency levels in
various areas of English language. Bergmann and Sams (2012) found that Flipped Classroom
Approach is beneficial in engaging pupils’ interest, from previously bored, restless, or unfocused
became very engaged and play the role as active learners” (p. 26). Research done by Farina Nozakiah
Tazijan, Che Haslina Abdullah, Noorliza Zainol, Syuhirdy Mat Noor and Noorsa Riza Johar (2017)
towards a group of ESL learners in MARA University of Technology (UiTM) Penang found that
Flipped Classroom Approach has also positively impacted the ESL learners as they become more
active and they are easily motivated to speak in class. 65.8% and 19.05% of the students agree and
strongly agree respectively that they have improved in their overall language performance and skills.
Jehan Mahmoud El-Bassuony (2016) did a research on secondary school pupils to examine the
effectiveness of Flipped Classroom Approach in developing their speaking and writing skills. Result
revealed that the highest level of improvement was obtained by underachievers in the experimental
group 80.8% on grammatical performance in writing followed by their normal peers 66.86%. In
addition, Flipped Classroom Approach was utilised to develop the pupils’ other areas of English
language, such as oral fluency, grammar and vocabulary. Results illustrate that the pupils have
improved in those areas, as well as in their self-esteem (Han, 2015; Hsieh, Wu, & Marek, 2017).
Pudin’s (2017) study was set out to explore the effects of Flipped Classroom Approach in a grammar
classroom through the perceptions of 120 students with higher Malaysian University English Test
(MUET) on its effectiveness and feasibility by completing a questionnaire which was then analysed.
The analysis of the findings showed that most of the students were keen to learn grammar through
flipped classroom as opposed to traditional grammar classroom. 66.6% of the participants agree or
strongly agree that flipped classroom has improved their understanding of grammar.
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However, Snowden’s (2012) findings show no significant difference between student perception and
achievement in the traditional and flipped learning experience. Mason, Shuman and Cook (2013)
found that there is no difference in perception between the Flipped Classroom Approach and
traditional classroom approach. Instead, live lectures seem more effective than video instruction itself
(Ramlogan, Raman & Sweet, 2014; Wilson & Sipe, 2014). These findings are relevant to Johnson
and Renner’s (2012) results that argued that traditional methods still need to be adopted because not
all topics can be practiced in the flipped classroom environment. Furthermore, Siti Zuraidah Md
Osman, Rozinah Jamaludin and Nur Eliza Mokhtar (2014) realised that some students in flipped class
did not fully access the online materials, and this caused teachers to spend more time on problem
solving in the flipped class compared with the traditional class. They also felt that although there are
lack of facilities, the flipped class can still be implemented (Siti Zuraidah Md Osman et al., 2014).
To sum up, the previous research findings have shown that Flipped Classroom Approach is workable
with positive impact in the ESL classrooms, yet the implementation of this approach in Malaysian
primary ESL classroom settings is still limited. Therefore, this study was expected to investigate the
effectiveness of Flipped Classroom Approach to teach adjectives for Malaysian Year 4 Chinese ESL
learners as well as their perceptions towards Flipped Classroom Approach.
3.0

METHODOLOGY

Research Design
A quasi-experimental research design, sometimes called the “pre-post intervention” or “before-after
intervention” study design, will be adopted in this study to efficiently evaluate the effectiveness of a
programme where respondents who are unequal, balanced or share similar characteristic cannot be
randomly assigned (Chua, 2016). Lodico, Spaulding and Voegtle (2010) found that a quasiexperimental design is one of the strongest designs for drawing conclusions about cause and effect
which is relevant to the first research question in this study.
Purpose of the Research
This study aims to investigate the differences between the experimental and control groups in
mastering adjectives by using Flipped Classroom Approach and also identify Malaysian Year 4 ESL
learners’ perceptions towards Flipped Classroom Approach. In particular, the study seeks to address
the following research questions.
1.
2.

Are there any significant differences between the experimental and control groups in
mastering adjectives by using Flipped Classroom Approach?
What are the Malaysian Year 4 ESL learners’ perceptions towards Flipped Classroom
Approach?

Research Participants
The participants for this research are Year 4 Chinese ESL learners from SJK(C) X, Skudai. A sample
of 20 participants, aged 10 will be selected and divided into experimental and control groups to
receive Flipped Classroom Approach and traditional classroom approach respectively. Construction
of a reasonably similar control group is key and the matching methods described in the previous
module may be used to help ensure the external validity of the research (Campbell & Stanley, 2015).
Therefore, the researcher will ensure both experimental and control group participants’ English
proficiency level is similar. The participants whom are in the same level will be streamed to two
different groups.
Data Collection Procedure
Before the treatment session, a pre-test designed by the researcher was done by the experimental and
control groups. This is intended to measure both group participants’ mastery level of adjectives before
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and after treatment (Creswell, 2015). During the implementation of the research process, both
experimental and control groups studied adjectives in two different approaches. This grammatical
item was chosen from KSSR English Year 4 textbook syllabus (Yoong, Lee & Kanagamani., 2013).
The procedure of intervention for experimental group is adapted from Demirel’s (2016) ‘flipping the
class’ procedure as shown in Figure 2 below.
Plan

• Teacher planned the lesson and prepared the online
materials.
Share

• Teacher uploaded the materials to Edmodo.
• Pupils accessed the materials at their own pace.
Focus on
the Content

• Classroom activities focused on content,
practice, activities, cooperation, collaboration,
teacher-pupil time and peer interaction.
Focus on
the Output

• Pupils reviewed and revised what
they had acquired in the lesson.

Figure 2: “Flipping the class” procedure, adapted from Demirel (2016, p. 111)
The first and maybe the most vital step of the process is planning the lesson and preparing the relevant
online materials before the classroom time to get the researcher and the participants ready for the
process. Teacher uploaded the materials to Edmodo, an online learning portal, through which the
teacher integrated technology into learning. The next step is the participants accessing the materials
at their own pace in a free and relaxed manner, which means they accessed the materials whenever
they wanted to, so long as they accomplished the assigned task before the lesson. After that, the
coming face-to-face class was allocated for activities which practises their higher order thinking skills.
In focusing the content, the 21st century “4Cs” skills namely critical and creative thinking,
communication and collaboration skills were emphasised in which the participants communicated
and collaborated for getting some ideas and output. These skills may assist them in comprehending
and mastering the grammatical knowledge. At the end of the procedure, the classroom activity
focused on their output or language production to provide a platform for them for reviewing and
revising the knowledge they had acquired throughout the lesson.
On the other hand, the control group will learn the adjectives in traditional classroom approach with
the “Presentation-Practice-Production” structure. It is a deductive and traditional classroom approach
which the teacher presents in the target language and then gives pupils the opportunity to practise it
through very controlled activities, and pupils are given the opportunity to practise the target language
in free practice activities which bring in other language elements at the final stage of the lesson
(British Council, 2006). Both groups will be given a post-test after the intervention, and the
experimental group participants were given a questionnaire to be completed to obtain their perception
towards the intervention.
4.0

RESULTS AND DISCUSSION

The data collected using pre-test and post-test and the questionnaires were analysed quantitatively.
Their results are discussed below. The findings of this study are presented in order of the two research
questions.

4.1

RQ1: Are there any significant differences between the experimental and control groups
in mastering adjectives by using Flipped Classroom Approach?
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In order to answer the first research question of the study, the 20 participants in both groups had done
the pre-test followed by the intervention and finally the post-test to identify whether there is any
difference in their mastery level by receiving different types of instructions. The items analysed were
the pre-test and post-test scores as well as the margin of improvement. Table 1 shows the pre-test and
post-test scores obtained by each participant and the margin of improvement.
Table 1: Participants’ pre-test and post-test scores and the margin of improvement

Participant
1
2
3
4
5
6
7
8
9
10

Experimental Group
PrePostMargin of
Participant
test
Test
Improvement
(%)
(%)
(%)
70
100
+30
1
65
100
+35
2
75
95
+20
3
50
80
+30
4
75
95
+20
5
85
100
+15
6
60
90
+30
7
50
80
+30
8
75
100
+25
9
40
85
+45
10

Pretest
(%)
25
0
5
0
0
25
0
20
5
15

Control Group
PostMargin of
Test
Improvement
(%)
(%)
20
-5
10
+10
50
+45
30
+30
20
+20
20
-5
20
+20
50
+30
25
+20
5
-10

The participants’ achievement was further analysed by calculating the mean and standard of pre-test
and post-test, as well as the sum of margin of improvement for both groups.
Table 2: Mean and standard deviation of participants’ scores and the margin of improvement
Group
Experimental
Control

Mean
Pre-test (%) Post-test (%)
64.5
92.5
9.5
25

Standard Deviation
Pre-test
Post-test
13.50
7.83
10.11
20.98

Margin of
Improvement
+280
+155

Based on the findings tabulated in Table 1 and 2, the achievement of experimental group had
improved as the mean score increased from 64.5 to 92.5. The mean difference was 28 which implies
that there was a significant effect on the learners’ mastery level of adjectives when Flipped Classroom
Approach was used during the intervention. The standard deviation of the post-test was 7.83 and it
showed that the experimental group participants’ scores lied between 80 and 100 which is higher than
the pre-test’s mean that is 64.5. This means that Flipped Classroom approach has significant effect
on the learners’ mastery of adjectives.
On the other hand, the control group participants’ mean of the pre-test was 9.5 while the post-test
gained by them was 25 so the mean difference is 15.5. However, in comparison, the standard deviation
of the control group declined as the standard deviation for the post-test is 20.98 and far from the mean
as compared to the pre-test that is 10.11. The increase of mean score test as well as the standard
deviation of pre-test and post-test indicated that traditional classroom approach had some effects on
the learners’ mastery level of adjectives as shown in the margin of improvement which is +155, yet
it has only some effects on their achievements compared to Flipped Classroom Approach.
Based on the findings above, it can be interpreted that both Flipped Classroom Approach and
traditional classroom approach have developed the learners’ mastery level of English adjectives in
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which both experimental and control groups have positive margin of improvement which are 280 and
155 respectively. Nonetheless, the post-test results show that adopting Flipped Classroom Approach
appears to play a role in enhancing their grammar knowledge, as the mean score of the experimental
group was higher than that of the control group. This is consistent with the findings of studies done
in other cultural and educational contexts such as Kang (2015) and Han (2015), whose studies found
that the Flipped Classroom Approach improved learners’ grammar knowledge when compared to
other instructional methods.
According to the data tabulated in Table 1, it shows that all participants have improved their scores
by receiving Flipped Classroom Approach to learn English adjectives; this indicates that learners who
are learning English grammar under Flipped Classroom Approach had overcome the difficulty of
applying the learned grammar rules while practicing English as found by Al-Hamlan and
Baniabdelrahman (2015). This proved that flipping their learning enabled them to better comprehend
the content as found by Homma (2015) because they independently devoted time and effort to finding
the technological learning tools and resources they needed to expose themselves to English for their
ungraded task (Han, 2015).
In contrast, the control group participants have not fully acquired the English adjectives as one-third
of participants had a decline of their pre-test and post-test scores. However, there were two-thirds of
participants have improved their mastery level of adjectives. Yet, the scores were lower than the
experimental group participants. Research shows that the traditional teaching practices, which have
an inclination towards a teacher-centred teaching, tend to adopt a one-way communication, and have
been proven a failure when it comes to developing learners' thinking abilities as well as exploiting
their true potential (Maruli & Wayan, as cited in Salmiza Saleh & Afik Aziz, 2012). Thus, teachercentred approaches that are still widely used in Malaysian classroom settings such as chalk-and-talk
drill method will bore the pupils and demotivate them in learning adjectives as they are playing the
role as a passive recipients instead of active learners in teacher-centred classroom (Rocca, 2010, as
cited in Alireza Memari Hanjani & Li, 2017).
4.2

RQ2: What are the Malaysian Year 4 ESL learners’ perceptions towards Flipped
Classroom Approach?

A set of questionnaire adapted from Bell (2015) and Johnson (2013) were given to 10 pupils in the
experimental group to answer the second research question of this study and the results are shown in
Table 3 below.
Table 3: Malaysian Year 4 ESL learners’ perceptions towards Flipped Classroom Approach
No.

Item

Strongly
Disagree

Disagree

Not sure

Agree

Strongly
Agree

Weighted
Average

1

Flipped Classroom Approach is more
engaging than the lessons I had before.

0.00%
0

0.00%
0

0.00%
0

70.00%
7

30.00%
3

4.3

2

Flipped Classroom Approach has
improved my mastery of adjectives.

0.00%
0

0.00%
0

10.00%
1

60.00%
6

30.00%
3

4.2

3

I am more motivated to learn English
adjectives in Flipped Classroom
Approach.

0.00%
0

20.00%
2

0.00%
0

40.00%
4

40.00%
4

4.0

4

I like the routine of reading the materials
at home and then doing activities about
them in class.

20.00%
2

10.00%
1

20.00%
2

40.00%
4

10.00%
1

3.1

5

I could study at my own pace in Flipped
Classroom Approach.

0.00%
0

0.00%
0

0.00%
0

50.00%
5

50.00%
5

4.5
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6

Flipped
Classroom
Approach
encourages me to work with my
classmates actively.

0.00%
0

0.00%
0

0.00%
0

40.00%
4

60.00%
6

4.6

7

I contacted with my teacher more often
in Flipped Classroom Approach.

0.00%
0

0.00%
0

10.00%
1

30.00%
3

60.00%
6

4.5

0.00%
0

20.00%
2

0.00%
0

50.00%
5

30.00%
3

3.9

20.00%
2

40.00%
4

0.00%
0

10.00%
1

30.00%
3

2.9

0.00%
0

0.00%
0

0.00%
0

30.00%
3

70.00%
7

4.7

8

9

10

I was able to apply what I have learnt in
the Flipped Classroom Approach into
real life settings.
I needed academic and technical
assistance in Flipped Classroom
Approach.
Overall, I prefer learning English
adjectives via Flipped Classroom
Approach compared to traditional
approach.

There were seven items that assessed learners' general perceptions of the Flipped Classroom
Approach. Item 1, 2, 3, 6, 7, 8 and 10 addressed general Flipped Classroom Approach application. In
addition, there were three items in this questionnaire which examined how learners felt about being
in a classroom that was self-paced, namely Item 4, 5 and 9.
Participants’ general perceptions on Flipped Classroom Approach application
Based on the findings from the questionnaire, it is found that all participants have positive perceptions
towards Flipped Classroom Approach in learning English adjectives as the participants strongly agree
(mode=7) that they preferred learning English adjectives via Flipped Classroom Approach compared
to traditional classroom approach with a weighted average of 4.7. Most of the participants also agree
(mode=7) or strongly agree that Flipped Classroom Approach is more engaging than the lessons they
had before. When utilizing Flipped Classroom Approach in a language classroom, some of the authors
(Hung, 2015; Mehring, 2016) noted that more time was spent using the target language during the inclass activity. Their findings were also agreed by the participants that this approach encourages them
to work with their classmates actively (mode=6). Marks (2015) notes that the flipped classroom leads
to an improvement in discussion during the in-class activity, which can be connected with the aim of
the subject of English. Moreover, the flipped classroom creates well-suited environments where
discussions can take place as the in-class activities aim at all learners being engaged, applying
concepts and sharing ideas (McLaughlin et al., 2016). This classroom environment results in the
effective application of the grammar knowledge into real life settings as shown in Item 8 whereby
80% of participants find themselves able to apply the knowledge obtained via Flipped Classroom
Approach into real life settings.
Another recurring finding from the questionnaire is the discussion about whether Flipped Classroom
Approach enhances teacher and learner relations due to allowing more time for learners’ individual
needs. Based on the finding in Item 7, it is found that there were 30% and 60% of participants agreed
or strongly agreed respectively that they contacted their teacher more often by Flipped Classroom
Approach. It is common that a teacher finds difficult in helping each learner in an ESL classroom of
at least 30 pupils as found by Muldrow (2013). Hence, incorporating Flipped Classroom Approach
in teaching may allow more one-on-one time for each learner’s individual needs, which correlates
with the rationale behind the method (Muldrow, 2013).
Participants’ perceptions about being in a classroom that was self-paced
Despite increased learner engagement, the transition from passive to active learning, as well as the
transition from a teacher-centred to learner-centred environment are factors that some of the sources
note as obstacles for the learners when utilizing Flipped Classroom Approach (Butzler, 2016;
McLaughlin et al., 2014). Consequently, learners will need guidance in a flipped classroom in order
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to achieve a successful outcome. There were 30% of participants who strongly agreed that they
needed academic and technical assistance throughout the intervention of Flipped Classroom
Approach. The research participants’ lack of literacy in technology at home might become one of the
barriers (Nielsen, 2012) in which they might not be able to access the materials provided by the
researcher. Engin (2014) states that learners must have the support of a teacher when carrying out
various projects that Flipped Classroom Approach requires in order to accomplish the tasks assigned
by the teacher on the online portal flawlessly.
One of the important features found when applying Flipped Classroom Approach is the increase in
responsibility that learners gradually learned to take for their own learning at their own pace (Ali &
Säberg, 2016). This led to learners being involved in their own learning as well as adjusting the
learning to fit their own needs (Hung, 2014; Muldrow, 2013). There is a weighted average of 4.5 out
of 5 in Item 5, which shows that all participants in the experimental group agreed and strongly agreed
that were able to study at their own pace in Flipped Classroom Approach. This result indicates that
Flipped Classroom Approach has promoted learners’ empowerment, development, and ability to
learn independently or at their own pace (McLaughlin et al., 2016; Galway et al., 2014). This finding
is also relevant to the findings of Muldrow (2013) and Gudenrath (2014) in which they find that using
educational videos as one of the instructional methods in Flipped Classroom Approach saved the
teachers’ time from having to explain the same content over and over again, and also allowed learners
to access the materials again at their own pace.
However, since this approach differs from the lessons the learners had before, there were 50% of
them strongly disagree, disagree or unsure whether they like the routine of reading the materials at
home and then doing activities about them in class. This finding is supported by Hao (2015) that not
all learners are ready for the responsibility that the approach requires. There are studies which show
that the pupils did not get used to the routine of Flipped Classroom Approach (Schultz, Duffield,
Rasmussen & Wageman, 2014). The learners were not self-disciplined to complete the required
homework and came to class unprepared (Herreid & Schiller, 2012). Therefore, McLaughlin et al.
(2016) states that having pupils do the pre-work in order for the in-class activity to be as beneficial
as possible is one of the challenges of implementing this approach in classroom settings.
For the answer to the second research question in this study, it can be interpreted from the findings
of questionnaire that most learners responded positively that Flipped Classroom Approach supported
their learning. Students found that they had further opportunities to communicate with their
classmates and teacher, finish their homework in class, and to engage in meaningful classroom
activities. Nonetheless, some of the learners might not get used to the routine of reading the materials
at home and then doing activities about them in class. Also, they might need necessary academic and
technical assistance in Flipped Classroom Approach to complete the tasks assigned by the teacher.
5.0

CONCLUSION

It is important to mention that the results of the study are limited by the sample size, the characteristics
of the subjects, the length of the study and the selected grammatical item used in the study. Within
these limitations, it can be concluded that Flipped Classroom Approach is effective in developing
Malaysian Year 4 Chinese ESL learners’ mastery level of English adjectives. These results support
the indicators of success Flipped Classroom Approach studies revealed in other contexts. This study
also found that learners hold positive perceptions towards the Flipped Classroom Approach as it gave
them more opportunities to communicate and collaborate with their peers and helped them to support
their understanding of the lesson by accessing the online materials on Edmodo. To sum up, the results
of the study can provide the basis for many other treatments based on Flipped Classroom Approach
to develop different skills in different language learning contexts in the Malaysian Primary ESL
classroom. Therefore, the researcher recommends carrying out more studies to discover how Flipped
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Classroom Approach can be employed for more effective teaching and learning in the Malaysian
Primary ESL classroom.
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ABSTRACT
Among the themes of research on pronunciation learning and teaching, the efficacy of
pronunciation instruction has received extensive interest as it is “one of several areas
in the domain of instructed second language acquisition that carries significant
potential to inform both theory and practice” (Lee, Jang, & Plonsky, 2015, p. 345). Yet,
studies on this topic have produced mixed results although significant improvements
have been reported in many cases (Thomson & Derwing, 2015).The current paper looks
at L2 pronunciation teaching from the point of view of the language learner. Key issues
under study include language models, and teaching techniques and activities. A survey
was conducted on 157 first year English major students at a university in Vietnam,
investigating into the presence of those factors in the pronunciation classes and the
extent of their impact on learning. Quantitative data were analyzed and major trends
were identified. Findings reveal learners’ expectations of the teacher as well as their
perceived evaluation of the available classroom activities and teaching approaches.
Several implications will be made so that L2 teachers can help their students learn
pronunciation more effectively.

1.0

INTRODUCTION

According to Levis (2005), the decision as to which approach to adopt towards
pronunciation teaching still largely depends on the teachers’ ideology and intuition.
Some teachers tend to minimize or even leave pronunciation instruction out of their
lessons. On the other hand, some others are finding ways to integrate pronunciation into
their language classrooms. However, the latter group still find the job formidable since
“teachers’ positive declarations and attitudes to L2 pronunciation are insufficient for
implementing pronunciation teaching” (Szyszka, 2016) and “there is no agreed upon
system of deciding what to teach, and when and how to do it” (Darcy, Ewert, & Lidster,
2012).
Even more importantly, there is more often than not a disparity between teacher
cognition of and learner perspective on key issues such as what should be taught and
learnt and how it should be taught. So, it is worth understanding the learners’ views of
beneficial language models and workable techniques and activities, thus, some general
guidelines can be given to the pronunciation teachers to ease their jobs.
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2.0
2.1.

BACKGROUND
Pronunciation models

Rogerson-Revell (2011) defines a pronunciation model as “a set of standard
pronunciation forms for a particular accent” that can be used as “a point of reference or
guideline” (p. 8). Until recently, target models for teaching English have been native
speakers from such countries as the United States, Great Britain, Ireland, Australia,
Canada, New Zealand, and South Africa (Levis, 2005).
There are several reasons why native speakers should not be considered as the
only models for pronunciation teaching. First, while “the best instructor is the person
with a detailed practical knowledge of both the L1 and L2 phonetics” (Walker, 2001,
p. 8), this is often not the native speakers (Setter, 2008). Second, many varieties of
English are not intelligible even to other native speakers, let alone non-native users
(Jenkins, 2000). Finally, the vast majority of English language teachers are now nonnative speakers of English (J. Miller, 2009, p. 176).
In addition, there are good reasons why non-native teachers of English should
be included as models for pronunciation instruction. Murphy (2014) identifies two
advantages of working with nonnative English language samples: they seem to be more
aspirational and accessible models as well as more relevant to learners’ pronunciation
needs when their learning goal is not attaining a native-like accent. In addition, recently,
Levis, Sonsaat, Link, & Barriuso (2016) conducted a study on how native and nonnative
teachers affect L2 learners’ performance. The results offer encouragement to nonnative
practitioners in postulating that instruction on pronunciation skills is more dependent
on knowledgeable teaching practices than on nativeness.
2.2.

Techniques and tools for teaching L2 pronunciation

Celce-Murcia et al. (2010) provide a comprehensive list of techniques which
have traditionally been used to teach pronunciation, and which, therefore, are quite
common. These techniques, some of which are listening and imitating, phonetic
training, minimal-pair drills, tongue twisters and reading aloud, tend to focus on
accuracy at the word level. Moreover, most of them may not guarantee improvement in
spontaneous speech situations as the materials used are often scripted.
In the new era of language teaching when pronunciation has become an integral
part of not only the whole curriculum but also every single lesson, modern techniques
and activities have been devised in the hope to bring more success in teaching L2
pronunciation. However, there are several concerns regarding the extent to which the
new ideas can bring changes to the pronunciation classroom. First, it is unfortunate that
the new techniques, activities and tips are not readily accessible to all L2 teachers
around the world. Second, and consequently, the new ideas have not been widely
implemented and evaluated by either the teachers or the learners, so they remain lacking
grounding in reality. This may help to explain a phenomenon that Szyszka (2016)
notices: Many teachers report knowing a variety of techniques but still use reading
aloud and repetition more often than the others. Finally, Lear (2011) admits that “there
is a significant disparity between learner and teacher beliefs about the use of language
learning activities” (p.131), but while a large body of research has been done from the
point of view of the teachers, learners have rarely been asked for their opinions about
what they find useful.
178

Goodwin (2014) claims that L2 teachers make use of a variety of tools to
enhance learning. The tools may range from inexpensive to more costly ones, and from
simple to more sophisticated objects that take more time to prepare. Different gadgets
and props like a feather, a match, a piece of paper, or a rubber band can be used for
describing certain features such as aspiration, stressed and unstressed syllables.
Cartoons and comic strips could be effective in introducing minimal-pair contrasts or
suprasegmental features such as linking, intonation and prominence. Games can help
engage learners in classroom activities and maintain their attention to target forms.
Another excellent tool for motivating learners and practicing pronunciation is songs
and chants, which are believed to be useful for teaching stress, linking, intonation, and
reduced forms (S. F. Miller, 2006). Other resources for presenting suprasegmental
features are jokes, riddles, poetry and rhymes. In modern days, one of the most
important tools for teaching pronunciation is instructional technology which includes
audio-recordings, video-recordings, software and the Internet. Even though technology
should not be considered as a replacement for the L2 teachers, it does bring benefits to
pronunciation learning (Celce-Murcia et al., 2010; Goodwin, 2014).
2.3.

The use of feedback

Feedback, in providing learners with error correction and metalinguistic
information, may facilitate L2 acquisition (Donesch-Jezo, 2011). In the field of
pronunciation, research has shown that corrective feedback – feedback that indicates
the error and / or provides the correct form – contributes to improvement in L2
phonological acquisition (Lee et al., 2015). In reality, many teachers limit or neglect
giving feedback on learners’ pronunciation for several reasons: time constraint, a lack
of knowledge of how to give feedback effectively, and the uncertainty of what to do
and when to do it in giving feedback on learners’ pronunciation (Baker & Burri, 2016).
However, teachers who do give feedback believe that it is the key to enhancing learner
comprehensibility. Findings from Baker & Burri (2016)’s study, which examined five
experienced teachers’ beliefs about the role of feedback, reveal that both instructor and
peer feedback is important and that feedback can be given in various ways: written or
via voice recordings, individually or whole class. My concern here, again, is that it is
still unknown as to which type of feedback was preferred by the learners. This concern
should not be taken for granted if we would like to manipulate feedback to facilitate
pronunciation learning.
3.0
3.1.

THE PRESENT STUDY
The research questions

1. How do learners perceive the non-native pronunciation teacher as a language
model?
2. How do learners evaluate different types of L2 pronunciation teaching
techniques and activities?
3. How do learners evaluate teacher feedback in learning L2 pronunciation?
3.2.

The participants

The participants in the current study were 157 first-year English majors at a
university in Vietnam. At the time of the study, they were all enrolled in the compulsory
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nine-week Pronunciation Practice course. The class met once a week and each session
lasted about four hours. There are two main reasons why these students were recruited
for my project. First, as they were receiving intensive instruction on pronunciation, they
would have a better understanding of the issues related to pronunciation learning (e.g.
terminology, learning activities, teaching techniques, and so on). As a result, it would
be more convenient for them to answer the questionnaire, and their responses would
also be more relevant. Second, with a focus on and an aim at improving their
pronunciation, these students were expected to be more concerned about the research
and thus give more reliable responses.
3.3.

The questionnaire

There are three parts in the questionnaire: the first one addresses the learners’
views of the non-native language model, the second aims to investigate their
perceptions of the teaching techniques and tools used by their teachers, and the last one
looks into their evaluation of the feedback they received in class.
In developing the first section, I wanted to find out how the participants value
the existence of the non-native speaker teacher in their class. A four-point Likert scale
is used in this question. Section two, which consists of 13 items, asks the participants
to evaluate the use of different activities, techniques, tools, and technologies in their
classes. The last part of the questionnaire, which comprises seven items, is devoted to
the availability of teacher’s feedback, specifically when, to whom and how it is given.
A semantic differential scale is employed in the last two sections, but the N/A (Not
Applicable) option is also included in case a certain activity is not used in the surveyed
classes.
3.4.

The procedure

The survey was administered on the dates the students had to sit for the
midterm-test of the pronunciation course to secure the largest possible number of
participants. On the test dates, after leaving the exam room, the students were led to
another room. After having a short break, each of them was given a copy of the
questionnaire, which took them from 30 to 45 minutes to finish. I was always around
the area to offer help or answer queries when needed. Each of the participants received
a shopping voucher upon returning the completed questionnaire to the researcher. The
data were then fed into SPSS for analysis, from which statistical results were retrieved.
4.0
4.1.

RESULTS AND DISCUSSIONS
Demographic data

157 questionnaires were returned to me; however, in entering the data into
SPSS, I found out that 5 of them were incomplete. In other words, several sections in
the questionnaires were left blank. So, I had to discard those questionnaires and was
left with 152 respondents. This group of participants are at very similar ages. 148 of
them are aged 18-19 while only 4 have just reached 20. The majority of them are female,
at 84.2 percent, while male students account for only 15.8 percent. This inequality is
commonly found among degree programs in foreign languages at universities in
Vietnam. Apart from 11 participants who did not specify their hometowns, the
remaining 141 come from 33 different provinces of Vietnam. Ho Chi Minh City is home
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to the highest number of students, with 28 individuals while Binh Thuan and Dong Nai
occupy the second and third places, with 13 and 12 respondents respectively. Gia Lai
and Phu Yen each sees 8 young people attending the school while the other areas only
have a few freshmen this year.
4.2.

