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ABSTRACT 

This case study monitored one teacher's use of the Suara Siswa National Curriculum 

Guidelines for Indonesian (National Indonesian Language Curriculum Project 1992) in an 

introductory-level secondary school Indonesian class through audio-taped teacher 

interviews, video-taped lessons, a student questionnaire, student interviews, and 

achievement tests. The study reflected on what is involved in implementing an activities-

based approach to language learning as outlined in the Australian Language Levels 

Guidelines (Scarino, Vale, McKay & Clarke 1988) and used in the Curriculum. The range 

of factors which impinge on curriculum implementation were highlighted. In this case the 

teacher was driven by a need to motivate student enjoyment of language learning and to 

maintain classroom control, resulting in a preference for particular kinds of tasks and 

frequent use of closed questions. The study considered the extent to which students were 

able to use Indonesian for their own communicative purposes and to engage in the learning 

process in cognitively demanding ways. Assessment criteria applied by the teacher were 

also considered. The study drew attention to the impact of the teacher's personality and 

manner on student attitudes towards language learning and the value of including tasks 

which appeal to students. It also revealed the way in which teachers come to adopt new 

curricula, emphasising the need for time, collegial support, and the teacher's involvement in 

interpreting and reshaping curriculum documents. 
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DEFINITIONS 

activity: 

closed question 

course: 

exercise: 

The purposeful and active use of language where learners are 

required to call upon their language resource to meet the needs 

of a given communicative situation (Scarino et al. 1988 Bk. 

2:19). 

A question asked by the teacher which seeks a predetermined 

response already known by the teacher. 

Language goals, objectives, specific tasks, and specific content 

deriving from the language syllabus, to be implemented with a 

particular group of learners over a defined period of time. 

A task which focuses on one or more elements of the 

communication process in order to promote learning of the items 

of language, knowledge, skills and strategies needed in an 

activity (Scarino et al. 1988, Bk. 2:19). 

language learning goals: The five broad goals of language learning outlined in the ALL 

Guidelines (Scarino et al. 1988, Bk. 1:29-3 1); namely, the 

'Communication Goal', the 'Sociocultural Goal', the 'Language 

and Cultural Awareness Goal', the 'Learning-How-To-Learn 

Goal' and the 'General Knowledge Goal'. 

module: A group of activities, exercises and other learning experiences 

which relate to a central organisational focus, and which are 

intended to achieve a set of general objectives. 

objective(s): What the learner is expected to understand and be able to do in 

Indonesian by the end of a defined period of learning. Objectives 

are either 'general', referring to holistic language use, or 

'specific' referring to control of the specific elements of 

language usage. 

other learning experience: As used in the Suara Siswa Curriculum, a task which primarily 

involves the use of English, undertaken, for example, to achieve 

sociocultural goals, to develop learning-how-to-learn skills etc. 

program: The teaching/learning plan developed by the teacher for a 

particular class for a set period of time. 



stage: A broad phase of language learning as described in the ALL 
Guidelines' 'framework of stages' (Scarino etal. 1988, Bk 2:5-
15). 

syllabus: Language goals, objectives, suggested tasks, and suggested 
content relating to a particular stage of learning, or year level. 

task: An activity, exercise, or other learning experience which 
students undertake in order to promote language learning. 

unit: A sequence of activities, exercises and other learning 
experiences which relate to a specific organisational focus, and 
which are intended to achieve a particular set of general 
objectives. A unit is shorter in duration than a module and two, 
three or more units may comprise one module. Units represent 
teaching/learning plans developed by the teacher, taking into 
account his/her specific context, whereas modules contain non-
sequenced tasks which are more generally applicable to a broad 
stage of learning. 



Chapter One 

Focus of the Study 



1.1 Introduction 

This study recounts and evaluates an implementation of the Suara Siswa National 

Curriculum Guidelines for Indonesian'. It takes the form of a case study, using features of 

an ethnographic approach to examine the day-to-day operations of a single teacher and one 

of his Indonesian language classes over a ten-week school quarter. The study was 

undertaken as collaborative research intended to promote the professional development of 

both teacher and researcher. My role was that of support person, offering ideas, advice and 

feedback, with the teacher ultimately responsible for the conduct of the course. 

The study was structured and is reported in three phases: planning, implementation, and 

assessment. First, the teacher and I planned a ten-week introductory course, drawing on the 

Suara Siswa materials. The teacher's implementation of the course was then evaluated 

throughout the quarter. Adopting the role of non-participant observer, I attended and video-

taped selected lessons. I also obtained the teacher's impressions of each lesson through an 

analysis of the teacher's notes and informal weekly interviews, during which further lesson 

planning also took place. The students' impressions of the course were also sought through 

an initial written questionnaire and an informal interview during the final week. Student 

learning outcomes were judged initially by the teacher and later by me using two specific 

assessment tasks at the end of the course. 

The study draws conclusions about the applicability and usability of the Suara Siswa 

Curriculum, as well as the appropriateness of an activities-based' approach to language 

syllabus design. In so doing, it seeks to highlight aspects of teaching which are likely to 

promote effective language learning, examining the potential effects of teaching approach 

and teaching context on the development of students' language skills and their attitudes 

towards language study. 

12 Purpose and importance of the study 

The National Indonesian Language Curriculum Project was established in 1988 to produce 

nationally applicable syllabus materials for all levels of primary and secondary schooling. 

Project materials were released during 1993 for progressive implementation and inservicing 

at national and local levels. Although  an extensive feedback network provided input during 

development, the materials were not trialed in any formal sense. Comprehensive trialing was 

originally envisaged prior to publication of the resulting Suara Siswa Curriculum, however 

Referred to in abbreviated form as the Curriculum, the Suara Siswa Curriculum or the Suara Siswa materials. 



this proved impractical to implement, partly due to pressing writing schedules during the 

final year of the Project, and partly because a valid trial assumed availability of the 

materials in a form suitable for use by students. Although this study focuses on a single case 

only, it provides information about the usefulness of the Suara Siswa Curriculum in 

particular, and language curriculum design more generally, acknowledging the importance 

of an evaluation phase in curriculum development. 

The study also provides information about the relevance and applicability of the Australian 

Language Levels (ALL) Guidelines (Scarino, Vale, McKay & Clark, 1988), upon which the 

Suara Siswa Curriculum is based. Over a five-year period commencing in 1985 the ALL 

Project developed a model for language curriculum design, drawing on the expertise and 

knowledge of language teachers throughout Australia, and on research and developments in 

the language teaching field. The ALL Guidelines provide an organisational framework with 

syllabus goals and suggested course content for all levels of school language learning. The 

ALL Guidelines adopt an 'activities-based' approach to syllabus design, organising content 

around the notion of communicative language tasks termed 'activities'. The work of the 

ALL Project was highly significant in providing impetus and direction for the promotion of 

language studies and the professional development of language teachers. inservices were 

conducted at local and national levels, local syllabus and course writing tasks were 

undertaken, and student resource texts incorporating features of the ALL approach were 

produced for a number of different languages. Education departments in each State and 

Territory expressed support for the ALL Guidelines, and drew on the ALL framework in 

various ways in subsequent curriculum development projects. The ALL approach was 

endorsed by the National Assessment Framework for Languages at Senior Secondary Level 

in order to promote consistency across senior level language curricula, and collaboration 

between school assessment authorities across Australia. Ongoing evaluations of ALL-based 

materials are particularly important then, given the major impact of the ALL Guidelines on 

subsequent initiatives in the languages field, and the innovative, and at times controversial, 

nature of the ALL model. 

The study is of relevance to teachers interested in developing their understanding of 

activities-based language curricula. By recounting one way in which the Suara Siswa 

Curriculum was used, the study provides an example for the consideration of other language 

teachers. It is also of value to school and educational administrators in that it examines the 

impact of school structures on language programs. 



On a broader level, the study is significant because it contributes to the body of research on 

classroom-based language teaching and learning, and draws on the first-hand knowledge 

and experience of practising teachers. Numerous writers (e.g. Savignon 1983, Nunan 1991, 

Allwright & Bailey 1991) have called for research which takes the classroom context into 

account. In order to appreciate how language learning can be facilitated, it is important to 

document exactly what takes place in language classrooms. Second language learning 

theories must be informed by an understanding of the many and complex variables which 

interact in the classroom if they are to be of value to language teachers. The involvement of 

classroom teachers in this endeavour is crucial, since teachers bring to bear important 

insights about their particular teaching contexts and their own teaching practices. This 

research then, helps to ensure that researchers, policy makers and educators are informed by 

a realistic perception of the constraints, possibilities and influences which exist in language 

classes at the secondary school level. 

1.3 Key questions 

Three broad research questions were posed: 

• To what extent did the Suara Siswa materials assist the teacher to plan, implement 
and assess the course? 

• To what extent were the language learning objectives of the course achieved? 

• To what extent was the course, as implemented, favourably regarded by the 
students? 

These questions are elaborated in more specific operational terms in Chapter Four. 

1.4 My interest and background 

My interest in the teaching of Indonesian stems from my experience as a teacher of 

Indonesian and later as a curriculum writer. I worked as a member of the National 

Indonesian Language Curriculum Project team throughout its duration. This enabled me to 

explore issues related to language syllabus content and design, and to gain feedback and 

input from teachers and educators at the local, national and international level. As co-author 

of the Suara Siswa Curriculum I therefore had a particular interest in evaluating these 

materials. 

I have been able to implement parts of the Suara Siswa Curriculum in my own classes and 

to evaluate them in an informal way. This study provided an invaluable opportunity for me 

to evaluate aspects of the Suara Siswa Curriculum more formally, by collaborating with 

another teacher to plan teaching programs based on these materials, and monitoring their 

implementation in the classroom as a non-participant observer. 



1.5 The teaching of Indonesian 

The following overview describes the Indonesian teaching context in Australia more 

generally, and then with particular reference to the Northern Territory, leading up to the 

time this study was undertaken. Since then, of course, there have been ongoing 

developments in the language teaching and learning arena. 

1.5.1 The national picture 

The teaching of Indonesian in Australia commenced at the tertiary level during the 1950s. 

Introduced initially for political and economic reasons, it developed in relation to studies in 

Indonesian anthropology, history, political science, literature, religion, economics, politics, 

and sociology. Although Indonesian courses were popular during the 1950s and early 1960s, 

the number of students learning the language declined dramatically during the late 1960s 

and onwards. The negative image of Indonesia in Australia, the perception that Indonesia is 

irrelevant to Australia's future, the decline in funding, the removal of the language 

component for tertiary entrance, a perception of language learning as either elitist or lacking 

in educational rigour, and of little vocational value, together with a lack of up-to-date 

teachers and resources have all been identified as contributing factors (Brown & McKay 

1991:1, Be & Tickell 1990 in Norris 1991:4, Worsley 1993:Ch.4). Although there have been 

some encouraging signs in the tertiary sector, student numbers during the 1990s do not yet 

reflect the interest that was evidence in the early 1960s (Brown & McKay 1991: 11). 

Indonesian began to be taught at the school level during the 1960s and is now one of the 

most commonly learned languages in Australian schools. Worsley's (1993) 

Indonesian/Malay Profile tracked the growth in student numbers from 1969 when 3,431 

school students were reported to be studying Indonesian, through to 1991 when there were 

over 45,000. Numbers peaked in 1983, at which time Indonesian was the fourth most 

studied language, although studied by only 0.88 per cent of all school students (Worsley 

1993 :32). This was followed by an 8 per cent decline between 1983 and 1988, during which 

time the proportion of language students studying other Asian languages increased 

(although only 11 per cent of language students were studying an Asian language). Despite 

this decline, Indonesian remained one of the most popular of language choices (Worsley 

1993:115). Between 1988 and 1991 there was a substantial increase in the number of 

students studying Indonesian. The increase was particularly significant at the primary level, 

in the order of 180 per cent compared with 51.76 per cent at the secondary level. 

Although the increase in terms of student numbers has been considerable, the proportion of 

students continuing their study of Indonesian through to Year 12 has declined. By 1991 the 
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number of students studying Indonesian at Year 12 had dropped to the levels seen in the 

period 1969 to 1975. Indeed, retention in languages generally through to Year 12 is 

significantly below the 40 per cent level of 1967 (Djite 1994:50-52). Over a period in which 

more and more students have opted to continue their education through to senior secondary 

level, language students at Year 12 represented an increasingly small proportion of the total 

student numbers, despite the fact that a greater range of languages were available for study, 

and important changes in the teaching of languages were taking place (Worsley 1993:3 1). 

Worsley attributes this trend in part to the persistence of negative or ambivalent community 

attitudes towards language learning and towards Indonesia, including the perception that 

languages are difficult to learn and irrelevant to career prospects, and that Indonesia is 

merely a tourist destination for Australians. Other disincentives include timetabling 

structures, a shortage of teachers and curricula, and pressure from other curriculum areas. 

Harbon (1990:33-35) pointed in particular to the use of unimaginative and inappropriate 

teaching styles and materials. A lack of comprehensive, up-to-date curricula and an 

inadequate supply of stimulating resource materials for Indonesian were noted as key 

factors contributing to poor retention levels. 

Another cause for concern has been the very limited proficiency levels which students 

achieve even after a number of years of school study. Again this is the case for all 

languages, including Indonesian. Certainly students, parents, and the community in general 

do not appreciate just how many hours are needed to achieve even minimal social 

proficiency in a second language, estimated by Nicholas et al. (1993:94) as being in excess 

of 600 hours of instruction for a language like Indonesian. Limited proficiency levels are 

also partly a result of the lack of teachers who are themselves proficient in the language and 

trained in current language teaching methodology. Teaching is made difficult because of the 

diversity of the student mix within the classroom in terms of language backgrounds, 

language proficiencies, and literacy levels. Nicholas et al. (1993) point out that individual 

teachers are unable to generate the range of materials and methods required to cater for such 

diversity. Brown and McKay (1991:26) urge that more teachers of Indonesian/Malay be 

trained and recruited into the schooling system. Existing teachers require professional 

development training in language teaching methodology, and opportunities to maintain 

language study themselves, including study time in Indonesia. Language consultants should 

be available, particularly those with recent classroom experience, to familiarise teachers 

with new resources and strategies, assist in course development and coordinate professional 

development programs (Worsley 1993:122). 
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Poor retention rates and poor proficiency levels are also due to a lack of continuity in many 
language learning programs (Lo Bianco 1987, Leal et al. 1991, Brown & McKay 1991, 
Nicholas et al. 1993). Because of the inherently sequential nature of language learning, 
students need regular and continuous exposure over a considerable period of time. 
According to the National Survey of Language Learning in Australian Schools conducted in 
1988, primary students usually receive less than one hour per week of instruction and 
secondary students less than three hours per week. Transition problems were noted between 
primary, secondary and tertiary levels of education, as well as between classes and courses 
within schools. In many schools surveyed classes were very irregular because of senior 
school prerequisites, quotas on numbers, and the manner in which timetables were 
constructed. These problems resulted, for example, in students repeating course content or 
experiencing breaks in their language learning. Irregular language course patterns in many 
schools have detrimental effects on language programs (Nicholas et al. 1993:173-180), a 
fact confirmed in relation to the teaching of Indonesian by Brown and McKay (1991: 16) 
and Worsley (1993: 118). Teachers responding to Worsley's survey noted that the manner in 
which timetables are arranged inhibits the teaching of Indonesian/Malay. Worsley 
(1993:118) argues that in order for some students to achieve the high levels of Indonesian 
cultural and linguistic proficiency needed within Australia, language learning requires 
continuity of study, and regular, intensive exposure. 

Various initiatives involving considerable funding have been undertaken in an effort to 
address problems such as these and to raise the profile of language study in general. 
Recognition of the value of language learning has been formally reflected in national 
language policy statements (Lo Bianco 1987, DEET 1991) which have set targets in terms 
of numbers of students learning a second language. Initiatives have included development of 
the above-mentioned Australian Language Levels Guidelines, development of national 
curriculum materials for a number of languages (including the Suara Siswa Indonesian 
materials), development of a national assessment framework for languages at senior 
secondary level, the commissioning of wide-ranging research reports (e.g. Stanely et al. 
1990, Leal et al. 1991, Nicholas et al. 1993, Djite 1994), as well as the establishment of 
various bodies to facilitate language provision. In 1989 the Australian Education Council 
identified eight broad areas of learning for Australian schools, one of which was languages 
other than English, further indication of high-level support for languages. The National 
Asian Languages and Studies in Australian Schools (NALSAS) Strategy identifies ways in 
which the teaching in primary schools of priority Asian languages, including Indonesian, is 
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to be increased (Ministerial Council on Education, Employment, Training and Youth 

Affairs 1995). 

After reviewing the years 1986 to 1992, Worsley (1993:138-141) was cautiously optimistic 

about recent developments relating to the teaching and learning of Indonesian in Australian 

schools. Although concerned by the poor retention rates in the senior school years, the 

limited proficiency levels attained, and the ambivalence of the Australian community 

towards the learning of Indonesian, lie emphasised the significant gains which have 

nevertheless been made. Student numbers have increased, at least in the primary and lower 

secondary levels. Curricula have been redesigned to be consistent with the new 

communicative methodology, and a range of resource materials developed. Such tasks have 

attracted major government funding. Significant funding has also been directed towards 

teacher inservice. A core of qualified and experienced teachers now exists, many with in-

country experience. Strategies are being developed to help ensure continuity in school-based 

Indonesian programs. 

1.5.2 Indonesian teaching in the Northern Territory 

The Northern Territory has enjoyed a reputation as a leader in matters relating to Indonesia, 

in large part because of the long-standing school teacher and student exchange program 

linking the Northern Territory and the eastern provinces of Indonesia. There have been well-

established and developing links at both the government and private level, not only in the 

area of education, but increasingly in the areas of business and trade also. According to a 

national survey of language learning conducted in 1983, Indonesian/Malay was more widely 

available in the NT than anywhere else; it was taught in 14.1 per cent of schools, compared 

with the national figure of 2.7 per cent (Worsley 1993:28). In 1975 there were only 21 

secondary students studying Indonesian in the NT, but by 1991 this had risen to 3,109 

(Worsley 1993 :27). In 1988 there were 1,201 primary students studying Indonesian, rising 

to 4,052 in 1991 (Worsley 1993: 28). According to a Northern Territory Department of 

Education survey conducted in 1996 the number of secondary students of Indonesian had 

fallen to 2,009 whereas the number of primary students of Indonesian had risen to 7,372. 

The Northern Territory Policy on Languages Other Than English (NT Education 

Department 1988) identified eight priority languages, one of which was Indonesian. The 

Policy advocated two hours of at least one language per week for two years at primary 

school level, four hours of at least one language per week for two years at secondary school 

level, and 3.5 to four hours of at least one language per week at senior secondary school 

level. The Policy stressed the importance of ensuring continuity in language learning, 
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particularly during Years 6 to 9. A draft Northern Territory Languages Other Than English 
Strategy and Action Plan (October 1995) set targets of 60% of Year 10 students and 15% of 
Year 12 students in the NT studying an Asian language by the year 2006. The extent to 
which schools implement these recommendations varies considerably. 

School teachers of Indonesian have varied in background and qualifications. Language 
proficiencies have ranged from those with very minimal language skills through to native 
speakers. Some teachers have studied Indonesian language and/or language teaching 
methodology at the tertiary level or lived extensively in Indonesia, while others have had 
little or no formal training or in-country experience. The exchange program, together with 
other scholarships and study awards, has enabled some teachers to upgrade their language 
skills and gain cultural experience, thus helping to maintain teacher supply. There have been 
few very experienced teachers of Indonesian, largely as a result of the high staff turnover 
and the relatively small teaching force in the Northern Territory. 

School programs have been quite varied. Time allocations range from as little as half an 
hour per week through to five hours per week at the senior secondary level. Some primary 
schools offer Indonesian across all years, others identify particular year levels. At the junior 
secondary level language programs have typically been compulsory in Year 8, or in Years 8 
and 9, and have ranged from two to five lessons per week. School excursions to Indonesia 
have been common. With the increase in primary school language programs, teachers at the 
secondary level have increasingly found it difficult to cater for students with very varied 
language learning backgrounds. 

At the time this study was undertaken there was very little guidance for language teachers at 
primary and' unior secondary level regarding syllabus aims and content2 . Although some 
teachers based their courses on particular texts, most determined their own course content, 
drawing on language from a range of sources, and sharing teaching ideas through informal 
teacher networks. Some teachers adopted a fairly structural approach, focusing regularly on 
aspects of grammar; however, the majority of teachers organised their courses around topics 
or language functions. In some schools course outlines had been developed at the faculty 
level, although specific content was still largely at the discretion of the individual teacher. 
The most commonly used texts at the junior secondary level were Ayo (Taylor & Sedunary 
1991), Bahasa Tetanggaku (White 1988) and Learn Indonesian Book I(McGarry & 

2  Support documents since developed include an NT version of the Language Statement and Profile for 
Indonesian (1998) and a Board Approved Course of Study Transition to Year 10 Indonesian based on Suara 
Siswa. 



Sumarjono 1970). The Suara Siswa materials were only just coming onto the market at the 
time this study was undertaken. 

1.6 The Suara Siswa Curriculum 
1.6.1 Background 

in 1986 the Federal Government established the Asian Studies Council and charged it with 
the task of increasing Australian awareness and knowledge of Asia, with particular 
reference to Australia's priority Asian languages. Submissions from the Northern Territory 
and South Australian Departments of Education resulted in the establishment of the 
National Indonesian Language Curriculum Project in 1988. The Project's brief was to 
develop motivating curriculum materials for use in Australian schools based on the 
Australian Language Levels Guidelines, in order to promote consistency and continuity in 
indonesian language programs. The materials were to consist of detailed syllabus documents 
for all levels of primary and secondary schooling with a range of supporting resources. The 
brief emphasised the need to design flexible materials which could be adapted and modified 
according to the needs of different users in differing contexts, while at the same time 
promoting commonality in course design and assessment. 

In order to maximise the national applicability of the materials, a significant feature of the 
Project was that all States and Territories were involved in their development. An extensive 
feedback network was established, consisting of teachers, lecturers, education officers and 
other consultants to provide input and to coordinate responses and suggestions from local 
groups of teachers in each State and Territory. indonesia's Department of Education and 
Culture provided advice on language usage and assisted with the collection and 
development of materials. 

South Australia undertook development of Stages A, B and 2 (primary) and the Northern 
Territory Stages 1-4 (upper primary and secondary). Originally established for a period of 
three years with two writers in the Northern Territory and one in South Australia, the 
Project was extended for a further year and additional staff employed. Project materials 

were published in 1992 and 1993. 

1.6.2 Components 

The components of the Curriculum, published by the Curriculum Corporation under the 
series title Suara Siswa, are listed below: 

Primary. 

• Teachers' Handbook for Stages A, B & 2 
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• Teachers' Resources for Stages A, B & 2 (photocopy masters) 
• Membaca Bersama-sama (a reader for Stages A & B) 

• Cerpen Kita (a reader for Stage 2) 

• Audio-tape for Stages A, B & 2 

Upper primary/junior—middle secondaiy: 

• Teachers' Handbook for Stages 1 & 2 

• Teachers' Resources for Stages I & 2 (photocopy masters) 

• Student Resource Book for Stage I 

• Student Resource Book for Stage 2 

• Audio-tape for Stages I & 2 

Upper secondary: 

• Teachers' Handbook for Stages 3 & 4 

• Teachers' Resources for Stages 3 & 4 (photocopy masters) 

• Student Resource Book for Stages 3 & 4 

• Audio-tape for Stages 3 & 4 

All levels: 

• Images of Indonesia (photo set and teachers' notes) 

1.6.3 Curriculum design issues 

While feedback received from the Indonesian Language Curriculum Project's consultative 
network was overwhelmingly positive, concerns were raised by a number of respondents, 
particularly because the Suara Siswa materials represented a test of the ALL Guidelines, 
itself an innovation in language curriculum design. The present study provided an 
opportunity to explore a number of these issues. 

Some respondents questioned whether teachers and students would be able to manage the 
kind of language required by a communicative approach, given its emphasis on language 
authenticity. They were concerned that teachers trained in the use of formal, standard 
Indonesian would be unfamiliar with colloquial Indonesian, renowned for its complexity, 
use of dialect and rapidly changing nature. Questions were raised about whether a 
curriculum based on the needs and interests of school students would inevitably place too 
great an emphasis on this type of language. One of the motivations for undertaking this 
present study was that there was clearly a need to monitor the type of Indonesian language 
required in beginner-level, learner-centered, communicative activities. 

Some consultants queried whether a clear indication of expected levels of achievement 
could be conveyed in the absence of a proficiency rating scale. The Suara Siswa Curriculum 
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describes the expected level of achievement for each Stage through a statement of essential 

learning, checklists of specific content, likely characteristics of performance, sample 

modules, supporting resources, and a suggested assessment scheme. As data was only 

collected during a ten-week course, which represented only a part of Suara Siswa 's Stage 1, 

the present study was not intended to address this issue. Nevertheless this study was able to 

reflect on the process by which teachers come to understand the level of achievement 

expected at Stage I. 

A further debate concerned the balance between flexibility and prescription, and the role of 

a national curriculum. As the Suara Siswa Curriculum was intended for use in a wide range 

of teaching contexts across Australia, the materials needed to be flexible to enable 

implementation with different types of learner groups, by different types of teachers and in 

different educational systems. At the same time they needed to provide sufficient detail so 

that they offered substantial assistance. This study was also motivated by a desire to 

consider whether the Curriculum fulfilled these aims. 

A related issue focused on the fact that the Suara Siswa modules and activities are largely 

unsequenced. Sequencing decisions need to be made by teachers, taking into account a 

range of factors relating to their specific teaching contexts. Concern was expressed about 

the teacher's ability to control the sequencing of language items in an activities-based 

approach, and to attend to the range of items included in the the Curriculum 's checklists. 

Some respondents queried whether courses would simply consist of a collection of arbitrary 

activities and argued in favour of a more grammar-based approach. In his mid-term 

evaluation of indonesian Curriculum Project drafts, Ingram (1992:10-17) claimed that the 

work of selecting, sequencing, contextualising, and recycling language elements, and then 

integrating them with activities and themes, was too arduous for teachers to undertake, 

givell the limited language proficiencies of many, and their lack of theoretical or 

methodological training. Although long-term sequencing decisions could not be investigated 

in a ten-week period, this study does illuminate considerations and processes involved in 

selecting and sequencing course content. 

1.7 Thesis outline 

The following chapter reviews the literature relating to a number of issues raised during this 

study. Chapter Three describes the case study site and Chapter Four considers the way in 

which the study was undertaken, and why. Chapters Five, Six and Seven analyse each phase 

of the course as it was planned, implemented and assessed. The conclusions of the study are 

discussed in the final chapter. 
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Chapter Two 

Designing and Implementing 

Language Courses 



2.1 Chapter outline 

This chapter is organised in three parts to correspond with the three phases of the study: 

planning (Chapter 5), implementation (Chapter 6), and assessment and evaluation 

(Chapter 7). 

The first part begins by considering factors which influence the way in which teachers 
undertake course planning (2.2.1). Since in this study course planning centred on the tasks 

required of students, the following section (2.2.2) discusses task-based approaches. Section 
(2.2.3) provides an overview of the Australian Language Levels (ALL) Guidelines, the task-
based framework which shaped the Suara Siswa Curriculum. This section highlights key 
concepts in the ALL Guidelines, as well as issues relating to task categorisation. 

The second part of the Chapter reviews three principles of language teaching and learning 

which emerged during this case study: the need for learners to use language (2.3.1), to 

engage in higher-order thinking (2.3.2) and to take control of their own learning (2.3.3). 

The final part considers the assessment of student achievement in language programs 
(2.4.1), and the impact of curriculum innovations on teaching practice (2.4.2). 

2.2 Planning for language learning 

2.2.1 Planning considerations 

Course planning involves considering what is to be learned and why, how students will be 

taught and their learning assessed, and how course effectiveness will be evaluated. The 

teacher's role in planning is a 'basic tenet of the English education system' (Taylor 1970:5). 
Planning helps ensure that students are provided with the most appropriate learning 

experiences. Although essential, in practice planning is problematic for teachers. 

Planning is generally not practised according to the prescriptive, theoretical models of 
planning promoted within teacher education programs. Shavelson and Stem (1981:477) note 
that most teachers are trained to plan instruction by (a) specifying (behavioural) objectives. 
(b) specif,'ing students' entry behaviour, (c) selecting and sequencing learning activities so 
as to move learners from entry behaviours to objectives, and (d) evaluating the outcomes of 

instruction in order to improve planning. They found that these steps are consistently not 
followed in teachers' planning in schools, a conclusion similar to that reached some years 

earlier by Taylor (1970:59), who observes that teachers seem to start with the context of 
teaching, followed by consideration of the kinds of learning situations likely to interest and 
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involve students. Nunan (1993b:5) confirms that teachers' decisions are dominated by the 
demands of classroom management and organisation. 

The circumstances of teaching restrict teachers' capacities to plan systematically and 
thoroughly. Huberman (1983, cited in Fullan 1991:33) describes the various pressures on 
teachers as the 'classroom press': the 'press for immediacy and concreteness .... for 
multidimensionality and simultaneity... for adapting to everchanging conditions or 
unpredictability..., for personal involvement with students'—all of which focus teachers' 
efforts on day-to-day concerns. According to Huberman, teachers are pleased with 'a few 
good days, covering the curriculum, getting a lesson across, or having an impact on one or 
two individual students'. The rewards of extensive planning are few, since 'classes have 
different "personalities" from year to year; a well-planned lesson may fall flat; what works 
with one child is ineffective for another; what works one day may not work the next'. Fullan 
(1991:119) concurs that teaching demands much of teachers, without allowing them 'the 
time needed for planning, constructive discussion, thinking, and just plain rewards and time 
for composure'. Planning decisions are made on 'trial -and -error' grounds while dealing with 
constant interruptions, discipline and interpersonal conflicts, and a range of tasks outside 
the classroom. Evaluation is given a relatively low priority, as is establishing links between 
one's own program and the wider curriculum (Taylor 1970). A high priority is given to 
developing a sense of community within the class. The tasks required of students, therefore, 
are more significant to teachers when planning than performance objectives. So, too, are 
learner characteristics, particularly ability, sex, participation in class, self-concept, social 
competence, classroom behaviour and work habits (Shavelson & Stern 1981). 

Since so much of teaching is unpredictable, teaching plans must be flexible. Teachers 
surveyed in Taylor's study (1970:10) expressed frustration because so much of teaching is 
intangible, making planning 'impossible'. They displayed various attitudes towards syllabus 
documents provided to them, some regarding them as the prescribed course, others as a 
resource to use or not as they wished, others as 'something which trailed some way behind 
what was going on at the forefront of teaching'. In reality planning is a process of 
questioning and working out new practices as expressions of one's personal practical 
knowledge (Connelly & Clandinin 1988:181). This view of curriculum planning as 
'curriculum inquiry' is advocated in much of the recent literature on reflective teaching (e.g. 
Schon 1987; 1991). It acknowledges that decisions taken by teachers are influenced by 
previously held practical knowledge, personal and professional beliefs, rules of practice, 
teachers' images of themselves, the environments in which they work, and the planning 
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process itself (Hannay & Seller 1990). Planning is 'reflection-in-action' (after Schon 
1983:6 1) and emerges within a teacher's activities of teaching. 

Advocating 'reframing' as a way of resolving puzzles about how theory is played out in 
practice, Russell and Munby (1991:185) describe a teacher who worked through the puzzle 
of why lie drifted towards a traditional style of teaching. Originally of the opinion that it 
was because lie doubted the value of the particular teaching approach being promoted, the 
teacher reframed his puzzle in terms of planning, preparation and awareness of his students' 
understandings, concluding that greater attention to planning would afford this approach a 
greater chance of success. The teacher concluded, nevertheless, that planning still needed to 
be 'loose', 'because what happens tomorrow depends on what happens today... planning can 
consume you to the point that you don't see what's really happening'. By reframing his 
actions and responses, the teacher was able to base future decisions on the students' views 
of what they were learning, rather than his own views of curriculum topics. 

Although difficult and uncertain, then, the planning process is still valuable. Nunan 
(1993b:36) states: 

While it is naive to assume that what gets planned will equate with what 
gets taught, and that what gets taught will equate with what gets learned, 
this does not mean that planning, including the formulation of objectives, 
should be removed from the equation. ... While the plans that teachers lay 
will be transformed, if not metamorphosed, in the act of teaching, such 
plans provide a framework and structure for the interactive decisions which 
the teacher must later make. They also provide a set of criteria against 
which such interactive decisons may be evaluated. 

2.2.2 Planning based on 'tasks' 

Syllabus materials used by teachers to plan their language courses can be organised in 
various ways. The ALL Guidelines and the Suara Siswa Curriculum are organised around 
the notion of 'tasks'. This section discusses the nature of task-based syllabus design, 
including the categorisation and sequencing of tasks. 

Task-based syllabuses use the concept of task as the basis upon which content is selected 
and organised. The term 'task' is variously defined in the literature, ranging from actual 
tasks—'the hundred and one things people do in everyday life' (Long 1985:89)—to more 
pedagogically derived tasks. Pica, Kanagy and Falodun (1993) identify two recurring 
features of the term in the literature, namely 'oriented toward goals', and 'work or activity'. 
Skehan (1996:38) summarises his use of the term as 'an activity in which: meaning is 
primary; there is some sort of relationship to the real world; task completion has some 
priority; and the assessment of task performance is in terms of task outcome'. In line with 
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developments in other educational spheres, emphasis is increasingly being placed on the 
learner's cognitive involvement in the learning process, with the term 'task' now tending to 
also imply a degree of intellectual challenge, or higher-order thinking. 