The non-native teacher as an L2 language model

On the one hand, responses to the first two questions reveal that learners still
value native speaker teachers over their non-native counterparts. To be specific, 63
percent of the participants reacted negatively (either Strongly Disagree or Disagree)
when asked if it was acceptable for their pronunciation teacher to speak English with a
non-native accent. More extremely, 98 percent of them said that they would like to
study pronunciation with a native teacher if possible, with 70 percent choosing
“Strongly Agree”.
On the other hand, findings show that learners do acknowledge the benefits of
studying with a non-native teacher. 75 percent of the respondents either agreed or
strongly agreed that one of the strengths of non-native teachers is their knowledge of
both English and Vietnamese while even a higher percentage – 92 percent – admitted
that non-native teachers can be good models because they can share their learning
experiences with the students.
What should be concerned here is the fact that there seems to be a conflict in
learners’ responses. Why do they still find it unacceptable for pronunciation teachers to
speak English with a non-native accent despite their acknowledgement that those
teachers can be good models? Why do they still want to study from native teachers
despite the distinctive benefits given by the non-native ones?
A closer look at the findings can provide different insight into the situation. First
of all, these students might be aiming at achieving a native-like accent. Such a target
might have caused them to have a prejudice towards any non-native accent, especially
the one spoken by their pronunciation teacher, who is supposed to speak the L2
natively. Alternatively, learners may have high expectations of their teacher, who, as a
language model, should have a native like accent. Their attitude is not unusual, since
not any particular non-native language sample could be used for instructional purpose.
Murphy (2014) asserts that “samples of nonnative English speech are useful as
pronunciation models as long as they are intelligible and comprehensible” (p.258).
Another possible explanation for their negative reaction is that they may have mixed
up a non-native accent and a non-standard accent. In other words, they may not
understand that a native accent can be non-standard while a non-native one can still be
standard.
4.3.

Usefulness of different teaching techniques and tools

The respondents were asked to rank the techniques and tools according to their
usefulness in improving their pronunciation. They were also reminded that if a certain
activity / tool was not used in their class, they should choose N/A (Not Applicable).
Findings show that the most useful technique is minimal pair drills (Mean=4.42),
followed by IPA practice (Mean=4.36) and repeating after models (Mean=4.17). In
contrast, the three least useful ones are using clapping and tapping (Mean=2.48), visual
aids (Mean=2.89) and teacher’s explanation of theoretical concepts (Mean=3.14). Table
1 shows the mean scores for all techniques and tools. The percentages of those who
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selected N/A for certain items are also listed in the table, since they do raise some issues
which will be discussed below.

Table 1: Learners' evaluation of teaching techniques and tools
Teaching techniques / tool
Teacher’s explanation of concepts
Teacher’s use of visual aids
Repeating after models
Minimal pair drills
Use of clapping and tapping
Teacher’s use of songs, poems, jokes, etc.
Doing IPA transcription practice
Role-playing
Pair/group work
Watching films/video recordings
Dictation exercises
Playing pronunciation games
Teacher’s use of Internet materials

Mean
3.14
2.89
4.17
4.42
2.48
3.22
4.36
3.59
3.96
3.24
3.39
3.30
3.66

% of N/A
6.6
18.4
0.7
2.6
21.1
13.8
3.3
6.6
2.6
14.5
7.9
13.2
7.2

The most important point drawn from the findings is that learners tend to value
traditional techniques and tools (Celce-Murcia et al., 2010) over more innovative ones.
Activities such as watching films and video recordings, playing games and using
materials from the Internet receive only average scores. The first possible explanation
for this is although the teacher did attempt to use the techniques and tools in their
classrooms, they may not have succeeded due to a lack of pedagogical guideline, as
mentioned earlier in the Background section. Second, and even worse than the first
case, it can be seen from Table 1 that the proportions of respondents who revealed that
these techniques/tools were not used in their classes are quite high in comparison with
the figures for the others. 14.5 percent chose N/A for watching films/video recordings
and 13.2 percent did so for playing games. The same situation happens to the use of
clapping and tapping and visual aids – the two least useful techniques in the view of the
learners. In fact, this figure is the highest for these two items, at 21.1 percent and 18.4
percent respectively. So, my question is whether the participants did not highly value
such techniques and tools because they were actually not very useful for learning
English pronunciation, or because learners did not have much experience learning with
them due to the teacher’s ineffective use or even non-use of them in the classroom. The
answer to this question requires further study.
4.4.

The use of feedback

In responding to the question in this part, the participants also rated the
techniques according to their usefulness in learning English pronunciation. If a
particular activity was not used by their teacher, they would choose N/A. Results show
that in general, learners highly value immediate feedback, individual feedback and
delayed feedback; mean scores are 4.31, 4.26 and 4.12 respectively. However, they
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consider private feedback the least useful, giving it only 2.78. Table 2 gives data on the
mean score and the percentage of the respondents selecting N/A for each item.
Table 2: Learners’ evaluation of teacher feedback
Type of feedback
Immediate feedback
Delayed feedback
Individual feedback
Group feedback
Feedback given in front of the class
Private feedback
Teacher’s encouragement of peer feedback

Mean
4.31
4.12
4.26
3.34
3.86
2.78
3.35

% of N/A
1.3
0.7
1.3
6.6
2.0
14.5
9.9

A comparison of the mean scores of the contrasting types of feedback lead to
interesting findings. First, learners seem to not care about being interrupted, as they
prefer immediate feedback to delayed one. Second, individual feedback is far more
useful for them than group feedback, with a mean score of 4.26 for the former in
comparison to 3.34 for the latter. Similarly, feedback given in front of the class is much
more highly valued than one given privately, their mean scores are 3.86 and 2.78
respectively. Based on the findings, it can be argued that students love to have their
(mis)pronunciation corrected by the teacher, and they want to receive feedback
immediately and individually. My only concern here is the unexpected low value
attributed to private feedback. However, when the number of N/A responses is taken
into account, it seems that this concern can also be addressed in the same way as in the
previous section. Specifically, 14.5 percent of the students informed that their teacher
did not provide any private feedback, so they could not say whether or not it was useful
for their learning.
5.0

CONCLUSION

The present study has shown that Vietnamese adult learners of English still
value native speaker teachers of English over non-native ones in learning
pronunciation. Additionally, traditional teaching techniques, tools and activities are
perceived to be more useful for them. Last but not least, feedback given by the teacher
is important in helping them to improve their pronunciation.
This research also has a number of implications for L2 pronunciation teachers.
Firstly, it is vital that teachers themselves be cognizant of the intelligibility principle,
consider it the new target for teaching and then make learners aware of this new goal.
Murphy (2014) claims that it is unfair and unethical for teachers to make their learners
believe that they will ever be able to achieve native-like pronunciation. They ought to
aim at a more realistic and achievable goal for learning: being intelligible. This, in turn,
is expected to lead to more acceptance of the non-native speaker teacher as the language
model in the classroom, since instruction on pronunciation skills is more dependent on
knowledgeable teaching practices than on nativeness (Levis et al., 2016).
Also, the new learning goal and the non-native language model should not be
understood as a negation of the value of native speech samples. In fact, it is
recommended that learners be exposed to as many different native speakers’ voices as
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possible so that their perceptual learning and listening skills become more robust
(Bradlow et al., 1999). This can be done easily in modern days thanks to advances in
recording technology and the vast availability of audio and audio-visual resources.
Last but not least, the decision on what activities or techniques to be used in the
classroom should be consulted with the learner, and for the learner’s sake; this decision
should not be based on only the teacher’s knowledge, assumption, or in the worst way,
convenience. It would be a good idea if the teacher understood the learners’ preferences
so that appropriate tools could be employed for stronger learning motivation to be
created and thus better outcome to be yielded.
This paper only reports part of the results of the quantitative phase in a mixed
method study on factors that affect success in L2 pronunciation learning. Its limited
scope does not allow further insights into possible correlations between the issues under
discussion, namely language models, teaching techniques and feedback, and other
factors such as learning goals or teaching contents. Also, there is no opportunity for the
researcher to discuss findings gained from the follow-up qualitative study, which will
help to address unresolved issues identified in this paper. However, they will be
reported in future papers.
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ABSTRACT
It is important to remain relevant in this era of rapid change when there is a transformation in the
style of communication from face-to-face (F2F) to a non-face-to-face (NF2F) scenario. In the era of
the Industrial Revolution 4.0, practising virtual communication skills using the latest mobile
gadgets becomes the most desirable future scenario among new netizens. Hence, Education 4.0
poses the needs for 21st century communication competencies when approaching complex
challenges in students' lifelong learning. This paper will share the findings from a study that
examined the student acceptance and feedback on changing the game in speaking approach by
using 'My Speaking App. This app is a practical application that can be used by language learners
at any time and anywhere in a very flexible way. Language users would have a new experience with
this interactive app which engages students by setting communication skills assessments that allow
them to customize and record their own voice in the app. "My Speaking App' could be a part of 4.0
education drivers, which involves the integration of future soft skills, digital networks, and audio
devices. The findings indicate that most students showed positive acceptance towards the changes
in the approach used. Therefore, it is hoped that this paper could give an outlook of further steps
that are needed for language learners to adopt new technologies in higher education. A mobile
application offers ubiquitous learning for language learners to prepare themselves not only as
skilled communicators but also confident language users.

1.0

INTRODUCTION

The way humans communicate have changed due to the existence of communication tools
such as smart phones, iPad, tablets, smart watch etc. Communication companies like Huawei,
Oppo, and Apple etc. are competing with each other to innovate and upgrade the quality of their
products by integrating artificial intelligence into their phone software. The impact of this
technology has changed the lifestyle of the Netizens nowadays. They rarely communicate with each
other face-to-face (F2F) even when they are together. As they are surrounded with these tapestries
of gadgets, they are more interested in using smart phones to connect with the others. Nowadays,
technologies have eased their life by offering many applications that can be uploaded from the
Google Play store such as education, travel, business, Google search etc. In a simple statement,
everything can be done just by using smart phones. People no longer need a computer, which is
difficult to carry due to its size and weight, to complete their work. As the transformation of 4.0
Industrial Revolution requires implementation of sophisticated and current technologies in human
life, thus education fields should also be in line with this requirement. As stated in the 2018
Mandate of 4.0 education by the former education Director, “First, the learning setting should be
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redesigned with the new technologies. Secondly, a tapestry of pedagogies is obligatory, which are
heutagogy (self-determined learning), paragogy (peer-oriented learning) and cybergogy (virtualbased learning). Thirdly, the curriculum had to be fluid and organic. Fourthly, all of the
aforementioned should integrate the latest learning and teaching technologies.”
This highlights the educator’s roles in ensuring the achievement of education 4.0. Educators
have to be creative and innovative besides being knowledgeable, able to think forward and leave all
the
conventional
approaches
behind.
As
stated
by
Peter
Fisk
(2017,
https://www.thegeniusworks.com/2017/01/future-education-young-everyone-taught-together/) “We
should have our own vision; what do we want to achieve and how we can make the world better and
find the knowledge and skills whenever we need it”. Therefore, researchers found there is a need to
change the communication games from face-to-face (F2F) to a non-face-to-face (NF2F)
environment. Language learners will have their speaking practices just by using the smart phone
application ‘My Speaking App’ (MSA) without attending any oral classes as practiced in a
conventional method. As 4.0 Education prefers a virtual learning environment, the existence of the
lecturer appears as virtually. The conventional teaching and learning language class need to be
changed too, even not as a whole, but as alternative ways as it take into account of students learning
time (SLT) to study. Besides, communicating in English language is still considered a nuisance to
most students. Although they have been exposed to this language since their childhood, they are
still afraid and less confident to speak among friends and people around them. Thus, speaking
through mobile app is possible to be implemented as it offers new way of learning, stress-free, and
authentic speaking practices with the integration of artificial intelligence in it.
1.2

PURPOSE OF THE STUDY

The main purpose of this study is to create a technology-based English learning module as
well as a transformation from a conventional to virtual teaching and learning English approach.
Mobile application ‘My Speaking App” (MSA) is designed and developed based on its suitability to
the netizens’ lifestyles and learning styles nowadays. This app is created for personalize learning
and NF2F communication practices to overcome the language learners’ problem and difficulties in
using the language in class. This problem occurred when they did not have enough time to practise
using the language in F2F class because of the time constraint (Fazilawati & Supyan 2017).
Therefore, the objectives of this study are:
• To determine the most preferable learning tool in learning the speaking skills
• To examine the student acceptance and feedback on the use of ‘'My Speaking App' as a tool
for NF2F speaking practices.
• To analyze if there are any significant differences in students’ speaking performance before
and after the use of My Speaking App (MSA) and My Group Discussion (MGD).
2.0

LITERATURE REVIEW

As mentioned in the introduction, the ex-Higher Education Minister Datuk Seri Idris Jusoh
(2018) urged the need of having lessons or classes without the lecturing concept. Thus, the
researchers find that M-Learning approach aligns with this concept, as learners learn by using their
own smart phones at anytime and anywhere in a flexible way. However, Kulkuska Hume and Bull
(2009), stated that technology developers of language learning overlooke some of relevant theory
and empirical findings. Thus, Reinders and Pegrum’s (2016) reminded that the evaluation parts of
any language application should consider the discussion of the findings of both SLA and
pedagogical approach.

2.1

Related theories
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The classical approach of grammar –translation method of language teaching and learning has
become a popular method in the 1950s, such as memorizing, drilling and repetition (Brown, 2007).
However, this behaviorism does not apply the social element in language learning. In contrast, the
Constructivist theory views language learning as a social activity. Therefore, this study emphasizes
on the notion that language is a tool of communication which focuses on self-learning process
(constructivist cognitive theory by David et al., 1999) and collaborative learning process (social
constructivist theory). This means that students need to work hard to lead, form and access their
own learning. According to Heil, Wu, Lee, and Schmidt (2016) knowing words and structures does
not enable them to use it meaningfully. They also added that, learner’s communicative competence
can be taught in term of ‘expression, interpretation and negotiation of meaning’ (Sauvigonon,
2002).
Therefore, in this study, MUET (Malaysian University English Test) candidates should
involve themselves in the training or activities provided in MSA, for example by understanding the
notes or rules before the MUET speaking test is conducted and recorded the audio through the
exercises provided. The second element in the constructive theory social work by Vygotsky (1978)
focuses on collaborative learning. From the researchers’ observation, private MUET candidates are
less willing to become self-directed learners because of different educational backgrounds. Sun and
HK Cheng (2007) analyzed relationships through the theoretic framework that led to the principal
design which needed to improve the quality of web-based learning. Therefore, app designers need
to design a language learning module that is interactive for second language learners.
Knowles et al. (1998) argue that in order to be independent students, they have to equip
themselves with certain skills. Although they learn individually in this MSA mobile application,
they have to be guided and will be evaluated through the Telegram or WhatsApp group discussion.
As stated by Maslawati Mohamad et al. (2014), the presence of colleagues in collaborative learning
has led the students to learn new skills. Throughout their process of learning English skills,
respondents build new knowledge when they face problems raised in MSA. Bradley and Bradley
(2004) state that there are three types of scaffolding that are very effective for language learners,
namely facilitating language use; completing the questions to something rather than generalization;
and using visuals. In the MSA module, the researchers provide a medium to learn virtual English in
a more relaxed, stress-free atmosphere whereby learners can undergo self-directed learning without
attending formal classes. The Zone of Proximal Development (ZPD) provides them with
opportunities as independent learners based on their ability. It is supported by constructivism in the
learning of cognitive strategy, self-regulation and problem solving through social construction
learning opportunities (Gredler, 1997; Savery & Duffy 1995; Slavin 1994; Steffe & Gale, 1995). In
conclusion, it is hoped that the values embodied in MSA could be one of the ways to help the
language learner to upgrade their speaking proficiency.

2.2 The Importance of Language Function/ Expression in Verbal Communication.
Joanna (1993) defined communication as the ability of one human being to get his thought
across to another by verbal means. This becomes an important element in individual presentation or
in a group discussion such as MUET oral practices or test. We need language in order to
communicate. Mastering communicative or speaking skills is not an easy task if the language
learner lacks experience and effort in using the language. In fact, they have been exposed to and
grew up with this second language, yet they are still unable to use the language fluently. Difficulties
in delivering ideas or discussing on certain issues in English language become the main problem for
them to use the language. The requirement to produce graduates who can speak good or fluently in
English is a high demand of 4.0 Industrial Revolution.
Verbal communication helps language learners meet various needs if they are able to
express themselves. The MUET oral test becomes a benchmark for pre-university students,
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undergraduates and graduates to measure their English proficiency level. MUET candidates are
evaluated on their opinion about the issue raised in the test within a time frame given. They will be
evaluated based on three main criteria such as task fulfillment - whether they talk about the topic
raised; language organization- the correct use of tenses, vocabulary and sentence structure; and
communicative ability- body movement, confident level and eye contact. Hence, evaluating
someone’s opinion is very subjective because different people have different thought or point of
view. Thus, it is difficult to set an artificial intelligent or a machine in creating codes to assess what
is right and wrong. As a solution for this problem, the researchers decide to evaluate only on one
part of the communicative or speaking skills, which is the use of language expression.
Holmes (2002) states that communication does not only reflect the speaker occupation or
profession, level of education, but also his/her social status in the society. Hence, the importance of
politeness in communication is also highlighted. The researchers found that it is important to
highlight the use of language, expression in the individual or a group discussion besides conveying
an effective meaning in his/her point of view. This is important in ensuring that students are not
only fluent but also courteous in communicating, especially in the era of Industrial 4.0 which is
surrounded by technology that changes human social life and way of communication. Holmes
(2002) stated that, “generally speaking politeness involves taking account of the feeling of others”.
Therefore, the use of language/social expression in communication will portray the speaker’s
courtesy in using the language and also helps the listener for a better understanding of the topic
discussed. Furthermore, this element is also important in evaluating one's communicative ability
criteria, as well as assessing her task fulfillment when she presents her point of view on some issue.
According to McKay, Davis, and Fanning (1995) language has many functions such as
language for expression, powerful, fun, dynamic, and relational. Each language function requires
different modes and scenario. For example expressive language helps us to convey ourselves and
what we need, such as the need to ask question, clarification, interrupt, and etc. As identified by
McKay, Davis, and Fanning, (1995) language is expressive, it helps us to question, ask, describe,
inform, persuade, and entertain others. Language also helps us to communicate our observations,
thoughts, feelings, and needs. Another example is fun language may be needed by the comedians as
their role is to make the audience laugh at what he/she says. Thus, the evaluation parts applied
artificial intelligence instead of human judgment because MSA will be used as a personalized
learning. The app will only identify the use of language expression in MSA when user recorded
his/her point of view in the application. The coding will be used to detect the numbers and types of
language expression used in order to reward marks.
2.3

M-Learning Concepts and Growth

There are various definitions and descriptions by past researchers on M-Learning intervened
by technological development. As an example, Brown (2003) explains that M-Learning is a subset
of E-Learning. E-Learning is a macro concept that involves online learning environments and MLearning. Keegan (2005) defines M-Learning as the provision of education and training using
PDAs,palmtops, mobile computers, smart phones and mobile phones. Hence, for Netizens growing
up surrounded by technologies (Fazilawati & Supyan, 2017), M-Learning approach is a suitable
way to be adopted for the learning of these new generations. As stated by O’Melley and Stanton
(2002) and Perry (2003), M-Learning is self-directed, interactive and able to connect each other in
the class. While Pinkwart et al. (2003) describe it as a collaborative learning, Irwan (2014) states
that M-Learning could be a supporting material which could help learners to complete their
assigned task, practices, information and as a needed tool which can be used at any time and place.
To conclude, M-Learning is any learning or training conducted using mobile gadgets such as
laptops, tablets, smart phones that enable learning to happen anywhere and anytime.
Technology innovation is mushrooming and competitive in its creation and its range of
capabilities is numerous and vast. Subsequently, the mobile technology has challenged the language
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learning software. With reference to Statistical Inc. (2015), educational apps cover about 9.95%
over a million of apps in Google Play store and Apple iTunes app store. The application is chosen
because of the huge ability that smart phones have, such as wide coverage, amount of memory card
and phone storage, graphics, images, audio and video recording, and etc. Even though the growth of
MALL in the use of application as a supported learning in the path of Education 4.0, Burston (2015
in Heil et al., 2016) found only 35 apps, which involve a number of subjects, were sufficient in the
duration of a month. Most of the language learning applications that exist concern more on
vocabulary learning with studies supporting the notion that mobile devices are efficacious learning
tools (Heil et al., 2016).
3.0

METHODOLOGY

A study was conducted to find solutions to the problems that arise in improving the
language learner speaking performance, especially for MUET candidates as preparation for their
speaking examination. My Speaking Apps was developed to meet the aforementioned objectives.
Rickey, Klein and Nielson (2005) summarize the differences between the two types of design and
development studies. Type 1 is a study of specific program products and designs, product
development / product prototypes and product evaluations. While Type 2 involves research on
processes involving design, development and evaluation processes. In this study, the researchers are
more likely to conduct Type 1 research that consists of various research and design methods, for the
project phase. The research phase involved in the teaching design system is based on the ISD and
ADDIE Model (Branch, 2009), among others such as requirement analysis (Phase 1), design and
development (Phase 2) and evaluation (Phase 3). The approaches used in this study are a
combination of qualitative and quantitative. A survey on needs analysis and the usability of the
applications were conducted for quantitative analysis. The subjects were lecturers, students and
experts. The Fuzzy Delphi method is used for the purpose of collecting 15 experts’ consensus on
the MSA from ICT, mobile and language expertise. Additionally, qualitative approaches were also
used to provide in-depth results to determine the design and activities, usage and benefit of MSA
and MGD. Data were collected from interviews, observations and document analysis as the focus of
this descriptive case study.
3.1

My Speaking App - Mobile Application

Mobile gadgets have become a survival tool for learning. In fact, Learning through mobile
applications can increase motivation and student achievement (Vogel et al. 2007). Hence, it is
necessary to design and develop mobile learning applications (mobile apps) for non-face-to-face
learning (NF2F) English language skills to enhance students' communication skills. MSA is
designed for the use of social expression usage and speaking practices. It is suitable for personal
learning where language user can use it in a flexible way. The objectives of the app are to provide a
new medium of NF2F environment in learning or acquiring the speaking skills. The learner can
record their answer, thoughts or opinion and listen to the recorded speaker from the app without
meeting their partner or friend to practise the speaking skills.
The aim of introducing MSA is to familiarize MUET candidates and the language learner
with certain language functions of English. MSA will expose them to real-life situations where
polite or correct expressions are used for apologizing, asking for clarifications, interruption, giving
descriptions, and etc. The other purpose is to provide language learners with adequate and
interactive practice in using the language expression to deliver their opinion on issues as a form of
personalised learning. The app consists of MUET speaking tips, grading criteria, lesson, practices,
enrichment exercises, vocabulary bank, YouTube simulation of MUET speaking test and MGD
link. The level of practices follow Bloom’s Taxonomy. It consists of 3 levels of assessment: 1.
Express the correct expression of the language; 2. Listen to the statement and state the right
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expression, and 3. Listen to interactive audio simulation as an example to the user with 5 situations
(questions).
Users are free to choose the situation and the type of candidate they want to be. Users can
record their opinion by using the microphone icon in the application. The scoring marks depend on
the use of the spoken expression and the amount of recording time. Then only they can move to the
level of exercises. The enrichment activities consist of 2 categories. The first assessment comes
with 5 high-level situations, in which users can choose the situation and types of candidate they
want to be. As evaluating an opinion is subjective, the designer has limitation in setting the score
marks. Users can check their marks depending on the amount used by the language expression in
the given duration of time of two minutes. The second assessment comes with 3 situations, users
can choose the situation and the types of candidates and send their recorded answer in the link
provided at the reference to the MGD. Users can contact the facilitator via the link provided either
by email address or via WhatsApp /Telegram platforms. Below is the Use Case Diagram, which
portrays the interaction of the system and the user or whoever that use the application and ways to
use it. The MSA application allows students to learn in personalised and free learning; begin at any
time and according to their own needs. As stated by Nawi (2014), users of the app are free to
explore into any part of the app without follow-up.
Access offline
- user free to
explore all
parts of MSA

Install
mymuetappk_v
i.apk in smart
phone

MY SPEAKING
APP

Listen to
correct
pronunciation

NF2F (Self-learning)

Record &
listen to own
voice

Acess online watch
Youtube

MGD link
facilitatin

Figure1: ‘Use Case Diagram’

Thus, the outcomes of MSA are:
• Encourage students to speak spontaneously in various social situations;
• Familiarize students with common functions of English language expression such as to
apologize, seek for clarification, to interrupt, etc.
• Provide students with a vocabulary bank for the correct pronunciation.
• Give students opportunities to record and listen to their own opinion and learn and detect
their mistakes.
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MOBILE
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PE MMSA

ANALYSIS
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IMPLEMENTATION

•

ALPHA TEST
PHASE
(FUZZY•DELPHI)

2

BETA TEST

GROUP OF EXPERTS
GROUP OF STUDENTS

EVALUATION
PHASE 2
THE IMPLEMENTATION & EVALUATION OF MOBILE APPLICATION ON ENGLISH
SPEAKING SKILLS (MSA) & GROUP DISCUSSION (MGD),
THE USABILITY TEST & THE EFFECTIVENESS OF THE APPLICATION
EVALUATION•
THE USABILITY OF THE MSA

MSA & MGD EFFECTIVENESS

TARGET
Application of Learning Theory
Teaching approach
Learning strategy
Multimedia Elements
Ease of use

TARGET

Group of student using the
MSA application independently
& actively in MGD.

MSA Acceptance

Student Achievement

Non-Face to Face (NF2F)
Figure 2: MSA & MGD Design & Development Framework

The above framework shows how the MSA and MGD have been implemented in this research
in NF2F environment. The students practised speaking just by using their smart phone and got
connected with the facilitator and other candidates through Telegram/WhatsApp group discussion
virtually (cybergogy). As MSA focused on personalize learning (heutagogy), MGD played the role
of scaffolding. Language learners were facilitated by the facilitator when they contributed their
thoughts and opinion about the task in MSA. The collaboration and peer-learning (paragogy) took
place in MGD. Users were put in a group of four as candidates A, B, C or D. They recorded their
thoughts and opinion, asked or clarified an answer through video or audio recording and sent
through the Telegram/WhatsApp platform. This process ended when everybody was satisfied with
the discussion (approximately 10 minutes). The facilitator then provided comments for each
candidate based on the grading criteria in MSA. Even when there was delayed time between the
discussions because users have to wait for the others to respond, they were able to replay the
conversation and detect their own weaknesses and language errors. They were also able to
overcome their shyness and fear because it was a stress-free environment. This benefited them
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compared to F2F communication when they hardly realized or saw their own mistakes. This NF2F
communication can be practised by students, regardless of place and time as it is cybergogy.
4.0

RESULTS & DISCUSSION

The following results answered the research questions in this study to indicate the changing
games in language teaching and learning process. Data were collected from among 163 engineering
students in one of the Engineering Matriculation Colleges. The graph below indicates the answer to
the first research question on the most preferred learning tool by 163 respondents in learning the
speaking skills. The lowest learning tool for speaking practices is by using reference books or
lecture notes (14.7%). The second choice is by using online resources such as E-Portal provided by
the college, web page, blog, and etc. (36.2%). The first choice of learning tool preferred by these
Netizens is by using mobile learning or application (49.1%). In conclusion, the respondents
preferred digital and technological resources for speaking practices. They also added in the
interview session that the conventional way of using reference book is costly as they had to pay for
the books, besides the weight and size that made it difficult for them to bring the books anywhere.
They also commented that they looked nerdy with the old fashion learning-style compared to the
use of smart phone. Downloading or installing any learning app on the phone could ease their life
and they could use it whenever they wanted to it no matter where they were. This shows that
Netizen social lifestyle influenced their learning style.

Online (E-Portal/Webpage/Blog)

Mobile Apps

Reference Books/Lecture Notes
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Figure 3: The Most Preferable Learning Tools for Speaking Skills
The graph below shows answers to the second research question on the student acceptance
and feedback on the use of 'MSA as NF2F learning tool for speaking practice. 163 (100%) students
responded positively that the MSA app could be used at any time of their choice and anywhere
according to their preference. 90% responded positively that they always used the MSA and MGD
as NF2F aural skills training. 84% responded positively that MSA helped them in using the correct
language expressions and increased their self-confidence in using English language in the group
discussions. All 163 (100%) students agreed that they were more comfortable in using MSA
compared to reference books. 84% responded positively that they liked the interactivity design
(audio and sound recording) found in MSA. 95% responded positively that they liked the design of
information presentation and the visual design in MSA. Lastly, 95% responded positively that they
liked the design of accessibility in MSA. Overall, students responded positively to the use of MSA
as NF2F learning tool in improving their English proficiency.

193

I like the design of accessibility in the MMSA.
I like the visual design in the MMSA .
I like the design of information presentation…
I like the interactivity design (audio and…
I'm more comfortable to use MMSA…
MMSA increased my self- confidence in…
MMSA helps me to use the correct language…
I always use the MMSA & MGD as NF2F…
I use the MMSA application anywhere…
I use the MMSA app at any time according to…
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Figure 4: The user acceptance and feedback on the use of 'MSA as NF2F learning tool
for speaking practices.
The next final graph reveals the answers to the third research question on whether there are
any significant differences in the mean scores before and after the use of MSA and MGD as the
latest tools in enhancing students speaking skills. The data were analyzed and triangulated
according to the use of language expression used by focus group of 38 respondents. Their speaking
presentations of two minutes were recorded before and after the exposure of MSA and MGD. The
numbers of language expression were recorded based on the listed items. It shows that there was a
significant difference between the two tests. The mean score for pretest is 14.4 with a standard
deviation of 3.687. While the average score for the post test was 34.8 with a standard deviation of
3.190. This concludes that the exposure of MSA and MGD affected the respondents speaking skills
in term of language expression usage. The interview data revealed that students admitted they were
more alert in using the correct language expression, especially in the group discussion when they
went through the exercises and training provided in MSA and MGD.

To conclude
To indicate cause & effect
To refer to what is suggested earlier
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To provide an example
To illustrate a point
Introducing a new point
Introducing 1st point
To start the situation.
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Figure 5: The use of language expression before and after the exposure
of 'MSA and MGD
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This study found that experts and students were very satisfied with the development of
English language application MSA as the latest tool in enhancing speaking skill and as a NF2F
communication. The app is designed and developed by using the Malaysian context and scenario,
which is based on the users’ experience and knowledge. A high level of ratings and consumerism
prove that these mobile applications are successfully developed according to the needs of both
parties. Sreerambhatia (2010) states that the level of consumer satisfaction will increase when an
application meets the needs of the users’ target. Although it is quite subjective to evaluate students'
oral presentation using technology, it can be continued with the MGD discussion group platform
linked with MSA application. As Kulkuska-Hulme, Norris and Donohue (2015) suggest, teachers
and learners shape the language learning process and that the presence of a teacher to guide learners
in the activities is still very important. Thus, teachers/lecturers act as facilitators to support the
MALL users for those who feel that they still need some mediation to complement and support their
language learning.

5.0

CONCLUSION

In conclusion, the above findings revealed that language users are ready to change the game
in their language learning. They are able to accept the use of NF2F approaches used in practising
their speaking skills just by using a smart phone application. Speaking through the phone and
replacing human being with the integration of artificial intelligence could be the latest technology
with the current gadgets. As the lifestyle of students change according to time and environment, it
also changes the students’ learning styles. Attending classes and lectures cause their learning time
(SLT) to fill up their schedule, which lead them to have less communication with others.
Consequently, it is crucial to change their medium of learning. Books and lecture notes deemed as
traditional way of delivering learning materials are considered outdated. Netizens prefer digital
resources, which ease their life and are flexible, mobile and save their budgets. Therefore, MSA
also offers an offline usage, where they can use it without the internet connectivity and books. MSA
provides a complete learning package with tutorial, practices and references that are not only
suitable for MUET candidates but also for those who would like to enhance their speaking
performance. Smart phones with their unique features, small size, capacity of recording audio and
video, and etc. have become the most popular tools for learning in leading to the era of the 4.0
Revolution. Peter Frisk (2016) urged that educators need to drive the innovation, change it and
grow it and also think how to change the game. This challenges the researchers to innovate and
develop MSA in a simplified way making it informative with guidance and practices that support
an interactive self-learning environment for language learners especially for the MUET candidates.
It is also crucial to think of the constraints that most candidates face, especially for private
candidates who are busy with their part-time works. This speaking app benefits them as they are
able to record, listen and practises from easy to difficult stages. For users who are not independent
language learners, they need to be guided and facilitated through the MGD link. MSA application
addresses the needs for MUET candidates as there is no other MUET speaking application available
in the Google Play store. Therefore, it is hoped that this application could help language learners to
enhance their speaking skills and prepare themselves privately without relying on the teaching and
learning in the classroom. The researcher also hope that this study will provide a set of design
principles and the development of learning materials through mobile applications in English
language education especially in oral skills based on actual needs. This learning application is to
increase students' motivation and understanding of English language learning among MUET
candidates either at matriculation colleges and other institutions or private candidates.
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ABSTRACT
English grammar can be defined as the way we combine words together so that other
people can understand us. People made rules about how to use the words together. All these
rules are important. So, if we do not know these rules, then grammar can seem quite
complicated. It is not easy to memorize the grammar rules although they are just basic
grammar rules. Simplified Grammar Rules (SGR) table is an easy way which helped the
pupils to memorize some of the grammar rules better and faster. There were none who scored
an A in pre-test, but 100% of the respondents got A in the post test after they memorized and
knew how to use the Simplified Grammar Rules (SGR) table.
1.0 INTRODUCTION
It is realized that many pupils do not like to learn English not because it is a foreign
language to them, but mostly because they are ‘afraid’ of the grammar rules. Either in
communication or writing, most pupils tend to pause and are reluctant to try because they do
not want to make errors especially with the most basic grammar structures or rules such as
the verb to-be. Some do not know when to use is, am, or are and the past tense form of those
words.
Grammar is an essential aspect of English language and everyone has different
opinions regarding it. Some pupils are very interested in learning grammar rules and enjoy
doing a lot of grammar exercises. Others hate grammar and think it is the most boring part of
learning English. Many young pupils would complain that English is so difficult. But,
learning grammar is an essential part of the language learning process. It is in every sentence
they read or write, speak or hear.
Many teachers faced some difficulties when teaching pupils how to construct
sentences and when answering the Multiple Choice Questions in Section A of the latest
UPSR format. They tend to make minor errors but quite often with the simplest grammar
items such as the use of verb to-be, simple present tense or changing singular nouns to plural
nouns. They even do not even know when to use ‘has or have’ and ‘do or does’ together with
the past tense form of ‘had’ and ‘did’. It happened with the youngest learners from Year 3 up
to the UPSR candidates from Year 6 at the school where this research was conducted.
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2.0 BACKGROUND
This researched focused on combining a prior research that was done by the
researcher and another researcher’s technique with a new idea to create a Simplified
Grammar Rules (SGR) table. The pupils would learn grammar items such as pronouns,
simple present tense, plural nouns, when to change the last letter ‘y’ to ‘ies’ and when to use
‘es’ instead of ‘s’, verb to-be and a few others faster and better using the Simplified Grammar
Rules (SGR) table.
3.0 OBJECTIVES
3.1

General Objective

The objective of this research is to simplify some of the grammar rules for young
learners so that they are able to memorize a few basic grammar items easier and faster.
3.2

Specific Objectives
a.

To enable the pupils to use correct grammar with Simplified Grammar
Rules (SGR) table in answering questions.
To boost the pupils’ confidence in learning English with minimal spelling
errors and grammar errors.
To improve pupils’ ability in memorizing grammar rules in simple way.

b.
c.

4. TARGET GROUP
Only four pupils from Year 6 class were selected to participate in the research. The
participants consist of two girls and two boys. They already knew the song for rhythmic
expression ‘1, 2 I love you Plus S and No S’ method and ‘When to Kill Mr Y and Do
SHOXZ treatment’ method but they still tend to forget so many simple grammar rules such as
when to use ‘do or does’, and ‘has or have’ in writing sentences or in answering Multiple
Choice Question in Section A in the latest UPSR Format.
5. SUGGESTED METHOD OF ACTION
5.1

Identifying the problems

5.1.1

Pre Test
It is a set of questions which consists of twenty questions related to part of speech and
grammar items. The pre test was used to evaluate the pupils’ ability in choosing the best
correct answer before learning the Simplified Grammar Rules (SGR) table.
5.2
Finding / Interpretation of the Problems
5.2.1

Feedback from the Pre Test

Table 1: The results of the Pre-test
NO

THE RESPONDENTS

Pre-Test
Marks

Grade

1.

Respondent A

8 / 20

D

2.

Respondent B

12 / 20

C
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3.

Respondent C

6 / 20

E

4.

Respondent D

10 / 20

D

It is clear that none of the pupils were able to get a high score from the twenty
questions given to them. The respondents were not given the results and the answers were not
discussed with them.
5.3

Instruments and Implementation of the Research

5.3.1

Simplified Grammar Rules (SGR) table

The respondents were exposed to the concepts of the Simplified Grammar Rules
(SGR) table and how to memorize it while drawing it. They draw the table while singing a
rephrased song from a movie: The Smurfs
La la la la la la
Sing a happy song
1, 2 I love you
Plus S and no S

Figure 1:
5.3.2

Simplified Grammar Rules (SBR) table

Post Test

It is the same set of questions used in Pre Test which consists of twenty questions
related to part of speech and grammar items. The post test was used to evaluate the pupils’
ability in choosing the best correct answer after learning, memorizing and ability to draw the
Simplified Grammar Rules (SGR) table on their own.
5.4

Findings/Interpretation of the research

5.4.1

Findings from the Simplified Grammar Rules (SGR) table
Pupils like the idea of the Simplified Grammar Rules (SGR) table which was simple,

easy, fun and resourceful for them. After a few trials, they were able to memorize the
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simplified rules. They were able to draw the Simplified Grammar Rules (SGR) table on their
own. It was also evident that they were more confident in using the basic grammar items.
The lesson became more effective and enjoyable too. The participants mentioned that
they now find English to be easier compared to before learning the simplified grammar rules.

5.4.2

Feedback from the Pre-Test and Post-Test
In this study, the mark from the Pre-Test and the Post-Test were used to gauge the

success of using the Simplified Grammar Rules (SGR) table.
Table 2: The Respondents’ answer of the Pre-test and Post-test
Correct Respondent A Respondent B Respondent C Respondent D
Answer Pre
Post
Pre
Post
Pre
Post
Pre
Post
B
D
D
1
A
A
A
A
A
A
B
B
2
D
D
D
D
D
D
D
B
D
D
D
3
C
C
C
C
C
B
B
B
B
4
C
C
C
C
C
B
B
5
C
C
C
C
C
C
C
D
A
6
B
B
B
B
B
B
B
7
B
B
B
B
B
B
B
B
B
C
B
C
C
8
D
D
D
D
D
9
A
A
A
A
A
A
A
A
A
B
B
B
B
10
D
D
D
D
D
B
B
11
A
A
A
A
A
A
A
A
A
A
12
B
B
B
B
B
B
13
A
A
A
A
A
A
A
A
A
B
B
B
B
B
14
A
A
A
A
A
A
15
B
B
B
B
B
B
B
D
D
D
D
D
D
16
C
C
C
17
B
B
B
B
B
B
B
B
B
B
A
A
A
18
C
C
C
C
C
19
A
A
A
A
A
A
A
A
A
D
20
B
B
B
B
B
B
B
B
Result
8
18
12
20
6
18
10
20

Number

Table 3: The Individual Result of the Pre-test and Post-test
NO

THE RESPONDENTS

Pre-Test
Marks

Grade

Post-Test
Marks

Grade

1.

Respondent A

8 / 20

D

18 / 20

A

2.

Respondent B

12 / 20

C

20 / 20

A

200

3.

Respondent C

6 / 20

E

18 / 20

A

4.

Respondent D

10 / 20

D

20 / 20

A

20
20

20

18

18

18
16

Score

14

12

12

10

10

8

8

Pre Test
Post Test

6

6
4
2
0

A

B

C

D

Respondent

Figure 2:

Comparisons of the Scores for Pre-test and Post-test

From the analysis and comparisons of the Pre-test and Post-test, it clearly showed that
shown that 100% of the respondents were able to improve their knowledge in basic grammar
rules using the Simplified Grammar Rules (SGR) table. Overall, the respondents have shown
impressive improvement with the correct use of parts of speech and grammar items.
6.0

CONCLUSION
‘Is there any best way to learn English grammar?’ Unfortunately, there is no easy
answer to the question. Developing a solid foundation in the basics of English grammar can
help in constructing sentences correctly and will make it easier to improve both speaking and
writing skills. There are many grammar rules and learning them cannot be avoided. However,
the rules can be simplified to suit the learners’ level of proficiency. It is recommended that all
English teachers encourage their pupils to memorize the grammar rules using Simplified
Grammar Rules (SBR) table. More research should be conducted to enable learners to learn
and understand more grammar items in a more efficient by the pupils in primary schools.
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Flipped Classroom Via WhatsApp
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ABSTRACT
This paper showcases the potential of doing flipped classroom using the WhatsApp
platform. Flipped classroom was implemented to address the problem of replacing the class
time which students missed while attending to other activities organised by the institute. 28
TESL student teachers in an institute of Teacher Education participated in this study. The
aim of the study is to evaluate the feasibility of implementing flipped classroom using
WhatsApp as an educational tool by assessing its advantages and shortcomings. This study
attempts to reverse the image of WhatsApp as one of the distractions in getting students to
focus on learning, to an educational tool that optimises learning and enhances students’
engagement. Flipped Classroom (FC) via WhatsApp (WA) was implemented in teaching a
broad topic that requires 15 hours of face-to-face interactions in a subject that requires a
total of 30 hours of face-to-face interactions. The participants were asked to provide
anonymous written feedback on the advantages and drawbacks of flipped classroom via
WhatsApp after experiencing it for three parts of lectures on the topic and three hours of
tutorials. Thematic analysis based on the written feedback was conducted. Data collected
was triangulated with students’ performance in a quiz pop quiz and coursework. Results
reveal that the novelty of this communication channel in conducting flipped classroom can
support learning amongst student teachers involved. Finally, the paper outlines the
advantages and drawbacks for doing flipped classroom using WhatsApp and its potential as
an educational tool that enhances learning.
1.0

Introduction
Social media platforms such as Facebook, Instagram and WhatsApp have brought

about significant changes to our lives especially in the way we communicate with others. It
redefines our relationships with others and it helps in creating a global community without
boundaries. Texting and sharing has become the way of life nowadays. WhatsApp is getting
very popular. Starting with communicating with our close circle of friends and family in
WhatsApp’s groups, we are now in social and official groups formed at our workplaces.
Work-related matters are discussed and communicated via WhatsApp. The main reason for
its popularity is probably because it is the most convenient way to communicate virtually; it
allows users to send and receive location information, images, video, audio and text messages
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in real-time to individuals and groups of friends at no cost (Church & De Oliveira, 2013). All
one needs is internet connectivity. Affordable data plan enables many smart phone users to
gain access to internet connectivity including students. This enables educators to interact with
the students via WhatsApp. Information and resources such as learning materials can be
shared via WhatsApp since PDF files, Power Point presentation with audio and word
documents can be uploaded and shared with a group of students and lecturers. This study
expands the idea of doing flipped classroom using WhatsApp and explores its potential as an
educational tool.
1.1

Aim of the Study

The aim of the study is to evaluate the feasibility of implementing flipped classroom
using WhatsApp as an educational tool by assessing its advantages and drawbacks.
1.2

Research Questions:
i.

What are the advantages of doing Flipped Classroom (FC) via WhatsApp
(WA)?

ii.

What are the drawbacks of doing FC via WA?

iii.

Does FC via WA enhance students’ learning?

1.3

Literature Review

1.3.1

Introduction
Virtual classrooms have gradually taken precedence over face-to-face classroom

learning. Our educational setting has been transformed where the teaching and learning
process is done virtually involving real-time communication. It is not just limited within the
four walls of the classrooms and within the allotted time in the formal timetable anymore.
Lectures are delivered online using numerous available applications and Learning
Management System (LMS). Studies have indicated that video lectures slightly outperform
in-person lectures, with interactive online videos doing even better (Bishop & Verleger,
2013). That is the beauty of technology and it has become the new wonder of the world.
Educators need to capitalize its beauty in order to stay relevant amidst the rapid technological
advancements.
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1.3.2

Flipped Classroom
Flipped classroom is done by inverting traditional teaching method that involves

delivering instruction online outside of class and moving “homework” into the classroom.
Simply put, moving the more passive elements of learning (watching a lecture, reading a
chapter, etc.) outside of the classroom, so that more time is available for interactive, hands-on
learning. The theoretical foundation of flipped classroom lies in the broad literature on
student-centred learning as in theories of Piaget, 1967 and Vygotsky, 1978 (Bishop &
Verleger, 2013). There are different levels of cognitive abilities involved in doing flipped
classroom based on the revised Bloom’s taxonomy. Activities that are in the lowest levels of
cognitive domain such as remembering and understanding are practiced outside the class
hour. Whereas the higher forms of cognitive work such as applying, analysing, evaluating,
and creating are mobilized during interactive activities in the classroom (Krathwohl &
Anderson, 2010 as cited in Zamzani Zainuddin & Siti Hajar Halil, 2016).

The idea of flipping classroom was first initiated by two teachers, Jonathan Bergman
and Aaron Sams at Woodland Park High School in Woodland, Colorado in 2007. Flipped
classroom was initiated when they discovered software to record Power Point presentations.
They recorded and posted their live lectures online for students who missed classes. They
were then invited to speak about their new method in the country and the online lectures
started gaining popularity. Teachers began using websites with online videos and video
podcasts after that to teach students outside class, reserving class time for interactive
activities,

collaborative

work

and

concept

mastery

exercises

(https://www.knewton.com/infographics/flipped-classroom/).

Studies have proven that the use of FC effectively promotes students’ achievement by
comparing the students’ pre-test and post-test scores (Davies et al., 2013; Enfield, 2013;
Kong, 2014; Talley & Scherer, 2013 as cited in Zamzani Zainuddin & Siti Hajar Halil, 2016).
Similarly it was also found that FC is more effective than traditional classroom (Beapler et
al., 2014; Hung, 2015; McGivney-Burelle & Xue, 2013 as cited in Zamzani Zainuddin & Siti
Hajar Halil, 2016). The students have more power over the way and process by which they
study and learn. During lecture, taking down notes while listening to the teacher is not an
easy task. When watching videos at their own time, the students can pause and write down
notes, rewind and re-watch whenever they need to and this promotes effective learning
(McGivney-Burelle & Xue, 2013). Moreover, flipped classroom fosters students’ motivation
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to learn (Davies et al, 2013; Kim et al., 2014; McLaughlin et al; 2014) and it improves
students’ self-efficacy for independent learning (Enfield, 2013). It also increases the students’
self-perceived knowledge (Galway et al., 2014).

Moreover, Fulton (2012) found that students learn at their own pace in the flipped
classroom. They did “homework” in class and that gave the teachers better insight into
student difficulties and learning styles. In addition, the teachers can easily customize and
update the curriculum and provide it to the students 24/7. The classroom time can be used
more effectively and creatively. It was reported that the teachers using the method see
increased levels of student achievement, interest, and engagement. Moreover, the learning
theory supports the new approaches and the use of technology is flexible and appropriate for
21st century learning.

Herreid and Schiller (2013) surveyed 15,000+ teachers on the implementation of
flipped classroom by STEM case study teachers. They found that two hundred case teachers
teach in a flipped classroom. In addition to the advantages of flipped classroom stated by
Fulton (2012), the teachers found that there was more time to spend with students on
authentic research and students get more time working with scientific equipment that was
only available in the classroom. Another reason was the students who missed class for
debate/sports/etc. were able to watch the lectures on the go. Moreover, the method promotes
thinking inside and outside of the classroom. Last but not least, the students are more actively
involved in the learning process and they really like it.

Zamzani Zainuddin & Siti Hajar Halil (2016) provide some examples of different
online platforms used in flipping classroom such as screencast (Love et. al, 2014); blog
(Roach, 2014); Web Quest (Hung, 2015); interactive television (Missildine et al., 2013);
YouTube, Google Docs and Google Hangout (Kim et al., 2014).

1.3.3

WhatsApp
Results of a survey interview of 50 out of 500 tertiary students in Ghana showed that

WA consumes a lot of students’ study time. Yeboah & Ewur (2014) found that inability to
balance online and academic preparation activities lead to procrastination and lack of focus
during lecture. It also adversely affected the students’ spelling and sentence construction.
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It was a major distraction to students since it was discovered because WhatsApp
messages are exchanged more often than traditional SMS and they are more conversational in
nature. The WA messages are used to communicate within social circles and are used more
often for group-based communication.
On a more positive note, Rambe & Chipunza (2013) found that the students involved in their
study “conceived WhatApps as a lever for bridging access to peer-generated resources” (p.
331). The use of WA heightens on-task behaviour and promotes meaningful context-free
learning. Off campus students’ have the freedom to access academic content anytime,
anywhere regardless of location.
Trenkov (n.d.) proved some key advantages of WA in his study. Using WA reduces the need
for face-to-face meetings. It builds a deeper trust between students and instructor. It also
provides a larger scope of feedback. It offers minute-by-minute level feedback (with no lag
time). In addition, it helps motivate students better on an on-going bases and it promotes the
continuity of communications even after the course is completed.
Bere (2013) conducted a study to validate the use of WA involving South African
University students. The students gave positive feedback stating that WA was an easy and
convenient tool to communicate with their teachers and classmates. It provided a platform for
fun, intimate and authentic learning. It also spurred fruitful discussion on relevant issues in an
informal setting.
In a nutshell, the use of WA as a useful educational tool can set off its drawback in
distracting students from their studies.

1.4

Methodology
This study is qualitative in nature. 28 TESL student teachers in an Institute of Teacher

Education participated in this study. Flipped Classroom (FC) via WhatsApp (WA) was
implemented in teaching broad topics that requires 15 hours of face-to-face interactions in a
subject that requires a total of 30 hours of face-to-face interactions.

1.5

Procedures

The lecturer had uploaded the Power Point slides for the lectures with audio clips (the
lecturer explanations and examples). The duration of one video was between 10 to 15
minutes. The students then accessed the Power Point slides of the lectures and posed
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questions in real time. The students could either type the questions or recorded the questions
orally. The content of the lectures and related materials were shared via WhatsApp.
Supplementary materials such as real live examples in the form of videos and research
articles on the topic were also shared. To ensure effective implementation of FC via WA,
classroom tasks that were highly related to the materials shared via WA were given and
students performance was assessed based on the tasks given.

1.6

Data Collection and Data Analysis
After three parts of lectures and tutorials on each topic, the participants were asked to

provide anonymous written feedback on the advantages and drawbacks of flipped classroom
via WhatsApp. Thematic analysis based on the written feedback was conducted. This was
triangulated with the students’ performance in a pop quiz and a coursework.
1.7

Findings and Discussion

1.7.1

Thematic Analysis of the Anonymous Written Feedback
Results showed that 90% of the student teachers gave favourable feedback to FC via

WA. Eight themes identified are as follows:
Theme 1: More time for interactive activities in class
Most students responded that doing FC via WA saves time as they could access the
lecture materials during their own free time. This allows more time for interactive activities
in class such as discussing the topics by asking relevant questions. Below are the verbatim
responses given by the students:
1.
2.
3.
4.
5.
6.

“Fc via WA saves time since materials and lecture slides delivered earlier”
“It provides more time to practice, apply and ask questions in class”
“The lecturer can carry out the activities straight away in class”
“It provides more time for enrichment activities”
“The class time can be used to discuss what students don’t understand”
“The face-to-face time with lecturers can be spent for discussing and asking questions
rather than just listening to lectures”

Theme 2: Learning is interesting, fun and engaging
Most students stated that doing FC via WA makes learning more interesting, fun and
engaging since the class is more interactive and students could actively participate in class
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discussion rather than passively listening to lectures. These are shown in their verbatim
responses as the following:
1.
2.
3.
4.

“interesting and more interactive in class”
“engage students in discussion; enhance students’ communication skills in WA”
“fun and interesting”
“FC is interesting and new”

Theme 3: Enhance Learning
Students’ reflections showed that doing FC via WA can enhance their learning, help them
to understand the topic better and allow them to access the materials before class. Moreover,
they have learnt to become autonomous learners and to collaborate among themselves
through classroom activities which involved a great extent of communication and group
work. Below are their responses in the written feedback on the implementation of FC via
WA:
1.
2.
3.
4.

“enhance students learning – share info via WA”
“promotes student-centred learning and collaboration”
“good way to learn”
“helps enhance understanding on the topic because materials are shared before the
class”
5. “help students to have clear picture about lesson”

Theme 4: Preparation before coming to class
Most students liked the idea of doing FC via WA because they could come prepared to
class by reading the lecture materials earlier as reflected in their verbatim responses below.
1.
2.
3.
4.

“have knowledge about the lesson before class”
“students can prepare before going to class”
“FC is good. it prepares students before class”
“students are prepared before coming to class”

Unfortunately, it was also found that, there were a few students who came to class
unprepared due to the fact that they did not access the materials before the class. This made
them clueless about the relevance of the classroom activities conducted. Therefore, they did
not gain much from the activities. Students who came prepared were frustrated when some
group members had no idea what was going on in the group discussion and could not
contribute much because they had not accessed the lecture or tutorial materials earlier.
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1. “Lack of focus when not monitored (in accessing the lecture materials via WA)”
2. “students may not access the lecture materials uploaded in WA before coming to
class”
3. “some students did not access the materials before class”
4. “Students don’t do pre-class tasks will come to class knowing nothing”
5. “relies on before class preparation and trust (some students may not come prepared
to class)”
6. “some people seldom check phones so they miss a lot and come to class unprepared”
7. “some students may not access the lecture materials before class”
8. “some students did not read the materials before class”
Theme 5: Accessible Anytime, Anywhere
Many students think that doing FC via WA is very convenient because they can access
the materials anytime, anywhere as shown in their responses below:
1. “the lecture materials are accessible anytime anywhere”
2. “reduces pressure since students can access the materials anytime anywhere at their
comfort”
3. “can learn anywhere and anytime”
4. “easy access and flexible (anytime, anywhere)”
5. “students can access materials anytime”
6. “I can access lecture materials at my own comfort”
Theme 6: Students Preference to FC
Most students said that they prefer doing FC rather than going through the conventional
classroom (CC). They hope there is more FCs in the future. These are reflected in their
feedback below:
1.
2.
3.
4.

“FC is way more effective than Conventional Classroom”
“prefer FC to CC in future”
“successful this first time”
“FC is effective to some extent”

However, one student stated that “some students prefer face to face interactions for better
guidance and explanations” and another student pointed that if “done continuously it (FC)
may lose its sizzle”.

Theme 7: WhatsApp as a good educational tool
The students also gave positive responses about using WA in doing FC as the following:
1. “can ask questions through WA”
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2. “systematic as media, videos & materials uploaded onto the same medium”
3. “get input online and can ask questions via WA”
Theme 8: Internet Access/Connectivity
The main problem in doing FC via WA is the cost of the internet access and its
strength. The internet access in the campus poses major problem because of the erratic
connectivity. Due to this, the students are subscribing to other internet providers using their
own money.
1. “usage of internet data (cost); not all students can afford it”
2. “foresee may face problem to access materials via WA due to technological
issue”
3. “problem of internet access among students”
1.7.2

The Pop Quiz
The students’ anonymous written feedback was triangulated with their performance in

a pop quiz conducted in class. The quiz consists of 20 multiple-choice questions that are
highly related to the materials shared via WA. The rationale for administering the quiz is to
assess students’ understanding and to check whether they really accessed and read the
materials before class. The marks are not included in the overall course grading process. The
results showed that 69% of them passed and 31% failed.
Table 1: Pop Quiz
Grade Percentage
A
11
B
12
C
19
D
27
F
31
Total
100

POP QUIZ
A
11%
F
31%
D
27%

B
12%
C
19%

Figure 1: Pop Quiz
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1.7.3

The Coursework
For the coursework, students were required to produce a piece of academic writing on

the selected strategies taught by referring to various sources. The marks were included in the
overall grading process of the course. The students did well in accomplishing the task. 46%
of the students scored A and another 46% got B. Only 7% got C and none of them failed.
Table 2: Coursework
Grade
A
B
C
Total

Percentage
46
46
7
100

C
7%

Coursework

B
46%

A
47%

Figure 2: Coursework

1.8

Discussion
In this study, implementing FC via WA has proven to be beneficial to the students as

reflected in the feedbacks, students’ achievements in the pop quiz and coursework. However,
FC required a great amount of preparation time on the part of the lecturer. The lecture slides
need to be recorded with audio and uploaded to WA. Supplementary materials such as videos
and articles were also provided to ensure students’ good understanding of the topic. The
classroom tasks need to be highly related to the materials uploaded as a way to ensure that the
students read and listen to them before class. The lecturer also needs to strategise ways to
ensure students active participation in the classroom by planning and doing fun, challenging
and engaging tasks.