Task-based approaches derive from interactionist theories of second language acquisition 
(e.g. Hatch 1983, Long 1981) which claim that language learning takes place as learners 
exchange information and communicate ideas through social interaction. The approach is 
also justified on the grounds that teachers relate more easily to the notion of tasks than they 
do to either objectives or methods (Shavelson & Stern 1981, Swaffar et al. in Nunan 
1989:134 and Nunan & Long 1994). Tasks provide a useful basis for identifying learner 
needs, specifying syllabus content, organising learning opportunities and assessing 
achievement. The emphasis is on interaction in the language, the use of authentic texts, a 
focus on the learning process, and the contribution of the learners' own experiences. 

In a task-based approach particular features of the language are selected for focus as a 
secondary consideration only. It is in this regard that the task-based approach contrasts with 
more traditional approaches to syllabus construction in which the syllabus is described in 
phonological, morphosyntactic, and lexical terms (Nunan 1991:281). Such structural 
syllabuses have been criticised because the sequencing of linguistic units has usually been 
based on intuitions about their simplicity and frequency, rather than on research findings, 
and because a focus on form limits real communication (e.g. Krashen 1982). Structural 
approaches were supported through the work of Pienemann (1985), who showed that, in the 
case of some languages at least, certain linguistic and psycholinguistic syntactic 
constructions are acquired in a set order. The teachability of a structure is constrained by its 
'learnability' at a particular stage of development, since learners acquire a particular 
structure only when they reach that stage and are therefore 'ready' for it. It was reasoned, 
therefore, that teaching programs should be sequenced according to this 'natural order'. The 
fact that learners would not all be ready for the same structure at the same time could be 
catered for, firstly by grouping learners accordi.ng  to their acquisitional stage, and secondly 
by focusing on structures again and again over time (Pienemann 1985). Nevertheless, Long 
& Crookes (1992:34) conclude that 'No evidence exists that these synthetic units are 
meaningful acquisition units, that they are (or even can be) acquired separately, singly, in 
linear fashion, or that they can be learned prior to and separate from language use'. Even if 
each learner's 'readiness' could be efficiently identified, linguistic units are not necessarily 
meaningful units for teaching and learning, and can give rise to stilted language, and static, 
idealised content. (On the other hand, as Sheen 1994 points out, it has not been confirmed 
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that task-based language teaching actually achieves its aims either, i.e. results in language 

acquisition/learning.) 

Although not the central unit of syllabus organisation, a focus on form can still be 

incorporated within a task-based syllabus. Skehan (1996:42) argues that learners make use 

of both exemplar-based and rule-based modes of learning, drawing on the former to 

communicate meaning when time pressures are paramount, and on the latter to carefully 

structure texts when exactness or creativity matter. Van Patten (1994) claims that when 

learners have little time to attend to language features, they only pay attention to form if it is 

absolutely necessary to gaining meaning. Since tasks typically emphasise the 

communication of meaning under time pressures, they do not of themselves predispose 

learners to focus on language forms. Skehan (1996) cautions, therefore, that task-based 

approaches may teach learners simply to proceduralise strategic solutions and rely on 

familiar mernorised material. For this reason he feels that teachers should manipulate the 

learner's attention, at times towards fluency, at other times towards restructuring, and at 

other times towards accuracy. He distinguishes therefore between strong and weak versions 

of a task-based syllabus on the basis of a focus on form. In the strong version the task is the 

unit of language teaching, and language is acquired solely through the learner's need to 

communicate. In the weak version, tasks are embedded in a pedagogical context, and may be 

preceded or followed by focused instruction (1996:39). 

Research on the task-based approach has explored various ways of developing, categorising 

and sequencing tasks. Long(1985) believes that the first step when developing tasks is to 

carry out a needs analysis to obtain an inventory of target tasks and thus define content in a 

principled way. These are then classified into task types, from which pedagogical tasks are 

derived. Shavelson and Stem (1981 in Nunan 1988a:47) suggest that, when planning tasks, 

teachers need to consider the subject matter, materials, activities, goals, 

abilities/needs/interests of students, and the social and cultural context of instruction. 

Similarly, Nunan (1989) proposes a list of questions to help teachers think more 

systematically about tasks. He outlines a suggested process, encouraging teachers to look at 

their goals and objectives, select or create input, build a data bank, create tasks, and 

consider aspects such as rationale, roles, classroom management, and the language to be 

used. This process involves identifying the target task, providing a language model, 

identifying the skills to be developed, and devising appropriate pedagogic tasks (Nunan 

1991). Skehan (1996) proposes a framework for examining tasks which takes into account 

code complexity, cognitive complexity and communicative stress. He identifies three stages 

of task- implementation: 'pre-' tasks to establish the language and reduce cognitive load; 
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'during' tasks in which the teacher directs attention either towards accuracy or fluency, and 
'post' tasks to encourage accuracy and restructuring of the language through both synthesis 
and analysis 

A range of criteria are suggested for analysing tasks. Candlin (1987 in Nunan 1988a:45-46) 
lists twenty criteria forjudging what constitutes a good task. Some writers propose various 
typologies of task types, including Pica et al. (1993:19), who distinguish tasks according to 
who holds, requests and supplies information, the relationship between participants, 
whether interaction is required, whether participants are working towards the same goal, and 
the number of outcome options. Duff's (1993) study characterises tasks according to the 
direction of interaction, source of prompt, whether knowledge is shared, nature of content, 
materials, type of 'gap' between subject and interviewer, and opportunities for extended 
discourse. Others pose particular dimensions to classify tasks, for example the extent to 
which there is a reasoning-gap (Prabhu 1987), the degree of divergence or convergence 
(Duff 1986 in Skehan 1996) and experiential-expository, and didactive-collaborative 
dimensions (Berwick 1993 in Skehan 1996). Pica et al. (1993) analyse tasks in terms of 
participant involvement, and goal type. 

The sequencing of tasks is particularly problematic. Part of the problem is determining 

where tasks begin and end, and how they relate to each other (Long & Crookes 1992:24). 
Researchers have also identified numerous factors which contribute to task difficulty, and 
therefore need to be taken into account when grading and sequencing tasks. Nunan (1988a) 
reports the following factors from the literature: number of steps or elements, number of 
participants and relationships, ways in which relationships are indicated, assumed 
knowledge, intellectual challenge or cognitive load, type of location, topic familiarity, 
length of turn, audience sympathy, text type, communicative stress, particularity and 
generalisability, code complexity and interpretive design, content and process continuity, 
sequence of information presented, explicitness of information, type of input, type and 

scope of the task, amount of support provided, explicitness and sufficiency of information. 
Skehan (1996) proposes a scheme for sequencing tasks looking at syntactic and lexical 
difficulty and range, the extent to which the learner has to think through task content, the 
extent to which tasks draw on ready-made solutions, time pressures, modality, scale (e.g. 
number of participants and relationships), stakes (how important it is to complete the task 
correctly) and the degree of learner control. 

Research has only barely begun to analyse the effects such factors may have on task 
difficulty. Some conclusions have been drawn, for example that static tasks (e.g. 
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description) are easier than dynamic tasks (e.g. narration), which are in turn easier than 

abstract tasks (e.g. opinion giving) (Brown, Anderson, Shilcock & Yule 1984 in Skehan 

1996). Similarly, descriptive tasks are easier than sequencing tasks, which are easier than 

choice tasks. Classification tasks are easier than tasks requiring the identification of 

principles, which are easier than evaluation tasks (Mohan in Nunan 1988a:58). One-way 

tasks are easier than two-way, convergent tasks are easier than divergent, tasks oriented in 

the here and now are easier than those displaced in time and space (Long 1987 in Nunan 

1988a:60). 

2.2.3 Planning based on the ALL Guidelines 

The ALL Guidelines were developed to assist syllabus writers and classroom teachers to 

plan principled and coherent language programs. The Guidelines provide detailed yet 

flexible input to guide the admittedly difficult and time-consuming task of course planning. 

This section describes the key features of the ALL Guidelines as an example of a task-based 

approach to syllabus organisation and as the framework upon which the Suara Siswa 

Curriculum referred to in this case study was based. 

The ALL Guidelines conform with the characteristics of a task-based approach, advocating a 

focus on purposeful language use to communicate meaning, as well as practice with the 

elements of language. ALL-based syllabuses identify language knowledge and skills, as well 

as the classroom processes through which these will be gained. 

2.2.31 Key concepts 

Eight principles of language learning underpin the ALL approach: 

Learners learn a language best when: 

• they are treated as individuals with their own needs and interests 

• they are provided with opportunities to participate in communicative use 
of the target language in a wide range of activities 

• they are exposed to communicative data which is comprehensible and 
relevant to their own needs and interests 

• they focus deliberately on various language forms, skills, and strategies 
in order to support the process of language acquisition 

• they are exposed to sociocultural data and direct experience of the 
culture(s) embedded within the target language 

• they become aware of the role and nature of language and culture 

• they are provided with appropriate feedback about their progress 

• they are provided with opportunities to manage their own learning 

(Scarino et al. 1988, Bk. 1:17-28) 
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The ALL framework identifies broad stages of learning related to the learner's age, 
approximate phase of schooling, and background experience, as shown in Figure 1. Stages 
A, B, and 1, are entry stages for students with little or no background in the language, 
Stages C and D are entry stages for students with a prior (e.g. family) background in the 
language. 

Figure 1: The ALL framework of stages 

5 Senior secondary 4 

3 4_ .  _ 

Middle 2 3 4 secondary 

1 Junior secondary 2 3 Upper primary 

Middle B D primary 

Junior
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The general characteristics of learners at each Stage, together with suggestions for syllabus 
content, are outlined in the ALL Guidelines. 

Five broad goals of language learning underpin the syllabus content, with the 

communication goal considered to be the central one: 
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Communication 
By participating in activities organised around the use of the target 
language, learners will acquire communication skills in the target language, 
in order that they may widen their networks of interpersonal relations, have 
direct access to information in the target language, and use their language 
skills for study, vocational, and leisure-based purposes. 

Sociocultural 
Learners will develop an understanding of the culture of the target language 
community, which they can use as a basis for informed comparison with 
other cultures. Through this process learners will develop an appreciation of 
the validity of different ways of perceiving and encoding experience and of 
organising interpersonal relations, and reach a more secure acceptance of 
their own personal identity and value. 

Learning-How-To-Learn 
Learners will be able to take a growing responsibility for the management 
of their own learning, so that they learn how to learn, and how to learn 
language. 

Language and Cultural Awareness 
Learners will reflect upon and develop an awareness of the role and nature 
of language and culture in everyday life, so that they may understand the 
diversity of the world around them, and act upon it injudicious ways. 
General Knowledge 
Learners will gain knowledge and understanding of a range of subject 
matter related to their needs, interests, and aspirations, as well as to other 
areas of their formal learning. 

(Scarino et al. 1988, Bk. 1:29-3 1) 

Broad goals are further developed as specific goals, which in turn give rise to general 
objectives. The general objectives at each Stage of learning are achieved through learner 
involvement in communicative 'activities'. 

In the ALL Guidelines tasks are classified as either 'activities' or 'exercises'. The 'activity' 
is the central organising unit for teaching, learning and assessment, and is defined as: 

the purposeful and active use of language where learners are required to call 
upon their language resource to meet the needs of a given communicative 
situation. 

(Scarino et al. 1988, Bk. 2:19) 

Activities employ listening, speaking, reading and writing skills in various combinations 
and integrate discrete elements of language such as grammar, vocabulary, syntax, discourse 
conventions, sociocultural data, skills and strategies. Six types of activities are elaborated in 
the ALL Guidelines 'Table of Language Use (see Figure 2). 
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Figure 2: The ALL Guidelines' table of language use 
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In the ALL Guidelines, activities which involve language use are distinguished from 
'exercises' which involve language practice: 

An exercise focuses on one or more elements of the communication process 
in order to promote learning of the items of language, knowledge, skills and 
strategies needed in an activity. 

(Scarino et al. 1988, Bk. 2:19) 

Activities and exercises are grouped around organisational focuses to form meaningful 

sections of work. termed 'modules'. The module provides a framework for organising and 
recycling language across the Stages. Bearing in mind local considerations, teachers 
organise module content into shorter-term 'units' of work suitable for their own particular 
learner group and teaching context. 
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Language specific syllabus writers adapted the generic model outlined in the ALL 

Guidelines, taking into account aspects of the language and culture in question. The Suara 

Siswa Curriculum provides time indications, a statement of essential learning (general 

objectives) for each Stage, checklists of specific content, a selection of suggested activities, 

exercises and other learning experiences organised around suggested teaching/learning 

modules, advice on program planning, information on assessment and a selection of 

supporting student resource materials. Considerable emphasis is placed on the professional 

development of teachers by encouraging reflection and evaluation of teaching practice, and 

ongoing curriculum renewal. 

2.2.3.2 The categorisation of tasks 

The distinction between activities and exercises is a fundamental concept within the ALL 

model of planning, teaching, assessment and evaluation. Activities achieve a communicative 

purpose, prioritise language use, involve a degree of unpredictability, enable learners to 

exercise a degree of control over outcomes, and integrate specific knowledge and skills. 

Exercises, by contrast, prioritise language practice, are more predictable since they focus on 

a set body of language, are more tightly defined, with predetermined responses more likely, 

and introduce or consolidate specific aspects of language usage. The ALL Guidelines 

present the distinction between activities and exercises as a framework to help teachers 

incorporate a range and balance of tasks in their teaching and learning programs. The Suara 

Siswa materials utilise this framework, providing an array of activities and exercises from 

which teachers draw as appropriate. The onus is on the teacher to select exercises as needed 

to support activities and to integrate the presentation of exercises and activities in their 

teaching/learning programs. According to the ALL model, in doing so teachers need to 

monitor the balance of activities and exercises, checking, for example, that knowledge, 

skills and strategies needed in activities are introduced and/or consolidated through 

exercises. 

More significantly, the activity/exercise distinction was posed in order to help teachers 

ensure that learners do in fact undertake tasks involving the purposeful use of language; i.e., 

activities. Traditionally, many school-based language courses have concentrated on tasks 

which are exercise-like in nature, rarely pursuing more communicative activities. This was 

because exercises are easier to explain, implement and assess in situations where teacher 

direction and classroom control are sought. Activities, which are more open-ended and 

allow students greater freedom in language choice, require the teacher to assist learners on 

an individualisecl basis and provide more unpredictable language input, a further problem 

for teachers with weak target language skills themselves. 
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The ALL Guidelines pose a typology of activities and exercises as shown in Table 1. 

Table 1: The ALL Guidelines' typology of activities and exercises 

(On a scale from activities with the greatest communicative potential to exercises 
with the least communicative potential) 

Real/realistic communication activities 
Activities which involve communicative use of the target language in non-
simulated contexts (e.g. information/opinion gap activities, problem 
solving activities etc.) 
Practice communication activities 
Activities which involve communicative use of the target language where 
the roles and/or the context is simulated (e.g. role-play which involves 
choice of language which is unpredictable, etc.) 
Shaping exercises 
Exercises which develop and structure language within an extended piece 
of discourse (e.g. doze, substitution tables, matching exercises, dictation, 
etc.) 
Focusing exercises 
Exercises which focus on elements of the communication process: 
- exercises which focus on form 
- exercises which focus on skills 
- exercises which focus on strategies 
(e.g. grammar exercises, learning vocabulary lists, practising 
pronunciation, using cognates to guess meaning, etc.) 

(Scarino et al. 1988, Bk. 2:20) 

The overriding notion behind this typology is the extent to which the task involves 
purposeful use of language for the communication of meaning. Tasks which focus on 
language practice, are categorised in the ALL Guidelines as exercises, whereas those that 
focus on language use are categorised as activities. Activities encompass both receptive and 
productive modes of language use. In real or realistic communication activities 'the 
context is the here and now, the learners are themselves, and the purpose is the use of the 
target language to achieve a particular end' (Scarino et al. 1988, Bk. 2:20). Other examples 
given include organising an actual excursion, keeping a diary, writing to penfriends, and 
conducting everyday classroom management. Because the context is the classroom and the 
overriding purpose of each task is of course to learn the language, it is not reasonable to 
expect many genuinely 'real' activities, hence the term 'realistic'. Practice communication 
activities, use language in a similar way, but involve settings, participant roles, or purposes 
which are simulated. Focusing exercises provide opportunities to practise specific forms 
such as vocabulary, structure and pronunciation, specific skills relating to cognitive 
processing, learning how to learn, listening, speaking, reading and writing, or 
communication strategies. Shaping exercises also emphasise language practice, but involve 
more extended texts. Examples include substituting alternative sections of a dialogue, 
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constructing a diagrammatic representation of a text, and reading aloud with attention to 

pronunciation. 

These definitions and examples from the ALL typoiogy clearly signal 'integration of 

language elements', 'context' and 'predictability' as significant factors when determining 

exactly what constitutes 'practice' as against 'use' of language. Focusing exercises are more 

likely to be at the word or sentence level, whereas shaping exercises 'develop and structure 
language within an extended piece of discourse'. Real/realistic activities involve 'non-

simulated contexts', whereas with practice communication activities 'the roles and/or the 

context is simulated'. Language forms, skills or strategies focused on in exercises are 

typically known by the teacher in advance, and student responses generally confined to 

these. Activities, by contrast, are more likely to draw upon the range of forms, skills or 

strategies covered in the course of learning, often in ways which can't be entirely predicted 

and controlled. 

The categorisation of activities and exercises according to the ALL typology is also 

influenced by one's point of view, the teacher's purpose, and the learner group in question. 

A more generous interpretation of what constitutes 'use' as against 'practice' is therefore 

likely with beginning language learners. Similarly, where younger learners are concerned, 

certain tasks may be categorised as activities which would be categorised as exercises if 

carried out by older learners. The key to this issue lies within the ALL Guidelines' definition 

of activity; namely, the extent to which learners are required 'to call upon ther language 

resource', bearing in mind that one's 'language resource' is considerably more than just 

subject content knowledge. For very young learners, carrying out tasks such as 'labeling 

items in the room', 'dictating lists of places visited', 'sorting objects under headings' 

requires them to actively draw on developing understandings, skills and strategies in 

relation to language, literacy, thinking, learning and social interaction. For older students, 

with well-developed abilities in reading, writing and the processing of information, albeit in 
English, these same tasks would represent a simple focus on vocabulary development, and 

would therefore be categorised as exercises. While flexibility of interpretation is therefore 

anticipated, teachers using the ALL model need to understand the general basis on which 

activities and exercises are distinguished so that they can effectively monitor the range and 

balance of task types in their courses. 

2.3 The language teaching and learning process 

According to Cook (1992b:220) the greatest single determining factor in producing high 

quality learning outcomes is 'how things are done in the classroom ... what you go through 
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and do and how you do it'. The ALL Project called for greater 'use' of language in learning 
programs as against mere 'practice', for greater input into the learning process by the 
learners themselves, and recognition of their needs and interests. These themes are 
developed in the following review which explores the language teaching and learning 
process in the classroom, picking up on three features which emerged during this case study 
and which have been increasingly recognised in the literature as characteristic of effective 
learning programs. 

2.3.1 Learning by using 

The ALL Guidelines and the Suara Siswa Curriculum stress the need for learners to engage 
in the purposeful use of language for communication, and can therefore be regarded as 
communicative in approach. The term 'communicative' is frequently used in language 
teaching circles and covers a range of meanings. it usually implies a focus on functional 
language ability through interactive participation in meaning-making tasks (Canale & Swain 
1980, Savignon 1991 and Nunan 1988b). Role plays, games, pair and small group work, 
simulations and information-gap tasks feature prominently. Language is often spontaneous, 
at least to a degree, with risk-taking encouraged (Savignon 1991). In a strong version of the 
communicative approach, instruction is carried out in the target language, with 
communication the medium for stimulating the development of the language system itself 
(Richards & Rodgers 1986). Weaker versions of the approach draw on various features 
which blend structural and functional aspects of language. An important principle is that 
learners actively use the language to communicate in meaningful ways, rather than simply 
practise pauerns. Learners are expected to participate and to make use of strategies to 
maintain communication. Communicative teaching is learner-centered, with the teacher's 
role one of facilitator and fellow participant. It involves 'a lack of prediction by the teacher 
of exactly what language is to be used by learners because they will be engaged in simulated 
"natural" language' (Brumfit 1991:138). Some other characteristics, as summarised by 
Brumfit, are a focus on authentic language in context; avoidance of overt learning; 
encouragement of language variation and tolerance of errors. 

Earlier emphasis on communicative methodology resulted in a swing away from a focus on 
language form. In more recent years the importance of making aspects of the target grammar 
explicit has been increasingly recognised. Since language learning works through a system 
it is likely that teaching learners how the system operates will be important (Major 1988, 
McMeniman 1992). Carr & Curren (1994) review extensive research demonstrating that 
explicit learning of structured materials is superior to implicit learning because it helps 
learners to notice the gap between their own language and that encountered, to appreciate 
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the instruction and corrections they receive, and restructure texts for themselves. Proponents 
of communicative methodology hold that grammatical accuracy can be developed 
effectively through meaning-focused self-expression. They urge that a focus on form should 
be subsumed within a broader focus on the purposeful use of socially appropriate language 
(e.g. Long 1991 and McKay 1992). While further research is needed into the balance 
between form-focused and meaning-focused activities in different learner contexts, research 
findings would appear to support the integration of the two. Learners seem to focus best on 
grammar when it relates to their communicative needs (Savignon 1991:269). This is the 
approach taken in the ALL Guidelines. 

While a focus on meaning results in language which is not as accurate, such opportunities 
seem to be an important part of learning (Ellis 1990, Malamah-Thomas 1987 and Long 
1981). Studies show that learners who are involved in active negotiation of meaning 
develop more communicative ability than those who do not. Kingitiger and Savignon 
(1991), for example, found that meaning-exchange tasks elicited naturalistic conversations 
in which turns were negotiated, and corrections self-initiated and completed. Many now 
believe that it is actually the 'work' undertaken by the learner in order to gain and convey 
meaning through negotiation which brings about language acquisition (e.g. Swain 1985 :248, 
Gass & Varonis 1985:149-150 and Savignon 1991:261-262). According to Kohonen 
(1992:26), it is important that the learner does something to the input so that the output has 
a personal meaning, no matter how modest such modifications or productions are in the 
beginning. 

Nunan (1991a:285-7) found that different task types produced different interactional 
patterns. Two-way tasks in which all members have unique information to contribute would 
seem to result in greater attention to task and more interactions between students. Small-
group work has been shown to be beneficial, facilitating positive interactions between 
learners, including more turns to speak, a wide range of communicative functions and more 
negotiation of meaning (Allwright & Bailey 1991:147-8). Contrary to popular belief, 
learners in groups do not necessarily confuse one another by using inappropriate language 
structures (Bruton & Samuda 1980 and Porter 1986 in Kinginger & Savignon 1991). Some 
researchers consider, in fact, that group interactions make it more likely that learners will 
correct their own errors (e.g. van Lier 1988). Learners working in groups provide one 
another with varied language practice including comprehensible input through the 
negotiation of meaning (Long et at. 1976, Pica & Doughty 1985 and Rulon & McCreary 
1986, in Kinginger & Savignon 1991). 

27 



A major research strand has focused on input and interaction patterns, comparing what takes 
place inside and outside the classroom, and examining differences in patterns of interaction, 
language functions, and the nature of teacher talk. Participation in naturalistic 
communication requires being able to manipulate turn-taking and topic selection according 
to social and cultural norms. It typically involves considerable meaning negotiation between 
speakers (Van Lier 1988:96). Some studies have shown that native speakers continually 
adjust their speech when talking with non-native speakers. Native speakers in these studies 
were more tolerant of topic switches and used shorter, simpler topics relating more to the 
present, more 'or choice' questions, more questions than statements, and more stresses and 
pauses before key words. Conversations typically included repetitions, expansions, 
confirmation checks, clarification requests and comprehension checks. These types of 
modifications helped make language accessible while ensuring that the non-native speaker 
remained an active participant helping to shape the communicative event (Long 1983 a, 
Varonis & Gass 1985, Pica 1987 and Parker & Chaudron 1987). There appears to be a 
'basic rhythm' to interaction which resists being slowed down by too much error correction 
(van Lier 1988:203). It is the speaker who most commonly repairs his/her own mistakes, not 
the listener (Allwright & Bailey 1991:88-90). 

Although many teachers would instinctively claim to be following a communicative 
approach, research suggests that language courses often do not provide significant 
opportunities for learners to use language in purposeful ways, in either productive or 
receptive modes. Studies such as those undertaken by Frohlich, Spada and Allen (1985) and 
McKay (1994) explore the extent to which classroom practice is in fact communicative, 
using observation schedules specifically designed to measure communicative orientation. In 
contrast with naturalistic language settings, classroom-based activities often require learners 
simply to receive input. Although teachers seem well able to adjust the level of complexity 
of their talk to suit particular learners, the style of teacher talk differs from genuine 
communication used in the real world, following more of a transmission model, than a 
communicative model. It uses more statements than questions, more display than referential 
questions, more 'here and now' topics, and more comprehension checks than clarification 
and confirmation checks (Allwright & Bailey 1991:141). Studies have also shown that little 
extended talk occurs in language classes and that only a narrow range of speech acts are 
used (Ellis 1992:20). Long & Sato's (1983:283) study, for example, showed that the types 
of teacher questions used resulted in reduced opportunities for sustained interaction. 
Classroom learners are clearly not given the same opportunities that exist in normal 
conversational contexts to correct their own errors. Cohen et al. (199 1:143) believe, 
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therefore, that teachers should pause longer before stepping in with the correct form. 
Learners should be led to notice grammatical features, compare what they notice with what 
they produce, and then eventually integrate new features into their own language (Ellis 
1990: 191-196). While some differences must always be expected between naturalistic and 
classroom-based contexts, these and similar findings imply that teachers should consider 
carefully the amount and quality of opportunities for language use available to their 
students. 

2.3.2 Learning by thinking 

Involving students in purposeful and interactive language use depends initially on engaging 
their attention. Attention is engaged when students' thought processes are challenged by 
questions, tasks, information or ideas which intrigue and interest them. Tasks must involve 
effort on the learner's part, and call into play higher-order cognitive processes. Skills and 
strategies in reflective and metacognitive thinking are associated with increased motivation, 
willingness to take risks, enhanced self-esteem and independence (Wilson & Wing Jan 
1993). Reflecting on the ALL Guidelines some ten years after she was involved in writing 
them, Scarino (1997) states that she would now place much greater emphasis on the 
cognitive dimension in language learning, and on learning through interaction with people 
and texts. This cognitive constructivist view of learning is resulting in a much greater 
emphasis on 'higher-order thinking' across the curriculum. The development of student 
thinking abilities is recognized as a basic educational goal for the information age (Ferrara 
& McTighe 1993:157). What occurs in the classroom should be seen as being connected 
with thinking, and with being in the world (Onore & Lubetsky 1992:256). 

Higher-order thinking is fostered through opportunities for students to examine issues, solve 
problems and communicate ideas. Based on an extensive study which investigated how 
learners learn best, Cook (1 992a: 16) states that: 

our intention to learn becomes engaged when we become curious or 
puzzled by the things we are to learn. We need to recognize the 
problematic, and it must matter to us ... that we resolve our puzzlements and 
find satisfactory solutions to our problems ...We need to inquire, speculate 
and hypothesise; to test our ideas and engage in trial and error; to learn by 
doing and by finding out, rather than by being told or having ideas inflicted 
on us... We understand best when we can do things for ourselves and arrive 
at new knowledge by discovery, by trial, application, and often reshaping 
and reapplication. ... We like to share what we have found, and in fact the 
sharing can often be a way of testing for ourselves how well we have learnt. 
We need to reflect, both individually and collectively, on our learning and 
its consequences and implications for us, and to ask where we have arrived. 
Out of this reflection, sharing and presentation we often find that useful 
new questions, challenges and directions emerge. (pp. 16-18) 
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Unfortunately, this kind of thinking does not seem to be characteristic of secondary school 

education. Borge et al. (1970 in Nunan 1995:192) point out that factual questions seeking 

basic information are far more frequent than higher-order questions requiring students to 

reflect on their knowledge, attitudes and beliefs, or to follow through and justify a particular 

line of reasoning. Good and Brophy (1987:11) refer to the 'parrot-like' form of much 

classroom discussion, with teachers asking a question, receiving a student response, asking a 

question of a new student, and so on. Scardamalia and Bereiter (1989 in Fullan 1991:187) 

also highlight the superficial structure of many school activities in which the explicit goal is 

simply task completion. It is not surprising that lessons often hold little appeal for students. 

Cusick (1973) shows that secondary school students are rarely involved in the subject 

matter. Based on their study Cohen & Hosenfeld (1981 in Allwright & Bailey 199 1:129) 

conclude that on the average only 50 per cent of students attend to the lesson at any one 

time, and that most just repeat the material to themselves. 

Language teachers need to seek tasks, then, which will engage their students' interests and 

stimulate thought processes. Students should be able to make connections for themselves 

through critical analysis and reflection. The same kinds of strategies that are claimed to 

promote greater interaction, as discussed above, are likely to also stimulate higher-order 

thinking, including use where possible of more open-ended questions, more time for 

students to reflect and formulate responses, and small-group work rather than teacher-

fronted whole-group instruction. Rudduck (1991:49) claims, for example, that group work 

enables 'active engagement with issues and problems and first-hand experience of thinking 

things out in dialogue with others'. There is considerable research evidence showing that, 

along with various other benefits, cooperative learning in groups fosters cognitive skills 

including higher level reasoning and deeper understandings (e.g. Johnson and Johnson 

1989, 1990, Hill & Hill 1990, Kagan 1994). Cook (1992a:30) agrees that the small group 

most facilitates talk, the language mode closest to thinking. While he believes that various 

grouping structures will be needed at different times, the small group should be the base 

structure because it gives students the greatest involvement, flexibility and security, 

allowing them to learn with and from each other by using each other as sounding boards, 

generators and audiences. 

2.3.3 Learning by taking control 

Students will be more likely to engage in thinking about and using language when they 

themselves are in control of their own learning. McMeniman (1992:15) urges that 

'communicative methodology for the 1990s must be one that embraces the notion of the 

self-determining L2 learner'. One of the teacher's most important roles, therefore, is to 
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develop general learning-how-to-learn skills in order to empower learners to take greater 
control of their own learning (Reid 1987:101-103). This emphasis on the learner is reflected 
in the ALL Guidelines' principle that 'learners learn a language best when they are provided 
with opportunities to manage their own learning' (Scarino et al. 1988 Bk. 3:3). 

Learner-centred education is by no means new. At the turn of the century Dewey contrasted 
a 'traditional' mode of teaching, in which standards, content, and methods are determined 
by educators, with a 'new' mode in which 'learning emerges from the learners' processing 
of their direct experiences.., by activities that the learners ... employ to serve their interests 
and needs' (in Withall 1987:327). Various terms are used in the literature to refer to these 
two contrasting orientations. Cook (1992b:222) talks of the 'behaviourist approach', for 
example 'chalk-and-talk', versus the 'constructivist approach' which is 'interactive and 
dynamic, learner-centred, exploratory'. Kohonen (1992:30-32) refers to the 'transmission 
model' and the 'experiential model'; in the former the teacher's job is to impart 
predetermined knowledge and skills to passive recipients, in the latter the teacher is a guide 
and consultant in joint partnership with students. Boomer (1992a) develops these 
distinctions in his discussion of 'motivated' versus 'negotiated' learning. Motivated learning 
requires the teacher to spend time on tasks designed to steer the students' intentions towards 
his or her own, generally with very limited success. In negotiated learning, the teacher and 
students plan the unit together and determine their individual contributions. Kramsch (1985 
in Kinginger & Savignon 1991) proposes a continuum of classroom contexts ranging from 
most 'instructional' to most 'natural'. Instructional classes are teacher oriented and 
emphasise linguistic accuracy. In natural classes roles are negotiated, tasks are group 
oriented and person centered, and they focus on process and fluency. 

While teachers often intend their classes to be learner centred, the reverse is more likely to 
be the case. Following an extensive study of elementary and high school classes, Goodlad 
(1984) concludes that, governed by the need to maintain order, most lessons are teacher 
determined and conducted on a whole-class basis, with students basically working alone. 
The main emphasis is on getting right answers and knowing facts, conditions teachers 
themselves would find boring (Sarason 1982:182). Clark & Yinger (1980, in Fullan 
199 1:179) observes that students are rarely allowed access into the 'hidden world of teacher 
planning'. Batten et al. (1993) found that planning structure and organisation in the 
classroom, together with student involvement and participation, are regarded as important 
indicators of success by teachers, but not by students, indicating that the operational 
responsibility for lessons rests with the teacher. 
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Well-established expectations of roles and duties clearly take precedence over issues of 
methodology. Brooks (1990) shows, for example, that even during exercises which should 
theoretically be learner directed, 'constraints upon social interaction and discourse 
production characteristic of a teacher-led class can remain much in effect'. Denscombe 
(1985:51-55) talks of the culture of the classroom and the way participants conform to a 
system of beliefs and expectations about appropriate behaviour. Teachers conform to the 
'hidden pedagogy', at the heart of which is the need to establish classroom control. The 
hidden pedagogy is 'hidden in the sense that it contrasts with the explicit principles and 
formulae for teaching that exist in the traditional or progressive pedagogies' (p. 52). Onore 
(1992: 182) believes that this is the essence of 'schooling': 'the dominance of one person 
over all the others ... the not-so-subtle evaluations of each answer, the insistence on one 
particular point of view, and the attempt to force a consensus about the topic at hand'. 
Students, too, observe the covert rules of question answering and turn taking, the 
'procedural displays which become almost automated in the rituals of teaching and 
"studenting" (Boomer 1992b:284). 