Doing flipped classroom increases students’ workload. They need to access the
materials before class and do some mental work in comprehending the materials. These
require them to sacrifice some of their free time. Hence, flipped classroom works best for
highly motivated students with good metacognitive skills. If they do not possess high selfmotivation, they will not do the needful preparations before the class and this adversely
affects the effectiveness of doing FC via WA.
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Another obstacle in the full implementation of FC via WA was the need to conform to
the course syllabus requirements. The course syllabus stipulates 30 hours of face-to-face
interactions and this rule is in line with the ISO & MQA requirements. The allowance for non
face-to face interaction is 50% of the whole interaction hours. This requirement must be
strictly adhered.
1.9

Conclusion
In conclusion, FC via WA is beneficial in enhancing students learning despite a few

drawbacks in implementing it. It is convenient and it helps to foster students’ higher order
thinking skills. It promotes autonomous learning and collaboration among students. It is 21st
century learning where learning is no longer confined to the four walls of a classroom and
within limited classroom timetable. Teachers’ role has also been shifted from being the sole
authority figure in the classroom to a catalyst in knowledge acquisition.
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ABSTRACT
This study aims to study the effectiveness of online multimedia platform; Sway, in facilitating
subject-verb agreement. Two different types of interventions were implemented in the study
which were the Sway and printed paper handout. The sample of the study consists of 79 13year-old learners enrolled in a Sekolah Agama Bantuan Kerajaan (Government Assisted
Religious School, SABK) in Malaysia. The effectiveness is compared based on the results
obtained from the pre-test and post-test. The participants in both conditions achieved
significantly higher results for the post-test. However, there is no statistically significant
difference on the types of interventions between both groups over time. Students’ motivation
to learn SVA was also measured through questionnaire distribution and the results showed
that there is a statistically significant relationship between students’ exam performance and
their motivation when they were exposed to the online multimedia platform.
1.0 INTRODUCTION
Malaysia is a multilingual country and as mentioned by Rostan (2015), English is one the
official languages together with one or more other languages and it is used for teaching by
the majority of academics as English is a second language in Malaysia. Recently, the English
Language Standard and Quality Council under the administration of Malaysian Ministry of
Education (MoE) has published an English Language Education Roadmap document which
‘provides a roadmap for the main stakeholders on how to move forward in addressing the
challenges facing the nation in producing human capital that is proficient in the English
Language’ (Minister of Education, Malaysia cited in Mohd Don, 2016), The Chief Editor of
the roadmap, Mohd Don further explains that the roadmap is drafted in accordance the new
language policy Memartabatkan Bahasa Malaysia, Memperkukuh Bahasa Inggeris ‘to uphold
Malay and to strengthen English’ (Mohd Don, 2016). The efforts shown by Malaysia prove
that the country is striving to strengthen the citizen’s proficiency in English to enable the
exploration of knowledge in order to compete at national and global events (Mohd Don,
2016).
One of the efforts that is taken by the government is to introduce the element of
Information and Communication Technology (ICT) and integrating it into the national
curriculum for the primary and secondary school. Since 2013, schools all over Malaysia have
been using a virtual learning environment platform in their day-to-day classrooms but there is
a dearth of research of the effectiveness of this project. Thus, the researcher believes that it is
vital to conduct a research to study the effectiveness of using online multimedia platform to
teach in the Malaysian classrooms and to investigate if there is any linked between learners’
motivation and their learning outcome. Considering this research focuses on the usage of
online multimedia platform to assist students’ SVA learning, this study will contribute to the
understanding of the effectiveness of online multimedia to support learning among Malaysian
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students. Moreover, it is necessary to identify the motivational factor that could enhance
students’ learning. In addition, this study would be beneficial for the MoE as it addresses the
current state of students in an SABK and there is a dearth of research in this area. The
information gained from this study could be extended to various parties involved in the
education system across the nation such as learning materials developers, school
administrators, the MoE, teachers and stakeholders. It could be a guideline or a yardstick to
ensure students’ development in learning English is given the utmost priority.
2.0 LITERATURE REVIEW AND THEORETICAL FRAMEWORK
2.1 The Predict-Observe-Explain (POE) Strategy
The POE strategy is based on the constructivist view of learning which suggests
learners to match their new sensory experiences with their pre-existing mental structures to
build their own framework of ideas. In short, the role of the learners to construct knowledge
is vital. A constructivist classroom depends on students sharing and discussing their
interpretations of the world and Duit and Confrey (1996) suggest that this situation
encourages the teachers to acknowledge the students’ views and ideas and later on teachers
could provide the experiences that will help the students to build on their current knowledge.
Furthermore, the teachers need to act as a facilitator and create conducive environments
(Richmond & Cummings, 2005). Hence, Warner and Wallace (1994) suggest that to facilitate
this process, written and oral communications are essential.
2.2 The Cognitive Theory of Multimedia Learning (CTML)
Multimedia learning from the psychological point of view is the combined
comprehension of text and pictures (Mayer, 1997) and it does not necessarily require high
technology as it is also possible with printed books instead of computer screen (Schnotz,
2014). Despite the rapid changes in the instructional technology adopted in the education
field, the cognitive theory of multimedia learning (CTML) that is presented by Mayer (2001)
is a useful framework because it has extensive empirical support and builds on other
established theories to help explain and predict a variety of learning outcomes. CTML is
developed upon the integration of Sweller’s cognitive load theory (Chandler & Sweller,
1991), Paivio’s dual-coding theory (Paivio, 1986), and Baddeley’s working memory model
(Baddeley, 1998). The three main assumptions by the CTML are;
i.
There are separate visual and auditory channels for receiving information,
ii.
There is a limited capacity of working memory, and
iii. Active learning means that the learner must actively select, organise and store
information for long-term memory.

Figure 1: Cognitive theory of Multimedia Learning
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2.3 The Cognitive-affective theory of Learning with Media (CATLM)
The cognitive-affective theory of learning with media (CATLM) (Moreno, 2005;
Moreno & Mayer, 2003) is an expansion to the CTML. The theory focuses on cognitive and
affective processes in multimedia learning and is based on the theoretical frameworks of
multimedia learning (Mayer, 2005). It also enhances the cognitive perspective by taking
motivational and affective aspects into account. Mayer and Moreno (2003) describe the
theory expands the CTML to media that present the learner with instructional materials other
than words or pictures which include virtual-reality, agent-based and case-based learning
environments. The assumptions of the theory are a combination of assumptions suggested by
cognitive and motivational research. The first three assumptions that are based on the CTML
are listed in 2.2 and the four assumptions that are based on motivational research are listed as
follows:
i.
Long term memory is a dynamic and evolving structure and is able to store the
memory for past experiences and a memory for general domain knowledge
(Tulving, 1977),
ii.
motivational factors mediate learning by increasing or decreasing cognitive
engagement (Pintrich, 2003),
iii. metacognitive factors are assumed to mediate learning by regulating cognitive
processing and effect (McGuinness, 1990), and
iv. differences in learners’ prior knowledge and abilities may affect how much is
learned with specific media (Kalyuga et al., 2003).
The resulting CATLM is shown in Figure 2

.
Figure 2: Cognitive-affective theory of Learning with Media

3.0 METHODOLOGY
3.1 Experimental Method
With the assumption that online multimedia can be an effective way to learn SVA and
the effectiveness can be measured, an experimental approach was the obvious choice for this
research as it allows for hypothesis testing and causal inference (Wilson & Maclean, 2011).
Thus, the researcher decided to choose the pre- post-test design with an addition of
questionnaire distribution to find relationship between participants’ exam performance and
their motivation when they were exposed to different types of interventions.
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3.2 Pre- Post-test Design
The research was conducted using a pre- post-test design. As the research aimed to
investigate the effect of using online multimedia platform to facilitate students to learn SVA,
test A and test B were administered as pre-test and post-test. The decision to develop the tests
was made to investigate students’ prior knowledge on SVA before the treatment was
introduced and to investigate whether the treatment had any effects towards students’
understanding of the subject. Both tests were developed with no bias contained within.
3.4 Materials
3.4.1 Technology
The central technology that will be used in this research is Sway, an interactive webbased canvas developed by Microsoft, to showcase various types of resources such as videos,
pictures, etc. The researcher believes that by taking into consideration the principles in
designing multimedia as suggested by Mayer, educators will be able to showcase learning
materials effectively through Sway. Moreover, Sway is accessible for free by everyone as
long as an internet connection is available. Furthermore, Sway also allows collaborative work
- the original author of the presentation is able to invite co-authors to work on the
presentation simply by providing the co-authors’ email addresses. Last but not least, Sway is
chosen due to its accessibility - it can fit not only the computer screen, but it will also fit the
screens of tablets and personal mobile phones. This will allow teachers and participants
involved to use their personal devices to access the materials on Sway. For the purpose of this
research a multimedia version of notes on SVA had been developed. Further explanation on
the SVA notes is provided in the next section.
3.4.2 SVA notes
To implement the study, the researcher used existing materials to teach SVA; a
printed version for the control group and the multimedia version for the experimental groups.
The materials used in each group were based on the 10 rules of SVA adapted from Dreshaj
(2015). Although the materials in the printed and multimedia versions were identical, they
differed in terms of the dynamic and level of interactivity that Sway could offer as an online
multimedia learning platform. Furthermore, special attention was taken to make sure the
materials would reflect what the participants would face in the test.
3.4.3 Test A and Test B (Pre- and Post-test)
A pre- and post-test was used to measure samples’ knowledge in SVA and their
performance after the type of condition to which they were exposed. The test included 30
items divided into 3 sections namely Section A, B and C. The test content was checked by
several experienced English language teachers, considering the questions and the objectives
of this study. According to the feedback and suggestions made, necessary modifications were
made while writing the final draft of the test. Before the study was conducted, the tests were
administered to a group of secondary school students of the age 17 which are 4 years older
than the target group of this research. The reason why the 17-year-old students were chosen
was because it was assumed that their knowledge of the SVA items were greater than the
target group. Furthermore, in order to check whether there were differences in the difficulty
of the tests before the study began, a paired-sample t-test was computed to compare the tests
(see Table 3.1). According to the results of Test A (M = 20.00, SD = 2.79) and Test B (M =
20.05, SD = 3.65), there was no statistically difference between the tests; t (19) = -0.74, p >
0.05. These results suggest that both tests’ level of difficulties are almost the same.
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Pair 1

Table 1: Paired-Samples t-test results for Test A and Test B
Score = 30
M
SD
t
df
TEST A - TEST B
-0.05 3.03445
-0.074
19

p
0.942

Furthermore, due to the usage of ‘achievement tests’ as one way to gather data for the
research, it might threaten the internal validity of the study. Cook and Campbell (1979, cited
in Robson, 2002) stated that the result of practice and experience of doing pre-test before
some intervention might change participants’ perspectives. For example, participants might
feel the pre-test for SVA is very demanding, thus, they might develop negative perceptions
towards SVA and feel that SVA is a very challenging area to master. To tackle this matter,
the researcher has developed the tests to be ‘respondents’ friendly’ where they do not need to
construct any sentences, but only to identify the verbs that agree with the subjects.
Furthermore, in order to ensure the reliability of the tests, an experienced English teacher was
appointed as a second marker to mark 10% from each of the pre- and post-test. No difference
in participants’ results was reported from the cross checking process.
3.4.4 Questionnaire
The questionnaire used for the purpose of the research was adapted from the
questionnaire that was developed by Tuan et al. (2005). The original questionnaire was
developed to measure students’ motivation towards science learning. Out of six scales that
were developed by Tuan et al. (2005), only 4 scales were chosen to be adapted into the study,
namely; Self-efficacy, Performance Goal, Achievement Goal and Learning Environment. The
number of items were also reduced to address the purpose of this study. The reliability of the
questionnaire was analysed using Cronbach alpha and based on the initial results, two items
were omitted from the data collection. The Cronbach alpha for the entire questionnaire was
0.73; for each scale, alpha ranged from 0.58 to 0.77. The researcher decided to use 4-point
scales (“strongly disagree”, “disagree”, “agree”, “strongly disagree”) instead of 5-point scales
even though the researcher is aware of the controversial discussion around this issue. The
researcher believes that by using the 4-point scales, it would be more suitable for the
participants as they were quite young (13-year-old) and most of them have never answered a
questionnaire before. Having 4-point scales would help them to identify their stand i.e.
positive/negative on the subject matters.
3.5 Sampling Strategy
The school that was involved in this research is a Government Assisted Religious
School (SABK). The main reason why the school was selected for the research is due to the
dearth number of research involving SABKs in Malaysia. This might be due to its recent
changed of status from private school to being funded by the MoE. Next, the school was
selected due to its nature that uses two syllabi as compared to public schools that use only the
National curriculum. Thus, it is hoped that the data from this study could be a guideline for
other researchers that are interested to compare performances among the various school types
that are available in Malaysia.
The original number of 13-year-old students in the targeted school was 83 students.
However, due to unforeseen circumstances, 2 students missed one part of the lessons while
the other 2 were absent during the post-test. Hence, only 79 students took part in the research,
yielding a response rate of 95.18%. Participants were randomly assigned such that each
format had mixed numbers of males and females with 40 students in the control group and 39
students in the experimental group. They were all 13-year-old students and had never used
Sway as an online multimedia learning tool in the classroom. In addition, 13-year-old
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students were chosen for the research because the researcher identified that Malaysian
secondary school students (13 to 17 years old) often make mistakes with their SVA. The
inability to use the correct verb for a subject in a writing task resulted in poor sentence
structures. Although Malaysian students have started learning English as formal education
since 6 years old, it is observed that at the age of 15, most of them are still struggling to apply
the rules of SVA in their writing tasks. Thus, the researcher argued that it is important to
expose the students to the rules of SVA at an earlier stage of their secondary school year.
3.6 Procedure
Participants were first explained about the purpose of the study and consent forms and
information letters were distributed to ensure that the participants and their guardians were
well aware about the research. Signed consent letters were collected the day after and all 79
guardians and participants gave their consents for the participants’ data to be collected. Then,
participants were randomly allocated into the new conditions; control and experimental.
3.6.1 Pre-test
For the pre-test, AB/BA method was used where 50% of the participants in control
group were given Test A as their pre-test while the other 50% were given Test B as their pretest. The same method was used for the experimental group. This was done to control the
criterion threat to internal validity.
3.6.2 Treatment
During the treatment, all participants were involved in three (3) 15-minute
instructional session. The control group was provided printed materials while the
experimental group accessed the materials on Sway using Chromebooks that were provided
by the school. The number of Chromebooks were enough for each student in the
experimental group. Throughout the three (3) 15-minute instructional sessions, the researcher
implemented the Predict-Observe-Explain (POE) teaching approach for both conditions.
Below is the short overview of each session:
i.
15 minutes: participants predict the rules of SVA through brainstorming
session
ii. 15 minutes: participants observe the rules of SVA through materials provided
with guidance by the instructor
iii. 15 minutes: participants interact with their partner and explain the rules of
SVA facilitated by the instructor.
However, for the experimental group, the researcher provided an extra 10-minute session to
introduce the participants to the online multimedia learning platform; Sway.
3.6.3 Post-test
For the post-test, again, AB/BA method was implemented where 50% of the
participants in control group were given Test A as their post-test while the other 50% were
given test B as their post-test. The same method was implemented for the experimental
group.
4.0 RESULTS AND DATA ANALYSIS
4.1 Research Question 1: Is using online multimedia more effective than printed paper
handouts to teach SVA to 13-year-old Malaysian students?
The data was analysed using mixed (2 X 2) ANOVAs and all effects are reported as
significant at p < .05. The test revealed significant main effects of time F (1,77) = 94.68, p <
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.05, r = .74, indicating that the results of students’ post-test increased significantly from the
pre-test. However, there was a non-significant (ns) effect of format F (1,77) = .050 < 1, r =
.03, ns and there was a non-significant interaction between time and format F (1,77) = .79 <
1, r = .10. This indicates that whether the students were taught using online multimedia or
using printed handout, their improvement was similar. The analysis showed that the
hypothesis of the research; H1 : Using online multimedia platform to teach SVA to 13 years
old Malaysian students is more effective than printed paper handouts cannot be accepted as
both groups showed similar significant improvement in their post-test. Table 2 shows the
scores for pre-test and post-test for both groups.
Table 2: Scores for Pre-test and Post-test by format and time
Score (30)
Control (n=40)

Experimental (n=39)

M

SD

M

SD

Pre-test

17.08

4.32

16.44

4.15

Post-test

21.48

5.17

21.72

4.4

4.2 Research Question 2: Does the learning environment factor differ between
control and experimental group?
The data was analysed using Mann Whitney U test to study the significant difference
in learning environment factor between the control and experimental group. Learning
environment is one of the motivational factors that were assessed through the
questionnaire distributed during the project. The researcher argued that it is crucial to
analyse the participants’ motivation based on the learning environment factor in order to
address the aims of the study. From the analysis, the medians of control group and
experimental group were 19.50 and 21.00, respectively. It is revealed that there was no
significant difference between the groups. The mean ranks of control group and
experimental group were 35.16 and 44.96, respectively; U = 586.5, z = -1.915, p > 0.05, r
= -.22. This shows that both conditions have similar level of motivation towards the
learning environments that were exposed to them.
Table 3: Learning Environment Factor Between Control and Experimental
Group
Control
Experimental

Mean Rank
35.16
44.96

Mdn
19.50
21.00

U
586.50

z
-1.915

p
0.056

4.3 Research question 3: Is there a statistically significant relationship between
participants’ exam performance and their motivation? Is this relationship different
between the online multimedia and printed paper group?
A Spearman rank correlation test was run to determine the relationship between the
participants’ exam performance and their motivation based on the conditions that they were
exposed to during the project. Firstly, the relationship was investigated on the first condition
(control group) that was exposed to printed material. The results indicated that there was a
weak positive relationship between learners’ exam performance and motivation when they
were exposed to the printed paper handout. However, there was no statistically significant
relationship between the exam performance and their motivation 1; r = .190, p > .05.
A second Spearman rank correlation test was conducted on the second condition
(experimental group) that was exposed to the online multimedia learning platform; Sway.
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There was a stronger, positive correlation between students’ exam performance and the
learning environment that they were exposed to which was statistically significant; r = .399, p
< .05. Both the analysis revealed that the increases of participants’ motivation based on the
learning environment that they were exposed to was correlated with participants’ achieving
better exam performance. However, the relationship was more significant when the students
were exposed to the online multimedia learning platform.
A Fisher r to z transformation test was then conducted to investigate the difference
between the two correlations. The test indicated that there was no significant difference
between the two Spearman rank correlation tests that were conducted; z = -0.98, p > 0.05.
Thus, the H2 of the research; Using online multimedia platform to teach SVA to 13year-old Malaysian students is linked to students’ learning performance, can be supported as
the result showed positive relationship between motivation and their learning performance.
4.4 Research question 4: Does the overall motivation differ between the control and
experimental group?
To investigate the significant difference between control and experimental group in the
participants’ overall motivation, Mann Whitney U test was used again in the study. The
medians of the control and experimental group were 56.00 and 57.00, respectively. There was
no significant difference between the two groups. The mean ranks of control and
experimental group were 35.16 and 44.96, respectively; U = 586.50, z = -1.915, p > 0.05, r =
-.11. This shows that in both groups, participants’ overall motivation level based on the four
scales i.e. self-efficacy, performance goal, achievement goal and learning environment, were
similar.
5.0 DISCUSSION
5.1 Learners’ Overall Performances
The main finding of the study is similar to the study that was conducted by Kartiko et
al. (2010) where the students’ performance improved significantly but there was not
significant difference between the groups that were exposed to different types of treatments
during the intervention. This raises a question on the study that was conducted by Kuo et al.
(2014) where they revealed that participants that were exposed to the multimedia presentation
system (MPS) showed statistically significant difference compared to the group that was not
exposed to the MPS. The author believes that their findings raised up questions due to similar
background of participants that were involved in both studies; they were non-native speakers
of English. Furthermore, the tool that was used in their study; the Interactive Whiteboard
(IWB), although it is reported to be a good tool to present a variety of presentations (Glover
& Miller, 2001), pupils had reported that the presentation of information using IWB could be
confusing (Cogill, 2003) and Knight et al. (2004) had observed that IWBs are not necessarily
used interactively in the classroom. However, it is worth noting that students’ that were
involved in Kuo et al. (2014) had significant improvement on their exam performance could
be due to the incorporation of multimedia learning similar to the learners that were involved
in this project.
Furthermore, it could be argued that the students in both conditions significantly
improved because SVA is an easy topic for them and they have been exposed to the rules by
their teachers. Furthermore, the interventions which included texts and visual graphic
presentations had helped them to integrate their prior knowledge that was stored in their long
term memory and activated their working memory as proposed by the CTML. In this case,
the researcher had taken into consideration the suggestion made by Paas et al. (2003) which
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is to take into consideration the complexity of the cognitive system while designing the
materials so that the information processed in working memory can be constructed and
transferred into and retrieved from long term memory without cognitively overloading
working memory. This is evident through the materials that were developed for both
conditions where the words were placed near corresponding parts of graphics to reduce needs
for visual scanning, thus reducing the possibility for learners to experience cognitive overload
(Mayer & Moreno, 2003). In short, in each representation which involves multimedia
environment, teacher must bear in mind that too much elements may lead to cognitive
overload. As supported by researches, the risks can be minimised if the content maker
initiates efforts on compiling complementary resources that will help learners to achieve
targeted outcomes. As mentioned before, the vast resources on the Internet platform may
enthral teachers to include many elements as their teaching tools, but overdoing them could
impede meaningful learning, especially in memory retention.
Furthermore, the main result of the finding indicated that students in both conditions
improved significantly in their exam performance. Similar to the results of the previous
studies (Yaman & Ayas, 2015; Akpinar, 2013), students in both conditions were considered
to be able to construct their learning through the POE strategy that was implemented by the
researcher for the purpose of this research. While the results of the findings reported that
students’ performance drastically improved, there was no evidence to relate the improvement
to the strategy that was implemented and the effectiveness of the POE strategy was not
analysed in this study as the strategy was only used to help the researcher to plan a non-bias
learning experience for the participants. It is assumed that the learners were excited to be able
to take part in the study and were enlightened by the strategy that was used by the researcher,
hence, learners’ performances in both conditions improved significantly after they had
received the interventions. Furthermore, it could be argued that constructivist approach that is
closely related to the POE strategy might be an effective teaching method for the students of
this population. Even though the findings cannot be generalised for a larger population, it is
believed that future research could be conducted to further understand the relationship
between the POE strategy and second language acquisition. In this case, the approach seems
applicable to the students thus their participation during the contact hours with the researcher
was very engaging. Knowing the basic background of the students was an early indication for
the researcher that they preferred to construct their own learning since they were selected
prior to gaining entry to the school. By having that underlying assumption, the researcher,
who acted as teacher-facilitator during the treatment sessions, provided sufficient materials
for students to become expert learners on SVA. The three instructional strategies used by the
researcher were aligned with constructivist approach to teaching and learning. Participants
were first given the liberty to associate their existing knowledge to the concept of SVA and
how their past experiences could assist them in building a strong fundamental knowledge of
the subject matter. The second 15-minute instructional session highlights the role of the
teacher as the facilitator as learners were provided with learning materials for them to relate
the pre-existing concept that they had developed in the first session. In this session, it is
worth noticing that the teacher, instead of directly presenting the concept of SVA, allowed
students to familiarise themselves with the materials at their own pace and responded when
further clarifications were needed. In the final session, the teacher’s role as facilitator
remained unchanged except students were asked to interact among themselves. They were
paired and took turn to explain what they had understood with SVA. It was crucial that such
activity was conducted as students were able to strengthen their knowledge of the subject
matter by seeking clarifications and explaining what they had acquired through the initial
instructions sessions. This allowed them to store the knowledge in the long term memory.
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5.1.1 How Online Multimedia platform mediates learning
The other main finding of this study indicated that there is a significant relationship
between the learners’ exam performance and their motivation when they were exposed to the
online multimedia learning environment. However, this finding cannot help in establishing a
cause-and-effect relationship, thus, further study need to be conducted to gather more data in
order to investigate this matter. Furthermore, even though the result of this study showed that
there is no significant difference between the motivation based on the learning environment
factor, the mean rank for the online multimedia environment is calculated to be much higher
than the printed handout group which are 44.96 and 36.16, respectively. Thus, it could be
argued that the elements that were offered by the online multimedia platform; Sway, which
enabled learners to control their learning pace and help them navigating the contents, which
were not offered in the printed handout group, had a positive impact on the learners’ level of
motivation. However, further study need to be conducted to investigate the CATLM
assumption that motivational factors mediate learning by increasing or decreasing cognitive
engagement (Pintrich, 2003; Moreno, 2005).
Furthermore, the first hypothesis of this study which was based on the CATLM
assumption that differences in learners’ prior knowledge and abilities may affect how much is
learned with specific media (Kalyuga et al. 2003, Moreno, 2005) cannot be supported
because both groups showed significant improvement in their exam performance even though
they were exposed to different types of learning platforms during the intervention. The author
argued that this situation occurred due to other confounding factors that could not be
controlled by the researcher such as the learners from the different groups might have
discussed the project outside the classrooms, the topic was too easy for them and although the
researcher had restricted them from bringing back the notes that were provided during the
treatment, they might have jotted down notes during the intervention and memorised the
notes prior to the post-test. Unfortunately, as there is yet to exist independent measures for
cognitive processing (Leutner, 2014), it is quite impossible to test the mediation hypothesis.
5.2 Limitations of Study and Future Research
There are five main limitations of this research that should be acknowledged in order to
understand the boundaries of this research. Firstly, the target group of this research is only a
school in Malaysia. This small population and sample size employed for this study would
provide findings that lack in generalisability. Thus, this study has insufficient statistical
support for conclusive results to explain the whole population of students in Malaysia.
Secondly, this study was conducted during the second term of the school year where students
had completed most of the syllabus. Thus, different results may be yielded if the research was
conducted during the first term of the school year because it could be assumed that their
knowledge of SVA would be lesser than it would be in the second term of the schooling year
due to any exposure towards the subject matter by their teachers. Thirdly, the online
multimedia platform that was used for the study (Sway) was not used to its full potential due
to time constraint. Next, different results may also be obtained if the research was conducted
for a longer period of time because students would be able to assess the notes using their own
gadgets at their own learning pace. Last but not least, in this study, delayed post-test to
investigate students’ retention over the subject that was taught was not conducted.
A similar future research is needed to confirm the findings of this paper. The design
of the experiment should be repeated with an addition of a delayed post-test to able
participants to fully utilise the online multimedia learning platform to further understand the
effectiveness of the learning tool and to evaluate students’ retention after they are exposed to
certain types of learning environment. Furthermore, the questionnaire should be enhanced to
ensure the reliability of the findings and to further understand the roles of motivation in
224

mediating learning with multimedia. Furthermore, to test the claim that multimedia could
enhance learning, the printed version of the SVA notes could be improved by eliminating the
visual graphics to ensure the elements of multimedia would only exist in the online version.
A project of this type would enable the testing of the claim that multimedia could enhance
learning (Mayer, 2001) and whether the online learning environment could really motivate
learners to learn and assist them to achieve meaningful learning (Moreno, 2005). In addition,
if future research would like to test the two CATLM assumptions discussed in this project,
separate research should be designed to allow deeper understanding of the topic. The next
section outlined the implications of this study which are mainly addressing the role of a
teacher in the classroom to facilitate SVA learning.
5.4 Conclusion
In conclusion, the first hypothesis of this study cannot be supported because the
results indicated that both conditions improved drastically in their exam performance but
there was no significant difference between the two groups. However, the second hypothesis
of the study can be supported by the findings as the results showed that there was a stronger
and statistically significant relationship between the participants’ exam performance and their
motivation when they were exposed to the online multimedia learning platform. The findings
of this study generated implications for how educators could enhance their students’
motivation; by presenting the element of online multimedia sparingly in their daily lesson. A
further research project has been conceptualised which utilises the pre- post-test design with
the addition of delayed post-test but enhancement of the questionnaire should also be
considered.
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ABSTRACT
With 21st Century Learning being emphasised in today’s education, it has come to most of ESL
teachers’ realisation that plain chalk and talk might not fully work in classroom anymore,
especially in teaching English grammar to Primary level pupils. Although some might still believe
in the traditional method such as rote learning, the nature of the current alpha generation that is
more prone towards the integration of technology caused many supporters to have second thoughts
about it. In addition to this matter, teachers also find it hard to assess younger learners’
understanding towards focused grammar elementss particularly irregular verbs learning.
Therefore, this paper is aimed to explore the benefits of using Kahoot! (an online student response
system) in teaching irregular verbs to the younger learners. It is hoped that the outcome of this
study will benefit both teachers and primary level pupils in teaching and learning irregular verbs.

1.0

INTRODUCTION

In this modern age, it is synonymous to ESL teachers that Information and Communcation
Technologies (ICT) plays at least a significance role in passing down the knowledge to the alpha
generation learners. Information and Communication Technologies (ICT) can be defined as any
tools and resources based on technology with the purpose of communicating, creating,
disseminating and managing information. One of the advantage of infusing ICT in teaching and
learning is the revelation of its impact in enhancing learners’ attention (Yunus et al., 2013). Even
so, the same research carried out by Yunus et al. (2013) also proved that the use of ICT contributes
to difficulty in managing classroom as the learners got overexcited over using the technology in
class. Due to this awareness, gamification-based learning has been given a fair consideration as one
of the parts of the tools that might be handful for teachers in stimulating younger learners to pay
more attention with their lessons. However, less attention was given to explore the aforementioned
method in executing irregular verbs teaching and learning, which is proven to be one of the most
confusing part of learning English language. As suggested by many linguists, one of the tips in
learning irregular verbs is by memorising them by heart. Even so, the method is arguable to be
effective as younger learners of alpha generation believed to have shorter attention span compared
to the predecessors (learners from previous generations).
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2.0

LITERATURE REVIEW

2.1

Irregular Verbs and Overgeneralization

The simple past tense represents the idea of actions that had taken place in the past. The
verbs in this time changed forms according to their respective groups mainly the regular and
irregular verbs. The regular verbs are the most common among the English language user as the
words ended with the inflection of – ed, -ied or -d. Irregular verbs on the flipside is seen to be more
challenging and complicated. As explained by Prapobaratanakul & Pongpairoj (2016), the irregular
verbs are identified using methods such as ablaunt (vowel change; eg run becomes ran), pseudoinflection (from a long vowel to short vowel; eg feed becomes fed), suppletive (completely
different; eg go becomes went) and identical forms (does not change; eg put becomes put). Steven,
& Alan (1994) added that getting hold of irregular inflection (e.g., sing/sang) requires brute force
memory due to its varying degrees of unpredictability. A child would be familiar with the irregular
verb such as sang if he heard the same words being mentioned for a number of times by his parents.
In addition, Brown (1973) claimed that, for an English-speaking child, acquisition of irregular past
tense inflection comes earlier than the regular counterpart (-ed). However, to second language
learners, some words may appear as aliens to them. Therefore, once they are being taught of the
rules to regular inflections in past tense, they tend to overgeneralized the same rule for irregular
verbs as well. Hence errors such as goed, eated, wented and felled occur in their English acquisition
of the subject matter (Brown, 1973; Cazden, 1968; Ervin, 1964 & Slobin, 1971). Not only that,
findings from a study conducted by Kuczaj (1977) shows that “once the child has achieved
sufficient amount of control of the regular past tense form, he begins consistently to make two types
of errors with irregular past tense forms. He either attach the -ed suffix to an irregular generic verb
form (eated) or attach the suffix to the past tense form itself (ated).
2.2

Gamification to Improve Engagement

It is arguably normal for younger learners to have short attention span. Their mind would
wander off within 10 to 20 minutes of the lesson. Sadly, dealing with grammar lessons mean a lot
of confusing rules and memorization, and as a result the younger learners lose their interest and
motivation. The element of fun and competitiveness embedded in the application such as Kahoot!
resulted a higher level of engagement as it is more motivating particularly for the younger learners.
As reiterated by McCallum (1980), games provide teachers with many opportunities to amplify
teaching and learning in classroom especially by arousing the learners’ motivation. Learners benefit
more from a gamification learning as it decreases their anxiety towards the target language and at
the same time increases their positive feelings and self-confidence as they can freely use the
language without being punished or criticized. Moreover, games are learner-centred strategy by
nature and require active involvement by the learners. The undertaking of active role in the process
resulted learners to have a more self-directed learning (Crookal, D., 1990). Brad, P. & Jim, B.
(2005) added that motivation in instruction is best understood from a model developed by John M.
Keller of Florida State University called ARCS Model: (A)ttention (R)elevance (C)onfidence
(S)atisfaction. Kahoot! however, fit right into this model as it aroused the learners’ attention,
relevant to the learners’ needs to have fun and meaningful learning, be confident in achieving the
target via language learning and eventually be satisfied with the lesson when they unlock an
achievement throughout the session.
2.3

Gamification and Grammar Learning

The participants of a study conducted by Gulin & Arda (2011) to see the effectiveness of
using game-based application in teaching grammar summed up that this method enables grammar
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learning to be more enjoyable and permanent as a result of games’ benefits the learners with a
“meaningful context for practicing grammar communicatively”. Because of this “meaningful
context” opportunity, Kahoot! has become more apparent in aiding younger learners to grasp the
concept of irregular verbs which normally achieve its maximise comprehension through rote
learning. In addition, 63.33% of the same participants of the same study disagree with the
statement that learners’ knowledge of grammar cannot be measured when games are used in
classroom. This indicator proves that gamification has great potential to be used in aiding grammar
learning. Cross (2000) summed up in his paper that through games, teachers have the opportunity to
create contexts which allows for unconscious learning to take place because learners’ attention is on
the message, not on the language. As a result, once learners are paying attention to the game as an
activity, they are acquiring the language in the same way they acquired their mother tongue which
is by not being aware of it. This element of unconscious learning would be very fitting with this
study especially in applying the irregular verbs learning which is said to be prompted even before
than the regular verbs.
2.4

Kahoot! Features

Ideally, games allow social interaction and participation to take place. Younger learners,
especially, benefit a lot from learning with their peers. At times, while the learners are cooperating
within their teams, they, at the same time, compete against the other team. This variation of method
in applying the application, would only resulted to the learners’ personal growth. Kahoot!, on the
other hand offers both cooperation and competition together in its module with its timer feature.
Hence, making it one of the tools in learning complicated aspect such as irregular verbs. Not only
that, it is worthwhile to consider the level of the game when considering gamification in teaching
and learning. Most of the games available online might only cater to certain levels of learners.
However, with Kahoot! such concern may not be relevant as teachers have the autonomy to
construct their questions based on their learners’ capabilities (Rixon, Flavell, & Vincent, 1991).
2.5

Student Response System

According to a study conducted by Stowell & Nelson (2007) on students’ attitudes towards
response system, the clicker group showed significance participation rates compared to the response
card groups and hand-raising groups. This comparison could be linked back to the use of student
response system (SRS) in a form of clicker gamification such as Kahoot! In traditional classroom,
teachers tend to go easy by simply asking learners to raise their hands to signal their stand towards
an issue or questions posed. Even though some may opt for card systems at times, clicker based
SRS seems to attract younger learners even more. This may be due to the fact these alpha
generations are very adept to technological devices when compared to the earlier generations. The
study also proves that, learners enjoy themselves more when using clickers compared to the other
assessment techniques. Simultaneously, the study also shows that learners’ who used clickers are
more honest with their answers while those who were in hand-raising group appeared to be more
cautious with their peers’ responses. In conclusion, even though hand-raising technique is quicker
and easier to assess learners’ comprehension, the result may be irrelevant and biased. In conclusion,
learning irregular verbs via Kahoot! could be the most potential strategy as it provides an absolute
clarity to the assessment when compared to traditional students response techniques.
3.0

WORKING KAHOOT! IN THE CLASSROOM

For ESL younger learners to fully benefit from irregular verbs lessons, a gamification
student-response system must be parallel in order to increase their self-motivation and in-class
engagement. Once the other elements have played their roles, brute force memory would absorb
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and retain the content which has been registered voluntarily hence making the process as natural as
the first language acquisition. In a way, this is the idea of integrating Kahoot! in an ESL classroom.
Another significance of practising this application in class is due to the fact that learners of alpha
gens are more prone to repetition and images.
Now that the benefits of using this application has been laid open, the further step is to plan
its usage in classroom. To see the effectiveness of this Kahoot! in an ESL classroom, teachers must
first list down the list of irregular verbs which will be focused on. Then, a simple pre-test is given to
the learners pertaining the focussed irregular verbs. Once the test is collected, teachers can walk the
learners through the how to operate Kahoot! Since Kahoot! works mainly as a quiz, teachers can
collect the data gained from this online quiz as a reliable data for the final findings.
Some may wonder the difference between rote learning and Kahoot!? Ideally, the concept is
actually similar to each other because both are intended to get learners to retain the information
gained for a longer period of time. However, instead of drilling (ride, rode, riden) for several times,
Kahoot! enables the learners to experience the concept of memorisation through gaming. Therefore,
instead of seeing the quiz in Kahoot! as merely quizzes (which eventually intimidate them), they
would be ‘deceived’ to treat it more like “in it to win it’’ game. In fact, while preparing the quiz
questions, teachers must also consider adding in relevant images that go hand in hand with the
focussed irregular verbs because as mentioned earlier the alpha gen learns better with images and
repetition. After a few sessions of these ‘quizzes’, teachers may hand in another test (post-test) to
test the effectiveness of Kahoot! in improving the younger learners’ retention on the irregular verbs.
Another midpoint of this application is that teachers will have the upper hand of assessing
how their learners are doing for that particular content (from the displayed result) as compared to
asking each and every child to answer their questions verbally. This result may or may not be
displayed in the main screen which made it more discreet and personal. Apart from using it as a
main quiz, teachers can also use this application as a warm-up activity or as an exit slip (making it
more practical and effective in assessing the learners understanding of the lesson rather than asking
them to give thumbs up and down or even lifting their traffic light cards).
4.0

DISCUSSION

Initially, this paper is focussing on irregular verbs as it is intended to bring teachers’
awareness that the mattered topic must be given a fair amount of attention as it appears to be quite
dominant in English language. This statement goes back to a conclusion suggested by Eva
Grabowski and Dieter Mindt (1994) that there are up to160 irregular verbs out there which makes
up to 58% of all verbs in the English language. Such persuasion proves that mastery of irregular
verbs is essential in English language learning. Realising such significance is vital for teachers to
make sure that follow up actions are to be taken in making sure that effective lessons on irregular
verbs to be executed in class.
One may wonder how does this alternative to normal educational setting helps in supporting
the idea of effective learning on the subject matter (the irregular verb) and the Fourth Industrial
Revolution? Well, it is no doubt that humans are invincible against machines in terms of future job
creation considering aspects such as creative endeavours, social interaction as well as physical
dexterity and mobility, however as education is at the heart of prepping the present and future
generations against the limitless possibility machines have to offer, it is only fitting that application
such as Kahoot! to be applied in today’s classroom to ensure that there is an existence of
collaborative problem solving in learners’ learning. In fact, according to Alvin Toffler in his book
Future Shock (1970), “the illiterate of the 21st century will not be those who cannot read and write,
but those who cannot learn, unlearn and relearn”. From this statement itself, it can be speculated
that the author is trying to posit that the most important element to be emphasised in current
education is not recitation of facts and procedures but the skill on learning how to learn. In other
words, we have to work alongside the machines instead of competing with them, by programming
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them instead of being programmed by them. However, in this case, it is wise to sum up that the
proposition is for learners to be able to learn about understanding how the irregular verbs are
formed rather than to simply repeat and memorise the forms.
As some might argue that the younger learners may treat the application as a mere ‘game’
instead of lessons, but it is important to know that some of the gamification concepts are goal,
challenge, reward, competition, user engagement, achievement, skill and learning. Therefore, it is
best to conclude that any form of gamification learning does benefit the learners especially the
younger learners. Kahoot! stands out the most as one of the pioneer and leading application as it
combines all of the gamification concepts which makes it the best candidate in executing lesson on
dry and complicated topic such as Irregular verbs makes more sense and appealing. Based on the
testimonials shared by teachers who had practised Kahoot! in their English lesson proved that their
learners had more enjoyable learning experience in classrooms. Some even claimed that their
learners improved significantly as compared to chalk and talk method.
Another highlight of Kahoot! is the heavy influence of student response system.
Traditionally, teaches find learners in normal classroom to be more passive. Occasionally, one or
two may stand out compared to the rest but how does this ensure the others’ participation in class?
With Kahoot! however, learners are obliged to share their responses with the others as being verbal
is not the only option to share their thoughts. They can simply show their commitment by choosing
and clicking their responses without being judged in any way possible. Despite of being highly
engaging, Kahoot! is also easy to use. Teachers may need to do the demonstration once or twice and
learners can be independent right after. All they need to do is key in the game pin, type in their
username and click their answer choices. It is also safe to conclude that this application is very
much inclusive as no man is left behind, hence there is no need for any learners to overshadow the
others (by keep raising their hands to answer leaving the others with thin chances to speak or share
their answers).
As mentioned earlier, Kahoot! makes to the top of the list due to its credibility in helping
learners to be more engaging with the lessons. Traditionally, learners of all types are easily
distracted in class. They lose focus easily and sometimes boldly showed disinterest in the lesson
especially English lesson which bores them. However, once they are given the opportunity to do
hands-on activities especially ones that integrates ICT in it, their attention span will increase hence
resulted a better learning outcome. As it is the learners nature especially the younger one to
appreciate more fun in learning, Kahoot! simply hits the bull’s eye.
5.0

CONCLUSION

Most teachers would find the use of ICT is hefty and time consuming. However, one must
always bear in mind that diversity in teaching and learning helps to maximise the learning
experience for the learners. Rote learning might work when it comes to learning the list of irregular
verbs there are, however, meaningful learning will do more constructive and positive benefit to the
learners. The technology is not here to replace the normal teaching and learning but to assist the
process in ensuring better result and satisfaction for both teachers and learners. This paper is not
suggesting to teachers to use more ICT such as Kahoot! in classroom but to at least give it a try and
make it as part of their regular teaching practises in class. Teachers must also know that there are
always more than one teaching strategies which can be applied in classroom and Kahoot! is one of
the many that is worth to be explored particularly in coping with one of most confused word forms
such as the irregular verbs.
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ABSTRACT
We live in an environment that is constantly changing and staying ahead of time is
part of one’s survival. Today’s educators face the challenging need to adapt their teaching to
meet the needs of their 21st century learners. However, it is also important to know the value
that is placed by learners towards the 21st century skills and knowledge. The quantitative
study was conducted with 197 pre-university students at a private university in Malaysia.
Two instruments were used to design the questionnaire for the study; “What We Educators
Get Wrong about 21st- Century Learning: Results of a Survey by Mishra and Mehta (2017)
and “How Do Students Value the Importance of Twenty-first Century Skills?” by Ahonen and
Kinnunen (2015). The results of the study shed insights on emerging trends as society and
technology are evolving and this would be vital for educators to stay relevant in educating
the future workforce

1.0 INTRODUCTION
Organisations and educational institutions have placed a lot of emphasis on 21st
century skills. With globalization, internalization and technological advancement, we see a
great need to equip the future generation with the right knowledge and tools for the 21st
Century demands. The responsibility seems to fall on educators to prepare students to be able
to work and survive in this environment. Not only this but also to cater to the manpower
needs of a country to develop, strengthen and support its economy, infrastructure and society.
With technological advancement, how 21st Century learners develop themselves and
their interests have changed from those of the 20th Century. In fact, both educators and
learners have many doors opened in how they seek, obtain and apply knowledge gain. There
are many researches that look into the area of teaching, educators and 21st century skills but
there are not many research conducted on the learners’ perspective towards 21st century
skills. This has also been echoed by Ahonen and Kinnunen (2015) indicating that there are
not a lot of studies obtainable on learners themselves valuing or ranking the 21st century
skills or any other list of skills possessed by them.
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To produce an all-rounded-learner, all perspectives need to be taken into
consideration, including learners’ perspective on the subject matter. Knowing learners’
perspective builds on educators knowledge regarding their learners thus enabling them to stay
relevant, build more effective learning interventions and better tailor their teaching resources
to the learners need for their future. Gentilucci (2004, p.133) states, “Students are powerful
determiners of the learning that occurs in their classrooms. Understanding why they learn
well or poorly is predicated upon clearly understanding their perspectives on learning”.
Furthermore, learners have a way of influencing future society and matters that trend. Thus,
understanding their perspective on 21st century skills contributes to how they view their
future needs, leading to information on learners’ learning -related behaviour.
Taking these into consideration, the aim of the study is to find out on learners’
opinions regarding the importance of the skills they need for the future, how they appreciate
and value 21st century skills, and what they describe as being the foremost vital skill and
competences they have learned to date. The study also accounts for the skills that students
have learned on their own during their free time noting its importance for their future needs.
Following the above, the study looks into the following research questions:
a) What kinds of skills do learners anticipate they will need in the year 2025?
b) How do learners rank and value the importance of 21st century skills?
c) What skills and knowledge in general do the learners describe as being the most
important they have learned so far on their own?

2.0 LITERATURE REVIEW
As we transition from the 20th century to the 21st century, there are a lot of expected
changes that will be a part of this new era. Among these aspects are the current revolution in
education, especially with the skills we think are important to equip our learners with, to be
able to adapt to the needs of the 21st century work environment. Thus, the main aspect that
needs to be addressed first is defining the 21st century skills required. Based on a study done
by Binkley, et.al (2012), the skills required for the 21st century can be grouped into four
categories and ten skills: Ways of Thinking (Creativity and Innovation, Critical Thinking,
Problem Solving and Decision Making, Learning to Learn and Metacognition), Ways of
Working (Communication, Collaboration- teamwork), Tools for Working (Information
Literacy, ICT Literacy), Living in the World (Citizenship -local and global, Life and Career,
Personal and Social Responsibility). These skills listed above cover the essential aspects
required for the 21st century learner to function well in society.
Learners need to be well equipped with 21st century skills to ensure that their
productivity in the workforce will not be hampered. For them to be well prepared for the
unforeseen challenges in the future working environment, they need to spend a considerable
amount of time developing their skills set. Based on a study using Problem Based Learning
(PBL) to teach 21st century skills conducted by Bell (2010), among the skills that are seen to
be relevant by learners are their abilities to; collaborate, negotiate, plan, and organise. Being
immersed in the project will cater to their slack in collaboration, consequently enabling them
to be team players in the working environment of the 21st century.
Being in the team is essential, and also knowing what students’ view as being
important for their future is vital too. Students have their own opinions on the skills that they
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would require to be successful in their employment later on. Kalelioglu & Gülbahar (2014)
looked at 5th grade students’ perception of being taught programming in primary school as
part of being equipped for the 21st century. The study concluded that students liked
programming and wanted to improve their skills. Thus, this suggest that most students
already know what they want and what is essential to be successful in their lives. It is then
our responsibility to also ensure that their voices are heard and taken into consideration when
planning the syllabus.
The findings above echo the studies done by Ahonen & Kinnunen (2014); Betts,
Kapushion & Carey (2016), which not only looks at the 21st century skills from the learner’s
perspective, but also to ruminate and execute a plan based on the 21st century skills which are
considered important for these students. There are a plethora of studies done in many fields
that look at the impact of 21st century skills for the future workforce, but these studies mostly
focus on the educational institutes and educators rather than the students. The main issue here
is that although many educators are aware that students already know what they will need to
focus on to be successful, there are limited platforms for their voices and opinions to be
heard, much less to be put into action. To enable students to be productive members of the
21st century workforce, it is then very important that they become lifelong learners and be
able to adapt to any kind of unforeseen situation that may present itself.
3.0 METHODOLOGY
In order to achieve the objective of this study, a survey-based questionnaire was used
as research method. An online questionnaire with a combination of adapted questions from
Ahonen and Kinnunen (2015) research paper, Mishra and Mehta (2017) research paper and
Kereluik, Mishra, Fahnoe and Terry (2013) The 3 x 3 Model of 21st- Century Learning
framework were used to obtain information from the participants. Online questionnaire saves
time and effort as it allowed quick online feedback or response, allowing the
researchers to collect and analyse surveys efficiently (Wright, 2005).
3.1 Participants
The target students’ population in this study was from a private Malaysian university
in Selangor, Malaysia. Using the convenience sampling method, students from the preuniversity programmes were used due to accessibility and proximity to the researchers. 197
Foundation students from various programmes participated and completed the online survey.
3.2 The Instrument
The survey started with asking the students background information; however,
information asked was limited to age, gender and programme they were undertaking. The
following section consisted of two open-ended questions. The first question was to list three
skills or knowledge they would need in the year 2025. This question was asked to enable the
researchers to get a sense of what students perceived as important challenges, skills and
knowledge of the 21st century and what they would need to face and survive in this century.
In the next section of the survey, using Kereluik et al.’s (2013) The 3 x 3 Model of
21st- Century Learning framework, students were asked to rate the importance (1 being the
most important and 9 being the least important) of skills or knowledge they believed as
significant for the 21st century. The nine types of knowledge were core content knowledge,
cross-disciplinary knowledge, and digital/ICT literacy (that constitute foundational
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knowledge); problem solving and critical thinking, communication and collaboration, and
creativity and innovation (that constitute meta knowledge); and life/job skills, cultural
competence, and ethical/emotional awareness (that constitute humanistic knowledge) (Mishra
& Mehta, 2017 p. 9). From this section the researchers are able to gain information on what
and how students valued each of this knowledge.
The final section of the survey comprised of an open-ended question. The question
required the students to state what were the most important skills or knowledge they had
learned on their own during their free time. This gives the researchers information on the
self-initiative students take to equip themselves with the kind of skills or knowledge they find
significant for their future.
3.3 Collecting Responses
The data was collected via an online questionnaire (Google Form), which was posted
on the students’ English module site on Moodle. A brief introduction was provided of the
study so the students were aware the purposes of it. Administering the survey online
increased accessibility as it gave respondents various ways to access the survey at anytime
and anywhere such as through their mobile phones, laptops, tablets, etc. Another major
benefit of using this method (Google Form) was it enabled quick results, as data received was
automatically tabulated.
The survey link was made available to the students for two weeks. Once the survey
closed, data obtained was statistically analysed. The demographic section produced
descriptive statistics while the open-ended questions in the survey were coded to identify
emerging trends and thematic groups. From this, the information gathered was triangulated
against available data and theory. The section on rating of the 21st century knowledge were
compared with each other for significance and across categories of knowledge to underscore
which knowledge students valued the most.
4.0 RESULTS
The following are the responses received from the survey completed by the students

Figure 1: Students response on skill/knowledge needed by them moving to the year 2025
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Figure 1 indicates the skills/knowledge that students identified as needed by them
moving to the year 2025, when they are employed. The most important skill was digital
literacy at 21.12%, followed by life skills at 9.57% and creativity and innovation at 9.24%.
Notably, the lowest skills required were stress management, health and job skills at 0.33%.

Table 1: Students response on skill/knowledge based on most important
Knowledge

Skills according
to Rank

Considered Most important (9) by
respondents (x/197)

Ethical/emotional awareness

5

92 (47%)

Digital/ICT literacy

7

73 (37%)

Problem solving/critical
thinking

2

112 (57%)

Core content knowledge

6

74(37%)

Cultural competence

9

38(19%)

Creativity/innovation

4

94 (48%)

Cross-disciplinary knowledge

8

68 (35%)

Life/job skills/leadership

3

96 (48%)

Communication and
collaboration

1

120 (61%)

In Table 1 on the previous page, students had to rate the skills given based on the
most important (9), to the least important (1). There were in total 197 respondents, so the data
depicts the numbers and overall percentages of students that ranked the skills as most
important (9). Based on the data in figure 2 shown below, the most important skill deemed
necessary by students is communication and collaboration at 61%. The second most vital skill
is problem solving/ critical thinking at 57% and the third highest is life skills/job
skills/leadership at 48%. The least important skill is cultural competence at 19%, followed by
cross disciplinary knowledge at 35% and digital and ICT literacy skills at 37%.
Figure 2 below shows the students’ responses identifying the skills that they have
learnt outside the typical academic setting. These are skills or knowledge they deemed as
being the most important that they have learned so far on their own. The students ranked life
skills at 14.15%, creativity and innovation at 13.66% and communication at 10.24%. The
lowest rankings for the skills or knowledge the students identified are cross-disciplinary
knowledge (0.49%), public speaking skills (0.49%) and flexibility or adaptability at 0.49%.
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Figure 2: Important skill/knowledge students deemed important they have learned so
far in their own time.
5.0 DISCUSSION
Based on the overall results, most students are aware of the potential challenges that
they will face when they start working in the 21st century work environment. From the data
in Figure 1, most respondents chose digital literacy as the most vital skills for their transition
to the 21st century work setting. This chosen skill was significantly higher than the second
skill - life skill which was 9.57%. Here the students are wary of the skill that they need to
master before commencing their work at the potential company. It is also interesting to note
that they have a good sense of work life balance since the second most important skill, life
skills is used more outside the work setting than in the actual work place.
The third most important skill selected by the students is creativity and innovation,
which reveals that students are aware that the content they are learning in university may not
be able to fully support the impending challenges, thus they need to be creative and find
different means of problem solving to ensure their success at work.
In contrast, based on the data, the skills that is least required also show that students
have already perceived their working environment to be less stressful, thus stress
management is not a skill they deemed to be very important at it only garners 0.33%. This is
also true for health and job skills, because students would be able to obtain the necessary
input easily, thus making this a skill that is not challenging to their capability to complete the
required tasks.
In Table 1, students had to rank the skills from the least important (1) to the most
important (9). The data shows the percentages that the students have ranked in order of
importance for each skill. Out of the 197 respondents, 61% of the respondents `felt that
communication and collaboration is the most important skill. This is also similar to the
findings of Ahonen and Kinnunen (2015), which also found many students actually stating
that collaboration is an important skill for them. Another important skill that was identified
was problem solving and critical thinking skills at 57%, which is clearly more than half the
number of respondents. This skill is also seen to be essential as most potential employers also
look for this skill in their future employees. The third highest rated skill is life, job skills and
leadership skills at 48%. Thus the students are also associating skills of leadership, ability to
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perform a job related task and life skills as essential aspects to do well in their professional
lives.
Meanwhile, the knowledge that was ranked as the least important skill as shown in
Table 1 is cultural competence at 19% or only 38 respondents. Due to globalisation, most
students already have experience working with fellow students from other nationalities, thus
the transition is not that difficult since they are already used to working with peers from
culturally diverse backgrounds from their tertiary educational settings. Moreover, many
students are also pursuing studies abroad, enabling them to also adapt to the different cultures
they experienced at the country they resided for the duration of their study.
Another skill that is considered of less importance is cross- disciplinary knowledge
with only 35% of the respondents ranking it as important for their future employment. Most
students are already studying courses that have multi-disciplinary elements embedded in their
syllabus, thus it is not something new for them. Furthermore, since getting information is
relatively easy via the internet, it is not so much of a challenge to students to get information
that they seek.
The third least important skill that students ranked is actually digital and ICT literacy.
This finding is rather interesting, as previously students have indicated that it is an important
skill required for their future careers in the 21st century. Nevertheless, here the findings
indicated that students that actually ranked this skill as the most important was only 37%.
One reason could be that many students are confident that they will be able to tackle any ICT
and digital literacy issues since they are already well-versed in their knowledge and use of
ICT now. It is also important to note that most students are not in the Foundation in
Computing, since the majority of respondents are from other faculties like Faculty of
Business (33%) and Faculty of Natural Built Environment (36.5%). Thus, it may be safe to
conclude that either the students perceive that ICT and digital literacy although important,
may not play a huge role in their future career; or it is possible that students feel that they are
already equipped with the ICT know how, and thus should be able to cope with any
requirements that will arise in their working lives later on.
The last set of data (Figure 2) discussed the skills that students mastered in their own
time. The most important skill that a majority of students has mastered is life skills at 14.15%
followed by skills on creativity and innovation at 13.66%. The third most important skill
mastered is communication at 10.24%. Here, it is imperative to note that these skills
mentioned are a part of the essential skills identified by students earlier as having a huge
impact on their potential work lives, however, the data indicates that students also have other
avenues of getting the required skills outside the typical tertiary setting and can associate
their experience outside the classroom as part of their development of skills for their future
career.
In contrast, the skills that students picked up in their own free time that they have
rated as least important are cross-disciplinary education, public speaking skills and flexibility
or adaptability all at 0.49%. This is because courses like public speaking skills and cross
disciplinary skills are more easily obtained via a formal educational setting like in classrooms
rather than in isolation during time spent outside the class. In addition, it is also clear that
many students already feel that these skills do not need to be ‘picked up’ during time outside
the formal education setting as they would have already acquired it in classes that they attend.
To sum up, based on the findings stated above, the current curriculum does not cater
for all the needs of the students, as there are many skills that the students consider as
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important have yet to be taken into consideration to be embedded in the syllabus. Thus, it is
important to do the necessary changes in the current curriculum to ensure that the future
graduates will be able to cope with the challenges that they will face when they start their
careers. To ensure a problem-free transition from the educational institution to the future
work environment, educators, policy makers and the society at large have to make the
necessary changes to help the 21st century learners to be prepared for jobs they are yet to take
up.
6.0 LIMITATION OF THE STUDY
Based on the study conducted, there were several limitations identified. The first
limitation is the participants of the study were all in their first semester and enrolled for a preuniversity course, thus their perceptions may not be the same as students who are currently at
the undergraduate or postgraduate level of their study.
7.0 CONCLUSION & SUGGESTION FOR FUTURE RESEARCH
To summarize, based on the findings of the study, the students need more support to
be well- equipped to be able to transition well into the working environment of the 21st
century. Based on the current study, we do see students value and acknowledge the
importance of 21st century skills and knowledge. We see this through the importance they
place on communication and collaboration, problem solving/critical thinking and life
skills/job skills/leadership. Although many of these students are aware of the requirements,
they also need the necessary skills and support to ensure that they have the skills set to get
their jobs done well. Since the areas that they have identified as being important are crucial
for not only their self-development, but also to enable them to function well in their future
work environment, it is imperative that proper guidance and attention be given to these
students to help them obtain the required skills. For example, students have identified
collaboration as a vital ingredient for their successful work skill, thus this has to be
recognised and more sessions that are collaboration based have to be done to help the
students master this skill.
The suggestions for future research would include getting input from students across
different levels from pre-university right up to postgraduate to see if there is a change in their
perception of the most important skill and least important skill as they proceed in their chosen
tertiary study. Moreover, some students may be able to suggest other skills that they did not
foresee at the current level, due to being inexperienced and lack the understanding of the
nature of the course they are pursuing.
Another suggestion would be to identify the students’ responses based on gender, as
male and female respondents would have a different set of skills that they would value to be
important. It would be interesting to see if male and female rate skills like digital literacy and
communication the same since they may have other preferences that they think would be
more important to succeed in their future work environment.
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ABSTRACT
This study investigates the effects of two types of multimedia glosses on ESL students’ vocabulary
learning. Two groups of low-intermediate adult ESL learners took the target word pre-test two
weeks before the experiment. During the experiment, both groups read the same electronic text
but the target words were glossed differently, with the Malay translations and static images for
one group, and the Malay translations and animated images for the other. Immediately after the
experiment, both groups retook the same test. One week later, the groups took the delayed
vocabulary post-test. Two mixed-factorial 2x2 ANOVAs were run, one using the scores of the
immediate post-test, the other using the scores of the delayed post-test, to determine if the scores
of both groups were statistically significant. The results showed that the group with access to
animated images retained more target words. Further pedagogical implications will be discussed.
1.0