By exerting control over classroom discourse teachers inhibit the development of 
communicative competence (e.g. Breen and Candlin 1980 in Kinginger & Savignon 1991). 
Barnes (1986:73) argues that presentational language by students is concerned with 
satisfying the teacher's criteria and does not enable students to make the kinds of 
connections which are possible when using exploratory language. Known-information 
questions constrain the student's display of knowledge and are atypical of authentic 
language use (Stubbs 1976, Long & Sato 1983, Mehan 1986). Discourse consists instead of 
'little riddles where the pupils have to guess what particular word or expression the teacher 
is thinking of (Stubbs 1976:99). Progress is also hindered because students are more likely 
to find whole-class teacher-fronted instruction boring or confusing. Since students process 
second language data at differing rates, it is illogical to expect that they should all work at 
the same rate (Kohonen 1992:20). Paradoxically, efforts to control students may only serve 
to maintain discipline problems, which further inhibit language learning. 

It would seem that students learn best when they are learning for themselves, when allowed 
to make real decisions, to own their own ideas, and to pursue their own purposes and needs. 
The 'securing of student intention is at the heart of good teaching', according to Boomer 
(1992b:284). Cook (1992a:16) states that 'Learners will work harder and learn better, and 
what they learn will mean more to them, if they are discovering their own ideas, asking their 
own questions and fighting hard to answer them for themselves'. This does not mean that 
the teacher relinquishes all control (Ellis 1990, Malamah-Thomas 1987 and Long 1981). 
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Teachers do have to decide what is and isn't acceptable, since negotiated learning does not 
imply simply leaving students to do whatever interests them (Thomson 1992:250). 
Whatever is non-negotiable about what is to be covered, how it is to be covered, and how it 
is to be assessed must be faced up to and made clear to students (Boomer 1992b:285). 
Teachers need to provide support without dominance, and be available to students as and 
when needed. It does mean, however, that in contrast to a more traditional view of teaching, 
specific outcomes cannot be predicted beforehand (Lester 1992:209). 

Getting students to take up the challenge of directing their own learning may not be easy. As 
'guardians of the existing culture', students themselves represent a powerful force against 
change (Rudduck 1991:57). The problem is particularly acute in the language learning 
discipline. This is because in the early stages of language learning, the teacher does hold 
knowledge without which students cannot proceed—at least not very efficiently. Initially 
language learning cannot be a discovery or a speculative discipline since it requires 'a 

constant interplay between teacher and students' and relies on repetition, diligence and 
concentration rather than intelligence, insight and creativity' (de Rudnyanszky O'Byrne 
1973:150). Although language teachers today might challenge this statement, it must be 
acknowledged that the teacher's expertise is crucial to the development of basic skills and 
understandings. Nonetheless, language teachers, too, must reconceptualise their role in the 
classroom. 

Freeman (1992) provides an insight into a French class he observed in which control is 

shared between teacher and students. He describes three phases of the lesson: The first is a 
brainstorming phase with tight teacher control over content. The teacher uses questions or 
prompts which require one-word responses, particularly guesses, from the group, to build a 
scaffold out of what the students already know. Interaction follows an Inquiry-Response 
pattern, in contrast to the standard Inquiry-Response-Evaluation structure found in most 
classroom discourse (Cazden 1988:29). In the second phase, students use their 

metalanguage to investigate and negotiate the language, assuming control of their learning 
in the process of evolving shared understandings. Through practice, they gain the authority 
which comes from understanding the content. In this way language is 'anchored in the 

students' reality, to sustain interest and more importantly to decipher its accuracy' (p. 73). 
Students are granted the right to 'know what they mean, even if they don't know how to say 
it.' (p. 75). They are 'free to risk', and 'to show their imperfect grasp of the content', thus 
enabling both themselves and the teacher to appreciate the extent of the understandings 
underpinning their language production (p. 76). Freeman is particularly struck by the way in 
which energy and humour generated through social interaction are used for learning. Since 
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phase two takes up most of the lesson, students are involved primarily in peer interaction 

which 'gives more or less free, or at least open-ended, run to their energy' such that they 

mix talk in French with talk about French and talk about other topics (p. 77). Freeman 

believes that it is during this seemingly chaotic and unstructured process that true 

understanding emerges. In the third phase students 'perform the language', a ritual which 

signifies the achievement of shared understandings, and in which authority and control are 

shared across the class. 

2.4 Assessing and evaluating outcomes 

The teaching and learning process results in outcomes for both the student and the teacher. 
Language learners develop knowledge, skills, understandings and values, as well as the 

capacity to use aspects of the language, even if only in limited ways. Measuring the extent 

of each student's achievement is an essential step towards further learning, with 

fundamental benefits for both the student and the teacher. Much has been written about 

assessment principles and practices, with greater focus in recent years on learner-centred 

assessment (e.g. Stiggins 1994, Harp 1995, Cooper 1997). While there is no scope here to 

explore language assessment in detail, the following summary raises a number of issues 
related to the practice of assessment in language classrooms. 

It is not only students who learn. Teachers, too, grow and develop by observing the teaching 
and learning process as it is born out in their classrooms. Depending on their capacity for 

critical reflection, they make conscious and unconscious evaluations of the tasks, strategies 

and materials used, in the light of what participants say and do during the course. These 

experiences in turn influence their future teaching. The final section in this review considers 

learning outcomes from the teacher's perspective. It examines how curriculum renewal is 

effected, as curriculum innovations are adopted and adapted within a framework of 

professional growth. 

2.4.1 Judging achievement 

According to Masden (1983:5-6) language assessment has moved from an intuitive stage 

during the last century and the early decades of this one, through a scientific stage which 

focused on language forms, to the current communicative stage which emphasises the 

holistic use of language. Since language use, as it is now understood, is learner directed, 
engages the student's own real life intentions and purposes, and calls into play higher-order 
thinking processes, it is this kind of language use which needs to be the focus of assessment. 
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Distinctions are drawn in the literature on language assessment between the terms 'language 
proficiency' and 'language achievement'. Richards (1985) considers that 'proficiency' 

relates to 'observable and measurable behaviour' which is 'referenced to the ability to 

perform real-world tasks'. Nunan (1987) regards proficiency similarly: 'the ability to 

perform certain communicative tasks with a certain degree of skill'. Proficiency entails the 

mobilisation of language subskills (Brindley 1986:6). The term 'achievement' usually 

implies gains made with reference to a preceding language syllabus (Alderson 1981: 123). 

Specific objectives need to be spelt out at the planning stage and gains measured against 
clearly defined criteria for success (Clarkson & Jensen 1995:167). 

While the assessment of achievement is more straightforward than the more global kind of 

assessment implied in the notion of proficiency, issues relating to proficiency assessment 

can also be relevant. As Grierson (1995: 198) states, assessment must not only take account 

of the domains of language use within the school context, but should also be informed by a 
broader model of what it means to know a language, thus enabling generalisations about 
language ability beyond the specific assessment context. The distinction between 

proficiency and achievement, therefore, has become blurred. Clarkson & Jensen (1995:166) 
consider that achievement can be either syllabus related or proficiency scale related, 

whereby results upon exit are compared with those upon entry. Brindley (1989: 13-17) 

draws together various concepts of proficiency and achievement within a three-level 

conceptualisation of 'achievement': gains achieved in terms of overall proficiency; the 

achievement of communicative objectives; and the achievement of particular objectives 
relating to the knowledge and enabling skills in a particular course of instruction' (in 
Grierson 1995:198). 

Preoccupation with the issue of language proficiency has resulted in a focus on formal, 

standardised testing in the literature on language assessment. There has been much debate 

about the range and dimensions of language which constitute proficiency, and whether 

proficiency testing should only involve the holistic use of language, or the testing of specific 

subskills also (Alderson & Hughes 1981). This research has little bearing on school-based 
language programs, particularly at the junior secondary level, where standardised testing 

does not play a major role. Across the curriculum in general Stiggins and Bridgeford 

(1985:272) reported that teacher-developed tests had not been considered within prominent 
measurement research of the time, concluding that teacher needs in regard to assessment 
were not being investigated. Assessment practices designed to support teaching are 

'informal, teacher-mandated, adapted to local context, locally scored, sensitive to short-term 
change in students' knowledge, and meaningful to students. They provide immediate, 
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detailed, and complex feedback; and they incorporate tasks that have instructional value in 

themselves.' (Shepard 1992:43). Classroom teachers typically assess in order to monitor 

learning, identify learning needs, motivate students and report on progress. They draw 
together a variety of sources of information gathered in various ways on many different 

occasions (Ferrara & McTighe 1993:158-9). 

The assessment procedure most frequently used at the classroom level is observation 

(Stiggins & Bridgeford 1985). Teachers regularly qualify test scores on the basis of their 

observations during the learning process.Yet, because classrooms involve fast and complex 
communication, teachers do not necessarily obtain a comprehensive or accurate picture, 

whether of student progress or their own actions. Good and Brophy (1991) cite a number of 
studies showing that teachers cannot accurately analyse their own performance, and are 

unaware of much of their teaching behaviour. Beliefs, past experiences and prejudices can 

influence teacher perceptions and lead to inaccurate conclusions. Teachers often interpret 

behaviour and achievement according to preconceived expectations (p. 49). Brindley 

(1991:153) notes that even explicit assessment criteria can be overriden by the teachers' 
background and experience, with the effect that teachers concentrate on some aspects of 

student performance at the expense of others. Furthermore, important principles of 
assessment can be neglected. Stiggins and Bridgeford (1985:283) found that students were 

not informed of performance criteria, scoring procedures were not planned in advance, 

levels of performance were not defined before performances were rated, scoring criteria 

were not written down, judgments were based on single observations, performance ratings 

were not checked against other indicators, and only mental records were kept. 

In regard to language teaching in particular, Grierson (1995:226-27) found that, because 

classroom observation was not undertaken in an explicit and systematic manner, 

'assessment frequently becomes something which is done as an afterthought or on the spur 
of the moment, rather than an activity which is integrated into the teaching program'. 

Teachers use a wide range of strategies, mostly informal and unsystematic. Grierson also 

found that assessment criteria were often based on a restricted view of communicative 

language ability, focusing only on the mechanics of language use and therefore only giving 

a limited picture of learner abilities and skills. In discussing why language teachers find 
assessment to be obscure and problematic, Gunn (1995:242) also pointed to difficulties on a 
theoretical level in defining the nature of what is being assessed and the lack of sound, 
empirically based theories of language learning. On a practical level she noted that language 

teachers are often unclear about the purpose of assessment. 
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Teachers are not complacent about such problems. Yet they lack the opportunity, time, 
means, or motivation to revise their assessment approaches (Stiggins & Bridgeford 

1985:282). Good and Brophy (1991:24) estimated that secondary teachers may interact with 
as many as 150 students a day, interpreting and responding to each one on the spot. This 
leaves little time during teaching to obtain a clear perspective on learner achievement. 
Grierson (1995:2 13) noted that 'practical considerations of time are as significant as 
teachers' knowledge in determining the quality and relevance of assessment'. As one of the 
language teachers in his study commented 'to be effective [assessment] needs to be ongoing, 
persistent and regular, and needs feedback time with individual learners to be of value'. 

Despite such problems, and in the face of various pressures, many teachers do have sound 
assessment practices in place. To build on the strong foundation of good assessment present 
in many classrooms Stiggins & Bridgeford (1985) called for greater sensitivity to teachers' 
needs by those involved in measurement research, for more qualitative research on 
classroom assessment practices, greater collaboration among teachers, and further inservice 
training. Teachers also need to be better trained to monitor their own behaviour (Good & 
Brophy 1991). Grierson (1995:200) concluded that tools for classroom observation, based 
on models of language use, would help teachers record progress and achievement more 
systematically. Examples of curriculum-linked, criterion-referenced assessment activities as 
well as tools for observation and recording are included in the ALL Guidelines. Criteria for 
teaching and assessment, referenced to definitions of language ability and domains of 
language use, would allow teachers and learners to be better informed about their goals and 
achievements. 

Because of the complex nature of language, the assessment of language proficiency is 
necessarily extensive and involved (Bachman 1990). Classroom-based assessment, on the 
other hand, can be much more straightforward, since at this level assessment is primarily 
undertaken for educational purposes. It is 'a celebration of learning', meant to 'guide the 
travel', directing teacher attention back on the audience to whom they feel primarily 
accountable: that is, the learners themselves' (Brindley 1989, in Gunn 1995:243). Teachers 
need not be overly concerned with the accuracy of their assessment procedures since errors 
ofjudgment can be redressed as new evidence comes to light. Shepard (1992:43) concludes 
that the assessment data accumulated by teachers during a school year is in fact more 
accurate than results obtained through standardised testing. Classroom-based assessment is 
necessarily subjective because teachers need to focus on specific aspects of achievement 
and weigh up a range of factors influencing performance. As Gunn (1995:246) states: 
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The classroom teacher, more than any other stakeholder, recognises this 
complexity [of language], being required at times to account for a learner's 
diminished performance, while recognising the full gamut of variables 
constraining this performance, such as learners' personal circumstances, 
cultural, educational or economic background, motivation, personality, 
aptitude and so on, each of which may influence observable behaviour. 
Clearly, the phenomenon of language cannot be distilled into a mere set of 
facts available for learners to memorise. For this reason assessment 
inevitably involves a degree of oversimplification. 

2.4.2 Facilitating curriculum renewal 

It has long been acknowledged that teaching practice is not easily changed. For the most 

part innovations introduced into schools aimed at improving basic structures and approaches 

have either failed, have been implemented on a superficial level, or have not been sustained 

over the long term (e.g. Corbett & Rossman 1989, Common & Egan 1988 and Fullan 1991). 

This is because complex and powerful forces interact to influence what takes place. Teacher 

ethos is conservative and focused on the present (Lortie 1975:2 1), with the status quo a 

powerful force against reform (Fullan 1991. Rudduck 1991). Even the provision of 
expensive and detailed curriculum materials with accompanying inservice programs does 
not guarantee that innovations in teaching approach will be taken on board. While teachers 

may adopt specific strategies and make selective use of such materials, more fundamental 

changes in teaching orientation are not often made (e.g. Hughes 1973 and Regan & 

Leithwood 1974). 

An important principle in bringing about more fundamental change is that of ownership. 

'Teachers are, on the whole, poor implementers of other people's ideas'. Involving teachers 
in the development of new curricula enables them to 'author the means by which ideas are 

translated into classroom practice' (MacDonald in Rudduck 199 1:3). Even this will not 

necessarily ensure implementation (Schmidt et al. 1987), particularly if the teacher is 
required to abandon familiar and comfortable practices. Individual commitment to change is 

needed, and the motivation to allow it to happen (Hord 1987). This implies that teachers 

must first perceive a need for change (Johnson 1985 in Eijkman 1994:2 1). If an initiative 

comes from outside the school, teachers must give it local meaning such that they come to 

own and control the problem. This is more likely to happen if the innovation acknowledges 
and builds on the teacher's professional past (Rudduck 1991:3 1). 

The teacher is a 'a holder and user of personal practical knowledge ... embodied in 

classroom practice' (Connelly & Clandinin 1988:184). Innovations must therefore be 
experienced and tested out through reflection in action. Teachers need to work through an 
inquiry process and to decide voluntarily to examine the processes of teaching which 
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operate in their classrooms (Boylan et al. 1988 in Batten et al. 1993:4). They also need to 

become comfortable with innovations (Regan & Leithwood 1974:43). Beliefs about 

teaching and learning influence the extent to which new curricula are adopted (Shainline & 

Red 1987:39). While it is relatively easy to make use of new materials, it is much harder to 
change one's teaching approach, and harder still to change one's beliefs (Fullan 1991:42). 

Fullan believes that because changes in beliefs will have more impact and be more 

enduring, they need to be addressed on a continuous basis during implementation. Beliefs 

are more effectively discussed after the teacher has had some opportunity to experience and 

reflect on the innovation as it is put into practice. 

Supportive interaction with colleagues facilitates this kind of critical reflection, and plays a 

major role in ensuring that innovations are taken up and sustained. Fullan (1991:77) cites 

various studies showing that the development of new meanings, behaviours, skills, and 

beliefs depends significantly on whether teachers are working as isolated individuals or are 

exchanging ideas, support, and positive feelings about their work. Little (1981 in Henri 
1992:7) asserts that school improvement is best achieved when 'teachers engage in frequent, 
continuous and increasingly concrete and precise talk about teaching practice' in order to 

'build up a shared language'. It would seem that the process of establishing shared meanings 
helps to make significant change a reality. 

The above ideas are encapsulated in Stallings' model (1989 in Fullan 199 1:320) of how 

teachers learn to change their behaviour and to sustain the use of new ideas. Teachers: 

• Learn by doing—try, evaluate, modify, try again 
• Link prior knowledge to new information 
• Learn by reflecting on and solving problems 
• Learn in a supportive environment—share problems and successes. 

Inherent in this is the assumption that curriculum innovations are themselves subject to 

change. In fact, many believe it is the modifications which teachers make which enable 

them to assume ownership over externally generated curricula, such that new practices can 

be adopted, developed and tested (Carlgren 1990 in Day et al. 1990, Hord 1987:15). This 

'mutual adaptation' or 'evolutionary' perspective is contrasted in the literature on change 

with the 'fidelity' perspective, which requires that teachers implement an innovation in 

precisely the manner intended by the developers. Fullan (1991:38) observes that in practice 
it is difficult to define the objective dimensions of change with respect to materials, 

teaching approach, and beliefs, because they may get transformed, further developed, or 

otherwise altered during implementation. He cautions against pushing one's own version of 
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change, urging instead that one of the main purposes of the process of implementation is to 

'exchange realities' of what the change should be, through interaction with others (p.105). 

Although interaction is the primary basis for social learning (Fullan 1991:77), there is often 

little time in schools for teachers to interact on a professional level. This lack of time 

impedes the implementation of innovations, according to Kimpston (1985) and Corbett and 

Rossman (1989). A long-term perspective is therefore required on curriculum innovation. 

Teaching is 'a manifestation of educational philosophy and broad instructional goals which 

are not amenable to change over short periods of time' (Regan & Leithwood 1974:70). Hord 

(1987:77) believes that a minimum of several years is needed for even simple innovations. 

She outlines the process individuals experience as they implement an innovation, drawing 

on Hall et al.'s (1973) 'Concerns-Based Adoption Model' which identifies eight levels of 

use: non-use, orientation, preparation, mechanical use, routine use, refinement, integration, 

and renewal (Hord 1987:111). Support offered to teachers engaged in implementing 

curriculum innovations must acknowledge that learning will be ongoing and cumulative 

over a considerable time frame as teachers progress through these stages. Rudduck 

(199 1:29) warns that curriculum change which addresses issues of power and equality 

through pedagogy 'is unlikely to be achieved without time, without resources, without space 

to distance one's self from everyday routine, and without opportunities for focused and 

critical dialogue with people who can offer different perspectives on the task of change.' 



Chapter Three 

The Case Study Site 



3.1 Chapter outline 

This chapter briefly describes the case study context, including the teacher, the school and 
its Indonesian program, and the class. The description of the class includes a summary of 
the students' language learning backgrounds and their attitudes towards the study of 
Indonesian, drawing on a written questionnaire completed by students at the beginning of 
the quarter. 

3.2 The teacher 

The teacher, who is referred to as 'Alan' throughout this study, was in his fourth year of 
teaching. He was confident of his ability as a language teacher, having studied the language 
at both secondary and tertiary level, and having received training in language teaching 
methodology. He had spent one year in Indonesia. Alan had a reputation for energy and 
enthusiasm, and for involving himself in extra-curricular activities with students. At the 
time of the study he was in his second year at this particular school. 

3.3 The school 

The school, referred to in this study as Raywood High, was an urban junior high school with 
a student population of approximately 600 and a staff of 40. The school operated on a 
vertical timetable. This meant that students were required to undertake a number of core and 
elective programs of study across a range of subjects during their three years, each running 
for a period of one quarter (10 weeks). Students were able to nominate when they wished to 
undertake particular programs of study. Classes might thus contain students from different 
year levels. Subject selections were determined partly according to student wishes, and 
partly according to timetabling and staffing constraints. 

3.4 The Indonesian program 
Students were able to choose from three languages on offer at Raywood High. Although NT 
Department of Education policy at the time recommended more extensive language study, 
the school only required students to study language for a minimum of three quarters. The 
Indonesian program at the school consisted of a series of sequential theme and content 
outlines. Programs were expected to broadly conform to these outlines, which appeared on 
the students' report forms. Nevertheless, there was a considerable degree of freedom 
available for teachers who wished to teach programs of their own design. Alan agreed to 
base the program for his introductory class this quarter on the Suara Siswa National 
Indonesian Language Curriculum Guidelines 'Stage 1. 
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3.5 The class 

There were up to 23 students in the class (13 boys and 10 girls) referred to in this study by 
the following pseudonyms: 

Andrew Gaye Lekat Paula Shaun 
Ben Graeme Mark Ross Tim 
Dean Joel Matt Rowena Yvette 
Ellen Julia Mitha Roy 
Endang Karen Nerida Sharon 

The average daily attendance was 17.9 students. The majority of students were in their first 
year of high school, with the exception of Nerida, Gaye, Graeme and Joel, who were in third 
year. Most students were learning Indonesian for the first time, although in primary school 
Paula and Dean had studied it for one year, Matt and Mark for about one month. Sharon and 
Gaye were the only two who had spent time in Indonesia, in both cases for a brief holiday. 

Four students, Tim, Graeme, Ross and Rowena had been identified as students with learning 
difficulties. The class also included students with a reputation for poor behaviour, most 
notably Mark, Shaun and Tim. A number of students were frequently absent, particularly 
Joel, Ellen, Sharon and Ross, who only attended 11, 17, 24 and 30 of the 48 lessons 
respectively. Endang, Lekat and Ben were from homes where English was not the main 
language used. 

The students moved to the Indonesian room for five fifty-minute Indonesian lessons each 
week. These were scheduled as follows: Mondays 8:20-9:10, Tuesdays 12:50-1:40, 
Wednesdays 1:40-2:30 and a double period on Thursdays 10:20-12:00. Apart from student 
desks and chairs there was no other furniture in the room assigned to this Indonesian course. 
Various illustrations, signs and student assignments were displayed on the walls, some 
relating to Indonesian, but most concerning social education topics. There was little free 
space in the room. The front wall formed a blackboard. The side and back walls were 
removable, although they remained in place throughout the quarter. The classroom was 
located around a large central open area. 

3.5.1 Attitudes towards Indonesian 
The students' perspectives on commencement were gauged through the written 
questionnaire, which was completed by 21 of the 23 students in the class. The questionnaire 
is included as Appendix 1. In general the students demonstrated very little prior knowledge 
of Indonesia or Indonesian people. Comments from the few who were willing or able to 
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respond to Question 2 were limited to 'they speak Indonesian', 'they are like other Asian 
people', they live overseas', ' there are lots of islands', 'they are just like us only look and 
speak differently', 'they are like Sri Lankans'. 

Although only two students had holidayed in Indonesia themselves, more than half the class 
(13 students) said their parents or other adults at home had some experience of 
Indonesia/Indonesian, 11 saying their parents had been to Indonesia, five saying their 
parents had studied Indonesian, and three saying their parents could speak Indonesian. In 
general the attitudes of parents towards the school study of Indonesian as perceived by the 
students were either neutral or positive, as shown in Table 2. Negative responses came from 
a student who thought his parents would prefer the emphasis to be on the study of English, 
and from a student who responded 'I would not like it'. 

Table 2: Responses to Q. 9 'What do your parents think about you studying Indonesian?' 

Positive Neutral Negative Unsure 
Number 

of students 
8 8 2 3 

Student attitudes towards the prospect of studying Indonesian varied, as shown in Table 3: 

Table 3: Responses to Q. 16 'Do you think you'll enjoy this subject this Term?' 

A lot Quite a bit A bit Not really Not at all Don't know 
Number 

of students 
1 8 7 2 1 2 

Of the four students who had already studied Indonesian at primary school, three 
commented negatively on this experience, saying that they 'hated it', or that it was 'boring'. 
The fourth student said it was 'okay'. Interestingly, these students did not express 
particularly negative attitudes towards the prospect of studying Indonesian this quarter. In 
response to the question which asked how keen they were about studying Indonesian, three 
had 'no feelings either way'. Commenting on whether they thought they would enjoy 
Indonesian this term, one replied 'a bit', one 'not really' and one 'didn't know'. The fourth 
student (who had hated it in primary school) was 'fairly keen' about studying Indonesian, 
and thought he would enjoy it 'a bit'. 

Only five students had listed Indonesian as a subject they wished to study this quarter, their 
reasons ranging from 'we have to do it', to 'because it's easy', and 'it's good to know 
another language'. The remainder had either not been given a choice (two students) or had 
listed various other subjects, most commonly Physical Education, Home Economics, 
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Drama, Art, or Technical Drawing. The large majority of students considered language 
learning in general, and Indonesian learning in particular, to be beneficial, or had no opinion 
on the issue. Reasons in favour included 'to learn about other places', 'because there aren't 
only English people', 'to get a better job', and 'to communicate when you go there'. 
Although generally supporting Indonesian study, six students indicated that they would 
rather learn another language instead of Indonesian. Reasons related to prior experience 
with other languages. (Nine students could understand or speak a language other than 
English to varying extents, with seven saying that a language other than English was often 
used at home.) Two students thought they would select further Indonesian units in the 
future, four thought they that would not, with the majority undecided at this point in time. 

Students were also asked to predict the level of course difficulty (Table 4), and their likely 
level of achievement (Table 5): 

Table 4: Responses to Q. 14 'How easy/difficult do you think this subject will be?' 

Very Fairly easy Average Fairly Very Unsure 
easy difficult difficult 

Number 1 3 9 3 4 1 
of students 

Table 5: Responses to Q. 15 'How well do you think you'll do in this subject this Term?' 

Very Quite well Okay Not that Not well Unsure 
well well at all 

Number 1 3 11 3 2 1 
of students 

3.5.2 Interests 

The most common response when asked about preferred tasks across subjects was 'playing 
games', listed by eight of the 17 students who responded to this question. A further three 
students later listed 'games' as the reason they liked a particular subject. 'Reading' was also 
a popular task, with 'drawing', 'making things', 'writing', and 'free time' also mentioned. 
Similar interests were reflected when students explained why they liked particular subjects. 
The emphasis was clearly on being active, enjoyment, and creativity, judging by the heavy 
emphasis on 'play games' and 'play sport', as well as the frequency of comments such as 
'have fun', 'run around' 'make things', and 'draw'. Experiencing success was also an 
important factor, with students commenting that they liked a subject because they were 
'good at it' or because it was 'easy'. 'Eating' was also a popular reason for liking a subject. 
Other reasons related to the perceived usefulness of the subject, and liking the teacher. 
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Chapter Four 

Methodology 



4.1 Chapter outline 

As stated in Chapter 1, this study monitored use of the Suara Siswa National Curriculum 

Guidelines for Indonesian in one secondary school class over a school quarter. The original 

aim was to evaluate the applicability and usability of the Curriculum, drawing conclusions 

about the appropriateness of an 'activities-based' approach to language syllabus design, and 

highlighting aspects of teaching likely to promote effective language learning. This chapter 

describes the methodology employed. The questions which guided the study are first 

elaborated in greater detail (section 4.2). Case study research and ethnography are described 

in sections 4.3.1 and 4.3.2 respectively, and the implications of integrating research 

traditions then discussed. The selection of subjects is examined in section 4.4 and the study 

design elaborated in section 4.5. The tests which were administered are given special 

attention (section 4.5.2), including the format and content of these tests, and how they were 

scored. Since the categorisation of learning tasks formed an important part of this study, 

section 4.6 describes the basis upon which tasks were categorised, including a number of 

issues which arose in the process. The chapter concludes with a discussion of the study's 

methodological assumptions (section 4.7) and limitations (section 4.8). 

4.2 Research questions 

In broad terms the study set out to determine: 

• the extent to which the Suara Siswa materials assisted the teacher to plan and 
implement the course 

• the extent to which language learning course objectives were achieved, and 

• the extent to which the course as implemented was favourably regarded by the 
students. 

The follow sub-questions were also posed prior to data collection: 

In relation to the teaching context: 

• What factors of the teaching context can be identified? 

• What influences might these contextual factors have on the teaching/learning 
process? 

In relation to the characteristics of the teacher: 

• What teacher characteristics can be identified? 

• What is the teacher's language-learning and teacher-training background? 

• What experience or knowledge does the teacher have of the Curriculum? 

• What does the teacher believe about language learning and teaching? 

In relation to teaching tasks and duties undertaken: 

• What general teaching strategies and techniques does the teacher use? 
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• How is the Curriculum implemented on a day-to-day basis? 

• How are characteristics of the learner group and the teaching context taken into 
account? 

• What goals and objectives are set? 

• What modules and units are selected/modified, and why? 

• What tasks, resource materials, assessment procedures etc. are used during 
implementation? 

• What aspects of the the Curriculum's implementation cause the teacher difficulty? 
What aspects are easily able to be implemented? 

In relation to the students' behaviour: 

• How do students spend their class time? 

• To what extent are students actively involved in the lessons? 

• What proportion of Indonesian and English do they use during selected lessons? 
• What type of Indonesian language do they use? 

• To what extent are they able to interact with others to negotiate meaning? 
In relation to the students' attitudes: 

• How do students regard Indonesian language learning? 

• How do students regard participating in activities? 

• What do the students perceive as their own needs and interests in relation to the 
study of Indonesian?. 

• Do particular students' attitudes towards the study of Indonesian change over the 
research period? 

• What procedures and contexts seem to be more effective (or desirable) than others 
in promoting motivation towards Indonesian language study? What procedures and 
contexts seem to be less effective? 

In relation to learning outcomes: 

• To what extent are course objectives achieved? 

• What procedures and contexts seem to be more effective (or desirable) than others 
for language learning? What procedures and contexts seem to be less effective? 

43 Research approach 

This study was originally conceived as a general evaluation of the Suara Siswa Curriculum, 
aiming to make judgments about the success or otherwise of the National Indonesian 
Language Curriculum Project in meeting its stated aims. However, such an evaluation was 
clearly beyond the scope of a limited research project. The main reason for this was that the 
Curriculum was explicitly developed as a flexible set of materials intended to be used in a 
multitude of different ways to achieve a range of purposes. On the one hand it was to be of 
direct and practical assistance to the novice teacher as a step-by-step outline of syllabus 
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content and course planning (assuming an appropriate level of prior inservice). At the other 

end of the scale it was to be available as a curriculum resource for more experienced 

teachers to draw on or adapt as desired in order to complement existing syllabuses and 

courses. It was directed both at education department staff responsible for syllabus writing 

and strategic planning, as well as the individual classroom teacher. 

Restricting an evaluation to certain types of users would have been problematic, since for 

experienced teachers even limited use made of the materials could have been deemed 

'successful', while in the case of inexperienced teachers, preoccupation with many other 

aspects of teaching would have made it difficult to determine the extent to which outcomes 

could be attributed to the Curriculum itself. While evaluation criteria might have been 

formulated, indicators of successful performance would have been very difficult to state, 

given the range of factors which interact in real-life teaching contexts and which make 

experimental designs problematic. Artificially manipulating contexts in order to control 

variables—even if such a thing were possible in the classes concerned—would have 

invalidated the study as an evaluation, since the materials were intended for flexible, not 

'controlled', use. 

A single case study describing and exploring one teacher's use of the Curriculum was 

therefore considered a more manageable and potentially more enlightening form of study. 

Not only would an in-depth case study of this nature reveal some of the Curriculum's 

strengths and weaknesses, it would also serve as an example for other teachers interested in 

making use of these materials. 

This study lies within the descriptive research tradition. As such it 'determines and reports 

the way things are' and is 'concerned with the assessment of attitudes, opinions, 

demographic information, conditions and procedures' (Gay 1987:189). In particular, the 

research adopts a case study approach, drawing on ethnographic principles and techniques. 

43.1 Case study research 

Once viewed merely as a part of a larger research design, the case study is now recognised 

as a research method in its own right. Case studies involve the collection and recording of 

data about one or more specific situations, institutions, programs, individuals or groups. 

Their primary purpose is 'to determine the factors and relationships among factors that have 

resulted in the current behaviour or status of the subject of the study' (Gay 1987:207). 

According to Yin (1989:23), a case study is an empirical inquiry that: 

investigates a contemporary phenomenon within its real-life context; when 
the boundaries between phenomenon and context are not clearly evident; 
and in which multiple sources of evidence are used.' 
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Specific cases are selected, bearing in mind the body of case study research already in 
evidence, because they are in some way critical, unique or revelatory, or, in the case of 

multiple case studies, because they potentially offer replication of the findings. 