INTRODUCTION

In language education, one of the components given greater emphasis is vocabulary as it is
considered to be “…the core or heart of language” (Lewis, 1993). We need to have sufficient
vocabulary to use language to express our ideas or to understand others. Wilkins states that
“…while without grammar very little can be conveyed, without vocabulary nothing can be
conveyed” (Wilkins, 1972, pp111-112). As such, it is not surprising to see that vocabulary has
become the subject of many studies by second language researchers. Different methods of
vocabulary instructions have been examined to find ones that promote vocabulary learning more
effectively.
One of the methods that has been researched extensively is incidental vocabulary learning
through reading. It has been shown that this method works to some degree (Ellis, 1995; Krashen,
1989; Saragi, Nation & Meister, 1978, cited in Horst, Cobb & Meara, 1998). However, a drawback
rendering this method less effective is many written texts typically lack contextual clues for most
words, making it difficult for readers to guess their meanings (Haynes, 1993). To reduce incorrect
guessing of word meanings, authors have included glosses in the reading texts. Glosses are short
definitions of synonyms, either in L1 or L2 (Nation, 1983) and are often supplied for unfamiliar
words to facilitate reading comprehension. They are typically located in the side or in the bottom
margins of the reading texts (Lomicka, 1998). They provide accurate meanings of difficult words
that may be impossible or difficult to guess using contexts (Nation, 2001) and also help to limit
dictionary consultation that may interrupt the L2 reading process (Bowles, 2004). Several studies
have compared the effectiveness of glosses, contextual guessing, and dictionary consultation in
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improving incidental vocabulary learning through reading, and most found glosses as the most
effective (Hulstijn, Hollander & Greidanus, 1996; Watanabe, 1997; Jacobs, Dufon & Hong Cheng,
1994; Rashkovsky, 1999). Rashkovsky found that students who had access to marginal glosses
showed greater incidental vocabulary learning than those who read an unglossed text. Similarly,
Hulstijn, Hollander and Greidanus (1996) found that students with access to marginal glosses
scored higher than those with access to dictionaries.
In a computer-assisted language learning environment, reading texts can incorporate
electronic glosses (Yanguas, 2009). Electronic glosses can be made accessible through hyperlinks
that are embedded to target words in the reading texts. Benefits of electronic glosses have been
suggested by experts. Dais and Lyman-Hager (1997) posit that electronic glosses are appealing,
unlike traditional marginal glosses in the printed form. Davis (1989) favours the unintrusive nature
of electronic glosses. He notes that, due to hypertext technology, electronic glosses can be made
invisible until they are accessed by the readers. In addition, electronic glosses can be shown in more
formats than just text, including images, sound, or videos (Chun & Plass, 1996b). Commenting on
the usefulness of electronic glosses, or more aptly named multimedia glosses, Evans (1993) notes
that “the integration of text, sound and visual data clearly is of great benefit to the learners as this
will reinforce comprehension, pronunciation and contextual use in a way that traditional materials
are not able to do” (p.214). Different aspects of multimedia glosses have been studied. Nagata
(1999) and Gettys, Imhof, and Kautz (2001) have compared the effect of singl-meaning glosses and
multiple-choice glosses on vocabulary learning. De Ridder (2000, 2002) has investigated the
typographical effect of glossed words on vocabulary learning. Koren (1999) has compared the
effect of glosses and clue-sentences on the retention of words. Hegelheimer (1998) has explored the
effects of textual and sentence-level audio glosses on vocabulary learning. Yoshii and Flaitz (2002),
Al Seghayer (2001), Chun and Plass (1996), and Velazquez (2001) have examined the effect of
single-format glosses and multi-format glosses on vocabulary learning.
Studies by Chun and Plass (1996a) and Al Seghayer (2001) may provide a scope for further
research. Chun and Plass (1996a) conducted a study involving English-speaking subjects learning
second-semester German. They read an electronic German reading passage containing eighty-two
words glosses with pronunciation and L1 translations with some words also glossed with still
pictures and video clips. The subjects took immediate and delayed post-tests. The results showed
that words remembered with 24.1 percent to 26.5 percent accuracy. The researchers concluded that
providing glosses in different modalities resulted in looking up for more words more than once,
thus reinforcing learning. Al Seghayer (2001) conducted a study involving thirty ESL college
students in the United States. They read an electronic English reading passage with words glossed
with sound, L1 translation, pictures, and videos. Al Seghayer found the subjects performed the best
in the sound, L1 and video condition.
One consistent finding from these studies is that words glossed in dual modes of translations
and images, were better retained than words glossed only with translations or images. This finding
has lent further support for the Dual Coding Theory which proposes that information is much easier
to retain and retrieve when it is dual coded in verbal and visual form (Paivio, 1991). This theory is
one of the memory models that emerged from various studies related to Cognitive Information
Processing during the late 1960s. In general, Dual Coding Theory deals with how visual
information is processed and stored in memory. The theory posits that memory and cognition are
served by two separate systems, each having different functions, storage processing characteristics,
and memory units. The verbal system processes and stores linguistic information such as words and
sentences. In contrast, the visual system processes and stores images or picture-like representations.
The relationship of the two systems has shown to have positive effects on recall. When verbal and
visual codes are activated simultaneously, memory is enhanced due to the additive effect. Thus, it
has been claimed that the ‘dual-coded” information is easier to retain and retrieve.
With dual coded glosses (verbal and visual) found to be more effective than single glosses,
this line of research can be extended by investigating the effect of different formats of visual
information, more specifically the effect of still or static visuals and dynamic visuals, on the
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readers’ vocabulary learning. Dynamic visuals are different than static visuals in that the formers’
most obvious perceptual characteristic is the motion attribute (Rieber, 1994). Dynamic visuals
provide the illusion of movement. Examples of dynamic visuals include videos and animated
images. To date there has been little or no related studies. The comparison between the effects of
static visuals and dynamic visuals on vocabulary learning is valid within the context of Schmidt’s
(1990) Noticing Hypothesis. The hypothesis states that learners must “notice” a form in the input
and show signs of awareness before the input can be processed further. In other words, linguistic
input must be noticed for acquisition to happen. Learners are most likely to notice linguistic form
during interaction and the most useful interactions are those which help learners comprehend the
semantic and syntax of input. In the context of reading texts that supply glosses, interaction occurs
when readers read the text and consult glosses to know the meaning of unknown words. It can be
argued further that dynamic visuals enhance the interaction thereby creating more noticing.
The purpose of this study was to determine the effect of two formats of multimedia glosses
on ESL students’ vocabulary learning. The formats of the multimedia glosses were textual plus
static visuals and textual plus dynamic visuals respectively. Vocabulary learning was measured
using vocabulary scores from immediate post-test and delayed post-test. The research questions
were as follows:
1. Is there a significant difference between the immediate vocabulary post-test scores of the
group with access to translation and animated-image glosses and the group with access
to translation and static-image glosses?
2. Is there a significant difference between the delayed vocabulary post-test scores of the
group with access to translation and animated-image glosses and the group with access
to translation and static-image glosses?
2.0

METHODOLOGY

2.1

Subjects

The subjects were thirty-six first year students at one of the public universities in the East
Coast of Malaysia, aged between nineteen and twenty one. They were already in two intact groups
of eighteen and nineteen and were taking one of the English courses. The subjects were considered
to belong to a homogeneous population based on their English proficiency level, which was at lowintermediate. For the Malaysian University English Test (MUET), they obtained either Band 1 or
Band 2. They were familiar with multimedia learning programs as they were required to use them in
the language laboratory as part of the course assignments.
2.2

Research Design and Data Collection Methods

The quantitative research design used was non-equivalent control group design where the
treatment group and the comparison group were compared using pre-test and post-test measures.
The independent variable was the types of multimedia glosses provided for the two groups. One
group had access to glosses in the form of translation and still images. The other group had access
to glosses in the form of translation and animated images. The dependent variable was the
vocabulary post-test scores, measured immediately after the experiment and again one week later.
Data were obtained from immediate and delayed vocabulary post-tests.
2.3

Materials and Instruments

The multimedia reading program was specifically developed by the researcher for the
present study. Its development involved three stages: deciding on the reading text plus the target
words, obtaining the translation and the images for the target words, and designing the reading
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program. The reading text was composed by the researcher after failing to find a suitable one from
any other sources. The requirements were that the text had to be about 500 words long, should be
comprehensible to low-intermediate ESL learners but contain a few unknown words, and the target
words must be glossable with visuals, both in static mode and dynamic mode. The reading text was
composed based on thirteen words adopted from Sutton (1999). Two more words were added by the
researcher to increase the number of target words and to have equal number of words for verbs,
adjectives, and nouns. The words were as follows: sneak, sprint, crouch, descend, revive (verbs);
furious, combustible, elated, stressed, anxious (adjectives); brace, hatchet, colander, centipede,
burglar (nouns). The reading text was 489 words long with language suitable for low-intermediate
adult ESL learners. The decision to create a reading text instead of separate sentences containing
target words was made with the belief that a reading text would lend more validity to the study as it
would create a more natural reading environment for the subjects. The underlying principle behind
vocabulary learning through reading is that learners read mainly for comprehension, and vocabulary
learned, whether through contextual guessing, dictionary consultation, or gloss consultation, is the
by-product of the reading activity (Nation, 1990).
The Malay translations of the target words were obtained from a Malay-English dictionary.
The still images and several of the animated images were obtained from various sources—
Microsoft Office Clip Arts, Corel Draw software, and Yahoo Images. The rest of the animated
images were created by the researcher using image animator software because they were not readily
available elsewhere.
The multimedia reading program was designed by the researcher using Hypertext Markup
Language (HTML) and Javascript. It consisted of an introduction page, a reading text, and several
interactive comprehension exercises. The program file was copy to the computers in the language
laboratory. It could be opened by double-clicking on the program shortcut icon on the computer
desktop. The introduction page would appear informing the subjects that the words in green in the
reading text could be clicked to obtain their meaning. When the subjects understood the feature,
they could click on the word Start on the introduction page to proceed to the next page, which
contained the reading text. During reading, the subjects could click on the target words, coloured in
green, to obtain their meaning. The glosses appeared in small pop-up windows right below the
words. They contained Malay translations and static images (Figure 1), or Malay translations and
animated images (Figure 2). To make the glosses disappear, the subjects just needed to click on the
words again. After the subjects finished reading the text, they could proceed to the exercise page by
clicking the Comprehension Exercise link at the bottom of the page. In this section, there were
several questions for the subjects to answer. The interactive feature used here enabled immediate
feedback on the selection made, whether correct or incorrect. If the first selection was incorrect, the
subjects would be asked to make another attempt.

Figure 1: Translation and Static Image
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Figure 2: Translation and Animated Image
The vocabulary test consisted of fifteen target words which were glossed in the reading text.
The format of the test was a multiple choice. For each target word, five Malay distracters, along
with the correct Malay translation, were provided in order to reduce the potential to guess the
correct answers (Jones & Plass, 2002). The distracters had been chosen carefully to ensure that they
were not obviously wrong. Each correct answer received one point, with a maximum test score of
fifteen points. The test was administered to the students three times, once as pre-test prior to the
experiment, and twice as post-test afterward. The purpose of the pre-test was to assess the subjects’
prior knowledge of the target words. If the scores were statistically different for the two groups,
they would be used as covariates in the analysis of variance. The post-test was given immediately
after the experiment and one week after the experiment.
2.4

Procedures

The experiment was conducted in the language laboratory during the subjects’ regular class
session. The experiment was completed in two sessions because the two groups had different
timetable. There was a lapse of four days between the first and the second session. The procedures
described here apply to both experiments. Two days before each experiment, the subjects were
informed by their instructor that they would participate in an experiment to test a new multimedia
reading program. On the day of the experiment, the computer stations in the language laboratory
were turned on. The researcher also made sure that the multimedia program copied to the desktop
could be opened successfully. After the subjects had arrived, they were asked to sit at any of the
computer stations that were already turned on and wait for further instructions. Next, the subjects
were given a vocabulary test. They were reminded that if they did not know the meaning of any of
the words in the test, it was all right for them to leave the question unanswered instead of making a
guessed answer. The pencil-and-paper test took four minutes. Upon completion, the test scripts
were collected to be marked. The subjects were then informed that they were going to participate in
an evaluation of a new multimedia program. They were asked to look at the LCD projector in front
and watch a demonstration on how to open the program and display the multimedia glosses in the
reading text. After the subjects understood, they were allowed to use the program for thirty minutes
to read the text and answer comprehension questions. No mention was made of the immediate
vocabulary test that was to follow because if they knew about the test they would consciously try to
learn the target words. Students who had completed the task earlier than the others were asked to
exit the program and wait for the others to finish.
The subjects were then given a vocabulary post-test having similar format and content with
the pre-test they took prior the experiment. They had four minutes to answer the post-test. They
were reminded that if they did not know the meaning of any of the words in the test, it would be all
right for them to leave the question unanswered instead of guessing the answer. The tests were
collected and the students were allowed to leave.
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One week after each experiment, an unannounced delayed post-test was given to the
subjects after they came to the language laboratory for their regular class session. The test was
administered by their instructors. The format and content of the test were similar to the those of the
immediate post-test. Likewise, the time given was four minutes. The test was then collected.
3.0

RESULTS AND DISCUSSION

The scores of the vocabulary pre-test, immediate post-test, and delayed post-test were
computed. They were entered into Microsoft Excel and analysed using the Analysis of Variance
(ANOVA) method. Results from the ANOVA were used to check for significant differences
between the mean scores of the tests for the two groups.
To obtain the answer to research question 1 (Is there a significant difference in the
immediate post-test score between the group with textual plus static-image glosses and the group
with textual plus animated-image glosses?), a 2x2 mixed-factorial ANOVA, with groups as
between-subjects factor and time (pre-test, post-test) as within-subjects factor, was performed to
examine the effect of gloss modes on the immediate vocabulary post-test scores. The results of the
ANOVA are presented in Table 1.
Table 1: The Results of 2x2 Mixed-Factorial ANOVA on the Immediate Post-Test Scores

The ANOVA showed that the immediate post-test scores of the group with textual plus
animated-image glosses were significantly higher than the scores of the group with textual plus
static-image glosses, F (1,34)=13.2, p=0.000914.
To obtain the answer to research question 2 (Is there a significant difference in the delayed
post-test score between the group with textual plus static-image glosses and the group with textual
plus animated-image glosses?), a 2x2 mixed-factorial ANOVA, with groups as between-subjects
factor and time (pre-test, post-test) as within-subject factor, was performed to examine the effect of
gloss mode on the delayed vocabulary post-test scores. The results of the ANOVA are presented in
Table 2.
Table 2: The Results of 2x2 Mixed-Factorial ANOVA on the Delayed Post-Test Scores
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The ANOVA showed that the delayed post-test scores of the group with textual plus
animated-image glosses were significantly higher than the scores of the group with textual plus
static-image glosses, F(1,34)=8.21, p=0.007095.
Question 1 asked if there was a significant difference in the immediate post-test scores
between the two groups. The results showed that significant existed. The group with textual plus
animated-image glosses scored higher than the group with textual plus static-image glosses. Thus, it
can be suggested that dynamic visuals, represented by animated images in the present study, were
more effective than the static visuals in enhancing word retention. Since there have been no similar
studies, it is impossible to compare the finding of the present study with existing literature. The
finding however can be compared to a quite similar study by Al Seghayer and it was found to be
consistent with latter in that the dynamic visuals helped learners retain words more effectively. To
continue the discussion, the finding can be analysed within the context of Schmidt’s Noticing
Hypothesis discussed earlier. It can be argued that animated images lead to more noticing of the
linguistic input because of their motion attribute that creates an illusion of movement. This
movement can be claimed to create more interaction as it forces the eyes to focus more and longer
on the animated images and forces the brain to process more information, which in turn make the
words more retainable.
Question 2 asked whether there was a significant difference in the delayed post-test scores
between the two groups. The results showed that there was a difference. The group with access to
textual plus animated-image glosses scored significantly higher than the group with access to
textual plus static-image glosses. Thus, it can be suggested that the effect of animated images
continued long after the exposure to them. The results again can be analysed within the context of
Schmidt’s Noticing Hypothesis. It can be claimed that animated images led to increased interaction
of the linguistic input and hence more noticing, which in turn make the words more effectively
retained.
4.0

CONCLUSION

Given the importance of vocabulary in language education, researchers have been studying
different methods of vocabulary instructions to find ones that could enhance the rate of vocabulary
learning. In the CALL environment, researchers have been investigating the effect of different
modes of electronic glosses, or more aptly called multimedia glosses, on vocabulary learning. This
study took on a new experiment where it attempted to determine if dynamic visuals would help
learners remember words better than static image. The argument was valid within the context of
Schmidt’s Noticing Hypothesis where it can be argued that dynamic visuals would demand more
interaction between the readers and the linguistic inputs due to their motion attributes and hence
more noticing, which in turn would lead the learners to learn the words. In addition, this study was
conducted on the agreement that dual-coded inputs have been found to be more effective in helping
learners to retain information. Therefore, dynamic visuals were paired with verbal information in
the form of textual L1 translation. In this study, it was found that the group with access to textual
plus animated-image glosses scored significantly higher than the group with access to textual plus
static-image glosses, both in the immediate post-test and in the delayed post-test. It can therefore be
argued that animated images were more effective in helping learners to retain new words they
encountered, more so when presented as part of dual-coded inputs together with the verbal
information.
To improve the present study, several suggestions have been outlined. The first one is
regarding the number of subjects. In the present study, two intact groups consisting of nineteen and
seventeen subjects respectively were used. Using a larger sample size would be more representative
of the population. The second suggestion concerns the number of reading texts. The subjects should
be given more than one text to read, each text having different genres, so as to simulate reading in
the real world. The third suggestion involves the selection of target words. In the present study, one
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of the criteria for selecting the target words was that the words were concrete, meaning that they
could be represented easily by visuals. Though this may sound difficult, testing the effect of
animated images on ESL students’ learning of abstract words would provide valuable insight. The
fourth suggestion is regarding the experimental design. In the present study, the experiment was
conducted once and took only thirty minutes. In other related studies, the duration of the experiment
was in this range. The nature of these kinds of studies in a way dictates the number of experiment
and the length of the experiment. First, if the experiment is repeated, the results may not reflect the
real effect as the first experiment will increase the awareness of the subjects which will affect the
outcomes of subsequent experiments. Secondly, if the experiments are conducted on different days,
the possibility of the results to be influenced by other confounding variables increases. As a
suggestion, future studies should attempt to conduct multiple experiments to lend further validity to
the results. To be able to do this, confounding variable issue must be addressed first. The last
suggestion involves the independent variables. In the present study, only one independent variable
was examined, which was the type of visuals. Future studies should attempt to incorporate other
variables such as age, gender, and learning style. Generally, it has been shown that these factors
may provide moderating effects.
Pedagogically, the present study provides several implications and recommendations. On a
broader scale, the finding suggests that the addition of visuals, whether in static or dynamic forms,
to language instructions can potentially enhance any components of language learning, not just
vocabulary. Therefore, the finding provides empirical grounds for incorporating visuals in a CALL
environment. This task is feasible given the current state of technological advancement.
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ABSTRACT
Professional development has emerged as a crucial need for the smooth
functioning of professionalism of any sectors irrespective of education, corporate,
bank. Teacher’s Professional Development as well as Teacher Training of primary,
secondary and tertiary that is college level is being practiced locally and centrally in
Bangladesh for long time. But teacher training for higher education that is for
university teacher has been suffering from a serious setback in Bangladesh. Neither the
authority nor teachers themselves are eager to respectively offer and receive training
as both the parties think university teachers to be well equipped. This paper is an
attempt to investigate the reasons why teachers and authority do not feel the importance
of in-service training for university teachers and what are changes the teachers can
discover within them after receiving the training. Based on interviews, in-depth
interviews, observation and secondary data, the researchers conducted the research on
twenty-nine trainees and three trainers at Green University of Bangladesh and found
very significant changes with the trained teachers. Still, the researchers have urged for
further studies in the same field to explore the unexplored.
1.0 INTRODUCTION
Teaching is a complex craft and a teacher is considered to be a professional craftsman,
the most directly responsible person in the process of teaching and learning. The teacher
is accountable to make students learn and benefit or suffer from the quality of his/her
teaching. The teacher and the quality of his/her teaching are always under discussion
and continuous development. To provide new teachers with the greatest chance of
success, they need to have completed a teacher training program that provides them
with knowledge, experience, and guidance and moulds them into the best version of
themselves. In Bangladesh, trainings for the teachers are generally initiated at school
and college levels. Several institutions have been established around the country by the
government to provide training at those levels. The following table shows the basic
information on teacher training in Bangladesh cited from Ground Work Incorporated
(2002).
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In the table above, there is no initiative at tertiary level in particular at university
education, neither at government sector nor at private. At university level, the general
practice and perception is that the best students will be recruited as the teachers in the
belief that the best students would be the best teachers. It is also believed that
professional training for best students that is for possible best teachers is not necessary
at all. This perception and practice have been embedded in the psyche of the senior
teachers as well as authority concerned for decades. But great teachers are not always
born; rather excellent teachers are often made and can be made. The fact is, this latter
philosophy is often challenged or bypassed by specially the veteran teachers or the
teachers in the leading universities with the references to the great teachers who without
training reached the pinnacle. According to a report, Bangladesh Education Sector
Review Report No. 4 prepared by Ground Work Inc (2002),
Bangladesh is not short of monetary resources, and it does not lack an institutional
framework. All education sector institutions and, if not all, almost all, professionals
have become accustomed to an innate unprofessional institutional culture at all levels
of the system. Unless and until the institutional culture is changed to a more
acceptable professional practice of education, the investment made in the name of
‘quality education’ will not yield positive results. All donors and GOB investments
are directed at improvement of physical and human infrastructure to support quality
education. No investment is focused, however, on ‘Management of Change’ at the
institutional level. Change refers to ways of working and doing things. (p.23)

In this perspective, Green University of Bangladesh (GUB) has initiated and
established Green University Center of Excellence for Teaching and Learning
(GUCETL) which organizes a Certificate Course in Teaching and Learning (CTL) to
groom and train the newly recruited teachers of different levels. The course is
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conducted in two phases – the first phase is four day long and the second phase is of
three month long where the classes are held once a week for three hours. The key
purposes of the course are to orient teachers to the theoretical perspectives of pedagogy
and andragogy as well as introduce them to the practices employed by the advanced
educational institutions and newly developed methods and practices in higher education
level around the world. The major focus of the program is to make the teachers feel that
teaching is a continuous learning process and training adds skills and abilities to their
existing knowledge, opens up possibilities, orients them to different perspectives
around the developed world and advanced teaching strategies without blaming or
underestimating the past practices employed by the teachers.
According to M. G. S. Fakir, training for teachers at university education is
ignored and thought to be unnecessary by the authority and teachers concerned. But M.
G. S. Fakir, the Vice Chancellor of GUB and the founder of GUCELT as well as fLTR
(Foundation for Learning, Teaching and Research) believes that learning never ends
with the completion of graduation and post-graduation. At the same time, effective
teaching requires continuous learning and in-service training for university teachers
helps them to be oriented and equipped to and with all the necessary and updated tools
of teaching and learning (M. G. S. Fakir, personal communication, June 7, 2018). Now
the dilemma is whether university teacher training is necessary. This paper is an attempt
to address why teachers and authority concerned feel reluctant to receive and provide
training at university education level and how teacher training at university level
benefits both teachers and students.

2.0 LITERATURE REVIEW
Professional development encompasses an extremely broad range of topics, formats
and areas. According to Education Reform (2013), the term professional
development refers to a wide variety of specialized training, formal education, or
advanced professional learning intended to help administrators, teachers, and other
educators improve their professional knowledge, competence, skill, and effectiveness.
TALIS (2009, cited in OECD 2009) adopts a broad definition of professional
development among teachers, “Professional development is defined as activities that
develop an individual’s skills, knowledge, expertise and other characteristics as a
teacher” (p.49). According to OECD (2005, cited in OECD 2009) effective professional
development is on-going; it includes training, practice and feedback, and provides
adequate time and follow-up support. Successful programs involve teachers in learning
activities that are similar to the ones they will use with their students, and encourage
the development of teachers’ learning communities. There is growing interest in
developing schools as learning organizations, and in ways for teachers to share their
expertise and experience more systematically. The development of teachers beyond
their initial training can serve a number of objectives including:

• to update individuals’ knowledge of a subject considering recent advances in the
area;
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• to update individuals’ skills, attitudes and approaches considering the
development of new teaching techniques and objectives, new circumstances and
new educational research;
• to enable individuals to apply changes made to curricula or other aspects of
teaching practice;
• to enable schools to develop and apply new strategies concerning the curriculum
and other aspects of teaching practice;
• to exchange information and expertise among teachers and others, e.g.
academics, industrialists; and
• to help weaker teachers become more effective.
(OECD, 1998, cited in OECD 2009)
Verginica (2012) argues that academic life permits us to think a project of life on
the short, medium and long-term basis, including professional development. She further
believes that training helps teachers do reflective practice and practice individual and
collective accountability. In her paper, she strongly suggests professional development
opportunities to the novice teachers. Stein and Stein (2016) raises the issue of rethinking America's Teacher Education Programs. They argue that the education
departments and schools at our colleges and universities cannot continue to do business
as usual—they need to adjust their teacher preparation programs to effectively support
the changing times, and to provide our future teachers with a realistic and rigorous
education. There is little or no disagreement among educators, social scientists, or
anyone else for that matter, that great schools are the product of great teachers. It makes
sense, therefore, to create a world-class teacher education and training program.
McKeachie (2006) has brought the critical elements in the training of university
teachers. According to him, what is critical in training university teachers varies
depending upon the stage of the teacher's career. For new entrants, the most critical
element is the development of basic skills, such as leading discussions, lecturing, testing
and responding to student questions. With a modicum of proficiency, the teacher's
anxiety is reduced, which in turn reduces the anxiety of the students. After initial
successes, or at least survival, the teacher can begin to appreciate training that involves
consideration of the goals of education, course planning, knowledge about the nature
of teaching and learning, and the context in which teaching will occur. Some of this
knowledge can be obtained from reading, but discussions with peers and experts can
also be helpful. Skills, however, need to be demonstrated and practised. With increasing
expertise and positive feedback from students, motivation for teaching is enhanced.
Ping, Schellings and Beijaard (2018) debated on a systematic review of what, how, and
why teacher educators learn. Results show that research on teacher educators'
professional learning appears to be a growing field of interest. Mia (2017) conducted
an empirical study on National University Teachers’ Training Programme in
Bangladesh. His study shows that there is little opportunity to train up the college
teachers especially in graduate and post graduate levels. The paper investigates the
effectiveness of National University Teachers’ Training Programme and finds some
drawbacks. In spite of having some drawbacks, he argues for teacher training at higher
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education because training helps teachers develop their Knowledge, Skills and Abilities
(KSA).
Each research reviewed above cultivates the same kind of field and so does this
study. But each research is unique and has its own focus to address a gap. Verginica
(2012) focuses teacher training in Romania and emphasizes training to help teachers
practice reflective teaching, Stein and Stein (2016) prove that great schools are the
product of great teachers who are made and not born, Mia (2017) deals with the teacher
training of college teachers of National University, the largest public university in
Bangladesh without having its own academic campus whereas the present study
addresses the teacher training at higher education, specifically at private university
sector. So, the current paper has its uniqueness as it investigates the reasons of
reluctance of the teachers and outcomes of receiving training.

3.0 METHODOLOGY
3.1 Participants
The research was conducted in a very natural campus setting of Green University
of Bangladesh. The researchers interviewed six CTL trainees, two co-trainers and the
chief trainer. Comments from twenty-five trained teachers were also collected. All the
participants have at least their Masters degrees in various disciplines whereas some of
them have their Doctoral degree. Some of them are experienced and some of them are
novice in teaching. So, they are from diverse socio-cultural, socio-educational and
teaching background. Among 34 participants, 25 were males and nine were females.
The age limit of the trainee participants are 22 to 60 years whereas the trainers are
between 55 to 65 years of age. Some of the experienced trainees have some professional
development training which they received earlier.
3.2 Data Collection
The researchers have collected data adopting qualitative approach which includes
interview, in-depth interview, and observation. Substantial amount of data was
collected from secondary sources. As a part of primary data, they did interview and indepth interview with the trainees and the trainers respectively. They also read and
observed the changes in teaching techniques before and after the training. For secondary
data, they collected the brief comments of the trainees about Certificate Course in
Teaching and Learning. Besides, they collected participants’ reflection from their
electronic mails. All the data were authentic and unbiased.
4.0. FINDINGS AND RESULTS
The data received from interview, in-depth interview, observation and secondary
sources reveal some important and informative results. It was thought that the CTL
Course is important only for novice teacher but the interview has given a different data.
Two senior and experienced teachers as well as trainees of the course, one professor
and one associate professor, commented that in their long duration of teaching
experience, they have not thought and felt the need of training at university level but
the CTL Course they have received after joining GUB has made them feel the
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importance of training at higher education and opened their eyes about the challenges
students face in 21st Century and the responsibilities of the teachers to make students
prepared. All the novice teachers gave feedback that they have learnt how to make the
class learner-centered and interactive, how to manage the students with disruptive
behavior, how to draw and hold the attention of the students. One of the teachers
commented that we were not taught rather the trainer made them work and practically
solve problems that we would need to do and face in the class. The teacher also added
that this was most important and artistic part of the training. Again, almost all the
trainees were very much pleased and inculcated with the sessions on Bloom’s
Taxonomy, Ethics in Teaching, Transactional Analysis Theory, and Keeping Portfolio.
Moreover, they have been motivated to be facilitators, coaches, researchers, guides and
mentors for students. From the observation, the researchers have found some
remarkable changes in the trained teachers. In the CTL training, as the teachers are
oriented to Social Capital being practiced in GUB, the trained teachers practice the
social capitals in the class and it does encourage students to practice the same.

Figure 1: Social Capital Practised at Green University of Bangladesh
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But the same teacher did not practice this before receiving the CTL Course. Most
of the trained teachers were found to make students read the slides to get them involved
in what they did not do before receiving the training. Moreover, the secondary data
gives us very important insights. The following highlighted area is the feeling regarding
CTL course of a teacher who is leaving GUB for post-doctoral degree.

Figure 2: Email Excerpt, Source: email of the trainee concerned, June 8, 2018

Again, some other secondary data collected from the trainee’s brief comments on
CTL course gave us very important findings. Some of the comments of the teachers
only with designation are given below.
a. Lecturer, Department of CSE
I solely believe that the CTL course has already made me a better teacher than I was a year
ago. I hope I will be able to carry the lessons of this course throughout my entire teaching
career.

b. Assistant Professor, Green Business School
Every profession needs some kind of grooming and training. Training for the teachers at the
University level is largely absent and it has a big impact on learning. GUB’s training on
teaching and learning has helped me a lot in professional development. I have all the best
wishes for those who are behind this program.

c. Lecturer, GUCETL
CTL, a journey through immense experience and learning, has turned me to a facilitator of
tertiary level students of 21st century from a mere teacher. I have learned so many things of
teaching practice through CTL course that now I have a feeling of great confidence in my
teaching style. In a word, CTL has reconstructed me as a guide for students. Now, I feel a
metacognition happened in my teaching philosophy.

d. Senior Lecturer, Department of English
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In the perfect world, we the human beings are imperfect but we hardly feel so. In the perfect
tertiary education, we the teachers are imperfect but we never think so. The CTL course actually
opens the eyes of the teachers, makes them feel what they lack and they can do. Strictly
speaking, the CTL course moulds the teachers into the best version of them. The course thus
contributes to the development of teachers, students and the whole nation as well.

e. Associate Professor & Chairperson, Department of Sociology & Anthropology
The CTL course which I have completed with my teammates, just after joining the Green
University of Bangladesh has been a great milestone in my life and carrier path. Through a
rigorous training under the direct supervision of our honorable Vice chancellor Prof. Dr. Md.
Golam Samdani Fakir I have learned, for the first time, about the ‘learner-focused approach’
what is treated as the core concept of andragogy. Last and definitely not least, I really learned
a lot from the CTL and I am truly grateful to Green University Center of Excellence for
Teaching & Learning (GUCETL).

f. Lecturer, Department of English
They say, a good teacher is the one who explains, while a great teacher is the one who
inspires. The Certificate Course in Teaching and Learning by GUCETL has helped me bring
the great into the good by bridging the gap between theory and practice, information and
knowledge, and teaching and facilitating. It has motivated me to develop myself as a teacher
/learner/ facilitator and given me crucial insights into my own philosophy of teaching.

The findings received from both primary and secondary data demonstrate the
importance, value and excellence of CTL course. But the researchers have also found
some mixed feelings from interview and in-depth interview regarding the course. Some
trainees came up with the impression that CTL course definitely gave some learnings
and skills but it was a difficult job to pursue the course particularly the second phase
along with executing all the responsibilities of a teacher. Again, some of the trainees’
comment that all the guest trainers were not well prepared with their topics. A few
faculty members feel reluctant to attend the CTL course in the second phase as they
think themselves to be experienced and well equipped. From the in-depth interview of
Fakir, the chief trainer and the founder of the both CTL and fLTR Programme, it was
found that authority are aware of all the possible drawbacks. He claims that they are
trying to overcome the challenges and to raise awareness among both the trainers and
trainees (M.G. S. Fakir, personal communication, June 7, 2018).

5.0. DISCUSSION AND RECOMMENDATION
Teaching makes learners know, understand and apply whereas training makes trainees
do in practical, re-do in the field and apply with reflective learning. Teaching goes well
for pure or complete learners but training goes well for those who are in service for
their professional development. The CTL Course designed and developed for the
teachers at GUB to promote them professionally has been contributing immensely in
the arena of teacher education. The reflection found from of one trainee:
The CTL course actually opens the eyes of the teachers, makes them feel what they
lack and they can do. Strictly speaking, the CTL course moulds the teachers into the
best version of them. The course thus contributes to the development of teachers,
students and the whole nation as well.
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(Teacher D in
the finding)

This shows how training develops teachers’ professional development. Thus,
teaching without training sometimes remains imperfect and incomplete. Again, better
and perfect teaching is not based on subject knowledge only, rather it needs some other
technical and methodological skills with which a teacher can be equipped from training.
Training opens eyes but not the natural eyes we have, rather to see the teacher himself
with a reflective mood, with someone else’s eyes and it makes him feel what the
weaknesses and strengths the teacher has. CTL training also grows a sense of proportion
and a sense responsibility within trained teachers. Before the training, teachers would
formally pay no attention to social and cultural capitals hung in each classroom of GUB,
whereas the teachers were very serious regarding the social capitals after receiving the
training. The trained teacher themselves practice the social capitals and make the
students practice those. Again, they say teachers are actors/actresses and players in the
classrooms; the researchers do agree with them. But actors/actress as well as players
are not born rather they are trained and made. If it is true for actors/actresses and players
why not it will be true for the teachers who are claimed to be parallel performers for
classrooms. As it has been mentioned, some of the senior teachers express their
disinclination to attend the second phase of CTL. They think that training is just the
waste of time for university teachers and only less qualified teachers can attend training.
But the researchers believe that each professional must have some weaknesses which
can be identified and overcome by in-service training. The teacher in reflection d in the
findings was very true when he said:
In the perfect world, we the human beings are imperfect but we hardly feel so. In the
perfect tertiary education, we the teachers are imperfect but we never think so. The
CTL course actually opens the eyes of the teachers, makes them feel what they lack
and they can do. Strictly speaking, the CTL course moulds the teachers into the best
version of them. [teacher in finding d]

Another important issue is the belief that best students would be great teachers
but this belief is questioned in the developed and developing countries. Along with
academic excellence, the great teachers should have some other qualities. As it has been
proposed by Teaching.org (2012), a great teacher must have
a)
b)
c)
d)
e)
f)
g)
h)
i)
j)

An Engaging Personality and Teaching Style
Clear Objectives for Lessons
Effective Discipline Skills
Good Classroom Management Skills
Good Communication with Parents
High Expectations
Knowledge of Curriculum and Standards
Knowledge of Subject Matter
Passion for Children and Teaching
Strong Rapport with Students
(para 1)

Thus, great teachers need to be equipped and reconstructed with some other
qualities in addition to their subject knowledge. The teacher C in the above findings has
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commented correctly when he has written, “CTL has reconstructed me as a guide for
students. Now, I feel a metacognition happened in my teaching philosophy”. The great
teachers are also professionally developed and professional development results from
in-service or professional training which, according to OECD (2005), develops an
individual’s skills, knowledge, expertise and other characteristics as a teacher.
It has been, therefore, a matter of prestige for GUCETL which has initiated CTL
for two phases for newly recruited faculty members of any levels either senior or junior.
In addition to CTL, Md. Golam Samdani Fakir has already launched fLTR in
collaboration with eight other vice-chancellors of renowned universities in Bangladesh
to train up the teachers of various public and private universities. The following report
of the most leading national newspaper in Bangladesh shows it well.

Figure 3: Newspaper Excerpt, Source: The Daily Star, April 12, 2018

Green University of Bangladesh, thus, has been the pioneer in in-service training
for university teachers. It is to be mentioned that Mymensingh Agricultural University,
Bangladesh and BRAC University have been practicing teacher training for their
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teachers in an in-house setting. The researchers thus recommend all other universities
to initiate training like CTL and fLTR for the professional development of their teachers
who then can ensure excellence in teaching.
6.0 CONCLUSION
Teachers’ professional development has been a crucial issue across the world for the
last few decades. It was believed that that a teacher is always perfect in his job in the
class and the only agent to dominate the class. But with the passage of time, beliefs and
perception have been changed and it is now believed that the teacher is a facilitator in
the class. This paper has shown how good teachers as well as facilitators are trained
and made and the significant changes the trained teachers have felt within them. The
trained and professionally developed teachers thus contribute and will be contributing
to the academic excellence in the arena of university education. Still, the study has
potential to explore further ways to professionally develop university teachers in the
way of academic excellence.
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ABSTRACT

For university-level students to achieve success, effective writing skills are essential.
However, second language (L2) writers continue to face challenges in developing these skills.
Research has also revealed that students value feedback from their writing teachers and see them
as means to improve their writing accuracy. While many writing teachers believe that it is their
professional responsibility to provide feedback to students' writing, much of the research findings
regarding written corrective feedback (WCF) has been conflicting and under-utilised. This study,
which undertook an experimental design, sought to examine the effect of providing WCF to 52 low
proficiency student writers of a Malaysian pre-university programme over the course of 8 weeks.
The results of this study suggest that a single provision of direct written corrective feedback is
sufficient for low proficiency L2 writers to improve their accuracy in the two functional uses of the
article system. The findings of this study also lend considerable weight to the call for institutions to
provide professional development to equip teachers with the knowledge and findings of research
that are related to the efficacy of WCF. This study also revealed and confirmed the need for
teachers, instructors, program coordinators to play a more active role in determining which scope
of feedback would be more useful for the students in their L2 classroom.

1.0

INTRODUCTION

Correcting students' written work is a tedious job for the lecturer (Semke, 1984). Casanave
(2004) and Hyland and Hyland (2006b) note that writing teachers know well the intricacies that
result from the act of responding to students' written work, and these difficulties are even more so
accentuated for the L2 writing teachers, who take it upon themselves to not only help students
improve in their writing ability, but also encourage whole development of language proficiency. An
integral part of marking students' essays is the giving of feedback. How the teacher responds to
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students' written work will vary from one student to the next depending on individual differences
(proficiency level and grasp of content). The notion that tertiary students should already have a
strong grasp of the English language, may not always be the case and therefore, to promote
accuracy in L2 (English as a Second Language) writing, feedback is seen as essential. For decades
now, there have been differing views on the effectiveness of corrective feedback (Truscott, 1996;
Ferris, 1999; Bitchener, 2008). Although many studies have been designed to determine the effects
of teacher-feedback on student writing, very little research has contributed to the knowledge
regarding the impact of corrective feedback on improving the accuracy of L2 low proficiency
students writing at pre-university level (Bitchener, 2008). Therefore, this study will explore the
impact of written corrective feedback on accuracy improvement in L2 writing of pre-university
students.
1.1

Purpose of the Study

This study is a replication of Bitchener and Knoch's (2010) study that sought to investigate
how advanced L2 writers could benefit from WCF in terms of improved accuracy on the use of the
article system. The purpose of this study is to investigate the impact of feedback on improving
targeted grammatical accuracy among low proficiency L2 student writers at pre-university level.
Since the researcher is an ESL lecturer at pre-university level, she has an innate interest to find out
what kind of WCF would be helpful to her low proficiency L2 student writers. Drawing on the
WCF study done by Bitchener and Knoch (2010), this research also utilised the same design (pre immediate post - delayed post), on different subjects.
1.2

Research Question

1.

Does low-proficiency learners’ accuracy in using the two functions of the English article
system improve over an 8-week period with WCF?
Does low-proficiency learners' accuracy in using the two functions of the English article
system vary according to the type of WCF provided?

2.

1.3

Objectives of the Study
The objectives of this study are as follows:

(a)
(b)

To determine if WCF can target treatable errors in low-proficiency L2 student writing.
To see if certain types of WCF are more effective in helping L2 writers of low proficiency
to improve accuracy on new written text over time.

2.0

REVIEW OF RELATED LITERATURE

2.1

Theoretical Background of the Present Study

This study was designed on the foundation of the Output Hypothesis (Swain, 1995,
2000, 2005). Swain (1995) posits the need for learners to create the language so as to ascertain the
actual potential of learning that takes place. The development to this idea also lies in the belief that
output is the extension of the whole learning process. Learners are pushed to process language more
deeply as a result of the role of output. The Output Hypothesis is a practical approach in actively
engaging learners in the learning process. Output equips learners with prospects of using the
language while continuing in the process of acquisition. Swain, (1995, 2000, 2005) frameworks this
idea of progression by defining three functions that learner output serves, namely (1) noticing, (2)
hypothesis testing and (3) metalinguistics.
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2.2

The Modes of Written Corrective Feedback

Second language (L2) teachers generally use direct and/or indirect feedback when
responding to student errors. The former refers to the teacher providing the correct answers when
responding to errors made by students, while indirect feedback can come in the form of the teacher
circling, underlining, coding, or marking the errors to indicate that an error has been made and that
the student is required to correct it. Teachers generally use these strategies for different purposes.
According to Ferris (1999) and Frodesen (1991), L2 teachers use the direct feedback method when
they are of the opinion that the student has made a complex error and it is outside their capacity to
correct it themselves. On the other hand, Ferris (2002), Ferris and Hedgocok (2005) and Lalande
(1982) believed that teachers who want to assist students to independently grow their editing skills
and involve them in problem solving should use indirect feedback as a means to reach that
objective.
When giving indirect feedback, teachers can give either coded or uncoded feedback. Coded
feedback includes error indication for errors like “tenses” and “preposition”, while uncoded
feedback refers to indication of errors done through simply circling or underlining them. Past
researchers like Ferris and Roberts (2001), Komura (1999) and Roberts (1999) seemed to suggest
that both students and teachers seem to favor coded feedback because it enables students to reflect
and engage cognitively as the nature of the feedback is highly explicit.
Conferencing is also another way that teachers can provide feedback to students in the
context of L2 writing. In this approach, there is a verbal exchange between teachers and students in
the form of a discussion to deal with the written texts. Hyland (2003) believed that conferencing
does not only cause students and teacher to interact, it also enables teachers to gain understanding
of their students' needs as well as provide students opportunities to understand meanings and seek
clarification for things they are unsure of. Hyland (2003) also noted that students need to be active
in their role of participants of conferences and not be passive recipients and for a conference to be
optimally utilized as a feedback tool, student writers need to be given opportunities to deliberate,
consult and seek answers about the strengths and limitations of their written productions.
2.3

Are Certain Types of Written CF more Effective Than Others?

The relative effectiveness of different types of WCF has been the subject in an array of
studies over the years. Those in support of indirect CF claim that this feedback-giving strategy is
most effective because it allows "learners to engage in guided learning and problem-solving"
(Bitchener, 2012, p.355). Apart from promoting the kind of reflection on existing knowledge or
somewhat internalized knowledge, Bitchener (2012) also claims that it is highly expected to nurture
a deeper processing during the consolidation stage of the learning process.
On the other hand, those who support direct CF, claim that the indirect feedback-giving
strategy might fail because learners are provided with inadequate information in the resolution of
"complex linguistic errors" (Van Beuningen, De Jong & Kuiken, 2012, p.7). Furthermore, the four
reasons given by Bitchener (2012) in justifying why direct CF is better than indirect CF and will be
more beneficial to L2 writers are, namely (1) learners might experience less confusion if they are
unable to understand what the feedback is about, (2) the provision of information through direct CF
is helpful to learners to resolve more complex errors, (3) more explicit feedback is offered on
hypotheses that are tested by learners themselves and finally, (4) it is more instantaneous. Bitchener
(2012) noted that while learners with higher proficiency might consider both direct and indirect
feedback to be beneficial depending on how much of the linguistic form/structure they have
partially managed to acquire, lower level proficiency learners may discover that direct CF can play
a more helpful role than indirect CF.
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To determine the effect of comparison between direct and indirect feedback, Lalande's
(1982) study reported that the 60 intermediate German FL learners perceived that indirect feedback
had more of an advantage than direct feedback, although the difference was not significant
statistically. The results of Semke's (1984) study of 141 first-year, third-quarter German students as
a second language learners showed that both feedback-giving strategies neither improved students'
ability to write, nor did it increase their level of overall competency in the language. Similarly, Rob,
Ross and Shortreed's (1986) study of 134 Japanese college freshmen found that there was no
advantage for any of their direct and indirect options. Guenette (2007) in her examination of the
design and methodology of these studies explains that the research findings need to be treated with
caution, because the groups were treated differently. In a study conducted by Almasi and Tabrizi
(2016), it was found that when direct and indirect WCF were provided to 80 Iranian EFL learners,
the students in the direct WCF group outperformed the indirect group significantly after 10 sessions
of treatment.
Other potentially intervening factors need to be looked at before a conclusion is made.
Bitchener (2012) also warns against premature acceptance and affirms the need to make
comparisons between the two types of CF need to be tested.
3.0

METHODOLOGY

3.1

Design

The focus of this study is to examine the extent to which WCF can help L2 writers who are
of low proficiency improve their mastery over the usage of 2 specific functions of the English
article system, over the duration of 8 weeks.
There were 3 experimental groups and 1 control group. At the start of the 8-week duration,
a pre-test was given. Then an immediate post-test was administered after the feedback was given in
week 2. At the end of the 8th week, a delayed post-test was then administered.
3.2

Context and Participants

This study was conducted in the pre-university program of a large private university in
Kuala Lumpur, Malaysia with approximately 52 low proficient L2 writers who were enrolled in the
course "Language and Communication" remedial writing class.
3.3

Methods

The methods section of this study is a direct replication of Bitchener and Knoch's (2010) study on
high proficiency learners
The participants were divided into four groups.
Group one received direct WCF. This consisted of simple written explanation of the two
specific functional uses of the definite and indefinite articles. They were also given a written
example of how the articles are used. The researcher did not correct the errors directly; only an
asterisk was place above the errors, which then referred the participants to the explanation and
examples.
Explanation
1. When mentioning something for the first time, use "a".
2. When mentioning something that you have already mentioned before, use "the".
3. An article can also be needed sometimes, in reference to functions other than the two listed
above.
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Example:
A boy and a girl were standing side by side. The boy was wearing a blue shirt and the girl was
wearing a red dress.
Group two received indirect WCF which consisted of the circling of errors. The participants
only received the indications as to where the errors are. Errors are made when:
(1)
participants use the wrong article
(2)
participants do not use an article where they were supposed to
(3)
participants use an article where it is not needed.
Group three received direct WCF which consisted of the same simple written explanation
and examples of the two specific functional uses of the definite and indefinite articles like those in
group 1 apart from a 15-minute oral full class discussion of the written explanation that they needed
to clarify.
Group four was the control group and therefore, did not receive any WCF on their texts.
3.4

Procedure

One week prior to the pre-test, participants were given the consent form which stated the
information of the research. Participants who also needed clarifications on the research were given
the opportunity to ask questions before signing the consent form.
1.
A pre-test was given to the participants on day one.
2.
5 days later – groups one, two and three received their texts with WCF on it. For participants
in group one (written explanations and examples), the immediate post-test was given several
minutes after they had looked through the explanation. Group two participants, who received
indirect feedback, completed their immediate post-test after they were given a few minutes to go
through their feedback. Group three participants, who were given the written explanations and
examples and also a form-focused verbal review in the form of a class discussion, completed their
immediate post-test after they were given a few minutes to go through their feedback. The control
group (group 4), completed their immediate post-test at the beginning of the class.
3.
A week later, the immediate post-test was returned to students. WCF was not provided on
this test.
4.
8 weeks after the pre-test was administered, the delayed post-test was given to the
participants. The researcher did not provide any instruction or give any feedback during the interim
period. The participants were also not given any notice as to when the test will be administered.
5.
Two weeks after the delayed post-test was administered, a focus group that consisted of 12
students from the 4 groups in the experiment discussed the underlying concept of written corrective
feedback.

3.5

Analysis

On each of the three testing periods, uses of only two of the targeted functions were
identified. For participants of group 4 which was the control group, so as to ensure they did not
receive any feedback on their texts, the identification was done on a photocopy of their writing. All
groups underwent the same process in the immediate post-test. On each of the testing times,
accuracy was calculated as a percentage of correct usage for all occasions where the grammatical
structure of the sentence written by the student required it. For instance, four correct uses of the
targeted form out of ten obligatory occasions (on any one student transcript) meant that the student
had achieved a 40% accuracy rate. Together with a trained research colleague, inter-rater reliability
calculations were conducted. It revealed a 94.9% agreement on the identification of targeted errors
and a 97.4% agreement on the assignment of errors to the targeted categories. For each of the tests,
descriptive statistics were calculated separately for the four groups. As there was no statistically
significant difference was found on the pre-test scores (p = .598), a repeated measures ANOVA was
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done to adress the research questions. One-way ANOVAs with Tukey's post hoc pair-wise
comparisons were done to isolate the exact points in time where the differences between the groups
occured.

4.0

RESULTS

Table 1 below illustrates the descriptive statistics for the three treatment groups and the control
group at the three different testing times, namely the pre-test, post-test and the delayed post-test.
Table 1:
Group means and standard deviations of accuracy in article uses across three test times
Treatment

N

Pre

Post

Delayed

M

SD

M

SD

M

SD

written
metalinguistic
feedback
indirect feedback

13

65.78

12.87

82.76

5.50

80.70

11.01

13

64.92

19.02

67.82

15.15

75.65

12.61

written meta and
form-focused verbal
review
control group

13

57.78

21.03

71.20

17.49

76.09

13.93

13

62.08

10.01

60.29

7.41

62.03

17.21

Table 1 elucidates that at the time of the pre-test, all four groups were very similar in terms
of their mean percentages. Figure 1 provides a visual representation of the mean percentages of the
three treatment groups and the control group at the three testing periods. Both Table 1 and Figure 1
show that all three treatment groups were able to increase their accuracy at the time of the post test
and the delayed post test.

Figure 1:
Accuracy scores means across three test times
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A one-way ANOVA was used to compare the accuracy of the three treatment groups and the
control group over time. Table 2 reports the results of the analysis. As can be seen in Table 2, there
was no statistically significant difference between the three treatment groups at the time of the pretest (F[3,48] = 0.631, p-value=.598). On the contrary, both post-test and delayed post-test provided
evidences that there were statistically significant differences between the three treatment groups,
respectively (F[3,48] = 7.315, p-value=.000; F[3,48] = 4.378, p-value=.008).
Table 2:
One-way ANOVA over time (control group included)
Time
Pre
Post
Delayed

F
.632
7.315
4.378

p
.598
.000*
.008*

A two-way repeated measures ANOVA was done to address the second research question.
In this analysis, the written CF types (three levels) and Time (3 levels) were coded as independent
variables while test scores were entered as a dependent variable. As can be seen in the summary
table 4.3, the main effect of treatment is significant (F=7.115, p=.000), indicating that the type of
treatment significantly affected students who perceived the particular treatment, regardless of the
testing time. On the other hand, the main effect of testing time is significant too (F=8.119, p=.000),
indicating that the testing time had an effect on students in the evaluation, regardless of the type of
treatment perceived. However, there was no statistically significant interaction between the
Treatment groups and Time.
Further analysis, Tukey’s Post Hoc pair-wise comparisons were used to isolate the exact
points in time where differences between the treatment groups occurred. At 5% of level of
significance, the results show that there is statistically significant differences between the mean
percentage of control group and written metalinguistic feedback at both post-test (p=.019) and
delayed post-test (p=.007). The fact that the control group also experienced a significant difference
is not surprising as the respondents may have been alerted to the test causing their behaviour to
change or mature. Maturation happens when respondents are exposed to things which changed their
opinions, feelings or attitudes about the behaviour under study (Drost, 2011). Furthermore, Bruton
(2009) also notes that in many ESL contexts, it is difficult to control the possible effect of
adulteration and contamination from peripheral influences apart from WCF which may happen
during the interim periods between testing occasions. It was also observed that there was a
statistically significant difference between the mean percentages of written metalinguistic feedback
and indirect feedback during the post-test (p=.000).
Table 3:
Two-way repeated measures ANOVA
Source
df
Between group
3
(treatment)
Within group
2
(time)
treatment*time
6
* at 0.05 level of significance

F
7.115

p
.000*

8.119

.000*

1.678

.130
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As can be seen in Figure 2, the error bar chart provides a visual representation of the
differences between treatment groups across the testing time. It was observed that there is a
huge differences in post-test and delayed post-test.

Figure 2:
Error bar chart of 95% Confidence Interval of mean percentage by treatment and time period

5.0

DISCUSSION

The first research question of this study sought to investigate if the accuracy of lowproficiency learners in the use of two functions of the English article system can improve over the
course of 8 weeks as a result of WCF. The analysis found that all three treatment groups were able
to make significant gains in terms of accuracy in the immediate post test and delayed post test, thus
able to outperform the control group. This indicates that the provision of WCF on students' pre-test
scripts had an immediate positive effect on their accuracy. In the delayed post-test which was
administered 8 weeks later, only groups that received WCF in the form of written metalinguistic
and form focused feedback as well as indirect feedback retained the improvement in accuracy.
There was a slight decrease of mean accuracy for the group that received WCF in the form of
written metalinguistic feedback.
This result contends the claim that Truscott (1996) made on the effectiveness of WCF. This
is further verified by SLA theories that have been mentioned at the beginning of this research paper
that have all theorised a function for WCF, however minimal they may be. The usage-based
approaches, the skills acquisition theory, the sociocultural theory as well as the interactionist
approach have all posited that that WCF can serve in the L2 writing classroom whether directly or
indirectly. Truscott (1996), however, claimed that error correction is harmful as it robs both the
teacher and the student of time that should be spent doing other things and that WCF can also result
in students placing unnecessary focus on their writing accuracy as opposed to sentences that are
more grammatically complex or content that should and could be more sophisticated. While it is
true that focusing on other activities could possibly bring students and teachers more benefits, Polio
(2012) suggests that this is debatable and should not be entirely linked to the effectiveness of WCF
but rather that this issue assumes a limited attention capacity model. Therefore, it can be seen that
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error correction is not completely useless or harmful and should not be abandoned. The results of
this study also verifies the findings of previous studies that strongly advocate the use WCF in
helping raise learners' language development of lower proficiency learners (Sheen, 2007; Bitchener,
2008; Bitchener and Knoch, 2008; Bitchener & Knoch, 2009a; Bitchener and Knoch, 2009b; Sheen
et al., 2009).
The second research question sought to investigate the relative effect of different types of
WCF in helping low proficiency writers increase their existing levels of accuracy. There were
statistically significant differences in the immediate post-test as well as the delayed post-test. On the
immediate post-test, differences between the group that received written metalinguistic feedback
with the control group and the indirect feedback group were discovered. However, on the delayed
post-test (after 10 weeks) there was a significant difference between the indirect feedback group
and the group that received written metalinguistic feedback. This finding indicates that there's a
superior longitudinal effect of providing low proficiency writers with written metalinguistic
feedback. Written metalinguistic feedback refers to the provision of an indication of where an error
has occurred as well as written explanations as to why it is an error and examples of how to use it
correctly. The results of this study corroborates that of the replicated study (Bitchener and Knoch,
2010) that was done on advanced L2 writers. This is an important revelation because what this
indicates is that with even a simple provision of written metalinguistic feedback, even low
proficiency learners can improve their linguistic accuracy. The role of WCF is even more
significant now in helping raise L2 learners accuracy in the use of articles specifically when they
write because the writing is more permanent and is not very much affected by time constraints as
when a learner has to speak. The provision of direct WCF helps provide meaningful opportunities
for low proficiency L2 writers to resolve their communication problems especially since they are
able to consult the materials or reflect meaningfully upon their explicit knowledge (Williams,
2012). In a research carried out by Yang and Zhang (2010), it was reported that L2 learners in a
composing and reformulation classroom, were aware of the many gaps in their utterances and
written productions and were ready to determine the ways they could fill these gaps as they reread
their writing after it had been reformulated by native speakers. This idea of reformulation can help
teachers in the classroom especially when dealing with low proficiency L2 writers. Doughty and
Williams (1998) and Swain (1998) reiterate how reformulation works to catapult learners into the
mode of noticing and thereby motivating uptake by helping L2 learners to notice the gap between
their own utterances and the target language. This finding is particularly interesting because recent
research on the relative effectiveness of WCF, which have been mainly done on advanced and
intermediate learners, has raised the need for more research to uncover what effects different types
of WCF would have on low-proficiency writers. This illustrates that the effect of providing written
metalinguistic feedback can and has raised the linguistic accuracy of low proficient writers, at least
in the area of discreet, rule-based linguistic features. Therefore, it is important that teachers caution
themselves from playing the role of 'error hunters' and not mark errors comprehensively. Especially
if writing is done in a product-oriented classroom, when errors are marked comprehensively,
students will not have the opportunity to act on the feedback that the teacher has provided.
The present study sought to examine if low-proficiency learners' accuracy in the two
targeted functions of articles can improve as a result of WCF, in the context of ESL. To date, there
is inconclusive evidence about the effectiveness of WCF. The extent to which the linguistic
proficiency level of an L2 writer might determine the effectiveness of WCF also remains under
explored. The study extended the narrow focus of the samples (usually done on high-proficiency
and post-intermediate learners) to low-proficiency learners. The study demonstrated that a single
provision of direct WCF in the form of written metalinguistic feedback is enough to bring about a
significant improvement in the accuracy of L2 learners written output. It was also observed that
written corrective feedback and oral form-focused discussions as a treatment did not yield a
significant difference, although it may have been commonly assumed that low proficiency learners
will require all the help they can get. However, more rigourous and robust designs need to be
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formulated to examine specifically the effects of these different types of direct WCF, taking into
account students affective factors such as motivation and other intervening variables.
6.0