The case study has become increasingly significant as a way of conducting research within 
the field of education, in response to growing awareness of the complexities of educational 
contexts. Many educational problems involve such a complex interaction of variables that 
they elude quantitative techniques which reduce disparate observed phenomena to the 
homogeneity of traits or types. Case study may be seen as a return to close natural 

observation, or a reaction against the positivist epistemology implied in the psychostatistical 
paradigm (Stenhouse 1988:49). Stenhouse (1988:52) views case study as 'pitched between 
science and history'. Unlike historical research, case study deals with contemporary events, 
and unlike experimental research, case study does not attempt to control events (Anderson 
1990: 158). Case studies are therefore suited to the educational context because they are 
'process-oriented, flexible and adaptable to changes in circumstances and an evolving 
context' (Anderson 1990:157). They focus on the 'how' and the 'why', seeking to explore, 
explain and describe, rather than to measure or quantify. 

Case studies typically draw on multiple data sources. Anderson (1990) identifies six: 
documentation, file data, interviews, site visits, direct observation and physical artefacts. 
Case studies consequently utilise the range of data collection instruments from the various 
research traditions. The researcher becomes immersed in the field, either literally as a 
participant or non-participant observer, or figuratively through close association with the 
case study documentation. This fieldwork is an important part of the case study, involving 
'a process of evoking, gathering and organising information which takes place on or in close 
proximity to the site of the events or phenomena being studied' (Stenhouse 1988:50). 

An extensive data base is compiled which represents evidence in support of the final report. 
Analysis and reporting are either framed according to the study's theoretical propositions or 
according to a series of descriptive topics or themes which have been identified during the 
study. The report may take the form of a narrative; a portrayal of characters and incidents; a 
series of vignette sketches which ciystalise important aspects of the case; or an explicit, 
analytic review of evidence (Stenhouse 1988:52). 

43.2 Ethnographic research 

Adopting an ethnographic perspective in this study helped to uncover the broader cultural 
context in which the action was embedded. Goetz& Le Compte (1984:51) describe 
ethnography as the 'holistic depiction of uncontrived group interaction over a period of 
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time, faithfully representing participant views and meanings'. Ethnography aims to 

'illuminate the cultural interpretation or meaning underlying people's behaviour' (Maim 

1992:12). It views the research scene 'as an interrelated whole where the minute is seen in 

the context of the encompassing cultural system' (p.14). In attempting to trace the range of 

interacting factors which impact on the data, the ethnographer attempts to gain an insider's 

perspective in order to fully understand the participants' views, beliefs and assumptions. 

Ethnography avoids the use of preconceived constructs, aiming to allow aspects of 

significance to emerge as the researcher reflects and refocuses on the data itself. 

Van Lier (1988:60) notes that few second language classroom studies pay attention to the 

holistic nature of the classroom as a social context. Nunan (1991b: 15) too, states that social 

and interpersonal aspects of language learning are often randomised out of the language 

learning equation. The range of features which contribute to the school and classroom 

context need to be considered if classroom-based research is to have validity. Research 

needs to take into account the fact that 'classes are also arenas of human interaction with all 

of the personality traits, perceptions, motivations and attitudes that individuals bring to bear 

(Prabhu 1992) Good classroom research, as Allwright & Bailey (1991:194) state, implies 

'being alive to what goes on in the classroom, and being alive to the problem of sorting out 

what matters, from what does not matter, among all the great variety of things that happen in 

the classroom moment by moment'. 

There have been repeated calls for second language classroom studies based on 

ethnographic principles. Context-embedded studies help identify the factors which shape the 

second language teaching and learning process, establish the influences of recurring patterns 

of action and interaction on learning, illuminate the question of whether instruction makes a 

difference to language learning, and enable recommendations to be made about what 

constitutes effective teaching (Gaies 1983 :208, van Lier 1988 and Brooks 1990:165). 

Ethnographic classroom-based research also sheds light on the instructional perceptions and 

practices of teachers. Savignon (1991:273) feels, for example, that such studies may help 

illuminate the reasons for discrepancies between theoretical understandings and classroom 

practice. 

Educators are also increasingly advocating the participation of teachers as collaborators in 

research projects (e.g. Batten et al. 1993). The involvement of practising teachers serves to 

access the knowledge and skills of the teacher, and to ground the research in real-life 

experience. As Nunan (1990:70) observes, it also serves as an impetus to the professional 

self-renewal of teachers. This two-way benefit was a major aim in this study. By 

participating in the study the teacher gained the support of a teaching colleague and 
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hopefully developed a greater understanding of the Curriculum. This was in keeping with 
the findings of Wors!ey's survey of Indonesian teachers (1993:122), which identified a need 
for consultants with recent classroom experience, able to familiarise teachers with new 
resources, to assist with course development, and to coordinate professional development 
programs designed to help teachers utilise the new communicative syllabuses. 

4.3.3 Integrating research traditions 
Case study research is typically 'naturalistic', 'qualitative', 'descriptive', 'responsive', 
interpretive', 'hermeneutic', or 'ideographic'. Consequently there is a tendency in the 
literature to equate the term 'case study' with the term 'ethnography' (or with 'qualitative 
research' in general, or 'participant observation' in particular). Similarly, since many case 
studies do evaluate the phenomenon being studied, the term is sometimes also equated with 
the term 'evaluation'. Although these terms do not equate per Se, case studies can display 
many attributes common to these forms of research. Anderson (1990) acknowledges 
commonalities between the case study and ethnography due to their emphasis on 
understanding rather than manipulation, and on immersion in the field. Yin (1989:25) notes 
too, that case studies have a place in evaluation research and can be used to explain the 
causal links in real-life investigations, to describe the real-life context, to illustrate the 
intervention, or to explore situations. 

Stenhouse (1988:49-50) identifies four styles of case study, three of which are applicable to 
this case study: ethnography, evaluation and educational case study. The research project 
reported in this thesis is primarily a case study in that it investigated 'a case' - one teacher's 
implementation of a particular curriculum in a certain class, a given teaching context and a 
set time period. However it utilised the techniques of ethnography to the extent that it was 
concerned with the understandings of the actors, and sought to uncover social theory by 
explaining the causal or structural patterns. It was evaluative to the extent that it was 
undertaken within a limited time frame to help the actors and decision makers make 
judgments about future courses of action. It was educational to the extent that it sought 
understanding of educational action. 

4.4 Selection of subjects 
The following criteria were used to select the teacher. It was considered that the teacher 
should: 

• be generally regarded by colleagues as a competent teacher 
• have Indonesian language skills at a level appropriate to the class being taught 
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• (preferably) have studied language teaching methodology during pre-service 
training 

• have at least three years' experience in teaching Indonesian 

• be teaching a beginner-level Indonesian class considered suitable for observation 

• be prepared to implement a communicative activities-based approach as outlined in 
the Curriculum 

• be willing and able to collaborate with me in order to monitor and analyse the 
teaching program 

• be generally confident of his/her own abilities as a teacher 

• demonstrate a capacity to reflect on his/her own teaching. 

Several of these criteria related to assumptions concerning the intended audience of the 

Curriculum. The Curriculum is aimed at appropriately trained teachers of language with 

acceptable levels of proficiency in Indonesian. It does not claim to overcome broad 

deficiencies in pre-service training. It was therefore appropriate that the teacher demonstrate 

the characteristics which might reasonably be expected of an Indonesian language teacher. 

Beginning teachers, likely to be concentrating on developing basic teaching skills and 

strategies, were also excluded. 

While judgments against a number of these criteria were subjective, this was not considered 

inappropriate. Since the Curriculum is intended for use by a broad range of teachers, any 

teacher who generally met these criteria would have been a valid participant, potentially 

able to offer insights into the world of Indonesian teaching and the effectiveness of the 

Curriculum in his/her own teaching context. Since this was a collaborative study it was 

more important that the teacher was willing and able to reflect on the teaching program and 

on his/her own teaching, and be comfortable working as part of a research team. 

The choice of Alan as the participating teacher largely determined the school context, and 

the class studied. A beginner-level class was sought for pragmatic reasons. Due to delays in 

the publication of the Curriculum the full set of intermediate and advanced level materials 

were not available at the time proposed for data collection. A beginner-level class also 

provided useful opportunities to examine issues relating to the feasibility of a 

communicative, activities-based approach with students whose language skills were 

minimal. 

It was originally intended that two focus groups of students would be selected. These were 

to have included both boys and girls who demonstrated a range of competencies and 

motivations towards the subject, as judged by the teacher. Pragmatic criteria would have 

influenced selection, such as a tendency to sit together as a group or the suitability of 
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seating arrangements for recording purposes. As it turned out, however, focus groups were 
unworkable in this particular class. This was because attendances varied considerably and 
students did not want the camera continually directed at them. 

4.5 Study design 

The study involved me meeting with Alan on a weekly basis, initially to draw up a course 
plan, and subsequently to reflect on the lessons as implemented and plan further teaching 
tasks. These informal interviews were usually audio-taped. I also attended and video-taped 
approximately one lesson per week, adopting the role of non-participant observer. Student 
opinions were sought through a written questionnaire at the commencement of the course, 
and an informal interview at the end. Learning outcomes were evaluated, in part through 
one written and one oral assessment task at the end of the course. These data collection 
procedures are outlined in further detail in 4.5.1 below. 

The data was collected during the ten weeks of third quarter. A school quarter was selected 
as the data collection period because language programs typically begin and end to coincide 
with the commencement and conclusion of the school quarter. In this case, since the school 
used a vertical timetable, the students were only together as a class for a ten-week period. 
This was considered an appropriate period of time during which a program based on the 
Curriculum could be planned, implemented, assessed and evaluated. 

It was important that Alan 'owned' the course and felt comfortable about teaching It in this 
particular class. It was also important that I avoided influencing him unduly, in order to 
more accurately monitor the way in which he chose to use the Suara Siswa Curriculum. It 
became clear, however, that Alan did not fully comprehend aspects of the Curriculum as 
they had been intended by the writers. Faced with the possibility of being unable to monitor 
implementation of the Curriculum, I chose instead to intervene in the planning phase, giving 
explanations and suggestions about how best to proceed in order to follow the Suara Siswa 
guidelines. As the teacher responsible for the course and the class, Alan still carried out the 
major share of program planning, implementation and assessment, and made all final 
decisions. I assumed an active role as a resource person, rather than a neutral third party, 
contributing ideas and advice, providing feedback on the effectiveness of different 
activities, suggesting ways of proceeding, proposing alternative strategies and contributing 
resource materials. This active role, while not ethnographic in its purest sense, was not out 
of place in a collaborative study intended to be beneficial to both teacher and researcher. 
Van Lier (1988:56) notes, for example, that in practice ethnographers use a range of 
techniques along a continuum from non-interventionist to interventionist. Given my 
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familiarity with the Curriculum, to refuse to offer clarification and advice would have 

jeopardised our working relationship. The decision to intervene was also influenced by the 

observation that Alan was not inclined to read explanations in the Teachers' Handbook 

particularly carefully. Consequently it would have been difficult in any case to come to any 

conclusions about the reader-friendliness or usability of the Curriculum. 

4.5.1 Data collection and recording 

The data collection procedures were as follows: 

An audio-taped informal interview with Alan was held during Week I of the 

quarter. It covered topics such as beliefs about Indonesian teaching, teaching 

history, perceptions of teaching as an occupation, evaluation of self as a teacher, 

previous training, language learning experience, knowledge and experience of the 

Suara Siswa Curriculum, nature of the class, characteristics of particular students, 

course goals and objectives. 

Alan was requested to keep a weekly journal in which he reviewed implementation 

of the program, noting significant events, tasks undertaken, the effectiveness of 

particular activities, future plans, student reactions etc. The journal was intended to 

help me gain insight into those periods when I was unable to be physically present. 

However, since it soon became apparent that Alan did not have the time to complete 

this in the amount of detail required, this procedure was abandoned in favour of 

more frequent personal contact with Alan, often via the telephone. 

During Week I a questionnaire was completed by the students in the class covering 

previous learning of Indonesian, attitudes to Indonesian study, future hopes, other 

interests, home language background, general progress through school, and 

assessment of self as a student. This is included as Appendix 1. (The questionnaire 

was first piloted with six students from another school, and several improvements in 

wording made.) 

Approximately one lesson per week during Weeks 2-10 was video-taped. The video 

taping took place at different times of the day and on different days of the week. 

Field observation notes were made during these lessons. 

Feedback on the Curriculum and its perceived relevance obtained during the life of 

the National Indonesian Language Curriculum Project was examined, in order to 

provide further information about the broader picture. (Past surveys and reports on 

Indonesian teaching were also studied.) 
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Discussions took place with Alan on a weekly basis to review the program and 
discuss forthcoming lessons. These discussions were usually audio-taped, or on 
occasions recorded through written field notes. 

Documents relating to the course were collected, including lesson plans, 
worksheets, tests, record sheets and samples of student written work. 

S. Two specific tests of achievement, one oral and one written, both designed by me, 
were carried out in Week 10. Most students were audio-taped during the oral test. 
These tests were not part of the original study design. The original intention, rather, 
was that Alan and I would plan an assessment scheme of the kind outlined in Suara 
Siswa, to be implemented throughout the ten-week course. However, as explained in 
Chapter 7, Alan was not keen on this approach to assessment. When it became 
apparent that Alan's assessment of students would be solely based on informal 
observation, I decided that the results from tests carried out independently of Alan 
would provide a useful counterpoint when considering the criteria Alan applied in 
judging student performance. The tests are described in section 4.5.2 below. 
Brief informal interviews in English were held with most of the students 
(individually) during Week 10, covering perceptions of the Indonesian program, 
progress, and attitudes towards Indonesian study. 
A final informal interview was held with Alan immediately after Week 10 and 
audio-taped. The purpose of this interview was to review the program as a whole, 
focusing on perceptions of the Suara Siswa Curriculum and student learning 
outcomes. 

4.5.2 Two tests of achievement 

4.5.2.1 The oral test 

The Oral Test focused on the exchange of personal information. Each student was tested 
individually over a period of approximately five minutes per student. 

As students were not yet able to engage in an unstructured conversation about themselves, 
this test took the form of a series of questions from me, listed in Table 6. After greeting each 
student and asking their name, I requested them to ask me about my name, age, address, and 
place of origin, in order to assess mastery of question formation. I then put the three latter 
questions to each student, seeking responses in Indonesian. Students were then asked to 
describe their appearance. Those who experienced difficulty with this were prompted, 
initially by sentences and then by single words. Students were told any vocabulary items for 
clothing or colours which they appeared not to remember, to help determine whether they 
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were familiar with phrase and sentence structure. Sample student responses are included as 

Appendix 6. 

Table 6: Oral test question schedule 

Selamat pagi [= Good morning] - - 
Apa kabar? [= How are you?] 
Siapa nama anda? [= What's your name?] 
Do you know how to ask me in Indonesian what my name is? 
Do you know how to ask me how old I am? 
Do you know how to ask me where I live? 
Do you know how to ask me where I come from? 
See if you can answer these questions: 
Tinggal di mana? [ Where do you live?] 
Berasal dari mana? [= Where do you come from?] 
Berapa umur Anda? [= How old are you?] 
Are you able to say anything in Indonesian about your appearance? 

(Students not able to describe their appearance were asked to give translations e.g. 'Can 
you say "My shirt is black."?' or 'Do you know the word for "shirt" ?'.) - 

Student responses were scored as shown in Table 7. In scoring students' responses I used 

the following guidelines. Responses made with sufficient accuracy (in regard to vocabulary, 

syntax, fluency and pronunciation) to convey meaning readily received maximum points. 

Responses which were particularly hesitant, incomplete or inaccurate to the extent that 

meaning was not conveyed as readily received fewer points, or even no points. In Parts A 

and C, one and two word responses were regarded as communicatively appropriate, and 

were scored in the same manner as longer, sentence-form responses to these questions. 

Table 7: Scoring of oral test 

To what extent was the student able to draw on Indonesian knowledge 
and skills to: 
Part A 
Respond to greeting 1 
Reply to 'Apa kabar?' I 
Reply when asked his or her name 1 
PartB 
Ask me my name 2 
Ask me my age 2 
Ask me where I live 2 
Ask me where I'm from 2 
Part C 
Reply when asked where he or she lives 2 
Reply when asked where she or he comes from 2 
Reaply when asked his or her age 2 
PartD 
Propose vocabulary related to personal appearance 3 
Describe some aspects of her or his own appearance 5 
Total 25 
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4.5.2.2 The written test 

The second assessment instrument used was a written test which required students to write 
several sentences, phrases, or words, describing the clothing and physical appearance of five 
characters illustrated on a handout (refer Figure 3 and Appendix 5). 

The Written Test was graded by assigning points for each item of information: two points if 
conveyed in sentence form, one if conveyed in a phrase. Haifa point was deducted for each 
error, for example, a word missing, incorrect sentence structure, or an incorrect word. 
Spelling errors were not penalised. Likewise, no more than one point was deducted for not 
knowing particular vocabulary items which were required more than twice. Forty-five items 
of information were suggested on the illustration. Theoretically, a student who covered all 
forty-five items of information in sentence form would thus receive a score of ninety. 

4.5.3 Ethical considerations 

Permission was obtained from the Northern Territory Department of Education to undertake 
this study. The approval of the school principal was then sought. A letter was sent home 
with each student in the class to inform parents/guardians about the nature and purpose of 
the research. Students were required to return a slip stating that they consented to their 
child's involvement. 

To help ensure confidentiality, pseudonyms have been used for all participants and some 
identifying features of the school altered. 

Care was taken to ensure that Alan's workload was not significantly increased and that he 
benefited through his involvement in this study. To help compensate Alan for his 
contribution, I endeavoured to be of practical assistance to him, for example by locating or 
developing resource materials. 
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4.6 Data analysis 

Audio and video-taped data, together with data collected through field notes and sample 
documents, were transcribed and analysed throughout the collection period. Emerging 
findings, ideas, significant points, and apparent discrepancies were noted. Assertions 
generated were tested for confirming and disconfirming evidence through close scrutiny of 
the data and further discussions and/or observations as appropriate. Charts, diagrams and 
tables were used to organise the data and help interpret the findings. 

Data analysis involved classifying the data into discrete and unconnected categories, 
connecting or interrelating various of these categories so that they could be seen as part of a 
system, and relating the findings to previous research and theory. The use of categories was 
intended to emphasise similarities and de-emphasise differences, to draw attention to what 
is considered normal and abnormal, and to uncover patterns of behaviour (MaIm 1992:44-
45). Many of the categories emerged from the data and were not predetermined. Others were 
derived from my experience as a curriculum developer, and from the literature. In particular, 
use was made of the ALL Guidelines' 'Typology of Activities and Exercises (as discussed in 
Chapter 2). 

The main categories identified are shown in Appendix 2 and relate to: 

• Alan's perception of the Suara Siswa Curriculum 

• Alan's approach to course planning 

• Alan's use of questioning to control student behaviour 

• student use (or non-use) of Indonesian for communicative purposes 
• student attitudes towards learning tasks 

• student achievement of course objectives. 

4.6.1 Issues relating to task categorisation 

Problems encountered in relation to the categorisation of teaching and learning tasks 
undertaken during the course are now discussed in detail. 

Before any of the tasks could be classified it was important to determine exactly what 
constituted a 'task' as manifest in the data transcripts. The dilemma was whether to focus on 
Alan's intentions as conveyed in his instructions to the class, or the manner in which 
particular students carried out these instructions, as revealed in the video footage. As noted 
in section 4.8 below, transcripts were not necessarily representative of the majority of 
students since it was generally only possible to transcribe the responses of the loudest 
students, or those closest to the camera on any particular day. The decision was made to 
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classify tasks according to the way in which they were administered by the teacher, 

examining the way in which Alan framed each task and communicated his intentions to the 

students, unless there was clear evidence that a majority of students did not carry out the 

task as directed. Since this study was intended to monitor the teacher's use of the 

Curriculum and the decisions he made in setting about planning and teaching, it seemed 

reasonable to emphasise Alan's perspective. It was also reasonable to assume that a majority 

of students would at least have attempted to implement the task in the manner requested, 

and that, if not, Alan would have intervened with further explanations or modifications. 

By way of example, then, a task from Week 4 in which students were required to move 

around the room asking and answering questions in Indonesian, was categorised as an 

activity, even though some students attempted to use Indonesian, and others did not. On the 

other hand, the Week 8 task 'Fashion Parade', which required students to describe to the 

class what they were wearing, was categorised as an exercise, even though it had been listed 

as an activity in the Suara Siswa module. This was because Alan explained that only two 

students had been prepared to carry out the task, and that, as they were not able to formulate 

their own descriptions in Indonesian, they simply repeated word by word a statement after 

the teacher. There was clear evidence then, that this latter task had not involved any 

purposeful use of language by students, hence the exercise categorisation. 

Since the majority of tasks were in fact administered as exercises, it is highly likely that the 

way in which tasks were framed by the teacher mirrored the way in which most tasks were 

actually carried out. This is because tasks intended as activities could feasibly be carried out 

by students in an exercise-like way, but it is unlikely that tasks intended as exercises would 

be carried out in an activity-like way. 

Determining when activities and exercises began and ended was also problematic since 

tasks rarely took place as distinct segments. General chatter, classroom administration and 

behaviour management, revision of language, introduction of new language, and the day's 

tasks, all merged in a continual interplay. Minor tasks frequently took place within more 

major ones, with indistinct boundaries between one task and the next. 

To illustrate this problem an example is drawn from a lesson during Week 8. Alan handed 

out copies of a page from the Suara Siswa Students Book (refer Figure 4). After reading the 

instructions, Alan asked two students to read the first dialogue aloud, assisting with 

pronunciations and occasionally asking the class to repeat parts of the text. He then asked 

the class to read the dialogue on their own and to work out the names of those in the back 

row of the illustration. Alan moved around the room translating parts for various students. 
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Here they are talking about the back row. 

Figure 4: Handout accompanying task ldentifying people from written descriptions' 

Yang mana Mia? S. 

Bu Sutrisna is a reporter who is writing an article about Astuti's class for the local 
newspaper. She has a list of the names, but does not know who is who. Bu 
Sutrisna telephones Astuti to get the information She needs. Can you work out the 
names of the students in Astuti's class? --------- 

Ya, dan Rini pendek. Rambut Rini 
[pendek. 

Here they are talking about the front row. 
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After several minutes he went through the dialogue with the class, sentence by sentence, 

asking for and giving translations, asking for or giving the names of the students pictured 

and explaining how these could be deduced. This process was repeated for the second 

dialogue. Since students were extracting, processing and using information, they were 

engaged in an activity. It was difficult to decide whether the whole twenty minutes should 

be regarded as such, or only those minutes when students worked on their own. From one 

point of view, the times during which students read the dialogues aloud or Alan went 

through the solutions could be regarded as exercises, since the students were mainly 

listening, copying down or correcting their answers. However, even in these intervening 

times some would have been trying to make sense of the text and the task, and therefore 

were still engaged in an activity. 

While recognising that the process simplified what was in reality much more complex, each 

lesson was summarised and viewed as a series of exercises or activities according to the 

main behaviours required of students. 

As discussed in section 2.2.3.2, the principle of taking into account the learner's stage of 

development was applied when categorising tasks. So, for example, the task 'roleplaying an 

immigration interview' was categorised as an activity because it required students to draw 

on skills in pronunciation, intonation, and comprehension developed over only four weeks 

of Indonesian study, even though in effect students were largely reading the questions from 

the immigration form and from written notes provided by the teacher. (By way of contrast, 

if the study had involved a senior secondary group of continuing learners with well-

developed skills in these areas, this same task would have been considered a simple 

'exercise' in reading fluency.) 

Tasks were further distinguished as either 'focusing exercises', 'shaping exercises', 

practice communication activities', or 'real/realistic communication activities', drawing on 

the ALL Guidelines' 'Typology of Activities and Exercises', as discussed in section 2.2.3.2. 

This proved somewhat problematic, however, because the various notions which the ALL 

team signaled as pertinent, particularly 'integration of language elements', 'context' and 

predictability', do not necessarily correlate in all tasks. Take, for example, a task from 

Week S in which students worked in pairs to ask each other in Indonesian how much they 

liked a number of leisure pursuits listed on a handout (Figure 5), and recorded each other's 

responses. The form of the question and responses were shown on the handout. 
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Figure 5: Handout accompanying task Asking & recording leisure preferences' 

Questionnaire: Likes and Dislikes 

Place a dck in the box which best describes how ouch you like the following acdvides. Your pamier will ask you about these acrivines. Answer in accordance with the ricks. You can only give a 'Berul' (True) or Salah' (False). Your parmer irust keep a.sng about the same acdvity until you are able to answer 'Berul. Your parmer will record your answer on hislher blank chart each time. 

E.g. You have 'suka sediltit ticked for the first acrivir'v. Q: (Name) suka menaengarkan rnusik pop? A: Sa!ah. 
Q.: (Name) rLdak sulia men.dengarkan musik pop ? A: Salah. 
Q. (Name) suka sedilcir rneridengarkan musik pop? A: Berul. 
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Categorisation of this task varied, depending on which notion was considered to be the most 

significant. On the one hand it could be argued that the students were indeed using language 

to communicate meaning on a real topic, acting as themselves, in a 'here and now' context 

in order to find out about the likes and dislikes of their partner. On the other hand, however, 

the emphasis was on language practice through pattern repetition, focusing on vocabulary 

and structures determined by the teacher. The task did not utilise the range of language 

covered in the course. Although students were able to select from the five set responses to 

each question, the discourse as a whole was very predictable. Bearing in mind that this was 

a beginner-level course, it could be argued that language was integrated to a degree, since 

discourse was at the sentence rather than the single word level. The task could therefore be 

categorised in several different ways, depending on the variable considered: as a focusing 

exercise given that the students were presented with a set list of language items which 

formed the focus for a drill in vocabulary consolidation; as a shapiiig exercise given that the 

students as beginning learners were integrating lexical knowledge with pronunciation and 

intonation skills to form sentence-length questions; or as a real/realistic communication 

activity given that the students were exchanging information with friends about their actual 

likes and dislikes. 

The notion of context was particularly problematic. In choosing to emphasise simulated 

versus non-simulated contexts, the ALL team's intention was to signal the realistic use of 

language in activities as compared with exercises. In activities involving non-simulated 

contexts it is the learners' actual communicative needs and interests which are paramount, 

whereas when contexts and roles are simulated the communicative agenda is more likely to 

be set by the teacher. However, if context was to be regarded as the most significant factor, 

some tasks would have been categorised as real/realistic activities simply because their 

contexts were non-simulated, when in fact use of language was less holistic, and more 

restricted or teacher-controlled than other activities which did involve simulated contexts 

and roles. 

Consider, for example, the two tasks, 'recording details on a data profile' (Week 4) and 

'asking questions to determine one's identity (Celebrity Heads)' (Week 7). The former 

required students to fill in details such as name, age, address, on a handout against a number 

of headings listed in Indonesian, thus forming a personal profile. The latter required 

students to adopt the roles of celebrities and ask questions in order to uncover their 

identities, clearly a more demanding use of language. Although students did require 

considerable assistance, in 'Celebrity Heads' they were required to draw on a range of 

knowledge, skills and strategies in order to decide for themselves what questions to ask and 

63 



to process the information obtained. Yet, if context were the only consideration, 'Celebrity 

Heads' could only have been categorised as a 'practice communication activity', whereas 

the less demanding data profile task would have been a 'real/realistic communication 

activity'. 

In discussing these categorisation problems (January 1996), Angela Scarino, the ALL Team 

Coordinator, commented that the ALL Team's main concern had been to indicate that the 

activity-exercise distinction was not black and white. Indeed, at the time of writing the ALL 
Guidelines, even the idea that some tasks involved language use while other tasks only 

involved language practice was not explicitly understood by many language teachers. While 

the ALL team was able to signal factors which seemed to have a bearing on this distinction, 

they did not have the time to undertake an exhaustive task analysis on which to base their 

typology. As discussed in Chapter 2 the communicative movement was largely driven by a 

desire to see learners using language rather than just looking at language. This is the 

essence of the ALL Guidelines, and indeed all of the notions highlighted above. This 

overriding principle, then, was used to resolve the categorisation of tasks which could be 

categorised in various ways. 

4.7 Methodological assumptions 

Qualitative research of the kind undertaken in this study has been criticised because of its 

potential for observer bias and lack of academic rigour. Wide ranging in focus, content and 

design, the case study can be a difficult form of research to undertake, with the skills 

required spanning the range of research approaches and techniques. Case studies must 

therefore be significant, and be complete; they must consider alternatives, display sufficient 

evidence and be well composed (Yin 1989:146-151). Agreed research practice in regard to 

the administration of data collection instruments must be followed. 

Establishing validity and reliability can be problematic since it is virtually impossible to 

repeat case study or ethnographic research in exactly the same manner. Chaudron (1988:16) 

contends that single studies are 'rarely sufficient to validate the categories and aspects of 

behaviour that are the target of qualitatively oriented research'. Stenhouse (1988:49-50) 

points out that appraising the external validity of qualitative research 'hinges on judgmental 

comparison or generation of theory, rather than on calculations that premise randomness'. 

He feels that this kind of research does not preclude an interest in generalisation, and notes 

that 'many researchers seek theories that will penetrate the varying conditions of action, or 

applications founded on the comparison of case with case'. Likewise, Yin (1989:21) regards 

accusations that these research methods necessarily lack general i sability as founded on false 
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premisses. Researchers should not be seeking to generalise their findings to populations or 
universes in the sense of statistical generalisation, but to theoretical propositions, or what 
might be regarded as analytic generalisation. It is important, therefore, that the research 
design presents its theoretical perspective. Even where the theory base has not been 
developed, exploratory and descriptive case studies should still identify what is being 
studied, the purpose, the range of likely topics and the criteria being employed (p. 36). 
Reliability is increased by using multiple sources of evidence, by creating a separate case 
study data base, and maintaining a chain of evidence. 

48 Limitations 

The use of just one classroom and the involvement of only one teacher severely limit the 
generalisability of the findings of this study. 

A potential conflict of interest is also acknowledged. A fine line clearly existed between my 
role as fellow teaching colleague and co-writer of the Curriculum interested in assisting the 
teacher to ensure the success of the program, and my role as researcher interested in 
objectively reporting how applicable and effective the Curriculum actually was. Such 
potential biases in data interpretation have been guarded against to the best of my ability. 

It must also be recognised that the process of categorising tasks undertaken during the 
course simplified what was in reality much more complex. It was always clear that the data 
collection procedures would not be able to capture the full extent and complex nature of 
classroom interaction. Many conversations took place at once, with students and teacher 
switching back and forth from personal to lesson-related topics, sometimes talking to those 
nearby, sometimes to the whole class, interrupting or talking over the top of one another. 
Even those lessons which were video and audio-taped could only reflect a very small 
proportion of what actually took place. While at times the camera was able to view almost 
the entire class, dialogue obtained tended to be from students who happened to be near the 
camera on a particular day, or whose voices carried clearly. Using several microphones 
meant that other speech could be heard, but as it was generally not clear who was speaking, 
and as utterances were then intermixed from various conversations around the room, this 
was not particularly helpful. The way in which the most dominant students or those nearest 
the camera implemented a task was not necessarily the way in which the rest of the class 
may have implemented it. These kinds of problems would not have been as significant if it 
had been possible to select a representative focus group and record their behaviour 
exclusively, as originally intended. Tasks could then have been judged solely on the basis of 
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how they were undertaken by this group. As became clear during this study, the logistics of 
classroom-based research mean that this can be very difficult to achieve. 

There is also doubt regarding the validity of some of the data obtained from students. A 
number of students were clearly not keen on writing, or were unable to write at length. 
Consequently the Week 1 written questionnaire would not have elicited the actual opinions 
of all students. The fact, too, that students were required to put their names on the 
questionnaires may well have inhibited their willingness to write honest responses. It is also 
acknowledged that this study did not allow sufficient time for a relationship to be developed 
with the students such that they would have felt able to be honest and open in their 
discussions with me, particularly when asked to give their opinions of the course in Week 
10. 

The two tests of achievement I designed and implemented during Week 10 had a number of 
shortcomings. it is acknowledged that results from 'one-off tests are not necessarily 
accurate measures of achievement, since performance may be influenced by particular 
circumstances on the day. Unfortunately, by the time it became apparent that this study 
should include some assessment of student achievement independent of Alan's own 
assessments, it was logistically difficult to organise more rigorous testing. In any case, it is 
likely that extensive testing would have been demotivating to the students. In retrospect, 
however, it is clearly necessary to also criticize the assessment procedures on which my 
own conclusions are based. Much more time would have been needed during the Oral Test 
to allow students to become at ease, and to allow me to elicit responses in different ways, 
thus ensuring that all students had ample opportunity to show what they knew. It would also 
have been preferable to have prepared students more specifically for these tests, for example 
by rehearsing likely questions. A number of students did not complete the tests as they were 
absent during the final week of term. Others did not complete them, presumably due to their 
lack of effort and/or knowedge of the subject matter. This further limits the conclusions 
which can be drawn from the test results. Clearly, more extensive assessment procedures, 
involving evidence collected on a number of occasions in various ways, would have 
enhanced the reliability of my findings. 