CONCLUSION

This study, although replicated, also contributes to the field of WCF and L2 writing in that it
reflects the increasingly diverse nature of scope and topics that need to be looked at to move closer
to the goal of concluding if WCF is beneficial to L2 writers. It is also beneficial in that it gives clear
pedagogical direction for ESL teachers who are seeking for answers to guide them in giving
feedback to low-proficiency L2 writers. This study reveals that for "treatable" errors, teachers could
utilise written corrective feedback by providing them the rule of the linguistic feature, and an
example as to how to use the feature correctly.
This research finding concludes that WCF is indeed helpful and beneficial to lowproficiency learners, with regard to improving the accuracy of L2 writers' use of articles. Thus, it
contributes to the body of research on the effectiveness of WCF in the ESL context that have
spanned for more than 40 years now.
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ABSTRACT
The present study investigates the perceptions toward the transition from face-to-face (F2F)
classroom to the combination of F2F and electronic instructions at higher education level
especially in private universities. It employs a descriptive qualitative research design using a
semantic differential questionnaire to a group of 50 EFL undergraduate students, 3 university
English language lecturers and educational managers. 5 students were selected as representative
participants for the focus group interview. Results indicate positive voices from the participants
which highlight the importance of digital movement in learning especially in the EFL classroom.
Though barriers and challenges were found in many aspects of implementation, there were positive
perceptions from participants to the digital era teaching and learning process. Results suggest that
blended instructions are recommended for classroom practices but the barriers found need to be
alleviated.
1.0 INTRODUCTION
In the digital era, technology enhanced language learning is becoming a trend to cater to
students’ learning needs. Stepp-Greany (2002) stated that the implementation of multimedia as part
of technology has expanded in the educational setting of the United States for twenty years. This
implies that technology has an impact on education starting from teaching preparation, execution,
assessment and administration. Blake (2008) also agreed that technology is one of the beneficial
tools in human life, especially in language teaching and learning in the 21st century. In the
Indonesian higher education setting, the use of information technology has increased in terms of
quality and access from cities to remote ones to fulfill the aim of education equity (Kunaefi, 2007).
In addition, ICTs have become a new tool for teachers and students in the teaching and learning
process. For instance, the use of ICT has transformed students and teachers in accepting the sources,
input and new knowledge from both sides within the process (Victoria López-Pérez, Carmen PérezLópez, & Rodríguez-Ariza, 2011). In recent years, the applications of technology for Web 2.0
Technologies have significantly increased in the Chinese education setting (Shih, 2010).
Blended instruction is one of the learning activities where engaging in ICT is emphasised and
this has given new dynamics in the educational setting. Blended instructions offer several modes of
learning provided either online and in the classroom (Jeffrey, Milne, Suddaby, & Higgins, 2014).
Similarly in New Zealand, technology is getting cheaper and more advanced technology as a result
of increasing student demand (Mitchell & Forer, 2010). Blended learning is defined as a
combination of traditional face-to-face and technology-mediated instruction. This mode of learning
is increasing in higher education around the world. (Graham, Woodfield, & Buckley Harrison,
2013). This is due to the fact that blended learning provides the flexibility and personalisation that
student needs. Prior activities are conducted online between the teacher and students to support
276

effective learning to complement the F2F activities (Chen & Jones, 2007). It offers the possibility of
recapturing the traditional values of higher education while meeting the demands and needs of the
21st century (Garrison & Vaughan, 2008).
Bonk and Graham (2006) revealed that the implementation of blended learning has
increased up to 80-90 % in the year of 2002. Notably, blended learning faced an impressive and
significant growth throughout the world where it has become the educational agenda, vision, and
strategic directions in several universities (Bonk, Kim, & Zeng, 2006). Literature on blended
learning and teaching is growing and is being identified more explicitly as its value is recognized.
Consequently, traditional learning today is less favoured than blended learning that offers
flexibility, pace, and fulfillment of students’ learning needs (Stacey & Gerbic, 2009).
Despite its progress, there are different perceptions to the implementation of blended
learning in Indonesia. It is new to some universities in Indonesia, though non-Indonesian
universities have been using it for some decades (Ratnawati & Tarwana, 2018). Dwiyogo (2014)
reported that 89% of the respondents seldom or rarely heard of blended learning with regard to their
pedagogical practice. In the needs analysis of classroom practices for higher education, it was found
that students were bored and tired of the traditional one-way communication and teacher-centered
learning as blended instruction was not carried out (Purnomo, Ratnawati, & Aristin, 2016). Even in
vocational schools, blended learning was never applied in the classrooms although the government
recommends the use of ICT to engage students. Furthermore studies show that students’ intrinsic
motivation has declined dramatically in the learning process (Sjukur, 2012). Thus, the aim of the
present study is to investigate the perceived problems and challenges faced by teachers, students
and educational managers on the implementation of blended learning
2.0 LITERATURE REVIEW
2.1 Blended Instructions
In the 21st century, higher education continuously faces a number of new challenges. External
pressures from the government and the demand from global competition have forced institutions to
focus strongly on higher education courses. Blended instruction or blended learning is assumed to
be able to meet the students’ needs. Staker and Horn (2012) defined blended learning as a formal
education program in which the students learn the course material through a combination of online
digital media with traditional classroom methods in a specific building or lab. In blended learning,
the instructor or teacher supervises students who have control over time, place, path, pace as they
go through the process of receiving instructions and content of the course. Blended learning also
includes the notion of the flexibility offered through the use of ICT replacing face-to-face hours on
campus (Stacey & Gerbic, 2009). A common theme in each description of blended learning is the
integration or configuration of global network technologies with technologies commonly used
within face-to-face classrooms. A focus on integrating technologies has spurred research and
development of blended learning in a variety of disciplines (Gruba & Hinkelman, 2012).
Furthermore, the cornerstone of frameworks of blended learning for providing open, distance and
flexible education is associated with online and recent pervasive technologies. Advances in
networked media technologies drive new forms of blended learning and teaching practices (Holt,
Segrave, & Cybulski, 2012).
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2.2 The Application of Blended Instructions
Research has shown that blended instructions are applicable in the academic context at all
levels. In line with the rapid development of ICT, the use of blended learning has become a
necessity for students. Staker and Horn (2012) proposed 4 types of models in blended learning: (1)
The Rotation Model, which requires students to rotate in different buildings or rotate in certain
subjects according to the schedule on the course schedule set by the lecturer to attend face-to-face
classes and online learning. Students and lecturers conduct classroom-based learning interspersed
with online learning and some offline activities; (2) The Flex Model which require students and
lecturers to rely heavily on obtaining online learning resources. Face-to-face meetings relying on
online learning resources are held between students and lecturers; (3) The Self-Blend Model which
requires face-to-face meeting between students and teachers in the classroom. Students are given
the freedom to choose and determine online learning as an additional learning resource that can be
done both within the school setting and outside or home; (4) The Enriched-Virtual Model where
teaching and learning activities predominantly use online learning during the course. Face-to-face
learning is only provided if the student requires it.
2.3 Previous Studies
Several research findings found that the application of blended learning has a positive
impact in the learning process. For instance, Bawaneh (2011) found that blended learning greatly
affects the success of students in their learning in the cognitive, motor and affective aspects.
Mitchel and Forer (2010) showed that the use of blended learning for the first semester students at
universities in Department of Geography gave a positive response to the use of blended learning
rather than lectures fully using face-to-face or otherwise just online learning. In addition, Shih
(2011) pointed out that the integration of face-to-face meeting (class instruction), Facebook and
peer assessment during one of the writing subjects indicates that students' writing ability improved
significantly. Findings showed that students were able to collaborate with other students well during
blended learning classes. Anderson (2009) combined online writing and face-to-face learning and
the results of his study found that merging the two types of learning is more effective than face-toface only.
However, due to the nature of comprehensive and large-scale surveys, none of the previous
studies was specific to teachers’, students’ and educational managers’ perspective on the barriers
and challenges of implementing blended learning.
This research was guided by the following questions:
i)
What are the barriers and challenges of implementing blended learning programs from the
students’ perspective?
ii) What are the barriers and challenges of implementing blended learning programs from the
lecturers’ perspective?
iii) What are the barriers and challenges of implementing blended learning programs from the
educational managers’ perspective?
3.0 METHODOLOGY
3.1 Participants
The sample population of this study was 50 EFL students who engaged actively in blended
instructions which consisted of online digital mode and face-to-face interaction for a course for one
semester. An online questionnaire was administered to find out the barriers and challenges of
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implementing blended learning programs from the students’ perspective. Three university lecturers
who conducted the blended learning program in their classes were also required to complete the
questionnaire. The purpose of the questionnaire was to explore the barriers and challenges of
implementing blended learning programs from the lecturers’ perspective. The questionnaire
consisted of items on the process of the online digital mode, the type of interaction on both online
mode and regular meetings, and the types of assessment in the classroom. In addition, the head and
the secretary of the English department (termed as educational managers in this study) also
completed the questionnaire as the part of supervision process of the implementation of blended
instruction on campus.
3.2 Research Instruments
The questionnaire used was adapted from The Web-based Learning Environment Instrument
(WEBLEI) Larsen (2012). The scores were measured using a Likert-scale of the lowest (mostly
disagree) and highest scale (mostly agree). Statistical measurements such as mean and standard
deviation were measured. The first 5 items in the questionnaire focused on the personal information
from the research participants. The next 22 items elicited the students’ general experiences in the
blended learning environment: content and instructions. The other items dealt with the availability
of facilities provided by the institution. Some questions were modified from the Web-based
Learning Environment Instrument (WEBLEI), which sought to elicit student experiences of the
blended learning environment on a variety of parameters and aspects.
A follow-up focus group interview was conducted after the survey to gain in-depth information
which might not be shown in the survey. The interview was conducted mostly in Indonesian
because the participants were more comfortable expressing themselves in their native language.
Each participant was given a sheet with the interview prompts in both languages. As the participants
were English majors with sufficient proficiency to understand the prompts, no questions were asked
to clarify anything on the sheet during the interview. The interview was fully transcribed and
translated into English by the researcher. Four students were selected based on their willingness to
participate (two students took blended instruction last semester; meanwhile next two other took
blended instructions). This number of students was considered optimal, as students could have a
face-to-face roundtable discussion and build on each other's responses to think of ideas they might
not have in individual interviews. The interview took around one hour and questions similar to
those in the survey were asked, but in a clearer and simpler way, for example: “What is your
opinion on blended learning implementation?” and “Based on your experience, what were the
convenience and barriers in following blended instructions?” Interviewees were also invited to give
their comments on certain responses (that might or might not be theirs) and general results from the
survey analysis. The interview was recorded and coded for content analysis.
4.0 RESULTS AND DISCUSSION
4.1 Research Question 1: The barriers and challenges of implementing blended learning
programs from the students’ perspective
To answer RQ1, quantitative data from the students’ questionnaires were analysed. Next,
qualitative data from the students’ focus-group interview provided in-depth information from their
perspective. A 23 item students’ online questionnaire consisted of two parts based on two different
aspects i) the students’ beliefs on teachers’ competence in conducting activities in blended learning
programs, and ii) the effectiveness of the implementation of blended learning. Questions 1 through
19 asked students on their perceptions on blended instruction environment with lowest scale value
(mostly disagree) to the highest scale value (mostly agree). Questions 20 to 24 asked students about
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their experiences on blended instruction during a semester with descriptive response. Within and
across the two parts there were several items that dealt with similar or related topics, such as
students’ activities and media during the implementation of blended instructions and their
experience (of barriers and challenges) which will be presented together.
For items 1 to 19, the mean for each item was generally high with some at the highest point of
the semantic differential scale, indicating that they strongly agree with the statements in those items.
One of these items can be found in the sixth topic, which deals with the students’ perceptions of the
flexibility of applying blended instructions environment. More specifically, item 6, flexibility,
convenience, ability to complete units at own pace (M = 3.82, SD = .89), and item 5 stated that
units in blended instructions meet students’ expectations and the importance of unit itself such as
(objectives, needs, level of learning) (M=3.80 and SD=.75). These two items indicated that students
met their expectation that blended instructions created for them flexibility in learning (style of
learning, pace, time and place) which was supported by the content and instructions of the course.
In addition, the students rated the teachers’ competence in item 1 to blending two modes of
learning, i.e. face to face and online environment, as fairly high (M=3.75 SD=.80). This meant that
they believed that their teacher had acceptable competence in integrating two modes of learning
though the blended instructions were new in their program. To do so, item 2 highlighted a
practically high mean for students-teachers interaction or vice versa and peer-to peer interaction in
blended instructions (M=3.50 SD=.86). It seemed to indicate that students agreed the interactions
between students and teachers in blended instructions were good, there were no more barriers both
in applying face-to-face interaction and online interaction. On the other hand, based on the survey,
students experienced unexpected incidents with regard to the feasibility of learning platform such as
slowness of screen when it was operated and losing the saved students’ work. For item 13 and 14,
students experienced problems with losing completed (saved) work and the screens of the platform
loaded too slowly (M=2.82 SD=1.21 and M=3.08 SD=1.04) respectively. These emphasized that
they were highly frustrated in facing the problems in blended instructions. In line with the previous
findings, most of the student participants in the focus group discussion revealed that the learning
platform they used in their learning was quite inconvenient since the application consumed a lot of
memory on their gadgets. The supporting comments below clearly elaborated the barriers of
platform feasibility that students encountered.
The learning platform is not support to my mobile phone. My experience is that, at that time, I have
logged in to do project my lecturer suddenly it was logged out. I was so frustrated because the due
date time was no longer more. Fortunately, I backed to log in and my work had not lost yet so I can
continue my project. (Elda, March, 2018).
This learning platform needs very strong Internet and network pulses and large mobile phones
memory (Aulia, March, 2018).
Not all materials sent through the Edmodo platform can be opened by each student. Once I
experienced, our lecturers sent students audiovisual material, in fact all the students in my class
could not open on our mobile phone or laptop (Annisa, March, 2018).
The learning platform is very heavy on my mobile phone. (April, March, 2018).
Last semester, I found my screen loaded very slow while I had to only submit my work. I was so
frustrated at that time, I phoned my classmate, but they did not answer my question, but thanks God
five minutes before due date, the screen of edmodo was normal and I submitted successfully (Dewi,
March, 2018)
For items 18 and 19, similar results showed that students’ expectations of the facilities provided
by institution were fairly high. They stated that the institution should provide facilities needed for
ICT such as internet connection and a self-access learning centre. Findings showed that the internet
connection was very poor and the infrastructure and facilities of the gadgets such as computers,
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mobile phones and tablets were not sufficient to do online learning. From the comments of
interview, Elda, Aulia, Annisa and April, and Dewi all commented that campus facility was quite
poor to meet students’ needs in doing blended learning, particularly online class.
Internet connection speed on campus is so difficult that was my big problems in online class.
Furthermore, on campus there is only two small self-access learning center, so we could not spend
my online class there. (Elda, March, 2018).
I was very sad with the speed of internet connection on campus, although I used own internet pulse,
the signal does not reach (Aulia, March, 2008).
I could not access the material because the internet signal is very small in class. (Annisa, March,
2018).
I really need self-access learning center so that I could do online class and the exercises optimally
(April, March, 2018).
I think the internet connection on my campus was very poor, but I went to the city library so I could
access the internet well and online class run successfully. (Dewi, March, 2018)
Table 1: Students’ responses on Questionnaire
Item

N

M

SD

1

Ability to apply concepts to realistic problem-solving situations

50

3,75

2

Good user interaction

50

3,5 0,86

3

Information and explanations presented were qualified

50

3,8 0,78

4

Ability to learn more about teams

50

5

Units reinforced important concepts

50

3,8 0,75

6

Flexibility, convenience, ability to complete units at own pace

50

3,82 0,89

7

Ease of use platform

50

3,57 0,94

8

Quizzes at end of sub-units

50

3,43 0,99

9

Ability for quick feedback

50

3,41 0,88

10 Online simulations disliked doing; took too long; correct responses were
sometimes too similar to each other
11 Online units not sufficiently interesting

50

3 0,94

50

2,51 0,83

12 Online unit information not sufficiently “new”; of limited value
13 Experienced problems with losing completed (saved) work

50

3,04 0,77

50

2,82 1,21

14 Screen loads were too slow
15 Online units were too long; required too much time

50

3,08 1,04

50

3,41 0,87

16 Students should be given more time to complete online units; don’t make
both units due the same day; some underestimated completion time
17 More detailed directions for online unit use should be given

50

3,8 1,11

50

2,55 0,81

18 The internet connection was very poor

50

3,25

19 The facilities of gadget (handphone, tablets, computer, laptop) was not
sufficient to do e- learning

50

2,76 1,18

3,55

0,8

0,9

1,2
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Turning to 4 items of the questionnaire which demand students for open-ended questionnaire,
the items dealt with a variety of activities provided by university teachers in blended instructions,
students’ problems during the implementation, and their feelings. Based on their responses, they
agreed that the content and instructions on the blended learning environment were significantly
varied. It was found that 78% from 50 participants chose the varieties of content and instructions.
The content and instructions choices for students during the course were written (textbook,
academic journal, and students guidelines), audio-visual (video of presentation and live interview),
and verbal (audio recording). Meanwhile, the varied instructions offered during the course in
blended instructions were cooperative group discussion, community learning, project-based
learning, and poster-based presentation. For the next item, the students were asked about their
problems and feelings during the execution of blended instructions, most of the responses revealed
that blended instructions gave them a new atmosphere in learning apart from the face-to-face
meeting. They felt very happy with the new directions in blended instructions as in previous courses
they only experienced teachers’ lectures, presentations and mostly textbooks. By blended learning,
they felt happy because all the work was paperless. The students got to spend money not merely for
their study, but they can save it for other activities. Conversely, the students’ feelings was not
matched with their needs in blended instructions due to poor internet connection.
Discussion
The practicalities of blended learning programs and its implementation have been heavily discussed
at tertiary level of education. The present study found that most students perceived very well the
blended instruction programs, and the focus was on the university lecturers’ competence and their
own experience on the blended learning environment (Mitchell & Forer, 2010). The Indonesian
tertiary department has reformed the educational system from purely traditional learning into elearning. The present study has contributed indirectly to promoting blended learning that supports elearning. The Education Minister also encouraged the use of ICTs for classroom activities at tertiary
level such as the internet, online libraries and globalized knowledge database.
Research Question 2: The Barriers And Challenges of Implementing Blended Learning
Programs from Lecturers’ Perspective
To answer RQ2, a detailed analysis of online questionnaire to the three university teachers
provided the quantitative data. A 16 item online questionnaire with 5 scales of measurement was
distributed to the university lecturers. For questions 1 to 12 (see Table 2) the scale included the
following levels: (1) strongly disagree, (2) somewhat disagree, (3) neither agree or disagree, (4)
somewhat agree, and (5) strongly agree. For questions 13 to 16 (see Table 3) the scale included the
following levels: (1) difficult, (2) somewhat difficult, (3) not easy or difficult, (4) somewhat easy,
and (5) easy. These items of the questionnaire consisted of three parts, namely teachers’
pedagogical preparedness, classroom activities experience, and technologically preparedness.
Items 1 and 2 focused on pedagogical preparedness. More specifically, item 1 asked the
teachers’ perceptions of the pedagogical aspects of the course with the question “After getting the
BL training I felt pedagogically prepared to teach this course” (M = 4.27, SD = .55), and item 2, “I
received the BL pedagogical support I needed during the course” (M = 4,32, SD = .37), it indicated
that teacher participants felt their preparedness and pedagogical support were quite good after
following the training of blended learning. This meant that they were ready for preparation,
implementation and assessment on the blended instructions in which they had to integrate between
face to face meeting and online class in sequence.
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The second part focused on classroom activities throughout blended instructions. Findings
pointed out a dramatic high and this was indicated on the highest scale of the questionnaire. The
teachers’ responses to Item 3 of the questionnaire, “I had enough influence on the course content
and activities” (M = 5.00 SD = .00), suggested that they were all able to teach their individual
courses in a manner they were comfortable with. For Items 4, 5 and 6, teacher participants were
requested to respond to questions on their experience on blended instructions implementation in
relation to pedagogical implications. Item 4 asked about “There was a good balance between online
and classroom activities” (M = 4.57, SD = .41), Item 5 “The online and classroom activities
integrated well” (M = 4.32, SD = .76), and Item 6 “I made an effort to integrate classroom and lab
activities with each other” (M = 4.67, SD = .52). Results showed that teacher participants agreed
they worked hard to achieve classroom and online activities so that blended instructions could run
successfully. For Item 8, “Using BL did not make this course more demanding to teach” (M = 4.20,
SD = .60), we found that teaching this ESL writing course in a BL environment did not make it
more demanding for the teachers. It is also interesting to note that for Item 10 “My teaching style
matches well with BL” (M = 5.00, SD = .00), the teachers indicated that their teaching styles
matched well with BL including approaches, strategies and techniques of learning. Item 11 was on
“The online activities worked well” (M = 4.67, SD = .45), Item 12 on “The classroom activities
worked well” (M = 4.67, SD = .52), and Item 14 on “Managing the online activities was…” (M =
4.67, SD = .52). To support these statements, Items 15 and 16 were on “Managing classroom
activities was…” and “Integrating the online and classroom activities was…” (M=4.17 SD = .75)
(m=4.00 SD 1.10) respectively. The responses underlined that teacher participants strongly agreed
that online activities and classroom activities can be blended very well.
Turning to the technological preparedness of teachers which specifically was observed
based on the teachers’ evaluation of their technical preparation, the technical support they received
throughout the semester from institution, and their experience of technical application of various
activities, content and instruction in blended learning environment. The items dealt with this scope
were Items 7,8 and 13. Generally, the rating scores were fairly high on Item 7 about their technical
preparedness to teach the course using blended instructions (M = 4.23, SD = 1.07). The value
indicated that the teachers agreed they were prepared technically for the course. Item 8 was on “I
received the technical support I needed during this course” (M = 4.70, SD = .35), and Item 13 was
“Getting technical support was…” (M = 4.63, SD = .52). Attractively, for Item 7 the mean value
indicated that all the teachers “somewhat agreed” that they felt technically prepared to teach the BL
writing course. The ratings for Items 8 and 14 indicated that the teachers strongly agreed they got
the technical support they needed during the course and that getting this support was easy.
Table 2: Teacher responses to items 1-12 (strongly disagree-strongly agree)
Item
1
After getting the BL training, I felt pedagogically to teach this course
2
I received BL pedagogical support I needed during the course
3
I had enough influence on the course and content activities
4
There was a good balance between online and classroom activities
5
The online and classroom activities integrated well
6
I made an effort to integrate classroom and lab activities with each other
7
I felt technically prepared this course
8
I received the technical support I needed during this course
9
Using BL did not make this course more demanding to teach
10 My teaching style matches well with BL
11 The online activities worked well
12 The classroom activities worked well

N
3
3
3
3
3
3
3
3
3
3
3
3

M
4.27
4.32
5.00
4.57
4.32
4.67
4.23
4.70
4.20
5.00
4.67
4.76

SD
.55
.37
.00
.41
.76
.52
1.07
.35
.60
.00
.45
.42

N
3

M
4.63

SD
.52

Table 3: Teacher responses to items 13-16 (Difficult-Easy)
Item
13 Getting technical support was…
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14
15
16

Managing the online activities was…
Managing the classroom activities was...
Integrating the online and classroom activities was…

3
3
3

4.76
4.17
4.00

.72
.75
1.10

Discussion
It is proposed that a transmission of knowledge approach to training tend to acknowledge and
properly support the transformation of teachers’ identity that results moving from traditional
classroom-based teaching to online teaching. The shift goes beyond the acquisition of ICT skills
and requires a pedagogical understanding of the affordances of the new medium and an acceptance
by the teacher of his or her new role and identity. Technological Pedagogical Content Knowledge is
the complete package must be met by teachers in 21st century. This is also related to the previous
condition in which teachers not only transform the knowledge to their students but also, they need
to upgrade their professional development through training, workshop and conference also joining
learning community are recommended ideas for offering rich knowledge to students specifically
blended instructions. Blended instructions are not merely about the content of course but teachers
must follow the sequence of various activities which integrated both online and classroom meetings.
The present study seems to have similar comment with this previous study. Professional
development is crucial step for teachers for gaining new and more understanding the new concept
of learning specifically blended instructions (Comas-Quinn, 2011).
Research Question 3: The barriers and challenges of implementing blended learning
programs from Educational Managers’ perspective
A detailed analysis of online questionnaire from two educational managers provided the
quantitative data. Items of the questionnaire were adapted from The eLearning Guild (2003). A 10
item online managers’ questionnaire with open-ended option and multi-response questions was
distributed. The questionnaire was split into two parts namely blended instructions experience on
preparation, professional development and manage it and the second part was on blended
instructions with facilities provided by the institution. For the first five questions (see Table 4) the
options of responses included a choice of (1) yes, (2) no. For the remaining five questions (see
Table 5), the options for answer are multiple choices whereby the participants were allowed to
choose more than one answer. The purpose of giving this multi-response answers was to gain
indepth responses from the lead manager and her secretary’s perspectives.
Items 1-5 focused on the manager’s experience in blended instructions implementation. More
specifically, Item 1 asked the manager’s experience in using blended learning for creation and/or
delivery of educational content of course. (Yes= 100% No=0%), and Item 2 asked “ If you do not
use (or do not plan to use) Blended Learning, which of the following best reflects your situation?”
The participants did not respond to this item because the previous item had indicated this
organization or department was having blended learning for several courses throughout the semester
at the time of the study. Item 3 asked about the managers’ direct experience in managing and
involving blended instructions activities which engaged students, teachers, administrators and
maybe IT officer. The item highlighted “If you use Blended Learning, which of the following apply
to your experience with it?” All the participants agreed that applying blended learning impact
greater effectiveness than non-blended approaches. They also perceived that blended instructions
were more effective than classroom training alone and this view was supported from the students’
viewpoint. The students’ viewpoint on taking blended learning was their preferred learning
compared to learning face to face and meeting their teacher. However, the managers uttered that
developing lesson plan, syllabus, material and technologically preparedness need more time than
traditional meeting. Further, Item 4 asked “What kind of education/training do you use with
Blended Learning solutions”. The participants revealed that professional/continuing education/in284

service, higher education courses and topics, and interpersonal skills are now becoming trends and
needs for academia, teachers and researcher to upgrade their skills and competence. Finally, the last
item focused on the obstacles/barriers found in classroom practices in a blended learning
environment. Lack of budget or efficiency is an issue everywhere. Department were urged to do
innovation specifically in relation to the educational services, but the manager do not ignore the
budget from institution, the next forthcoming factor is time limitation. As the participants
expressed, the duty for teachers in their department is not only for teaching and doing its
preparation, but also teachers need to attend the meeting, administer document for accreditation,
conduct students paper consultation. That is why the time limitation is becoming crucial issue for
teachers to develop blended instructions activities including preparation, materials and assessment.
The last factor is unavailability of e-Trainers in making the transformation of blended learning
instructions, so it did not run successfully to implement blended learning environment.
Supporting the first part of the questionnaire items on “classroom activities about blended
instructions”, this deals with the blended learning effectiveness and its feasibility toward teaching
and
learning
process
in
classroom
practices.
Findings
showed
blended instructions effectively applied in certain departments can be proven through measurement
of the skill/knowledge improvement from students who are engaged actively in blended
instructions. However from the previous survey, facilities provided by the organization was still an
important factor to overcome. The Internet connection should be strengthened the bandwidth and its
accessibility. This study revealed that blended learning and/ or instructions are not merely about
classroom practices but also call for innovation in education in the digital era. A variety of
pedagogical techniques can be embedded within blended learning, and those techniques could have
serious implications for the design and implementation of blended learning (Bonk et al., 2006).
5.0 CONCLUSION
In summary, we conclude that teacher training in pedagogy and technology, together with
administrative and technical support, play an important role in the success of blended learning
language programs. Not only does it mean students may be able to learn the same materials faster, it
may also have a positive effect on learner autonomy and learner perceptions about a course. In
short, the teacher is vital for a successful implementation of blended learning for language learners.
Several student factors play significant roles in the implementation of BL in the language learning
contexts. Student attitude and experience are two key variables that highlight the fact that online
materials must be user friendly and easily accessible to students. Student computer literacy is also
an important factor that teachers must consider. Various teacher factors also affect the quality of
blended language learning environments. Thus, adequate teacher training and support in areas of
pedagogy and technology is imperative. It also became clear that instructors’ behaviour can affect
students’ perceptions of blended learning environments as well as their learning.
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