In analysing the findings of each phase of this case study I drew on the review of literature 
reported here. Naturally, ongoing developments in language learning and teaching research 
have resulted in changing emphases within the language teaching field, including recent 
emphasis, in particular, on the importance of the learner's cognitive involvement in the 
learning process. While this study has noted this particular development (refer to section 
2.3.2), I was not able to fully explore the implications of the cognitive constructivist view of 
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learning in relation to more recent approaches to course planning and task 
conceptualisation. Readers should appreciate this as a limitation of this study. 

Note: In the following chapters, references to interview or lesson transcripts and observation 
notes are indicated by: [Week Number / Page Number: Line Number]. Line numbers are 
not always shown, particularly when statements are generally based on a transcript page(s), 
rather than a specific line in the data. 
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Chapter Five 

Planning the Course 



5.1 Chapter outline 

This chapter recounts how Alan and I set about planning the ten-week Indonesian course. 

The course was to be based on the Suara Siswa Curriculum, and to fit in with school 

expectations, the various possibilities and limitations existing at Raywood High, as well as 

with Alan's own teaching preferences. Alan's perception and use of the Curriculum is 

documented to provide an example of how the Curriculum can be utilised as a planning tool 

and to evaluate its impact. 

The following section (5.2) explains how the planning phase commenced with Alan drafting 

a unit of work based on one of the Suara Siswa modules. Section 5.3 details the 

collaborative planning we subsequently carried out, and presents the two unit plans which 

resulted. Some of the factors influencing the way in which Alan typically planned his 

courses are then considered. These include his general approach to planning (5.4) as well as 

factors relating to his specific teaching context (5.5). Alan's initial interpretation of the 

Curriculum is examined in section 5.6. Implications from this phase of the study are 

discussed in section 5.7. 

5.2 Initial plans 

During Week 1 Alan was asked to read the explanatory section of the Teachers' Handbook 

(pages 1-60). We met a week later to discuss his understanding of this part of the 

Curriculum. 

The first two Suara Siswa modules, 'Getting to Know You' and 'Families and Friends' 

were selected as the basis for the course. At first Alan was reluctant to restrict himself to 

two modules, as he doubted that two topics spread over ten weeks would be sufficiently 

varied and interesting. By Week Two, he had changed his mind, his reason being that 

'Getting to Know You' covered 'just as much as what we were covering anyway' [2/25:8]. 

As suggested in the Curriculum, our next step was to develop a number of units of work 

based on these modules. Titles for units of work were suggested at the beginning of each 

module in the Curriculum. After some discussion we agreed to develop two units using the 

two unit titles suggested for the module 'Getting to Know You', as well as a further unit to 

encompass the first two unit titles suggested for the module 'Families and Friends'. (For this 

unit we agreed to simply use the module title as the unit title.) Alan felt that the final unit 

title 'Interacting in the Class' suggested for the module 'Families and Friends' was too 

difficult and we agreed to ignore this aspect of the module this quarter. Our agreed selection 
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of unit titles, and their relationship to unit titles suggested in the Curriculum, is represented 
in Figure 6. 

Figure 6: Selection of units 

Outline of Suara Siswa Modules I and 2 (Stage I) 

I Getting to Know You 

Developing basic socialising skills in order to 
introduce and talk about oneself and one's 
family 

Suggested Unit Titles It's Good to Meet You 
Personal Profiles - 

Selection of Units 
for Alan's Class 

Unit 1 It's Good to Meet You 
Weeks 1-4 

Unit 2 Personal Profiles 
Weeks 5-8 

Unit 3 Families and Friends 
Weeks 9-10 

2 Families and Friends 

Talking about families, pets, home and school 
Developing the skill of interacting in the class 
and extending invitations to friends 
Looking at family and school life in Indonesia 

Suggested Unit Titles Families - 

Between Friends - 
Interacting in the Class 

(omitted as 
considered 
too difficult) 

During the following week Alan drafted the first unit, working on his own. We then met to 
talk through this draft unit and to discuss how he had found the task of planning using the 
Suara Siswa materials. Alan's initial draft is shown as Figure 7. Alan acknowledged that 
this unit plan was incomplete, but was of the opinion that further activities and tasks only 
needed to be written up as they were actually carried out: 

Those are all that I could think of at the moment as I was doing it, looking 
through the ideas whether I would use it or not. Cause you've got to sus out 
the climate. I mean if for instance the kids look like they're going to be 
coping with more of this kind of language about family, then I'll give it to 
them. But I'm not going to do that until I'm satisfied that they're getting the 
other stuff. [2/25:17-221 
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Figure 7: Draft course plan 
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Figure 7 (continued) 
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5.3 Revised plans prepared collaboratively 

Alan's draft unit plan was expanded and modified, and the second unit planned, during a 

joint planning session over two and a half hours in Week 3. In doing so, planning 

suggestions outlined in the Teachers' Handbook (pp.  17-18  ) were followed as closely as 

possible. (The third unit was to have been planned just by Alan later in the quarter in order 

to identify any changes in his approach to planning. As it turned out this unit never 

eventuated because the first two units took up the whole quarter.) 

Lessons were of course already underway while the first two units were being planned. In 

these initial lessons Alan endeavoured to cover the range of vocabulary which he felt was 

needed before his students could tackle the activities suggested in the Curriculum. He 

commented, in fact, that he felt his class had already covered all but one of the general 

objectives listed in the module 'Getting to Know You' during these initial lessons. He also 

felt that he had already touched upon several aspects relating to the objectives listed in the 

module 'Families and Friends' [3/3941]. 

5.3.1 Unit 1: 'It's Good To Meet You' 

Alan's draft plan of the first unit was revised by describing the tasks in more detail, and by 

adding tasks which had already been carried out but had not yet been listed. In the process, 

two exercises which had been listed as activities were shifted to the exercises section. Other 

supporting exercises were added (a number of which had already taken place), drawing on 

suggestions from the module, as well as those Alan typically used in an introductory course. 

While reflecting on this revised unit, Alan was asked whether the activities as selected 

would enable the objectives to be achieved. He identified links for the first three objectives: 

Objective Activity 

Greet each other 'Introductions First' 

Introduce themselves and others 'Introductions First 

Exchange personal information 'Introductions First' 

with friends (e.g. name, age 'Where Do You Live?' 

(address, nationality) 'Carl Informasi' 

The activity 'Formulir Imigrasi' was added to link with the objective 'fill in a form giving 

personal details'. The objective 'describe physical appearance' which had been included in 

Alan's initial draft plan was shifted to the later unit 'Personal Profiles' since there was no 

link with activities in the first unit. [3/44] 
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Tasks were then sequenced, determined largely by the fact that a number of tasks had 
already been undertaken. [3/45] 

The revised unit is shown as Figure 8. 

5.3.2 Unit 2: 'Personal Profiles' 

The second unit 'Personal Profiles', which focused on exchanging personal details about 
oneself, was planned together from the outset. Alan wanted to repeat the same objectives 

used in the first unit, for consolidation, as well as adding the objective relating to physical 

appearance deferred from Unit 1 [3/46]. 

Activities and exercises which appealed to Alan were then selected from the module. The 
extent to which the activities selected would enable achievement of the objectives was not 
specifically considered, and Alan did not raise this as a priority. A sequence for covering the 
tasks was jointly decided upon. Tasks were explained and added in the process, Alan 

proposing his own variation for the activity 'Guess the Identity', an activity of his own 
('Crossword Invention'), a particular 'find-a-word' exercise sheet, and the game 'Simon 
Says'. Again, these were tasks which had either already taken place, or which Alan would 
typically cover in an introductory course [3/46-5 1]. 

'Other learning experiences' were considered. The suggestion in Suara Siswa involving ZD  
newspaper articles appealed to Alan, but he was reluctant to act on it because he felt that he 
would end up having to collect the articles for those students whose families didn't buy 
newspapers. He did agree, however, when I suggested varying the task by making it a class 
display board, with contributions optional. This task was included even though it did not 
relate to the unit title. Alan found it difficult to plan other learning experiences in advance, 
preferring to wait and see whether he needed additional tasks to fill in the time [3/53]. 

Specific objectives for this unit were discussed, rather hurriedly and with considerable input 
from me due to the limited time available. The list at the end of the Suara Siswa module was 
used to help identify specific focuses which we felt were inherent in the tasks selected [3/54-

55]. 

The revised unit is shown as Figure 9. 
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Figure 8: Revised plan for Unit I 
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Figure 8 (continued) 
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Figure 9: Plan for Unit II 
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Figure 9 (continued) 
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5.3.3 Further planning decisions 

An assessment scheme of the kind described in Suara Siswa based on activities carried out 
during the course was not planned at this stage, since Alan preferred to assess each student 
orally at the end of the quarter [3/56-57]. Assessment is discussed further in Chapter 7. 

It was agreed that Alan would need to adapt the unit plans during the quarter, adding or 
changing tasks as necessary. Alan was encouraged to make any sequencing decisions 
considered necessary as the course proceeded, since he would be best able to judge student 
progress. I did take responsibility for writing up the two units we had planned, in order to 
ensure that Alan had copies as soon as possible and could begin to implement them. In 
doing so it was necessary to decide whether to write up the first unit so that it exactly 
reflected what had taken place in Alan's class during the first three weeks before our 
planning session, or so that it formed an example of the kind of unit plan envisaged by 
Suara Siswa. I chose a compromise between the two positions. Small changes were 
therefore made by me when writing up the units, so that links between different sections 
were more evident, thus modeling the approach outlined in Suara Siswa more closely. For 
example, I added further detail to the specific objectives Alan had already noted in his draft 
Unit 1. (Vocabulary on 'clothing' was included here because Alan wanted to use worksheets 
he had, although there was little relationship between them and the rest of the unit.) I also 
added an activity to each unit ('Introductions First Continued' and 'Picture Check') in order 
to include taped material from the Suara Siswa package. 

The planning process was influenced by the fact that a class set of the Suara Siswa resource 
books had not arrived before the beginning of the quarter as hoped. We were forced to rely 
instead on photocopies of selected pages. Given the restrictions on photocopying at 
Raywood, I also assisted by obtaining any photocopies required. 

5.4 The teacher's approach to planning 

It was not usual for Alan to prepare a detailed written course plan in advance. I gained the 
impression that the way he planned lessons was typically ad hoc, carried out on a daily or 
weekly basis, with some notes made, but mainly carried out 'in his head'. It was not Alan's 
preference to spend lengthy periods of time on such tasks, particularly as he was generally 
hard pressed for time. He preferred to make decisions as the need arose and as ideas 
occurred to him, his approach being to record tasks 'as I do them basically' [2/25:15]. He 
tended not to consider assessment 'until we've done it', stating that usually as the course 
progressed 'one of the activities will grab at me' [4/6:16]. Likewise, cultural tasks in English 
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were regarded as 'asides' which did not need to be deliberately planned as part of the 
course: 

'I don't normally think about language and cultural awareness as something 
to teach, yeah. It just happens.' [2/16:38] 

When discussing the value of writing up units of work, Alan explained that the main reason 
he did this was so that he would have a program to hand to anyone who might happen to ask 
for it [7/39:59]. However, he did then add: 

'It also could be a nice guide to look at where I'm at. I mean tick things off.' 
[7/39:62]. 

It became clear that the availability of resource materials, both those in Suara Siswa and 
others he had used in the past, was a significant factor influencing Alan's selection of tasks. 
He was also influenced by his familiarity with the particular tasks, selecting certain tasks 
because they were ones he would normally use anyway. Unsure about what was intended by 
some of the tasks suggested in Suara Siswa, he often selected them once they were 
explained. He was also influenced by perceptions of student interest. Tasks he felt would 
appeal to students such as games, word-finds, and crosswords featured significantly in our 
discussions throughout the quarter. 

Other factors Alan took into account included: 

• task appeal ('depends on what I want to do and what interests me. You look at the 
activities and you think "this looks good" so you chop and change.' [2/11:63] 

• the time available (for example, certain types of tasks would be included when 
looking for a time filler [3/48:12] 

• task difficulty, in particular the amount of vocabulary entailed in each [3/48:2] 

• a desire for variety, such that similar tasks did not follow one another [3/48:3] 

Table 8 and Table 9 summarise the reasons Alan gave during our planning sessions for 
wishing to include or reject particular tasks [3/42-53]. Tasks Alan wished to include, but for 
which he did not identif' a particular reason, or which were unclear to him at first, are not 
reflected in these tables. 
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Table 8: Stated reasons for wanting to include tasks 

Reason Task 
Enables use of available resource items Video 'Keluarga Santosa' 

Activity 'Guess Who' 
Activity 'A Written Description' 
Exercise 'Label parts of the body...' 
Exercise 'Interpreting a Puzzle' 
Plus other general references to 

worksheet exercises, e.g. wordfinds 
Revises or practises language covered Worksheet involving 'colouring in' 

Bingo game 
Fruit Salad game 
Translating numbers orally and in 

writing 
Plus other general references to 

'exercises', 'worksheets', 'games' 
and 'general consolidation'. 

Is usually done Exercise 'Label parts of the body' 
General exercises and worksheets 
Games 

Is liked by students Cultural video 
Games e.g. Simon Says 

Enables the students to be creative Activity 'Crossword Invention' 
Activity 'Wanted!' 

Enables progress to be assessed Written translation and questionlanswer 
test 

Rewards good behaviour/participation Games 
Enables an idea to be tested Activity 'Identikits' 
Fills in time Activity 'This is Me' 
Enables achievement of planned objective Activity 'Formulirlmigrasi' 
Allows the teacher a break from teaching Games 

Table 9: Stated reasons for wanting to exclude tasks 

Reason Task 
Involves vocabulary which has not yet been 
covered 

Activity 'Find the Matching Answers' 
Activity 'Suitable Penfriends' 
Activity 'Identikits' 

Would be considered embarrassing by students Activity 'A Book About Me' 
Exercise 'Participate in songs...' 

Requires a resource item which is not 
available 

Video 'Keluarga Santosa' 
Activity 'Identikits' 

Requires students to be more competent Activity 'Survey' 
Requires too much teacher preparation Other Learning Experience 'Collection 

of newspaper and magazine articles' 
Is not considered particularly beneficial Activity 'This is Me' 
Uses colloquial, i.e. difficult, language Exercise 'Introductions' 
Requires more time than is available Cultural video 

Activity  _'This _is_Me' 
Relates more to another unit Cultural video 
Is too similar to a task already selected Activity 'Who's Who?' 
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5.5 Contextual factors influencing planning 
The situation at Raywood exerted a significant influence on how Alan planned the lessons 
he taught and the course we jointly planned. Because Raywood followed a vertical timetable 
and a unitised curriculum, the Indonesian courses that were taught there had to conform to 
the school's ways of organising the curriculum. Specific contextual constraints and 
possibilities, together with Alan's own beliefs, previous experiences and personal style 
impacted on the planning process. 

Those factors which featured most prominently in discussions with Alan are presented 
below. 

5.51 The school's Indonesian program 

As mentioned in section 3.4, the Indonesian program at Raywood consisted of a series of 
sequential units, each with a set theme and an outline of content. Teaching and learning 
programs were generally expected to conform to a unit outline which was used as the 
students' report form (refer to Appendix 3): 

There is a standard program. The report still says 'you will be able to do all 
these things'. [2/14:19] 

There is something like a program that's been written. It follows a report 
actually. You follow- You're teaching to the report where it says 'you'll do 
these particular communicative activities'. [2/8:52] 

Within this fairly loose framework, there was, in fact, a considerable degree of freedom for 
language teachers to plan and implement courses of their own design. Alan was influenced, 
but not constrained, by these unit outlines. For example, he commented during Week 3 that 
the report form stated that students were supposed to do a cultural assignment, but that he 
'was not letting them do it' [3/38:46]. Again, even though the outline included ordering food 
and drink, and bargaining, Alan did not raise these as topics that should be included in the 
units we devised, despite being asked about course requirements. He commented that our 
two unit plans did not include some topics normally covered, 'like shopping etc. But that's 
no headache' [2/25:11]. Indeed, he felt there was 'full flexibility' to develop his program 
beyond what was written on the report form [3/30:16]. Even though the 'standard program' 
stated that the numbers 1-100 should be covered during the level one course, Alan would 
typically teach up to a million. 'Telling the time' was set down for the second level, but 
Alan usually included it in his level one course, because it linked in with the teaching of 
numbers [2/14:23]. 

In addition to these unit outlines, syllabus documents prepared some years earlier were 
theoretically still in use. These detailed the sequence of Indonesian units at Raywood High 
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and included lists of 'grammar, culture and assessment' for each level [2/15:52]. That Alan 

could not easily locate these documents testified to the fact that he was not particularly 

influenced or constrained by them. 

Alan did feel pressured to cover the same topics as students in the parallel course taught by 

the other Indonesian teacher. He was sensitive to potential criticism of his teaching, as 

shown by this comment made later in the quarter: 

'Because I've had the experience with him where it comes down to him 
saying that my kids don't know what they're supposed to know. If he has 
them next.' [8/5:52-541 

Teaching programs from previous staff were also meant to be available to show new staff 

what was to be covered. However, when Alan first arrived at Raywood he was not able to 

locate any, and so he wrote his own in the form of a checklist which showed what students 

would be able to do by the end of a particular ten week block (refer to Appendix 4). Alan 

showed this checklist to the other Indonesian teacher, who modified it slightly according to 

topics he felt should and shouldn't be covered. '[I] basically ran my program on this 

checklist' Alan said [2/9:14]. Programs and courses were not monitored in any more formal 

way by the languages senior [2/9:2]. 

Both the checklist, and the Indonesian program as previously taught, formed a frame of 

reference which influenced how Alan planned his lessons. For example, when considering 

how we might use the Suara Siswa modules, he commented: 

I mean there's some things there that assume that you are going to be 
teaching this higher level language like 'Dia pegawai'. You know, 
occupations'. And the program that we run doesn't do these things. [2/8:45] 

this body business... 'He is tall.' 'He is fat.' Now that kind of adjective-
I don't normally bring adjectives in till much later... [2/10:29] 

'Out and About' I wouldn't put that in yet because we don't normally do 
that anyway. [2/12:16] 

5.5.2 Lack of continuity in language learning 

Perceived problems in the way students selected their courses of study each quarter, or as 

was more often the case, the way the designated member of staff allocated students to 

courses, greatly influenced Alan's attitude and approach to planning. Students were slotted 

automatically into a language during their first quarter. During subsequent terms, subjects 

were selected by students and by the school administration, depending on availability, the 

particular way the timetable was drawn up, student preferences for particular subjects, and 

the demands of other curriculum areas. Students did not necessarily perceive the desirability 

of maintaining continuous language study, or they may have been unable to do so, with the 
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result that later units were often taken after an extended break in their language learning 

[8/5:57]. 

In Alan's opinion the problem was exacerbated by a lack of understanding on the part of the 

school administration about the continuity issue in language learning. He cited one instance 

in which he had 'campaigned' in his two classes, to the extent that at least three quarters of 

the students had listed Indonesian on their subject selection forms for the next quarter. He 

was therefore annoyed the following quarter to discover that only six of the 46 students had 

been given their first preference and been permitted to study Indonesian. Students from 

other classes had been slotted into Indonesian even though they had not selected it [2/39:50]. 

Alan suspected that the staff member responsible for subject allocation had not in fact 

entered their preferences into the computer, since it was administratively easier to manage 

the allocation of the large number of initial core subjects on a whole-group basis, rather than 

individually. A whole-group approach achieved a more even spread of students in classes 

throughout the year with more efficient use of staff. Alan also felt that priority was given to 

other subject areas [2/39:59]. 

Consequent inconsistencies in the language learning backgrounds of his students meant that 

retention of language covered in previous units varied widely from student to student. This, 

combined with the prospect that the students' language knowledge could well be lost if not 

consolidated the following quarter, created in Alan a sense of futility in regard to course 

planning. As he stated: 

the fact that these kids are not going to be able to do Indonesian next 
term ... is going to make all these things [language items and skills 
considered when planning] all over the place cause you're going to have to 
start from the word go again. [2/8:9-12] 

you've got kids chopping and changing .... so whatever happens... you 
have to re-cover everything from scratch [3/30:9-11] 

55.3 A need to 'sell' the subject, and himself 

Alan considered that the courses at Raywood were short in comparison to courses in schools 
not employing a vertical timetable. He felt under pressure to fit 'the work' into the ten-week 

block, a perception which influenced the types of tasks he opted for. He would typically not 

include certain types of tasks because they were too time consuming. These 'time wasting 

tasks' were mentally held in reserve in case time became available [2/28:64; 3/48:18]. Writing 

tasks, for example, were often avoided because they were considered to be 'time fillers' 

more suited to a longer course [2/28:54]. When planning this particular course he stated that 

he would need to 'go fast' (move quickly from topic to topic) [2/13:6]. 
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From an outsider's perspective, Alan's reaction could be considered questionable. To feel 

the need to cover a wide range of language quickly, simply because the Level One course 

concluded after ten weeks, was not in keeping with the philosophy behind vertical 

timetabling, nor the principles of course planning promoted in Suara Siswa. It may have 

been more logical to simply tailor expectations to suit the time available, so that topics 

which could not be adequately covered were deferred to a later course. It could be argued in 

fact that the time 'shortage' only resulted because Alan wanted to include so much within 

the first ten weeks. Alan's belief that teachers in schools without vertical timetabling could 

adopt a more relaxed pace was also debatable, since the time available for junior secondary 

level Indonesian courses was not necessarily any more or less, but was simply arranged in a 

different way. 

However, Alan's reaction needs to be understood in relation to the pressures he was under 

as a language teacher in this school. A recurring theme in discussions with Alan was a 

desire to 'sell' his subject, in order to maintain student interest and ensure that a sufficient 

number of students would select the subject the following quarter. Insufficient numbers 

continuing with a particular subject was an implicit criticism of a teacher in the eyes of 

other staff. An effective teacher should be able to motivate students to further study; 

declining numbers implied a boring teacher. Alan wanted to be perceived as a stimulating, 

'rad' teacher, and indeed he genuinely wanted students to enjoy their study of Indonesian. 

He was under pressure therefore to include as many interesting aspects of a beginner-level 

Indonesian course as he could, and to do so required covering a range of different topics. 

Although he tried to avoid tasks which involved too much unknown vocabulary, variety 

appealed to him, and he felt to the students also. In contrast, he felt that students considered 

writing boring, preferring oral tasks, or more particularly, games. In the following 

comments he defended this approach: 

Straight away, when we looked at this [Suara Siswa] and I thought 'You 
mean I can only do 'Getting to Know You' and 'Family and Friends' in my 
ten week course?' And I'm thinking 'but I want to do things like 'Berapa 
Nih?'. I want to put some of that in because that's what I'm used to doing, 
you know, cause that's what the module, our modules do. So all right, I'll 
follow 'Getting to Know You' and I'll follow 'Family and Friends', but I 
also will steal a couple of activities or ideas from 'BerapaNih?' [2/11:55]... 
But it will be hard. It will be hard for me to slow down because you know 
I'm always used to changing [topics] each two weeks. [2/13:6] 

5.5.4 Perceptions of the learner group 

Alan had gained a general impression of the class by the time we planned the course. He 

was aware of the fact that the class included students at different year levels, with differing 

interests and learning styles, and was particularly concerned by the high levels of 
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absenteeism evident early in the quarter, and the fact that a number of students were 
considered to have learning difficulties. He was also aware that several students had studied 
Indonesian to a limited extent during primary school. [10/42:38, 3/34:58, 10/39:58] 

Nevertheless, he did not propose any variations in the course content to be undertaken by 
the different types of students. The characteristics of individual learners may have 
influenced the types of tasks he decided to include, but there was no evidence that this was 
so. Planning was influenced instead by a perception of the class as a whole, largely related 
to learner motivation and attitude. He regarded 'the class' as not academically inclined and 
fairly unmotivated to learn Indonesian. This was the reason he gave, for example, for not 
wanting to include any singing activities in the course [3/48:50]. Similarly, he did not want to 
use a particular resource sheet because he felt that with this particular learner group it would 
become a focus for jokes in poor taste [3/49:5 1]. Likewise the Suara Siswa task 'Meet My 
Family' was not included because he felt students would consider bringing in a photograph 
'too much of a shame job' [2/24:34]. Tasks were also included or omitted from the plan 
according to whether or not he felt students in general would have sufficient language 
knowledge [3/5 1:29] and the necessary resource materials [3/53:26]. 

5.6 The teacher's perception of the Suara Siswa Curriculum 
Alan considered the Suara Siswa Stage One syllabus to be interesting, and thought it could 
be easily incorporated into the Indonesian program at Raywood. The explanatory 
information in the Teachers' Handbook, however, he regarded as unexceptional and fairly 
unimportant: 

'And the general impression was when I got to a lot of the stuff and I 
thought 'yeah yeah blah blah did that at University!' [2/7:10-11] 

He judged it easy to understand, 'something teachers should already know', although later 
commented that it was 'sort of heavy stuff and it does go over the top ... takes a lot of 
reading [2/7:32,43]. 

In his draft unit Alan did not seem to have drawn from the Suara Siswa module to any great 
extent. He had opted for the suggested unit title 'It's Good to Meet You' and had listed all 
of the general objectives from the module 'Getting to Know You'. He had also elected two 
of the activities, namely 'Introductions first' and 'Where do you live?', although he had a 
variation of his own in mind for the former [2/24]. He was unsure of what exercises to 
include, simply noting 'listening - number' and 'writing - number'. Two other exercises 
'Bingo' and 'Fruit Salad' had been written under the activities section. He had utilised the 
short-term programming pro forma, which he liked and which he felt could be used quite 
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easily. However he was unsure of how to complete the second half, particularly the sections 
'skills development' and 'general knowledge'. He had not referred to the end-of-module 
checklist or to the sample units for guidance, and appeared to have forgotten that these 
sections existed. He regarded some of the terms in these checklists as 'airy fairy'; 'cognitive 
processing skills', for example, was seen as a term not used in ordinary conversation, but 
simply 'to impress others'. Other terms in the lists of suggested objectives, such as 'generate 
questions', were considered to be more user friendly. [2/7-9] [2/25-271 

In the Suara Siswa Curriculum a module represents a chunk of syllabus content which is 
elaborated into two or more smaller units by the teacher during the process of planning his 
or her course. Alan's tendency was to select activities which appealed from a range of 
modules. He explained: 

If I was going to do this I'd follow one by one, each one of them [the 
modules], depending on my time and depending on my interests. Like 'Suka 
Nggak?', 'Pleasure of Leisure'. Like I might at the particular time have 
already organised for a restaurant or something you know, depends on what 
I want to do and what interests me. You look at the activities and you think 
'this looks good', so you chop and change. [2/11:59-65] 

He explained how he would arrange the modules over several terms: 

[In the first quarter] I'd leave all the 'Getting to Know You' stuff except the 
ones [activities] that I think are too difficult. 'Family and Friends', yep, I'd 
keep that in. 'Out and About' I wouldn't put that in yet because we don't 
normally do that anyway. 'Likes and Dislikes' I'd put that in, but not all of 
it and 'Berapa Nih?' I'd put that in. That would be my first [quarter]. ... So 
term two you'd have all these kids back again, maybe after a break or 
something, and then you can hit with the other activities that you've missed 
out, all right. So like the 'Berapa Nih?', there are a variety of activities that 
are very similar but are different. Like there is a variety, so you can use one 
at one time and then another time the other one. 

Then [in quarter three] I'd go and do the other ones [modules], like 'It All 
Adds Up'. I'd put that in cause it's revising numbers. 'Special Days' and 
'Images of Indonesia'. 'Playing With Words', I'm not that keen on because 
it's too difficult for that stage I would say. [2/12:40-43] 

Alan was taken aback by the recommended time allocations given in Suara Siswa, in 
particular by the example showing Stage One spanning two years, which he felt was a long 
time to spend just on one stage. He did not appreciate that the example related to an 
Indonesian program of 150 minutes per week, and that with 250 minutes per week Raywood 
would theoretically complete the Stage much more quickly [2/7-8]. When this was pointed out 
he then considered the time allocation 'fair enough', but explained that Raywood students 
would be unlikely to study Indonesian every quarter. Since they would have breaks in their 
learning, they would need to repeat content and would not end up completing the stage 
quickly at all. This helped to explain Alan's preferred way of using the Curriculum; i.e., to 

87 



select activities from a number of modules each quarter, thus ensuring that a range of 
language was covered in a fairly short period of time. In this way he felt that students would 
be able to progress to Stage 2 before becoming bored with Stage 1. 

This same reasoning influenced his reaction when shown the Stage 1 Statement of Essential 
Learning: 

Just looking at that I think 'Gee Whiz! That's a lot of stuff there too'. So I 
have to- I will be pushing them quite a lot. [2/23:54-55] 

Here too, Alan was under the impression that he only had a limited time in which to 
complete Stage One. When he realised that these objectives were not all meant to be 
achieved during this ten-week course, he no longer considered them to be unrealistic 
(although he still felt that those relating to activity type five were too difficult) [3/38:30]. 

Alan had not gained an understanding of the role of the Statement of Essential Learning and 
the Checklists of Specific Content from his initial reading of the Teachers' Handbook, 
misinterpreting the former as a list of the six types of activities to be included in each unit 
[2/14]. He was of the opinion that students would be ready to move on to the next stage when 
they had achieved the teacher's own goals, in his case the checklist sheet he usually used. 
He felt that the Curriculum did not clarify the extent to which activities needed to be carried 
out before students could be considered to have 'absorbed the information', and therefore 
that it would be up to the teacher to 'assess whether they've got it or not' [3/43:9-14]. He felt 
he would base this decision on the extent to which vocabulary areas had been covered [2/29]. 

When asked how many activities he felt should be completed per module, he replied that he 
would do as many as he had time for. He did not perceive the module's general objectives as 
particularly significant in this regard [7/42:62]. 

While he did not appreciate these more fundamental 'stage-level' components in the 
Curriculum, he did see a role for the module-level checklists in building consistency 
between courses offered at different schools. Although at first he did not think that he would 
use these checklists— 

If I was really diligent I'd sit there, yes, I did this... and yes... yeah..., but 
basically if you plan it in the first place you'd have all this stuff in it 
anyway, so I wouldn't need to go and check myself. [2/11:35-39] 

- he later modified this response, stating that he would take into account achievement of the 
items in the Suara Siswa end-of-module checklist, particularly the points of grammar [2/29]. 

He commented, for example: 
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It's actually telling us what we should have and at the end it says what 
should be covered, what the grammar notes were... I mean like if I look at it 
right now and say 'Ah I'm supposed to do 'buat' ... Now I still don't know 
if! want to do that ... [2/14:3843] 

Alan indicated that he felt confused about the difference between activities and exercises. 

When explaining how he went about filling in the unit planning sheets, he stated: 

And then I'm thinking what exercises? What do you mean by exercises? So 
I sort of had to put that one on hold... Then I'm thinking numbers, listening 
for numbers, is that an exercise?... But other than that, exercises, ! haven't 
got any idea what... [2/23:3642]. 

He distinguished between 'activity' and 'exercise' in the following way: 

An activity is more fun for a start... An exercise is written ... general. [2/25:63-
67] 

After further explanation, Alan indicated awareness of the fact that learners control and 

make their own language choices in activities (which involve productive use of language). 

Explaining why the task 'Learners use photographs to introduce members of their family' is 

classified in Suara Siswa as an activity, he said: 

[Because] teachers aren't giving them any- I mean, they have to do it 
themselves.., speaking and thinking, using the language, they are doing 
something... they're doing it themselves. [2/26:24-30] 

Although his explanation incorrectly equated 'activities' with lack of teacher assistance, he 

did grasp the importance of learners using language. However, the fact that he had not yet 
clearly appreciated the ALL Guidelines' distinction was seen a little later when he was asked 

to explain why he considered crosswords to be exercises: 

Because they're writing, they're doing one thing, because they're focusing 
on one element of the communication process. [2/27:1-2] 

In fact in the ALL Guidelines and the Suara Siswa Curriculum, the distinction drawn 

between activities and exercises is not related to the type of macroskill used, be it listening, 

speaking, reading or writing. All four macroskills can be used in both activities and 

exercises. 

Alan was still unsure several weeks later. Although he did recognise that there was 'no real 

communication purpose' for doing a particular task, his main basis for categorising it as an 

exercise was 'because the kids weren't getting up and doing anything.... just listening' 

[6/14:12-14]. 

Neither did Alan realise that exercises could be integrated with activities. He was under the 

misapprehension that key language needed to be consolidated first before any activities 

could be undertaken. He therefore concentrated on exercises during the first couple of 
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weeks, commenting that there was 'a lot of stuff to cover [2/23:54] before he could get to the 
activities: 

They are going to be bored, so I want to get the activity in quickly so they 
can have fun, and move on to another activity so they can have fun. Of 
course the more vocab they have, the sooner the activities will come one 
after another. [2/24:4-7] 

When he realised that exercises and activities needed to be sequenced by the teacher, he 
commented: 

I suppose all I need to do is read this and sort of refresh my memory as to 
which ones [exercises] I want and they can go in, fill in between [activities]. 
[2/10:68] 

He also wrongly assumed that the activities were to be completed in the order listed in the 
module and that each activity represented one lesson. On this basis he considered some of 
the activities listed at the beginning of the module to be too difficult, assuming incorrectly 
that they were to be used within the first few lessons [2/10:1-5]. 

5.7 The planning phase: Discussion of findings 
This phase of the study demonstrated the considerable impact on course content of teaching 
context, together with the teacher's beliefs, experiences, and personal style. Of particular 
significance was Alan's need to 'sell' his subject within the vertically timetabled system 
operating at Raywood. Alan felt under considerable pressure to run a popular course and be 
perceived as a popular teacher, in order to ensure that sufficient students would choose to 
continue with the subject. This helped to explain his emphasis on flexibility and spontaneity 
rather than on planning a carefully structured course. It was important to Alan to be able to 
pursue interesting, 'fun' ideas as they occured to him. Student enthusiasm was clearly of 
greater consequence than course structure. This explained his preferred way of using the 
Curriculum, namely drawing from a range of modules, thus moving quickly from topic to 
topic and hopefully maintaining student interest. It also explained his preference for 
including tasks he was already familiar with, which he had 'tried and tested' and therefore 
knew would be successful. 

Furthermore, for various reasons the vertical structure which existed at Raywood acted as a 
disincentive to course planning. Because students did not or were not allowed to maintain 
continuous language study quarter by quarter, classes were likely to contain students with 
varied learning backgrounds and with varying recollections of prior language learning. From 
Alan's perspective extensive planning was therefore difficult, even futile, because of the 
likely need to repeat content over and over in the future and because class composition 
helped determine course content. It was only as the course progressed that the nature of the 
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learner group became clear, not only in regard to prior language learning, but also in regard 

to attendance and motivation. Understandably, these very immediate day-to-day concerns 

emerged as more significant influences on planning than recommendations in the Suara 

Siswa Curriculum. 

It was evident that at first Alan was confused by various aspects of the Suara Siswa 

Curriculum. Initial misunderstandings included assuming that the module's vocabulary 

needed to be covered before any activities could be undertaken, that all of the exercises 

preceded any of the activities, that only one activity was intended per lesson, and that 

activities should be taught in the order presented in Suara Siswa. Alan did not fully 

appreciate the significance of the general objectives in determining when a module was 

complete, and was unsure of the function of the end-of-module checklists. Confusion about 

the distinction between activities and exercises was particularly significant, since this is a 

fundamental concept in the ALL model intended to help teachers monitor the range and 

balance of tasks in their courses. Other points of confusion included difficulty relating to the 

recommended time allocations and difficulty interpreting categories on the unit planning 

proforma. 

There was also no indication that Alan had a sense of planning his course in relation to the 

rest of Suara Siswa's Stage 1. This was understandable, given that no decision had been 

taken at a faculty level within his school to utilise the Suara Siswa Curriculum on a long-

term basis. As a moderately experienced teacher, Alan did not feel the need to rely on 

curriculum documents when determining course content. He was keen to draw on Suara 

Siswa for ideas by selecting across modules. In principle there was no reason why Suara 

Siswa should not be used in this way since the modules represented only one way of 

organising syllabus content, with other module configurations entirely feasible. As 

discussed in Chapter 2, this type of flexibility was an important design feature of the ALL 

model. However, in developing alternative modules it was intended that teachers would 

refer to fundamental components of the Curriculum, in particular the Statement of Essential 

Learning and the Checklists of Specific Content, which embody key objectives of the Stage. 

Tools such as these were included as 'yardsticks', to help ensure that courses planned by 

different teachers were comparable in content and level. Alan did not refer to these tools or 

appreciate the need for a common frame of reference. He made judgments about appropriate 

course content on the basis of intuition and experience, without debating how the specific 

elements in his course might relate to specific elements in a future course within the school, 

or to other courses elsewhere. Without denying the importance of intuition and experience 
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in teaching, one of the Curriculum's stated aims was to help build consistency in syllabus 
content across Australia. 

Of course Alan's perceptions and preferences should not be interpreted as necessarily 
typical of teachers in general. It is likely that his confusion was due to the fact that he had 
not read the explanations in Suara Siswa carefully, a fact which he acknowledged. 

Similarly, it became clear during this phase of the study that thinking through planning 

considerations and writing a detailed course plan in advance was not something Alan would 
normally devote much time to. His workload and busy lifestyle did not allow much free 

time. It was not his preference to spend time in this way, in any case. Nevertheless, the fact 
that a proportion of teachers will, like Alan, have little time or inclination to read lengthy 
curriculum documents and work through planning steps in detail has implications for the 
successful implementation of ALL-based curricula. 

Firstly, it highlights the important role that inservice must play in curriculum 

implementation. Inservice enables the key features of a new curriculum to be drawn 

attention to in a more personal and direct way, allowing teachers to work through their 

particular understandings and seek clarification as needed. Secondly, it implies that a 
curriculum needs to have the potential for use in various ways and to differing extents by 
different types of teachers. This phase of the study demonstrated that with support Alan was 

able to draw on these materials to help him plan his course. While he may not have done so 
in precisely the way intended, or in the same way as others may have, he nevertheless 

selected, modified and sequenced tasks from the modules to suit his circumstances and 

preferences, integrating them with tasks of his own. Weaknesses in this process, while 
partly a factor of Alan's personality, were largely due to a lack of time. 

Indeed, time emerged as a significant factor during this phase of the study, both the fact that 
teachers cannot always find time for planning, and the amount of time which is needed to do 
so thoroughly. After two and a half hours of discussion, only one and a half units had been 
loosely planned. Unit objectives, both general and specific, had only been considered 
superficially. In a more advanced course such decisions would presumably require greater 
thought, since the teacher would need to consider the extent to which each item had already 

been covered. Other aspects of course planning had not been considered at all. These 
included identifuing learner needs more carefully, developing strategies to meet individual 
learning preferences, pursuing cross-curricula links, and considering the place of these units 
within the long-term Indonesian program. There had been no opportunity to consider the 

recycling of objectives, topics, vocabulary, grammar, text-types etc. It would have been very 
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difficult for Alan to have found time for such considerations, given his commitments to 

other classes, other subject areas and extra-curricula duties. 

If it is to be done as intended, however, ALL-based planning clearly requires a considerable 

time commitment from teachers, firstly to develop understandings about the approach and 

become familiar with the curriculum materials themselves, and then to think through the 

selection and sequencing of learning tasks for a particular class, such that they motivate 

student learning and build language skills over both the short and long term in a coherent 

and pedagogically sound manner. This is a significant challenge for teachers, even bearing 

in mind the support provided in syllabus documents such as Suara Siswa, and assuming that 

other levels and kinds of support are available as well. 
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Chapter Six 

Implementing the Course 



6.1 Chapter outline 

This chapter describes and analyses the course as it was actually implemented. Section 6.2 

allows the reader to gain a feel for the course by describing a sample lesson in detail. The 

lesson highlights the style of teacher-student interaction typically promoted by the teacher 

and the reasons why this style was used. Section 6.3 focuses on the resulting proportion of 

activities and exercises in the course as a whole, drawing conclusions about the extent of 

communicative use of Indonesian by the students. Section 6.4 then compares the course as 

implemented with the course that was intended when plans were drawn up at the beginning 

of the quarter. The characteristics of those tasks deemed successful and unsuccessful by the 

teacher and the students are summarised in section 6.5. Section 6.6 presents the findings 

from this phase of the Study. 

6.2 A sample lesson 

The following lesson is described to give an indication of how the course was progressing 

by Week 4. The lesson, which took place during a Wednesday double period, was recorded 

on video using four separate desk microphones placed strategically around the room. The 

lesson was also recorded on audio cassette as a back-up. The classroom layout is shown in 

Figure 10. 

The first ten minutes were spent waiting for students to arrive and the class to settle. Alan 

then marked the roll, individual students replying with the Indonesian word ada ('present'). 

Phrases relating to greetings and personal information were revised briefly, Alan prompting 

with the English, and students supplying him with the Indonesian equivalents. Most of these 

phrases were written on the board. 

Each student then received a handout showing a jumbled conversation (refer to Figure 11). 

Using English, Alan explained that students were to unjumble the dialogue and rewrite the 

fragments in their books in the correct order. Students proceeded with this task, chatting 

amongst themselves on both work-related and non-work-related topics. A number of 

students were slow to begin and did not appear to be making much effort. The microphones 

were a source of distraction, particularly to Mark and Tim who spent some time tapping and 

speaking into them. 
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Alan dealt with queries directed to him by individual students about the meaning of the 

Indonesian text. For example: 

Julia: Sir, what comes after where they say Selamat siang, and 
then she answers and they say Apa kabar? And does she 
ask Apa kabar? 

Alan: She's saying to the other girl 'Hello, how are you? Blah, blah, blah', then 
'Who is your friend?' 'Where are your friends—' 

Mark: I'm lost. 

Alan: Listen to what's just been said. Selamat siang. 'Good morning.' The 
person responds 'Good morning. How are you?' What kind of things 
could she say? Look up there (indicating the board). 

Mark: (reads Indonesian phrases written on the board) 

Alan: She says Baik-baik saj. And then 'How are you?' The other responds by 
saying Baik sekali. After that, (indistinct). 

Mark: (mutters and laughs, while pretending to write) 

Paula: Sir, Senang tinggal diAustralia? Does that mean 'Are you 
happy living in Australia?' 

Alan: Yeah. 'Do you like living in Australia?'. 

Julia: Sir, does Nama dia Anton come first before Halo. Nama 
saya Anton? Cause she said Siapa nama dia Anton? 

Alan: It could. 

Lekat: Can I do it like this sir? 
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Figure 11: Handout accompanying task 'Unjumbling a dialogue' 
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As there were many questions of this nature being called out, Alan called for evelyone's 
attention and proceeded to go through the dialogue with the whole class. At this point he 
called particularly on Shaun and Mark, who had been talking noisily. 

Alan: Right, the next thing that's said Mark is what? 
Mark: I don't know. (Shaun laughs.) 

Alan: Have a go please Mark. 

Mark: I don't know. 
Alan: Mark, if I say 'Good morning' to you, what do you say to me? 

Shaun: Apa kabar? 

Mark: Apa kabar. 
Alan: What's that? 

Mark: How are you? 
Alan: So Apa kabar? Then what would you say? 

Mark: Baik-baik .... (Shaun laughs.) 
Alan: You'd better change your attitude quickly. Take off your hat please. What 

does baik-baik saja mean please Mark? 
Mark: Oh I don't know. 

Alan: Do you think it's funny, Shaun? ... Apa kabar? Baik-baik saja. Shaun, 
next one please. 

Shaun: Siapa nama- 
Alan: Rubbish! (Mark laughs.) 

Shaun: Nama dia Anton— No, hang on. 
Alan: Okay, Shaun. Think about it. If I say 'How are you?' and you say 'I'm just 

fine. And what about you?' 

Shaun: Oh yeah. Apa kabar? 
Alan: No, there's another one. We went through it before. Begins with a V. 

Shaun: Oh yeah. Bagaa ... maa... 
Alan: Bagaimana. Say it. 

Shaun: Baa ... gama... 
Alan: Bagaimana. Close. 

Shaun: Bagai mana. 
Alan: BagaimanaAnda? Good. 'And how are you?' How would you answer 

that? (to the class) How would you answer that? 'And how are you?' 
Shaun: Sampaijumpa. 

Alan: Rubbish! Yvette, how would you answer? If I said Bagaimana Anda? how 
would you answer that? We've already used Baik-baik saja. What's 
another way of saying 'I am very well'? 

Shaun: Baik sekali. 
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Alan: Thank you. Excellent. Balk sekali. Balk sekali. So, 'Good morning.' 
'Good morning.' 'How are you?' 'Just fine. And how are you?' 'Very 
well.' Then what can you say ... ? 

The rest of the dialogue was related in this manner, the teacher prompting students with 

questions about what might come next and dismissing answers deemed to be wrong. Any 

Indonesian language mentioned in the process of working on the first half of the dialogue 

was translated by Alan into English. Two students were then asked to read the dialogue 

aloud. Alan pointed out that the speaker's intonation should change on questions. The class 

then repeated each phrase of the dialogue aloud in choral fashion. Two more pairs of 

students were chosen to read the dialogue aloud. On several occasions Alan interrupted to 

stress correct pronunciation and intonation, asking the student to repeat the word or question 

after him. Shaun was chosen to read one of the parts, which he did, accompanied by 

laughter from Mark. While students finished copying the dialogue, Mark and Shaun, whose 

voices carried easily, could be heard laughing over a note they had found under a desk. 

Alan then handed out a second sheet (refer to Figure 12) and explained that students were to 

write answers in Indonesian for the questions given in the first box. In order to explain the 

meanings of the questions listed, Alan gave the form of the response in English for Question 

2, in Indonesian for Question 3, in both Indonesian and English for Question 4, and 

translated the final question into English. After several minutes Alan asked the students to 

move around the class asking others the same questions in order to fill in the rest of the 

sheet. There appeared to be considerable variation in the way in which students proceeded 

with this task. Some students moved quietly from one person to another, reading the 

questions in Indonesian from the sheet and recording the responses given to them in 

Indonesian. Others were still unclear about the meanings of the questions, or simply asked 

and answered the questions in English, swapping papers to copy down each other's 

information. 
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Figure 12: Handout accompanying task 'Asking and recording persona! details' 

Getting Information 
Ask five people the following 
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Alan's subsequent evaluation of this task was that it had worked well, and that in his 

opinion most students had used Indonesian to ask and answer these questions. It was not 

possible to determine from the video or field notes whether or not this was the case. Due to 

the interactive nature of the task the noise level was high with students talking over the top 

of each other, and often to more than one partner at a time. The voices of Shaun, Mark, Tim 

and Graeme were dominant. The following excerpt, which followed a reprimand to Shaun 

and Tim about wasting time, indicates the way in which the boys in one part of the room 

worked on this task: 

Shaun: Siapa namaAnda? {= What's your name?] 

Tim: Nama saya Tim. (Mark laughing) [ My name is Tim.] 

Shaun: Tin ggal di mana? [= Where do you live?] 

Tim: Saya tinggal di Arrow. [ I live in Arrow.] 

Shaun: Arrow? (rest indistinct) 

Student: What's that? 

Student: Hang on, let me have a look. 

Andrew: Berapa umur? [ How old are you?] 

Shaun: Umur saya 
... { My age is 

And then your age, tiga belas [ 13]. 

Andrew: How do you say '14', man? 

Shaun: 14? Empat belas. Oh, hang on. 
Nomor telepon berapa? [ What's your phone no.?] 

Andrew: Say it a bit louder. (Shaun laughs.) 
Oh, hang on, what's yours? 

Shaun: Satu [= 1] 

Andrew: Satu. [= 1] 

Shaun: Satu... empat, satu, dua, dua, dua. [ 1...4, 1, 2, 2, 2] 

Andrew: (initially indistinct) I don't care. 
That's two two's. Dua, dua, dua, dua. [ 2, 2, 2, 21 

Shaun: Dua, dua. [= 2, 2] 

Joel: Your phone number is 
satu, satu, satu, satu, satu. [ 1, 1, 

Shaun: (laughing) Tiga, tiga, tiga, tiga, tiga [ 3, 3, 3, 3, 31 
Berasal di mana? [ Come from at where?] 
Darwin. Darwin I'm putting here. 
Put me Darwin. No, I'm finished this one. 

Of interest here is the way in which Shaun, who had been endeavouring to use Indonesian, 

eventually gave in and lapsed into English. This may have been because most of the 

students near him were not really able to understand Indonesian when he did use it, or to 
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reply to him in Indonesian. Towards the end of this excerpt, for example, Joel simply 

invented a phone number for Shaun rather than ask him in Indonesian. Shaun, in fact, 
demonstrated a surprising degree of mastery throughout the lesson, given that he often 

appeared not to be listening to the teacher and was frequently in trouble for disruptive 

behaviour. During this task, input from the other students nearby may have been insufficient 

to motivate further effort on his part. Mart, a student capable of interacting with Shaun using 

Indonesian, quietly copied down answers instead from other students' sheets. Indeed, from 

Mart's point of view, this would have proven a sensible strategy, as he was thus able to 
complete the whole sheet. Shortly afterwards Alan asked for the sheets to be collected so 

that he could 'see who wasted their time during the task and who did their work' [4/19:35]. 

Of note, too, was the fact that many students appeared to be having trouble remembering the 

language associated with basic greetings and introductions. It was not possible to determine 

from the data the extent of this problem; suffice to say that a number of students seemed to 

have made little progress, and that even some of the more advanced students were not 
completely familiar with the language reflected on this worksheet (exchanging names, 
addresses, ages, telephone numbers, and places of origin). It should be pointed out that the 

students who were having trouble and who thus sought or attracted the attention of the 
teacher or their peers were more 'visible' than those who were quietly working on the task. 

Obvious progress was made by some students. Immediately following the above excerpt, for 

example, the video footage revealed an exchange mostly in Indonesian between Alan and 

Ben, a very enthusiastic student, during which Ben responded fairly fluently to each of these 
questions. Nevertheless, given that this was the eighteenth lesson in the course, the 

impression was that, in general, progress was quite limited. 

The lesson continued with a focus on the word mempunyai ('to have'), and talk about pets. 

This vocabulary had been covered the previous lesson. Alan asked students to give the 

Indonesian for various phrases and sentences, prompting with questions; for example: 

Alan: Okay, let's assume we had a red cat, red cat. Red is? 

Student: Man. Man. 

Alan: Try again. Red is? 

Student: Mirah. 

Alan: Merah. Okay, so what's cat? 

Student: Kucing. 

Alan: Kucing. So red cat? Would be? 

Lekat: Saya mempunyai- { I have-] 

Student: Saya mempunyai- [= I have-] 
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(An interruption during which Alan intercepted a note from Tim and put 
him on playground duty for wasting time.) 

Alan: Right. Red cat? 

Students: Kucing. [= Cat] 

Alan: Kucing is cat. Red is? 

Student: Kucing merah. [= Red cat] 

Alan: Kucing merah. If you have a red cat. 

Shaun: I've got a blue cat. 

Alan revised vocabulary and question-answer structures relating to animals and colours in a 

similar fashion. Evident throughout this lesson, and indeed throughout the course, was 

Alan's style of eliciting responses from students in order to teach and revise language. His 

predominant technique was to elicit words and phrases from the students, prompting them 

with known-answer questions, particularly with requests for translations. In this way Alan 

drew out the language he had in mind, as seen in the following example: 

Alan: So you go up to a person, right, 
and I could say, Dean, Dean mempunyai anjing? [= Do you have a dog?] 

Dean: What's that? 

Alan: Dean mempunyai anjing? [= Do you have a dog?] 

Dean: 'Have you got a dog?' 

Alan: 'Have you got a dog?' Right. 
And I could say 'What's the name of your dog?' 
And I wouldn't say Siapa nama anjing?, I'd say....? 

Shaun: Nama. 

Alan: Just apa. Okay, so it's slightly different. 
Because apa means 'what'. And siapa also 
means 'who or what' but it's for human beings. 
And so Dean, Apa nama anjing? 
and you'd say....? You wouldn't say Nama saya 
you'd say....? 

Dean: (indistinct) 

Alan: Nama anjing saya 'My dog's name is....?' 

Dean: Rani. 

Alan: Rani. Okay, then I could ask him what colour? 

[= Name] 

[ What's your dog's name?] 
[ My name is]... 

The lesson continued in a similar vein during the next twenty minutes, Alan asking 

individual students whether they had various other animals. The few students who did have 

pets were asked one or two further questions about the number, kind, name or colour of 

their pet. Some students were able to answer fairly readily. Where students hesitated Alan 

asked students to translate the question, or repeated or translated the question himself, or 

gave the wording of the answer in English for the student to translate. There were several 
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interruptions during this phase of the lesson. Tim, Mark, and Graeme were reprimanded for 

throwing spit balls at each other. Shortly afterwards Andrew was reprimanded for not 

paying attention and therefore not being able to answer the question, and later still Tim was 

asked to leave the room. 

Using the same question-answer technique Alan then revised vocabulary for family 

members and asked individual students about the number, names and ages of their brothers 

and sisters. The following excerpt again shows the use of English translations to assist the 

student, and to ensure that those listening were following: 

Alan: Ada kakak? 

Student: Yeah. Ya. 

Alan: Berapa? 

Student: Urn, tiga. 

Alan: Tiga. Three older brothers and sisters. 

Student: Ya. 

Alan: Okay. Siapa namanya? What's their names? 

Student: (indistinct) 

Alan: Berapa umur Christine? 
Berapa umur Christine? 

Student: Urn. 

Alan: 'How old is Christine?' 

Student: Duapuluh. 

Alan: Duapuluh. Dia tinggal di mana? 
'Where does she live?' Dia tinggal di mana? 

Student: Darwin. 

Alan: Di Darwin.  

[= Do you have older siblings?] 

[= How many?] 

[= three] 

[= How old is Christine?] 

[= Twenty] 

[= Where does she live?] 

[= In Darwin] 

When only fifteen minutes of this double period remained, Alan announced that it was 'time 

for us to have a little fun' [4/24:33]. Students took their chairs into the open area outside their 

classroom and played a game of 'Fruit Salad'. Students matching the descriptions called by 

the teacher were required to change seats as quickly as possible. One student was always 

left standing in the middle without a chair. Descriptions used a combination of English and 

Indonesian, for example 'Move if you are wearing sepatu!' (shoes), 'Move if you are a laki-

laki!' (male), 'Move if you tinggal di Darwin!' (live in Darwin), 'Move if you are sitting on 

a kursi h,/au!' (green chair), etc. Sometimes the student left in the middle chose the 

Indonesian phrase. Most students participated in a lively and enthusiastic manner until it 

was time for lunch and the lesson concluded. 
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6.3 Opportunities for communicative language use 

Tasks carried out during the quarter were categorised according to the ALL Typology. 

Table 10 lists the tasks and their categorisation as either real/realistic communication 

activities (RCA), practice communication activities (PCA), shaping exercises (SE) or 

focusing exercises (FE). 

Table 10: Categorisation of tasks 

ReallRealistic Communication Activities (RCA) 
Activities which involve communicative use of the target language in non-simulated 
contexts 

Practice Communication Activities (PCA) 
Activities which involve communicative use of the target language where the roles and/or 
the context is simulated 

Shaping Exercises (SE) 
Exercises which develop and structure language within an extended piece of discourse 

Focusing Exercises (FE) 
Exercises which focus on elements of the communication process (form, skills, strategies) 

Week 1 
Lesson I I repeating vocabulary and phrases (oral) FE 

2 discussion in English about Indonesia (no language focus) -- 

Lesson 2 3 playing 'Ball' (answering questions, giving translations, oral) FE 
4 translating words and sentences (oral) FE 

Lesson 3 5 playing 'Ball' (answering questions, giving translations, oral) FE 
6 stating telephone numbers and ages (oral) FE 
7 playing 'Fruit Salad' (listening for key words & moving seats) FE 
8 writing numbers out in full FE 

Lesson 4 9 stating personal details (oral) FE 
10 answering questions (oral) FE 

Lesson 5 11 translating words and sentences (oral and written) FE 
12 completing and creating sentences (oral and written) FE 

Week 2 
Lesson 1 13 playing 'Ball' (answering questions, giving translations, oral) FE 

14 recalling vocabulary and phrases (oral) FE 
Lesson 2 15 repeating words aloud rapidly FE 

16 translating words and sentences (oral) FE 
17 completing and creating sentences (oral) FE 

Lesson 3 18 translating words and sentences (oral) FE 
19 completing and creating sentences (oral) FE 
20 filling in a crossword FE 
21 writing numbers out in full FE 

Lesson 4 22 asking others set questions, recording responses on a handout RCA 
23 reading sentences aloud FE 

Lesson 5 24 playing 'Ball' (answering questions, giving translations, oral) FE 
25 playing 'Fruit Salad' (listening for key words & moving seats) FE 
26 completing written sentences FE 

- 
-22n  out  m  full  FE 

105 



Table 10 (continued) 

Week 3 
Lesson 1 (No lesson. Public holiday) 
Lesson 2 28 translating words and sentences (oral) FE 

29 completing and creating sentences (written) FE 
30 stating numbers (oral) FE 

Lesson 3 31 playing 'Simon Says' (listening and responding to key words) FE 
32 labelling words on an illustration FE 

Lesson 4 33 translating words and sentences (written) FE 
34 completing and creating sentences (written) FE 
35 writing numbers out FE 

Lesson 5 36 completing a written 'wordfind' FE 
37 playing 'Fruit Salad' (listening for key words & moving seats) FE 

Week 4 
Lesson 1 38 completing written 'wordfinds' FE 
Lesson 2 39 playing 'Simon Says' (listening and responding to key words) FE 

40 asking each other where their character lives according to PCA 
details provided, and recording responses on maps 

41 answering questions about where various students live (oral) FE 
42 recording details about oneself on a data profile sheet FE 

Lesson 3 43 decoding written statements using an alphabet code SE 
44 translating words and sentences (oral) FE 
45 completing and creating sentences (oral) FE 
46 answering questions (oral and written) FE 
47 playing 'Ball' (answering questions, giving translations, oral) FE 

Lesson 4 48 unjumbling a dialogue (written) SE 
49 reading a dialogue aloud SE 

Lesson 5 50 asking others set questions, recording responses on a handout RCA 
51 translating words and sentences (oral) FE 
52 answering questions (oral and written) FE 
53 playing 'Fruit Salad' (listening for key words & moving seats) FE 

Week 5 
Lesson 1 54 giving translations of written questions (oral) FE 

55 repeating words and sentences aloud FE 
56 roleplaying an immigration interview PCA 
57 translating words and sentences (oral) FE 
58 answering questions (oral) FE 
59 filling in a crossword FE 

Lesson 2 60 playing 'Black Jack' (responding to instructions & questions) RCA 
Lesson 3 (No lesson) 
Lesson 4 61 stating and repeating vocabulary items on cards FE 

62 playing 'Susun Kata' (arranging words on cards in sequence) FE 
Lesson 5 63 creating a crossword FE 
Week 6 
Lesson 1 64 identifying known words in an audiotaped passage FE 

65 translating words and phrases in an audiotaped passage (oral) FE 
66 discussion in English about Indonesia (no language focus) -- 

67 writing in words in a doze passage while listening to the text SE 
Lesson 2 68 playing 'Black Jack' (responding to instructions & questions) RCA 

69 creating a crossword FE 
Lesson 3 70 writing numbers out in full FE 

71 creating a map of Indonesia (no language focus) -- 

Lesson 4/5 72 watchina video in Enlish, Lnswering a iestionsinEnish 
- 

-- 
- 
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Table 10 (continued) 

Week 7 
Lesson 1 73 translating sentences (oral) FE 
Lesson 2 74 translating words (oral) FE 

75 translating and answering questions (oral and written) FE 
76 learning words (oral) FE 
77 playing 'Celebrity Heads' (asking to deduce identity) PCA 

Lesson 3 78 translating words and sentences (oral and written) FE 
79 answering questions (oral and written) FE 
80 playing 'Whispers' (listening to and repeating phrases in turn) FE 
81 playing 'Buzz' (counting aloud in turn) FE 
82 playing 'Simon Says' (listening and responding to key words) FE 

Lesson 4 83 repeating and revising words (oral) FE 
84 playing 'Susun Kata' (arranging words on cards in sequence) FE 

Lesson 5 85 translating words and sentences (oral) FE 
86 answering questions (oral) FE 
87 playing 'Celebrity Heads' (asking to deduce identity) PCA 
88 olavinn 'Black Jack' (resnondinu to instructions & uuestions) RCA 

Week 8 
Lesson 1 89 repeating statements describing clothing being worn (oral) SE 

90 playing 'Celebrity Heads' (asking to deduce identity) PCA 
Lesson 2 91 stating and revising words (oral) FE 

92 playing 'Fruit Salad' (listening for key words & moving seats) FE 
Lesson 3 93 stating and revising words (oral) FE 

94 answering questions (oral) FE 
95 discussion about Indonesian lifestyles (no language focus) -- 

96 asking others set questions, recording responses on a handout RCA 
Lesson 4 97 extracting key details from a written letter (written) PCA 

98 stating and revising words (oral) FE 
99 reading and translating cartoons and dialogues (oral) RCA 

Lesson 5 100 identifying people illustrated from written/oral descriptions PCA 
101 identifying known words to make sense of a pen pal page RCA 
102 contributing to a sample letter (su(2gestinJtranslating words) SE 

Week 9 
Lesson 1 103 stating and revising words (oral) FE 

104 contributing to a sample letter (suggesting/translating words) SE 
105 writing one's own letter (substituting into the model) SE 
106 writing in details about oneself on a data profile sheet FE 
107 translating words/ phrases during a video commentary (oral) SE 

Lesson 2 108 identifying each other in written and oral descriptions PCA 
109 translating words/ phrases during a video commentary (oral) SE 
110 answering and completing written questions/sentences (oral) FE 
Ill translating parts of a written letter (oral) SE 
112 labelling words on diagrams FE 

Lesson 3 113 revising vocabulary and phrases (oral) FE 
114 identifying people described in written paragraphs (oral) PCA 
115 creating 'Wanted' posters labelled with words and phrases PCA 

Lesson 4 116 creating 'Wanted' posters labelled with words and phrases PCA 
Lesson 5 117 filling in words in a written doze to match an illustration SE 
-------- U playing 'Fruit Sal&Y (listening for key words & rnovin seats) FE 

-. 
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Table 10 (continued) 

Week 10 
------------------------------------------------------ 

Lesson 1 (No lesson. Students sat Independent Written and Oral Tests) -- 

Lesson 2 119 correcting words and structures in a written passage (written) SE 
120 playing 'Bingo' (listening for specific numbers) FE 

Lesson 3 121 identifying people in illustrations by listening to a description PCA 
122 playing 'Board Race' (circling the translations of given words) FE 
123 playing 'Fruit Salad' (listening for key words & moving seats) FE 

Lesson 4/5 124 excursion to restaurant (no language focus) -- 

Tasks which clearly emphasised vocabulary consolidation or the structuring of individual 

phrases and sentences were categorised as focusing exercises. Tasks which also emphasised 

the development and practice of vocabulary and structures, but in relation to a more 

extended text, were categorised as shaping exercises. Tasks which involved communicative 

use of Indonesian for a particular purpose (i.e. not simply for the purpose of developing 

language skills and understandings) were categorised as activities. In general, those 

activities in which the context was simulated were categorised as practice communication 

activities; those in which the students were acting as themselves in their present context 

were categorised as real/realistic communication activities. 

The notion of language 'use' was very generously interpreted when categorising tasks as 

activities in Table 10. Take, for example, Task 22. In this task the students 'used' set 

questions provided by the teacher. They were not required to draw upon their own 

knowledge, skills and understandings to integrate language for themselves, at least not to the 

degree implied by the examples listed in the ALL Guidelines, namely 'informationlopinion 

gap activities', 'problem solving activities' 'organising an actual excursion', 'keeping a 

diary', 'writing to penfriends' (Scarino et al. 1988, Bk. 2:20). However, given that the 

students were only in their second week of learning when this task was carried out, I 

reasoned that it did involve some purposeful and active use of language by the students, 

particularly within the context of a module entitled 'Getting to Know You'. Students were 

required to call upon their language resource in the sense that they were learning to read 

these set questions with appropriate pronunciation, fluency and intonation, and to 

understand what they were asking of each other, in order to get to know each other as 

friends. In determining what constituted language 'use' I considered the conditions and 

motivations associated with each particular task. At this beginner-level of language learning 

it was acceptable for the students to rely on support from the teacher or on well-rehearsed or 

formulaic language. The overriding consideration was the extent to which there was a 

communicative purpose which engaged students in meaning-making. 
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Meaning-making in activities encompassed both productive and receptive modes of 

language use. Tasks 97, 99 and 100 are examples of the latter, since they required the 

students to engage with the meaning of various texts in order to learn, enjoy, or use their 

content. Task 101 was also categorised as an activity, even though it did involve students in 

translating individual words, because the main purpose of the task was to draw on the 

students' language resource, including the ability to guess meaning from context, in order to 

learn about the lifestyles of Indonesian children and decide upon suitable pen pals. Task 

109, by contrast, was categorised as an exercise. It also involved students in identifying and 

translating words, phrases and sentences, but with much more emphasis on revising and 

consolidating language than on engaging with the content of the video commentary for a 

communicative purpose. 

The game 'Black Jack' was categorised as a real/realistic communication activity. This was 

because Indonesian was used, albeit in a very simple way, to achieve a particular end, 

namely to play the game. The teacher used Indonesian to communicate instructions and 

requests for information to the group, and the students drew on what they understood the 

teacher to be saying throughout the game. They also used simple words and phrases to 

communicate their intentions to the teacher, for example, to request additional cards and to 

tally scores and money. Black Jack was played for its own sake, for the enjoyment of 

participating together as a group in order to see how each player's pile of rupiah increased 

or decreased. Other games were categorised as exercises, even though students also 

participated in them with enjoyment, because the emphasis was much more on vocabulary 

consolidation. 

A number of tasks were difficult to categorise according to the ALL Typology. As discussed 

in section 4.6, the ALL Typology incorporates various concepts. The categorisation of some 

tasks varied depending on which concept was prioritised. Distinguishing between 'practice 

communication activities' and 'real/realistic communication activities' on the basis of 

simulated versus non-simulated contexts was particularly ambiguous. Consider, for 

example, Tasks 100, 108 and 121. These tasks required students to deduce the characters 

described in short spoken and written texts. These tasks all made the same kind of 

communicative demands of students in that students were required to draw upon their 

language resource in exactly the same way for each task. In Tasks 100 and 121 the texts 

were about imaginary characters shown in illustrations; in Task 108 the texts were about 

students in the classroom. It was difficult to know, particularly for Task 108, whether these 

contexts should be regarded as simulated or non-simulated. I decided to categorise these 

three tasks as practice communication activities because they were not driven by an actual 
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'real-life' purpose, although clearly the categorisation of these and other tasks listed in 
Table 10 is a matter of interpretation. Task 77, 'Celebrity Heads' was another task in which 
the 'degree of simulation' was an issue. As discussed in section 4.6, this task required 
students to ask questions of others in order to work out the name of the celebrity they had 
been assigned. Were students undertaking this task for a real-life purpose, bearing in mind 
that 'Who Am IT guessing games of this nature are played in real-life? Or were they just 
simulating communication through roleplay? 

While there might well be debate over the categorisation of some particular tasks, Table 10 
nevertheless clearly indicates that exercises were prioritised over activities. Given the fact 
that only one in five lessons were video-taped and only general summaries of the remaining 
lessons obtained through teacher recollections and lesson plans, it was not possible to 
precisely quantify the ratio of time spent on activities as against time spent on exercises. 
However, exercises were undertaken in 41 of the 47 lessons, whereas activities were only 
undertaken in 16 lessons. Only 17 per cent of lessons involved a substantial emphasis on 
activities, assuming 15 minutes in any one lesson to constitute a substantial emphasis, as 
shown in Figure 13. This included time spent on activities such as creating a 'Wanted' 
poster and playing the card game 'Black Jack', activities in which considerable time was 
actually spent colouring and drawing, or talking in English, interspersed with use of 
Indonesian.) Of the 12 lessons which were video-taped, representing 600 minutes of course 
time, only 102 minutes (17 per cent) were rated as time spent on activities. The remainder of 
the time was spent on exercises and other learning experiences such as cultural videos and 
mapwork, as well as time spent waiting for students to arrive and settle, introducing and 
explaining language, reprimanding students and maintaining discipline, or carrying out 
general administration. 

Figure 13: Emphasis on activities and exercises 

lessons with no lessons with a 
emphasis on minor emphasis 
activities on activities 
66% 17% 

lessons with a 
substantial 
emphasis on 
activities 
I 7% 
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This lack of emphasis on activities eventuated for a number of reasons. Firstly, since 

exercises focus on the building blocks of language—typically vocabulary, sentence 

structure, and pronunciation—a predominance of exercises is hardly surprising in an 

introductory-level course. As discussed in Chapter 5, Alan felt that students needed to cover 

related vocabulary before they were able to undertake any activities. He was also aware of 

how slowly some students progressed, due to lack of ability or effort, and felt that constant 

repetition through exercises was therefore essential. 

Secondly, Alan wanted the students to enjoy learning Indonesian and knew that games were 

well received by students. They were also an effective means of developing vocabulary. 

Tasks classified as 'games' on the basis that they involved an element of competition were 

played at least 28 times during the course, in 45% of lessons, the most frequent being 'Fruit 

Salad', the 'BalllBalloon Game' and 'Simon Says'. Students often asked to play these 

games and most students participated with obvious enthusiasm. When apologising to 

another teacher in Week 2 for the noise created during 'Fruit Salad', Alan was impressed by 

her response that 'it sounds like a very lively and energetic class and I even heard Mark 

speaking. It's amazing you got him to speak' [2/32:58]. At his previous school many students 

had wanted to continue with Indonesian study and he attributed this to the fact that they had 

had fun playing these games in his class [2/35:33]. Since most games concerned vocabulary 

development and were, in reality, basic exercises, they contributed to the proportion of time 

spent in the course on exercises. Other exercises were also chosen to appeal to students, for 

example puzzle sheets, and the task 'create a crossword' in which students used a computer 

program to create their own crosswords. 

A third reason for the emphasis on exercises related to Alan's teaching style. As in the 

lesson described above, lessons often consisted of questions directed by the teacher, either 

to the class in general, or to individual students while others were required to listen. 

Questions were usually closed-form with answers generally known in advance by the 

teacher. Many of these questions were in fact requests for translations into Indonesian or 

English, used to reinforce language, to check understanding, or to focus student attention on 

the lesson. When responses were not forthcoming from students Alan often supplied the 

translations himself. Even when students did provide the desired response Alan typically 

repeated it to ensure that everyone heard, to confirm it as correct or model better 

pronunciation, and to consolidate the language item. The following excerpt from Week 5 

demonstrates this exercise-like pattern of questioning, which was typical of the course: 
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Alan: How do you say 'What is your name?' ? requesting translation 

Graeme: Siapa nama anda? 

Alan: Siapa nama anda. repeating 

Okay, let's have a look at the second one. directing attention 

Asalnya? Asal. Asal. What does it mean? requesting translation 

(Unclear. Various students make guesses.) 

Alan: Asal. Think about it. We have a saying, ber- providing hints 

Student: Berasal. 

Alan: Thank you. acknowledging response 

Berasal. Berasal. Asalnya, the 'origin'. 'Origin', repeating response, translating 

So if you want to ask the question, what would you requesting language input 

say? What's the sentence we've been saying? 
Where do you come from? 

requesting translation 

Student: Dan- 

Student: Berasal- 

Alan: Using this. (pointing to board) providing hints 

Student: (unclear) 

Alan: No. (pointing to word) That word, asal- providing hints 

Student: Oh, berasal dan- 

Alan: Thank you. acknowledging response 

Berasal. Berasal dari mana? (writing on board) repeating response 

Nomor paspor. What do you reckon that requesting translation 
means? ... Nomorpaspor? 

[5/6:18-36] 

A significant factor contributing to this style of teaching was the considerable variation in 

student commitment and achievement. By Week 2 it was evident to Alan that the class could 

be divided into three groups: those who were very positive and involved, others who were 

'semi-positive', and those who 'didn't want to be there' [2/22:19]. This perception 

strengthened during the course. Alan valued enthusiasm, willingness to participate, positive 

attitudes towards Indonesian study, intelligence and sustained effort, and at various times 

commended the behaviour or achievement of students, particularly Ben, Julia, Dean, 

Rowena, Lekat, Endang and Mitha. However, he became increasingly frustrated by a 

number of students, including Mark, Shaun, Tim, Roy, Graeme, Joel, Ross, Gaye, Karen, 

Ellen and Sharon, because of disruptive behaviour or lack of effort on their part. He 

regarded these students as 'time-wasters' who should not be in his class. He was also 

annoyed by the frequent absences of some of these students because it resulted in lack of 

progress. Reprimands and punishments for poor behaviour, which included being made to 

change seats, being made to face the wall, yard duty and detention, increased as the quarter 

progressed, as did Alan's sense of frustration and annoyance. He felt powerless to improve 
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the situation and complained of a lack of support from the school administration [10140:28]. 

He was particularly angered by the behaviour and attitude of Mark and Shaun, which 

culminated in angry confrontations during Weeks 8 and 9. 

These differences between students in attitude and behaviour led to increasingly marked 

differences in their knowledge of Indonesian. Students who regularly did not attend lessons 

or pay sufficient attention fell further and further behind. If they did not complete written 

work they did not have an adequate record to use as a reference in future lessons. They were 

therefore less able to follow and participate in the lesson, and more inclined to engage in 

disruptive behaviour, resulting in a destructive cycle which persisted during the quarter. 

Exercises were more easily managed in this environment than activities. Alan explained that 

he chose not to do certain activities because the students were 'too different' [9/13:2]. 

Activities intended were often not completed due to discipline problems [10/44:14]. Activities, 

Alan felt, demanded greater self-discipline and self-motivation than exercises, and for this 

reason were more successful with his adult evening classes [4/10:8]. 

Even exercises were not without their discipline problems, particularly during the second 

half of the course. Explaining his frustration with the class, he described a game of 'Black 

Jack' played in Week 7: 

I'm the dealer and I ask them things like Berapa? [= How many?]. And they 
like it, they really do, but Mark just goes on too much and I have got silly 
Karen and Nerida and Gaye sitting next to me pinching my money when 
I'm busy with that. I hate that because I've got so many things going on. 
You've got to keep Mark quiet, you've got to keep Tim quiet, you've got 
these silly girls doing things like that. If I had a nice class ... it would have 
worked well ... [7/35:20-26] 

In part, Alan's style of interaction with its typical pattern of request - response - repetition - 

translation may be regarded as a way of taking these factors into account. By asking very 

short, specific questions, by repeating answers, and especially by constantly giving 

translations, Alan was endeavouring to ensure that weak or disruptive students followed and 

participated in the lesson. Relatively simple, straightforward questions, such as 'What's the 

word for "red"?', were thus used to draw students constantly into the lesson, in an exercise-

like style of interaction which was both a teaching and a behaviour management strategy. 

Even the more advanced students were often unable to recall vocabulary items which had 

been frequently mentioned, and themselves relied on the constant repetitions, hints and 

translations offered by the teacher. Alan regarded this strategy, which he termed 'spoon 

feeding' as a way of helping students learn: 

113 



If you sort of spoon feed them on 'What is the word for "in"? ' and they 
basically get it, and 'What is the word for "my"?', and they'll eventually get 
it. So they haven't yet come to a stage where they can string a sentence very 
quickly together, but they're getting there... [8/50:30-33] 

This style of interaction was not only used during exercises, but during activities also. The 
effect of this was to minimise the potential of each activity as an opportunity for 
communicative use of language by the students themselves. Take Task 121, for example, 
undertaken in Week 10. Students were given magazine illustrations of people and were 
asked to call out when they recognised that the description read aloud by the teacher 
matched the particular illustration they were holding. In theory this activity provided an 
opportunity for students to actively draw on their language resources by listening for known 
words, using contextual clues to overcome knowledge gaps, evaluating the relevance of 
information obtained, and drawing conclusions—all skills used in real-life communication. 
However, as it eventuated, students simply gave English translations to words they knew, 
and assessed their illustrations on the basis of these translations: 

Alan: The next one. Orang mi orang laki-laki. Dia reading text 
memakai baju. 

Students: Shirt. giving translation 

Alan: Shirt. repeating response 
Dia tidak memakai, tidak memakai kaus kaki. reading text 
What's tidak? Tidak memakai kaus kaki? Come requesting translation on. ... What's tidak memakai? 

Student: Not. giving translation 

Alan: Not wearing, repeating response 
Thank you. acknowledging response 
Kaus kaki? Kaus kaki? requesting translation 

Student: Shirt giving translation 

Student: Socks. giving translation 

Alan: Socks. Not wearing socks. repeating response 
Ram but dia, his hair, is pendek. reading text, giving translation 
Umurnya dua puluh sembilan tahun. reading text 

How old is he? Dua puluh sembilan? hinting, requesting translation  

Mitha: 29. giving translation 

Alan: 29. repeating response 
Dia memakai celana fin. reading text 

Student: That's mine, drawing conclusion 

[10/24:16-32] 

There was no doubt that Alan intended this task to be much more communicative, but was 
thwarted by many students' limited knowledge of Indonesian, and particularly by the poor 
behaviour of some. The task took place during a difficult lesson in which a number of 
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students chatted constantly amongst themselves. Immediately prior to the above excerpt, 

Sharon, Tim and Mark were sternly reprimanded and moved to face the wall in different 

parts of the room. Being the final week of the quarter there was a general atmosphere of 

restlessness, and indeed it was to Alan's credit and his considerable strengths as a teacher 

that he was able to maintain classroom discipline such that the task could be undertaken at 

all. Nevertheless, in this example, communicative use of language by students was not 

facilitated because the interaction was controlled by the teacher. Similarly, although 

responses were elicited from students during other activities, on many occasions these did 

not in fact constitute communicative use of language. 

6.4 Changes to plans 

Table 11 compares the course as it eventuated with the course as it was originally planned, 

cross-referencing those tasks which were actually carried out, with the tasks listed on the 

two unit plans written at the beginning of the quarter (refer to Figure 8 and Figure 9). The 

table is only intended to give an indication of the extent to which Alan followed his plans, 

since some tasks were written in very general terms on the plans, and cross-referencing was 

therefore a matter of interpretation. As the course progressed it became clear that Alan was 

not following the plans particularly closely. This impression is confirmed by Table 11. Alan 

adopted the same flexible, impromptu approach in teaching as he did in planning, 

incorporating enjoyable tasks as they occurred to him. Task selection was influenced by the 
range of factors already noted in section 5.5 in relation to planning. Whether or not a task 

was listed on Alan's unit plan was not a particularly significant factor. Indeed, during the 

first half of the course Alan rarely looked at the plans unless pressed. 

Alan was particularly influenced by perceived student preferences, by language 'links', and 

by resource materials he uncovered during the quarter. For example, in Week 4 he 

introduced the topic of family members, drilling statements and questions about the number, 

names and ages of people in the family. It was only when we came to discuss the week's 

lessons that Alan realised that this topic had not been intended as a focus. He justified his 

decision, explaining that he had remembered a very successful 'Whodunnit' game (which 

required family-related language) which he was keen to do with the students. Similarly, he 

moved on to the topic of pets even though we had not included this topic when planning the 

course. He did so 'because it was a link' 14/1 1:31, explaining that in the previous lesson he 

had used a map which had included animal names as street names. This language linked 

well with a Suara Siswa resource he had come across relating to pets, which he then wanted 
to use. He therefore spent time preparing the students by practising questions and answers 
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relating to the type, number, name and colour of one's pet. The topics of food/drink and 
leisure were introduced for similar reasons. As Alan explained: 

It all started like this. I had brought in the jelly beans. I bought a pack of 
jelly beans and we did colours first of all . ..... And if they could tell me 
what it was, they got to eat it. If they can't I get to eat it (but I didn't - they 
miss out). So I ran around the class and got everyone . ..... And so that led on 
to 'I like jelly beans'. .... But see it led itself on to saying 'I like it'. So 
that's when we did that. So we ran into all those items of food and drink. 
And then we played, the last fifteen minutes we did 'Fruit Salad'. And 
that's when I was able to say 'Move if you suka makan [= like eating] such 
and such.' 'Move if you suka minum [= like drinking] such and such.' 

Alan pursued the topic of likes and dislikes in the following lesson, introducing language 
relating to leisure activities because he had a worksheet on this topic. [8/7:56]. 

The perceived mood of the class had a significant influence on the tasks he chose to 
implement. If he felt that students were becoming bored he changed topics, or added 
'exciting' tasks. For example, on several occasions he indicated that he wanted to take the 
class outside to play a sport. He also wanted to take the class on a shopping excursion, and 
later to a restaurant. Again these were not events he had originally planned to include, and 
both were unrelated to the module focuses, but were events which he knew would generate 
enthusiasm and build teacher-student rapport. Since the other class was visiting a restaurant 
Alan also did not want his students to feel they were missing out, or to compare him 
unfavourably with the other teacher [8/5]. Alan responded to positive comments from 
students about their Indonesian lessons by including more of the kinds of tasks he felt they 
enjoyed. Various games were added when requested by students [e.g. 8/18:13]. On the other 
hand when confronted by negative attitudes and poor behaviour he became annoyed and 
threatened students with boring, i.e. written, work. The need to keep students on side was 
clearly of greater consequence than the need to follow a set plan. 
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Table 11: Comparison of tasks undertaken with tasks planned 

Tasks undertaken Cross-reference to unit plans 
as shown in Figures 8 and 9 

(v = task undertaken, but with a variation) 

Week 1 
Lesson 1 1 repeating vocabulary and phrases (oral) - 

2 discussion in English about Indonesia (no language focus) 1:1 
Lesson 2 3 playing 'Ball' (answering questions, giving translations, oral) - 

4 translating words and sentences (oral) - 

Lesson 3 5 playing 'Ball' (answering questions, giving translations, oral) - 
6 stating telephone numbers and ages (oral) 1:2 
7 playing 'Fruit Salad' (listening for key words & moving seats) 1:4 
8 writing numbers out in full - 

Lesson 4 9 stating personal details (oral) - 

10 answering questions (oral) - 

Lesson 5 11 translating words and sentences (oral and written) - 

12 comnletine and creating sentences (oral and written 
Week 2 
Lesson] 13 playing 'Ball' (answering questions, giving translations, oral) - 

14 recalling vocabulary and phrases (oral) - 

Lesson 2 15 repeating words aloud rapidly 1:7 
16 translating words and sentences (oral) - 

17 completing and creating sentences (oral) - 

Lesson 3 18 translating words and sentences (oral) - 

19 completing and creating sentences (oral) - 

20 filling in a crossword - 

21 writing numbers out in full - 

Lesson 4 22 asking others set questions, recording responses on a handout 1:6 
23 reading sentences aloud - 

Lesson 5 24 playing 'Ball' (answering questions, giving translations, oral) - 
25 playing 'Fruit Salad' (listening for key words & moving seats) 1:4 
26 completing written sentences - 

27 writin2 numbers out in full - 

Week 3 
Lesson 1 (No lesson. Public holiday) 
Lesson 2 28 translating words and sentences (oral) - 

29 completing and creating sentences (written) - 

30 stating numbers (oral) - 

Lesson 3 31 playing 'Simon Says' (listening and responding to key words) 1:7 
32 labelling words on an illustration - 

Lesson 4 33 translating words and sentences (written) - 

34 completing and creating sentences (written) - 

35 writing numbers out - 

Lesson 5 36 completing a written 'wordfind' 1:7 
37 .playing 'Fruit Salad listening for key words & moving seats) 1:4 
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Table 11 (continued) 
------------------------------------------------------ e 
Lesson 1 38 completing written 'wordfinds' 1:7 
Lesson 2 39 playing 'Simon Says' (listening and responding to key words) 1:7 

Lesson 3 

Week 5 
Lesson 1 

40 asking each other where their character lives according to - I:8v 
details provided, and recording responses on maps 

41 answering questions about where various students live (oral) - 

42 recording details about oneself on a data profile sheet - 

43 decoding written statements using an alphabet code 11:8 
44 translating words and sentences (oral) - 

45 completing and creating sentences (oral) -- 

46 answering questions (oral and written) - 

47 playing 'Ball' (answering questions, giving translations, oral) - 
48 unjumbling a dialogue (written) - 

49 reading a dialogue aloud - 

50 asking others set questions, recording responses on a handout - 
51 translating words and sentences (oral) - 

52 answering questions (oral and written) - 

53 playing 'Fruit Salad' (listening for key words & moving seats) 1:4 

54 giving translations of written questions (oral) - 

55 repeating words and sentences aloud - 

56 roleplaying an immigration interview 1:9 
57 translating words and sentences (oral) - 

58 answering questions (oral) - 

59 filling in a crossword - 

60 playing 'Black Jack' (responding to instructions & questions) - 
(No lesson) 

61 stating and repeating vocabulary items on cards - 

62 playing 'Susun Kata' (arranging words on cards in sequence) - 
63 creating a crossword 11:10 

Lesson 4 

Lesson 5 

Lesson 2 
Lesson 3 
Lesson 4 

Lesson 5 
Week 6 
Lesson 1 64 identifying known words in an audiotaped passage I:10v 

65 translating words and phrases in an audiotaped passage (oral) - 
66 discussion in English about Indonesia (no language focus) - 

67 writing in words in a doze passage while listening to the text - 
Lesson 2 68 playing 'Black Jack' (responding to instructions & questions) II: lv 

69 creating a crossword - 

Lesson 3 70 writing numbers out in full - 

71 creating a map of Indonesia (no language focus) I:llv 
Lesson 4/5 72 

- 
11:17 
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Table 11 (continued) 

Week 7 
Lesson 1 73 translating sentences (oral) - 

Lesson 2 74 translating words (oral) - 

75 translating and answering questions (oral and written) - 

76 learning words (oral) - 

77 playing 'Celebrity Heads' (asking to deduce identity) II:3v 
Lesson 3 78 translating words and sentences (oral and written) - 

79 answering questions (oral and written) - 

80 playing 'Whispers' (listening to and repeating phrases in turn) 11:1,6 
81 playing 'Buzz' (counting aloud in turn) 11:1,6 
82 playing 'Simon Says' (listening and responding to key words) 11:1,6 

Lesson 4 83 repeating and revising words (oral) - 

84 playing 'Susun Kata' (arranging words on cards in sequence) - 
Lesson 5 85 translating words and sentences (oral) - 

86 answering questions (oral) - 

87 playing 'Celebrity Heads' (asking to deduce identity) ll:3v 
88 lavine 'Black Jack' (responding to instructions & questions) 1I:1v 

Week 8 
Lesson 1 89 repeating statements describing clothing being worn (oral) - 

90 playing 'Celebrity Heads' (asking to deduce identity) II:3v 
Lesson 2 91 stating and revising words (oral) - 

92 playing 'Fruit Salad' (listening for key words & moving seats) - 
Lesson 3 93 stating and revising words (oral) - 

94 answering questions (oral) - 

95 discussion about Indonesian lifestyles (no language focus) - 

96 asking others set questions, recording responses on a handout - 
Lesson 4 97 extracting key details from a written letter (written) - 

98 stating and revising words (oral) - 

99 reading and translating cartoons and dialogues (oral) - 

Lesson 5 100 identifying people illustrated from written/oral descriptions II:2v 
101 identifying known words to make sense of a pen pal page - 

102 contributing to a sample letter (suggestin/trans1atin4 words) - 
Week 9 
Lesson 1 103 stating and revising words (oral) - 

104 contributing to a sample letter (suggesting/translating words) - 

105 writing one's own letter (substituting into the model) - 

106 writing in details about oneself on a data profile sheet - 

107 translating words/phrases during a video commentary (oral) - 

Lesson 2 108 identifying each other in written and oral descriptions - 

109 translating words/phrases during a video commentary (oral) - 

110 answering and completing written questions/sentences (oral) - 

111 translating parts of a written letter (oral) - 

112 labelling words on diagrams 11:6 
Lesson 3 113 revising vocabulary and phrases (oral) - 

114 identifying people described in written paragraphs (oral) - 

115 creating 'Wanted' posters labelled with words and phrases 11:13 
Lesson 4 116 creating 'Wanted' posters labelled with words and phrases 11:13 
Lesson 5 117 filling in words in a written doze to match an illustration 11:11 
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Table 11 (continued) 

Week 10 
Lesson 1 (No lesson. Students sat Independent Written and Oral Tests) 
Lesson 2 119 correcting words and Structures in a written passage (written) - 

120 playing 'Bingo' (listening for specific numbers) - 

Lesson 3 121 identif'ing people in illustrations by listening to a description - 
122 playing 'Board Race' (circling the translations of given words) - 
123 playing 'Fruit Salad' (listening for key words & moving seats) - 

Lesson 4/5 124 excursion to restaurant (no language focus) - 

6.5 Successful and unsuccessful tasks 

There were many lessons throughout the course which left Alan on a 'high', pleased with 

what had taken place, impressed by particular students, and enthused about teaching. On the 

other hand, there were also many lessons which left him annoyed, frustrated and depressed. 

This section examines the characteristics of successful and unsuccessful tasks, from Alan's 

perspective and from the students' perspective. 

6.5.1 The teacher's perspective 

The lessons Alan regarded as successful were those in which he considered the students 

i) had fun, ii) understood the lesson content, and iii) participated as requested. His belief in 

the importance of fun stemmed from his own experience of language learning, which he had 

often found staid and uninspiring. As mentioned earlier, he believed the reason students at 

his previous school had chosen to continue the subject was that they had had so much fun 

[2/35:33]. He had found this heartening, and cited it as his justification for the emphasis he 

placed on exciting, often physical games. Outdoor sports, for example, often with limited 

language or cultural content, were incorporated into his courses on the following grounds: 

It's a good time for them to expend energy and be really hyped up, and then 
they always think 'Indonesian, yeah, hyped up, excitement!'[2/39:17-19]. 

When reviewing this course Alan made frequent mention of games such as 'Fruit Salad', 

'the balloon game', 'the counting race', 'Simon Says', 'Dog and the Bone' 'the word-order 

game' and 'Black Jack', which he felt had been very successful because they fostered lively, 

active participation. He also felt that the students enjoyed the element of competition in 

these games. Tasks requested by students were definitely regarded as successful and 

pursued. 'Fruit Salad' was often requested, explaining why Alan rated it as the most 

successful task undertaken during this course [10/34:64]. He was pleased that the 'balloon 

game' even appealed to his most troublesome student: 
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You know why we played the balloon game today? ... Cause Mark was 
being good, and he said 'Can we play the balloon game?' So I let him. 
[4/8:40-42] 

Alan tried to avoid tasks which he felt the students disliked, explaining that he would not do 
the 'calendar' task or the 'fashion parade' again, because students had been too embarrassed 
to state their birth dates and model clothing in front of their peers [8/2:4, 10/36:55]. Written 
tasks, he felt, were best avoided. In his own experience of language learning he had found 
the heavy emphasis on written work tedious, consequently favouring interactive, oral tasks 
in his own teaching [2/28:56, 2/33]. While a fair amount of written work was set during this 
course, many students filling at least 15 pages in their exercise books in addition to over 20 
worksheets, as has been mentioned earlier this was not work which stood out in Alan's mind 
as particularly successful. Being made to 'copy stuff was in fact a threatened form of 
punishment [9/17:16]. One exception to this aversion to writing was the task 'create a 
crossword', which Alan felt appealed to students because they could use a computer to type 
their clues. 

Success was not just judged according to perceptions of student enjoyment, but according to 
whether or not he himself had fun. Having been bored by the 'dead style' of one of his own 
teachers [2/34:56], he believed it was important for teachers to have fun too, for its own sake 
and because it rubbed off on the class. 

My idea is a language teacher— a language class has to be warm and nice 
and enjoyable and comfortable. That's why I hate getting angry in a class... 
You sort of got to act nice, be nice, and then they'll be nice to you. [2/36:18-
22] 

To have fun teachers need to 'be themselves' and not be 'fixed and regimented', or 'prim 
and proper' [2/39:8]. Alan was able to joke and chat with students, using humour to build 
rapport. He did this deliberately, aiming to know and use 'their language' in order to 'win 
them over by being sort of like one of the guys' [2/36:6]. He explained, for example, how he 
introduced the word pak [= Mr/Sir, pronounced 'puck']: 

I gotta be one step ahead, cause I know they're going to do it. [So I say] 
'It's not 'Pak you!', 'Pak off!' or anything like that. And straight away you 
got them all saying 'Wow, he said that!' But I didn't say it, did I' .....And 
straight away you get that image ... accepted ... 'Oh, he's cool!' [2/36:45-49] 

This kind of risque humour, which usually involved Alan playing along with comments 
from students, was often observed during the course. So, for example, he teased students 
that their leisure activities included membaca majalah porno [= reading pornographic 
magazines] and inandi telanjang [ nude bathing] [8/8:14,34], he pretended that he was going 
to refer to certain body parts in the game 'Simon Says' [3/51:6-10], he laughed along when 
students drew somewhat smutty pictures in a drawing game [3/47:59], he told students some 
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Indonesian swearing terms when they asked him [4/9:45], he often used the phrase 'move if 
you are wearing CD kotor [= dirty underpants] in the game 'Fruit Salad'. As he explained: 

It's something clean, but it's dirty... They go 'Ooh! Underpants!' So they 
are interested. [2/37:311 

Although mildly concerned that at times he let students get 'too friendly', Alan was pleased 
that he could relate to students in this way. He told of one boy who had commented to him 
'I wonder if you'll be this 'rad' when you get older' [2/36:27], and a mother who had said that 
her son was so full of praise for him that she had expected to be meeting superman [2/41:21]. 

This ability to interact with students was one of Alan's major strengths as a teacher. 
Although there were some students with whom he was always 'at war', the majority of 
students seemed to enjoy his style. His sense of fun helped lighten the tone of many a lesson 
and had a significant impact on the course as a whole. Successful lessons were those in 
which Alan was able to exploit his sense of fun and carry the class along with him. 

Another key ingredient to Alan was success itself. Successful tasks were those which the 
students were actually able to do. It was important that students were able to understand and 
achieve the task asked of them. In this he was again influenced by his own experience of 
learning Indonesian, having enjoyed those aspects in which he did well but not those aspects 
which had been too hard [2/33]. He tried, therefore, to avoid tasks which he thought the 
students would find difficult, particularly written ones, those which involved a lot of 
unfamiliar vocabulary, or tasks which involved students creating their own texts. For 
example, he modified a task which required students to write descriptions of people, 
providing the descriptions himself, and rejected a task which required students to design 
their own written questionnaires [10/36:26, 3/47:38]. Similarly, he rarely set research 
assignments or much in the way of written homework because he knew most students would 
not bother to do this kind of work successfully. When setting tasks he did not leave students 
to their own devices, tending instead to work through the task or text with the class as a 
large group. In this way he acted as an ever-present source of assistance and ensured that the 
task was completed to his satisfaction. 

Alan enjoyed lessons during which particular students demonstrated that they remembered 
language items which had been covered. He thought, for example, that listening to audio-
taped and video-taped passages was successful because different students were able to 
figure out some parts in these texts. Writing a letter together on the board was deemed 
successful because the students 'knew most of the sentences'. Similarly the 'jelly bean' task 
worked because the jelly beans provided an incentive even for lazy students to demonstrate 
just how much they could remember [8/6]. He liked the Week 9 doze task because one 

122 



student had got full marks [9/22:30]. Similarly, a worksheet on body parts was considered 
successful because the students could do it [9/13:3947]. These instances demonstrated to Alan 
that the students were developing language competence and were an affirmation of his 
teaching. 

For a lesson to be regarded as successful it was essential that a majority of students 
participated as desired. There were many times during the quarter when Alan described 
tasks he regarded as successful. In all cases these tasks involved an element of student 
compliance with his wishes. Since he regarded the class in general as fairly unmotivated he 
was always very impressed, and sometimes a little surprised, when the students carried out 
his instructions. The phrase 'they actually did it' was frequently used when enthusing about 
successful lessons. In Week 2 he explained why he felt a lesson had worked well: 

I had kids working, on task. I mean, my Indonesian class was so pleasing 
today because I was worried .....because I didn't think this class would be 
competent enough or mature enough to actually do the activity, go round 
asking people phone numbers, where you live etc., but they did. So I was 
very pleased. [2/43:32-37] 

Conversely, unsuccessful lessons usually involved instructions not being carried out as 
desired. The 'fashion parade' task didn't work because 'no-one wanted to get up' [10/35:24], a 
mapping task was considered a waste of time because half the students didn't bother to 
paste the pieces into their books and the other half pasted them all over the place [7/2:8]. 

Unsuccessful lessons were generally associated with student misbehaviour or apathy. 
Feeling dispirited by the attitude in his class during Week 4 he explained why he felt that 
the activities 'weren't working': 

Cause I've got a group of kids that do not want to be there. Who do not go 
home and do any study, who do not concentrate for more than ten seconds, 
who fidget ... Mark had these condoms and he was just trying to get them 
out and blow them up all lesson .... [4/10:11-14]. 

Alan therefore enjoyed the lessons when his most uncooperative students were absent [e.g. 

7/18:521. Having banned certain students from attending, he described the restaurant 
excursion as a 'nice, pleasant, relaxing day with nice students' [10/34:15]. The range of 
behaviours and abilities in the class was very difficult to cater for. A team game during 
Week 8 was frustrating because one of the teams consisted of a group of boys who typically 
misbehaved and who therefore did not have the language knowledge to be competitive. 
Even after shifting a diligent student into their group, the task was still unsuccessful because 
the boys continued to yell out and clown around [8/1:33]. A similar problem occurred when 
Mark and Shaun were chosen as 'celebrities' in the task 'Celebrity Heads'. Their lack of 
knowledge turned what Alan generally regarded as a successful task into an unsuccessful 
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one [8/2:45]. A listening task in Week 9 was also unsuccessful because of differences between 
students, some being able to identify the person referred to almost immediately, while others 
were either completely at a loss or uninterested [9/13:2]. 

6.5.2 The students' perspective 

Thirteen of the 19 students interviewed during the final week of the course (68 per cent) 
nominated games as their preferred activity, particularly 'Fruit Salad'. Other tasks which 
drew favourable comments were 'trying clothes on', 'writing on the board', and 'numbers'. 
One student said he liked everything, and only two ventured that they didn't like anything. 
When asked about tasks they disliked, two students mentioned 'tests', another two 
mentioned the game 'Bang', three mentioned 'work'—particularly written work—and one 
mentioned 'crosswords' because they were difficult in Indonesian. Ten students could not 
think of a task they disliked, although one student (Mark) said he disliked everything. 

6.6 The teaching phase: Discussion of findings 
This phase of the study highlighted the significant challenge facing language teachers, that 
of fostering language learning amongst learners with differing motivations, commitments 
and abilities, all the while trying to ensure that the language learning experience is a 
positive one. It also emphasised the considerable amount of time and effort it takes to learn 
a language, and just how slow progress can be at school. As with the planning phase, the 
impact of the teacher's personality, beliefs and experiences was very evident. Alan brought 
to this class his belief that language learning should be fun, that oral tasks should be 
prioritised, and that learners should be able to complete their work successfully with a 
minimum of difficulty, beliefs stemming from his own language learning experiences. He 
was strongly influenced by a desire to be liked, and to have students enjoy their lessons with 
him. Aspects of his personality—his spontaneity, enthusiasm and sense of humour, as well 
as his flexible approach to many aspects of teaching—appealed to many in the class. Indeed 
it was because of the rapport that he developed that he was able to enlist the cooperation of 
most of the students for most of the time, indicating just how significant a factor the 
teacher-student relationship can be. 

The course which eventuated differed considerably from the course planned at the 
beginning of the quarter. Tasks were omitted and others added in what seemed a fairly ad 
hoc manner, according to what Alan felt would appeal to the students, and his past 
experiences of teaching the subject. From a pedagogical point of view it may have been 
preferable for Alan to have followed the course plans more closely. This may have kept the 
objectives more clearly in focus, and helped ensure that language items were introduced in a 
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more systematic manner. It may also have resulted in more activities being undertaken. This 
observation aside, it was clear that flexibility was important. Alan needed to be able to make 

decisions as the course progressed, to respond to the mood of the class and to circumstances 
which arose, without being constrained by plans made earlier. To maintain his own 

enthusiasm as a teacher he also needed the freedom to carry out tasks which appealed to 

him, and to pursue ideas suggested by the students or by resources he came across. 

Much more course time was spent on exercises than was spent on activities. This was partly 

because of his use of games, many of which were exercises, to develop vocabulary and to 
ensure the students enjoyed their learning. Another significant reason was Alan's exercise-
like style of interaction, featuring frequent use of closed-form, known-answer questions, a 

style he adopted both to provide assistance and as a means of control. By requiring the 

students to guess the word or phrase he was thinking of, Alan defined and controlled what 

constituted valid knowledge (Stubbs 1976), and made certain that he held the balance of 
power. Student compliance was a significant criterion used by Alan when judging task 

success. Yet, as Breen & Candlin (1980) claimed, by controlling the discourse in the way 
that he tended to do, communicative opportunities were inhibited. Lessons were usually 
teacher-oriented and emphasised linguistic accuracy over communication, being therefore at 
the instructional rather than the natural end of Kramsch's (1985) continuum. 

To help ensure successful completion Alan avoided difficult tasks and constantly supplied 

the class with translations and answers. He managed most lessons on a whole-group basis, 
aiming to have the students all working at roughly the same part of a task at any one time, 
because it was easier to provide this kind of assistance to everyone at once. This form of 

whole-class 'spoon-feeding' may in fact have worked to the detriment of some students, by 

not forcing them to adequately analyse, organise and utilise language knowledge and skills 

for themselves. Such tight control does not promote the development of thinking skills, 

which as discussed in Chapter 2 is regarded as a major goal in education. From a learning 
point of view a successful task is not necessarily an easy or a complete one. Since students 
differ they need to be able to engage in the learning process at their own pace. By trying to 

keep a very diverse group together Alan no doubt limited the potential of some, and lost 
others who were unable to keep up. At times, therefore, both teacher and students need to go 
beyond their 'comfort zones', with students allowed to struggle to search out solutions for 
themselves, whether this be as individuals or in small learning groups. Although the 

resulting lesson may no longer seem as smoothly run, students who are in control will be 
more motivated learners, and conflict between teacher and students will be less likely. 
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To some extent Alan's teaching style can also be attributed to the nature of foreign language 
study as a curriculum area. Beginning language learners in most secondary school 
classroom contexts must rely heavily on teacher input, more so than is the case in many 
other curriculum areas. In other subject areas, input can be followed by more extended 
periods of time during which students consolidate and extend knowledge and skills gained, 
without having to reflect on every word. Since beginning language learners do need to 
'work' for almost every word, it is likely that much of the interaction between teacher and 
students will be exercise-like, since it will be introducing or consolidating very specific 
aspects of language usage. The challenge, however, even in introductory-level language 
courses, is to consolidate language in a way which will engage each student's attention and 
intellect, exploiting the inherent motivation of thinking and learning. Students at all levels 
need as many opportunities as possible to 'make the connections' for themselves and to 
apply their developing knowledge and skills in communicative language use. 

This is not to suggest that Alan's style of interaction caused poor progress or poor 
behaviour. There are many interrelated factors at work in any classroom and within each 
individual which influence motivation and learning. Furthermore, there were many aspects 
of Alan's teaching style which would surely have promoted learning—the positive rapport 
he developed with most students, the varied nature of the exercises used, the emphasis on 
student enjoyment, his ability to maintain discipline. However, it does emphasise the need 
for teachers to consider the ways in which they typically interact with students, and whether 
they can use strategies which foster a greater degree of cognitive involvement by students. 
Such strategies would facilitate collaborative learning, and might include, for example, 
pausing longer before providing answers, requiring students to seek information from each 
other, calling on particular students to lead revision segments, allowing time for students to 
analyse new language for themselves, encouraging students to explain their developing 
understandings to each other, and, in particular, setting more demanding tasks. 

Such strategies are by no means easy to implement in a secondary school context. The kinds 
of pressures Alan faced—the need to 'get through' the course, to deal with poor behaviour, 
to find time for effective planning and preparation, to cater for a range of abilities and 
motivations, to ensure students chose to continue with the subject in the future, to carry out 
a multitude of other teaching duties, and so on—were typical of those faced by many 
teachers, all of which impact on the teaching and learning process. It was clear, too, that 
along with all of this the need for teachers to be seen to be in control of their students---
Denscombe's hidden pedagogy—exerted a major influence on the course. 
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Chapter Seven 

Assessing and Evaluating Outcomes 



7.1 Chapter outline 

This chapter reports the manner in which the students were assessed, both by Alan and by 
me. Section 7.2 describes Alan's approach to assessment, firstly in general terms, and then 
in relation to this particular class. It presents the grades obtained by the students and the 
basis on which Alan assigned these grades. To help evaluate Alan's conclusions, two tests 
were designed and administered by me, independently of Alan. These tests are described in 
section 7.3. A comparison is made in section 7.4 between a rating of students based on these 
tests and the rating determined by Alan. Section 7.5 then looks at what the students 
perceived Alan thought of their progress, and their opinions of the course. The conclusions 
from this phase of the study are discussed in section 7.6. 

7.2 Assessment carried out by the teacher 

7.2.1 The teacher's approach to assessment 

On his original draft for Unit I Alan indicated that assessment would be continuous, and 
would be based on 'vocabulary testing' and 'oral participation'. He explained that he 
typically observed students on an informal basis throughout the course, taking a 'mental 
note' of any students who had problems responding to questions [2/27:14]. 

However, he later stated that his main form of assessment was actually an individual oral 
test conducted towards the end of each course, using the checklist referred to in section 
5.5.1 (see Appendix 4). Students would be called to the front and asked to say the items 
listed on the checklist, for example to count to a certain number, to ask where someone 
lived etc. When they had demonstrated that they had 'got them all' they were considered to 
have passed [2/42:16]. Results on this 'oral checklist test' were combined in an informal way 
with observations throughout the course. Although Alan stated that the oral checklist test 
might encourage some students to simply 'parrot of language items [2/13:4], he nevertheless 
regarded it as the most significant form of assessment he used. Other assessment procedures 
such as vocabulary tests and assignments were not nearly as definitive, since theoretically 
students might fail these regularly, but, through hard work at the end of the course, could 
still pass the oral checklist test. Written tests, generally consisting of translations of 
vocabulary or sentences, were also set in order to obtain information about student progress, 
but did not contribute in an obvious way to final grades [3/43]. 

Alan was reluctant to assess achievement on activities carried out during the course, as 
suggested in the Suara Siswa Curriculum, partly because he considered activities 
logistically difficult to manage for assessment purposes: 
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For a start, you can say an exercise gives you more tangible results than 
what an activity does.... You can't actually control every variable [in an 
activity] whereas an exercise where they are sitting down in one place you 
really control the environment. But with a non-tangible activity, they could 
be actually cheating. [3/52:5-15] 

He also felt that a student's ability to carry out an activity did not necessarily reflect his or 
her mastery of the language, certainly not as objectively as an individual oral test. In 
discussing this further, Alan agreed that some activities could perhaps be assessed, but only 
if they were written. Of the activities planned for this course, therefore, the 'Wanted' poster 
was the only one Alan felt had any potential as an assessment activity. He then conceded 
that oral activities such as 'Learners take turns to question a class member who has assumed 
the identity of a famous person' could theoretically also be assessed. However, because he 
considered that 90 per cent of his course emphasised oral work, he felt that it was more 
appropriate to measure achievement at the end of the course through the oral checklist test. 
Even though students might achieve the goals early in the course they could still 'slack offi 
and forget a lot by the end of the course. Assessing oral achievement during the course was 
therefore felt to be premature. Alan later stated that assessing activities throughout the 
course might overcome the problem of some students learning 'superficially' at the end of 
the course in order to pass the oral test. However, his general conclusion was that he would 
simply not be able to afford the time during the course to assess and record achievement 
during activities [3/56-57]. 

Alan did not usually plan an assessment scheme in advance: 
But when it comes to assessment who plans what you're going to do before 
you do it? I mean something might go wrong when you're doing all those 
activities... But it's harder to write up an assessment task that is creative. I 
mean, I can just say, 'oh we're going to do a vocab test', 'oh we're going to 
do this kind of test'... And I don't think I have any other ideas. Other than 
that until we've done it. And then it'll lend itself— one of the activities will 
grab at me.' [4/6:16] 

Alan's two main forms of assessment, then, were 'continuous observation' and 'oral 
participation' during class, as noted in his draft unit plan, and the 'oral checklist test'. When 
asked whether these strategies would enable him to measure adequately achievement of the 
objectives we had listed, his initial response was 'I haven't done any [assessment of these 
students] yet, so I can't tell' [4/6:2]. He explained that his observations, although not 
recorded, built an impression in his mind of each student's general progress. He felt that he 
would be able to draw conclusions on this basis in relation to all but one of the objectives—
'fill in a form giving personal details'—for which he then said he should set up a specific 
test [4/5-6]. 
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In addition to informal observation, in Week 3 a written test on the blackboard was set 
which required the students to translate sentences, answer questions, and give meanings of 
words. However, as some students had not done as well as expected, and as others had 

cheated, Alan decided not to use these results [3/321. On my suggestion, in Week 8 one of the 
activities already intended was conducted under test conditions as a way of helping Alan 
verify the conclusions he had reached through informal observation. This involved students 
extracting details from a letter written in Indonesian and recording them in English [8/11; 

8/24]. In Week 9 a written doze passage was completed as a minor test (although some 
students were able to obtain assistance from the teacher) [9/23]. While they may have 

influenced his thinking, Alan did not formally use the results from these minor tests. 

7.2.2 Assessment criteria 

Enthusiasm and willingness to participate as required clearly emerged as important criteria 
applied by Alan in rating learner progress. This was evident early in the quarter from 
comments such as: 

I reckon Ben's going to be an 'A'. Straight away, right from the word go. 
And I know Julia's going to be an 'A'. If they keep going. Because they are 
just very enthusiastic, they've got everything off pat already, they are 
asking questions.... Even Paula and Dean.... I think they're going to go close 
to it as well because... She's keen basically. Even Dean's keen too... [2/42:39-
46] 

Other criteria included completion of work set and success in written vocabulary tests [2/41-

42 8/7]. Oral skills were prioritised over written skills. In one case poor written test results 
were overlooked because Alan felt that the student had been able to translate similar 
questions orally in class [8/20:1-3], in another case because he felt the student 'was a tryer, 
even though she can't write' [8/49:48]. 

Alan identified 'ability to recall' and 'ability to correctly pronounce language' as the key 
criteria he normally applied during the oral checklist test [2/42:65]. Since this was a beginner-
level course there was no expectation that students would differ in terms of their language 
range. 

Towards the end of the course Alan nominated and ranked the criteria that he felt he applied 
when determining the students' final grades [8/21:1-3]: 

ability to do the required task 

participation 

behaviour 

attitude 

attendance. 

129 



It appeared however, that 'participation', 'behaviour' and 'attitude' were more important to 
Alan than 'ability to do the required task'. No specific assessment procedures were carried 
out to monitor the extent to which individual students were actually able to carry out 
specific activities. Even the oral checklist test referred to above was not conducted this 
particular quarter. This was because Alan felt that he had already obtained an accurate 
picture of achievement through informal observation. He arrived at this conclusion while 
discussing each student's likely grade during Week 8. After predicting the first few 
students' grades he commented: 

Later on I'll do that oral thing, which will give me proper-...., will say 'yes, 
I did the right thing for my assessment'... 

However, as he worked through the list he changed his mind: 
So these ones where I've actually got stroke 'C' and 'B', they're the ones 

that I'll actually oral test as a priority... 

By the end of the discussion he no longer felt the checklist test was necessary at all: 
...So that's my final grading. And I didn't need to do any formal testing. It's 
all based on informal observation. [8/18-19]. 

The reasons Alan gave to justify each student's likely grade, summarised in Table 12, 
demonstrate his emphasis on participation, attitude and behaviour as assessment criteria. 

7.2.3 Teacher-assigned grades 

At the beginning of Week 10 Alan graded the students. According to Alan these grades were 
primarily on the basis of achievement; however, he commented that participation was also 
important and he clearly took this into account [10/7]. Several small changes in this order 
were made when he finally came to write the students' end-of-course reports. Table 13 
shows the grades and comments students received on their end-of-course reports. 
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Table 12: Grades as predicted by the teacher 

Likely Student Alan's Comment 
Grade 

 

A Dean (or 'B'?) top students 
Lekat 
Ben well-mannered, works well 
Nerida quiet achiever, hidden talent 
Julia definitely an 'A' because always participates 
Mitha (or 'B')  

B Rowena works well, shy, knows her stuff 
Endang works well, knows her stuff 
Gaye dropped to a 'B' as away, and have had negative attitude 

problems 
Matt (or 'C'?) down from an 'A', participation has let him down because you 

have to push him to get him to join in, because he's with his 
idiot mates 

C Paula (or 'B'?) sometimes enthusiastic and works well, other times a pain in 
the butt and doesn't work at all 

Andrew (or 'D'?) missed so much participation through absence 
Yvette (or 'B'?)  

D Shaun knows a few words but doesn't know anything really 
Karen (or 'E-'?) cheated in test and poor attitude 
Roy 
Graeme doesn't try, doesn't care, gives up, won't say it in Indonesian, a 

nice enough kid but what can I do?, at least he behaves himself 
E Tim Ellen never there 

Sharon Ross never there 
Joel on task is intelligent, very clever, but can be a pain in the but, 
Mark (or 'D') down from 'D' because participated less than the other 'D' 

students 

[8/18] 

131 



Table 13: End-of-course reports 

Student Grade Comment 

Nerida A Nerida has demonstrated ability and enthusiasm in this subject. 
Nerida is an excellent student, always involved in class 
activities. A pleasure to teach. 

Lekat A Lekat is an excellent student, always involved in class activities. 
A pleasure to teach. 

Dean A Dean is an excellent student, always involved in class activities. 
A pleasure to teach. 

Endang A Endang is a pleasure to teach. Endang has worked well at all 
times and deserves the high grading received. 

Ben A Ben is a pleasure to teach. Ben is an excellent student, always 
involved in class activities. A pleasure to teach. 

Julia A Julia is an excellent student, always involved in class activities. 
A pleasure to teach. 

Mitha B Mitha has participated extremely well in all areas this term. 
Efforts have been consistent. A pleasure to teach. 

Gaye B Gaye has participated extremely well in all areas this term. 
Efforts have been consistent. A pleasure to teach. 

Mart B Pleasant cooperative student. Generally gives a good effort. 
Rowena B Rowena has demonstrated enthusiasm and ability in this subject. 
Paula B Paula works well in highly structured situations, but tends to 

flounder when initiative is required. 
Karen C Poor attitude to class work. Often inattentive and often wastes 

time. 
Yvette C Pleasant cooperative student. Generally gives a good effort. 
Andrew D Andrew has the ability to work much more effectively but is far 

too easily distracted during class time. 
Shaun D Shaun needs to concentrate more on set work rather than 

socialising. 
Sharon D Sharon's performance has been affected by poor attendance. 
Graeme D Graeme rarely listened and rarely tried. Achieved very little in 

this course. Graeme's obvious disinterest in the subject resulted 
in continual poor performance. 

Roy E Poor attitude to class work. Often inattentive and often wastes 
time. 

Tim E His lack of self discipline results in class time being wasted. 
Tim's obvious disinterest in the subject resulted in continual 
poor performance. 

Mark E Mark rarely listened and rarely tried. Achieved very little in this 
course. 

Ellen E Ellen's performance has been affected by poor attendance. 
s E Ross's performance has been affected by poor attendance. 

E N Joel's performance has been affected by poor attendance. 
[10/3-7] 

132 



7.3 The two independent tests 

During the final week of the course I conducted an oral and a written test intended to 

measure achievement of course objectives. These tests were designed by me, independently 

of Alan. This was done to compare the results Alan had reached through informal 

observation with the results obtained more formally. 

73.1 Test results 

Table 14 gives a breakdown of results on the Oral Test, and Table 15 on the Written Test, 

determined according to the procedures outlined in Chapter 4 (refer to section 4.5.2.1 and 

section 4.5.2.2). Most students were not able to use basic structures accurately and fluently, 

to form basic questions, or to draw on the range of language covered during the course. 

Responses during the Oral Test were usually hesitant and limited to individual words. Even 

the more advanced students could not always give simple, formulaic statements and 

questions related to the exchange of personal information fluently. Only nine students 

achieved 50 per cent or higher on the Oral Test and only four students achieved 50 per cent 

or higher on the Written Test. Sample papers from the Written Test are included as 

Appendix 5 and sample transcripts from the Oral Test as Appendix 6. 
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Table 14: Results of oral test 

Mitha Nerida Endang Julia Dean Lekat Rowena Ben Karen 
Respond to greeting-i 1 1 1 1 1 1 1 1 1 Reply to 'Apa kabar?' -1 1 1 1 1 1 1 1 1 1 Reply when asked name-I 1 1 1 1 1 1 1 1 1 Ask my name-2 2 2 2 2 2 2_ 2 2 2 Ask my age-2 2 2 2 0 0 1 1 0 0 Ask where I Iive-2 2 2 2 2 2 2 0 0 0 Ask where I'm from-2 2 2 0 2 0 1 0 0 0 Reply when asked address-2 2 2 2 2 2 2 2 2 2 
Reply when asked place of 
origin-2 

1 2 2 2 2 1 2 1 1 

Reply when asked age-2 2 2 2 1 2 1 I 2 2 Propose vocabulary related to 3 
personal appearance-3 

3 3 3 3 3 3 3 2 

Describe aspects of personal 4 3 
appearance-5 

4 4 3 3 3 3 2 

Score-25: 23 23 22 1 21 19 19 17 16 14 

Gaye Andrew Shaun Paula Graeme Yvette Sharon Ross Roy 
Respond to greeting-I 0 1 0 I 0 1 0 0 0 
Reply to 'Apa kabar?' -1 I 1 0 1 1 0 1 0 0 0 Reply when asked name-I 1 1 1 1 I 0 1 0 0 Ask my name-2 2 2 2 2 2 0 2 0 0 
Ask my age-2 0 0 0 0 0 0 0 0 0 Ask where I live-2 0 0 2 0 0 1 0 0 2 
Ask where I'm from-2 0 0 0 0 0 0 0 0 0 
Reply when asked address-2 1 2 0 2 1 1 1 0 0 
Reply when asked place of 0 1 
origin-2 

1 0 2 1 1 1 0 

Reply when asked age-2 1 2 0 1 1 1 0 0 0 
Propose vocabulary related to 3 
personal appearance-3 

0 2 0 0 0 0 1 0 

State aspects of personal 2 
appearance-5 

0 2 I 0 0 0 0 0 

Score-25: 11 10 10 9 7 6 5 2 1 2 

(*Please  refer to Table 6) 
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Table 15: Results of written test 

Student Score Comments 
/90  

Dean 64.5 Coverage: Most information covered 
Vocabulary: Good 
Spelling: Quite good - occasional minor errors 
Noun-Adjective Structure: All correctly sequenced 
Possessives (family relationships): Correctly sequenced 
Possessives (physical features): Not correctly sequenced 
Sentences: All written in sentences 

Lekat 60.5 Coverage: Almost all information covered 
Vocabulary: Quite good 
Spelling: Good 
Noun-Adjective Structure: Mostly incorrectly sequenced 
Possessives (family relationships): Correctly sequenced 
Possessives (physical features): Not correctly sequenced 
Sentences: Almost all written in sentences 

Mitha 49.5 Coverage: Just over half of the information covered 
Vocabulary: Good 
Spelling: Good 
Noun-Adjective Structure: All correctly sequenced 
Possessives (family relationships): Not covered 
Possessives (physical features): Not correctly used 
Sentences: Almost all written in sentences 

Ben 45.5 Coverage: Quite a good range of information covered 
Vocabulary: Quite good 
Spelling: Weak 
Noun-Adjective Structure: Mostly correctly sequenced 
Possessives (family relationships): Not covered 
Possessives (physical features): Not correctly used 
Sentences: Mostly written as phrases, some sentences 

Endang 41 Coverage: Most information covered 
Vocabulary: Weak 
Spelling: Very weak 
Noun-Adjective Structure: Half correctly sequenced, 
other half not correctly sequenced 
Possessives (family relationships): Correctly sequenced 
Possessives (physical features): Not correctly sequenced 
Sentences: All written in sentences 

Rowena 40 Coverage: Most information covered 
Vocabulary: Fair 
Spelling: Weak 
Noun-Adjective Structure: Half correctly sequenced, 
other half not correctly sequenced 
Possessives (family relationships): Not covered 
Possessives (physical features): Not used correctly 

. -----  -- Sentences: Half sentences, half   spases 
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Table 15 (continued) 

Julia 33 Coverage: Half of the information covered 
Vocabulary: Fair, but range not covered 
Spelling: Very weak 
Noun-Adjective Structure: Half correctly sequenced, 
other half not correctly sequenced 
Possessives (family relationships): Not covered 
Possessives (physical features): Not correctly sequenced 
Sentences: Mostly sentences, some as phrases 

Karen 27.5 Coverage: Just over half of the information covered 
Vocabulary: Fair 
Spelling: Fair 
Noun-Adjective Structure: Mostly incorrectly sequenced 
Possessives (family relationships): Not covered 
Possessives (physical features): Not correctly used 
Sentences: Half sentences, half as phrases 

Gaye 19 Coverage: Half of the information covered 
Vocabulary: Weak 
Spelling: Very weak 
Noun-Adjective Structure: half correctly sequenced, 
others not correctly sequenced 
Possessives (family relationships): Not covered 
Possessives (physical features): Not correctly used 
Sentences: Written as phrases, and individual words 

Andrew 19 Coverage: Only one third of the information covered 
Vocabulary: Weak 
Spelling: Weak 
Noun-Adjective Structure: Correctly sequenced, but few 
examples covered 
Possessives (family relationships): Not covered 
Possessives (physical features): Not correctly used 
Sentences: Written as individual words, some phrases 

Shaun 18 Coverage: Less than half of the information covered 
Vocabulary: Weak 
Spelling: Weak 
Noun-Adjective Structure: Mostly incorrectly sequenced 
Possessives (family relationships): Not covered 
Possessives (physical features): Not correctly used 
Sentences: Written as individual words, some phrases 

Yvette 15 Coverage: Less than half of the information covered 
Vocabulary: Very weak 
Spelling: Fair, but little covered 
Noun-Adjective Structure: Mostly incorrectly sequenced 
Possessives (family relationships): Not covered 
Possessives (physical features): Not correctly used 

- - - - - 
c Written as individual words,some phrases 

- - - 
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Table 15 (continued) 

Paula - 

Vocabulary: Little covered 
Spelling: Fair, but little covered 
Noun-Adjective Structure: Mostly incorrectly sequenced 
Possessives (family relationships): Not covered 
Possessives (physical features): Not correctly used 
Sentences: In English, some Indonesian words and 
phrases 

7.3.2 Analysis of the test results 

Table 16 lists the percentage scores for each test, and the combined results as t-scores. The 

data is represented diagrammatically in Figure 14. Results for Mart, Tim, Ellen and Joel are 

not shown as these students were absent for most of the final week. A number of other 
students did not submit their written tests for marking. Unfortunately, I did not realise this 

until many weeks later, since at the time I was out of the room conducting oral tests. Four of 
those who did not submit—Graeme, Sharon, Ross and Roy—often seemed inattentive and 

unmotivated during lessons and appeared to have minimal understanding of course content. 

It was likely that they either found the test too difficult and simply gave up, or were not 

prepared to make the effort. Likewise, Mark refused to participate in either test, and was 

sent out of the room for poor behaviour during the written test. It was decided to include the 
results of these students as zero, since the fact that they didn't do the test was at least partly 

due to their limited mastery of Indonesian. It was surprising that a sixth student, Nerida, also 
did not hand her written test in, because she appeared to be a competent and diligent student 

with a good grasp of Indonesian. (For example, she had scored well on the assessment task 

Alan conducted during Week 8, contrasting with the low scores obtained by Sharon, 

Graeme and Roy.) Nerida may not have been feeling up to the task on this particular day, or 
she may have assumed that her test had been collected. For the sake of consistency with 
others who did not submit, she also received a score of zero, however, it is likely that the 
resultant ranking does not adequately reflect her level of achievement. As discussed in 

section 4.8, more extensive testing over several weeks would have minimised the impact of 

these kinds of problems, and obtained a more reliable measure of achievement. 
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Table 16: Results of both tests 

Oral Test Results 
(%) 

Written Test Results 
(%) 

Combined Results 
(T-score) 

Dean 76 71.6 64.70 
Lekat 76 67.2 63.70 
Mitha 92 55.0 63.55 
Endang 1 88 45.5 60.75 
Julia 84 36.6 58.05 
Ben 64 50.5 57.95 
Rowena 68 44.4 57.20 
Karen 56 30.5 52.05 
Nerida 92 0 51.05 
Gaye 44 21.1 48.05 
Andrew 40 21.1 47.40 
Shaun 40 19.7 47.05 
Paula 36 12.2 44.65 
Yvette 24 16.6 43.70 
Graeme 28 0 40.55 
Sharon 20 0 39.25 
Ross 8 0 37.25 
Roy 8 0 37.25 
Mark 0 0 35.95 

Figure 14: Results of both tests 
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7,4 Differences between the teacher's grades and results of 
the independent tests 

There were clear similarities between the final gradings determined by Alan and the 

students' results on the two independent tests. However, if grades had been solely 

determined by these tests, they would have been lower for quite a number of students. 

Assuming a particular score-to-grade scenario for the independent tests Figure 15 and 

Figure 16 compare the grades students received from Alan with their oral and written test 

results respectively. In order to gain another perspective on the data Figure 17 compares 

Alan's grades with their combined test results. 

Based solely on the Oral Test, six students would have received lower grades than they did 

(although one student would have actually received a higher grade). For two of these 

students this would have meant a difference of two grades lower and for one of these 

students this would have meant a difference of three grades lower. 

Based solely on the Written Test, twelve students would have received lower grades than 

they did. For four of these students this would have meant a difference of two grades lower, 

for three of these students a difference of three grades lower, and for one student a 

difference of four grades lower (i.e. from an 'A' to an 

When test results are combined grades would have been lower for eleven students, including 

five students two grades lower. 
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Figure 15: Comparison of grades and oral test results 
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Figure 16: Comparison of grades and written test results 
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Figure 17: Comparison of grades and combined test results 
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Two points need to be kept in mind when interpreting these diagrammatic comparisons of 

grades and test scores. Firstly, the score-to-grade key was arbitrarily assigned. A score of 

5 0-59 need not have been equated with a 'C' grade, a score of 60-69 need not have been 

equated with a 'B' grade, and so on. If a different score-to-grade key had been assigned, the 

numbers of students with grades lower or higher may of course have differed to that shown 

in these scenarios. Secondly, the purpose of drawing these comparisons was not to suggest 

that school reports should be based on isolated test results. These scenarios are shown, 

rather, as a way of allowing comparisons between Alan's results and results on the 

independent tests, in order to highlight the fact that significantly different grades may have 

been obtained had achievement of communication objectives been prioritised over 

participation, attitude and behaviour. 

Mitha's test results, for example, indicated a mastery of language better or equivalent to that 

attained by Ben, Julia and Endang. He received a lower grade from Alan due to apparent 

lack of involvement in the lesson, and Alan's perception that his attitude was not 

particularly positive. Ben and Julia received an 'A' because of their keen and active 

involvement in lessons. When informed that Mitha had spoken very positively to me about 

learning Indonesian. Alan wondered whether he should have given Mitha a higher grade for 

the unit: 

I think I gave him a bad go actually. I should have given him an 'A'. ... He 
would have got an 'A' except he sits at the back and does not participate. 
That's what stopped him. Because the difference between Ben and him- his 
Indonesian is a little bit better than Ben's, but Ben always has a go. Mitha 
sits back. .... I told them at the beginning that participation and oral work 
were the main things. [10/40:6-191 

Ben was a noticeable, outgoing student, who tended to call out responses during lessons, a 

fact which seemed to contribute to his 'A' grade. Mitha, in fact, did substantially better than 

Ben on the Oral Test. While Julia's Oral Test results were actually quite good, Alan's 

glowing remarks about her indicated that her lively and enthusiastic manner in class had 

also helped earn her 'A' grade. Endang also demonstrated a good grasp of the language in 

oral form. Her 'A' grade may have been awarded in recognition of this, although her 

cooperative manner no doubt helped. Both Endang and Julia scored poorly on the Written 

Test. 

Rowena was a quiet student whom Alan had earlier described as 'shy, [but] knows her stuff 

[8/I8:65-671. Video-taped footage showed that she raised her hand to answer questions quite 

often. Alan was impressed by her achievement and attitude, particularly since she had been 

identified as a 'special needs' student, and was pleased to award her a 'B' grade for the unit. 
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The importance of attitude and behaviour as assessment criteria can also be seen when 
comparing the results for Yvette and Graeme. Ifjudged by their test results both students 
had made poor progress and were at an equivalent level, appearing in the same category in 
each of these diagrammatic representations. Yet Yvette received a 'C' grade, and Graeme a 
'D'. On their reports Alan described Yvette as a 'pleasant cooperative student', but Graeme 
as one who displayed an 'obvious disinterest in the subject'. 

Gaye's knowledge of Indonesian was particularly good in Alan's opinion. As indicated by 
his comments on her report, he was very impressed by her level of participation and effort. 
He had considered giving her an 'A' but commented that she would be dropped to a 'B' as 
she had been absent fairly frequently (and therefore had not participated in as many lessons 
as others), and she had displayed some 'negative attitude problems' [8/19:2]. Alan was less 
sure of the grade to give Paula, since she was 'sometimes enthusiastic and works well, other 
times a pain in the butt and doesn't work at all' [8/19:17-18]. He debated between a 'C' and a 
'B', and in the end settled on a 'B'. Ifjudged by their performance on the tests, neither Gaye 
nor Paula achieved a satisfactory level of Indonesian proficiency, both being in the 'DIE' 
range. 

7.5 Student perspectives 

As a follow-up to the written questionnaire given to students during Week I, a brief, 
informal 'interview' was held with individual students during Week 10. Most of these 
interviews took place during an excursion to an Indonesian restaurant. Twenty students 
were interviewed, the remaining three being away that week. The following questions were 
asked during each interview: 

Have you enjoyed learning Indonesian? 

What's your opinion of the last ten weeks? 

What activities did you like? 

What activities did you dislike? 

How hard do you think you've worked? 

What mark do you think you'll get? 

Are you thinking of doing Indonesian again? 

7.5.1 Perceptions of achievement 

Figure 18 compares how well students thought they would do during the course (as noted in 
the Week I written questionnaire), with the grades students predicted they would receive (as 
noted in the Week 10 interview), and with the grades they actually received. (Where 
students were absent or chose not to give a response, a zero entry is shown.) [10/3-5, 3 1-331. 
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Figure 18: Comparison of student predictions with grades received 
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Most of the predictions made by students during Week 1 were reasonably close to the 

grades they did actually receive; four students' predictions exactly reflected the grades they 

received, nine students' predictions differed by one grade, six students' predictions differed 

by two grades. The predictions of only one student, Matt, differed by three grades. Matt had 

studied Indonesian for a month at primary school and felt that he hadn't done very well. In 

his questionnaire he indicated that he was neither enthusiastic nor unenthusiastic about the 

prospect of studying Indonesian, although he did feel it would be difficult and that he would 

not really enjoy it. (Alan gave Matt a 'B', noting that he was a 'pleasant, cooperative 

student' who 'generally gives a good effort'. Unfortunately, Matt was one of the students 

who were absent during Week 10 when the independent tests were conducted.) Students 

were more likely to underestimate their likely grade than to overestimate it. Ten students 

underestimated their grades, compared with six who overestimated. This was particularly 

the case, of course, where grades were at the higher end. Of the 11 students who received an 

or 'B', nine had predicted a lower grade, possibly to avoid appearing conceited. On the 

other hand, of the ten students who received a 'D' or 'E', five had predicted a higher grade, 

(predictions were not obtained from three other 'DIE' students). 

Predictions made by students during Week 10 were closer still to the actual grades received. 

Twelve students exactly predicted the grade they ended up receiving, seven 

underestimated-but only by one grade, and one student over-estimated-again only by one 

grade. 
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7.5.2 Perceptions of the course 

Student opinions of the course elicited during the individual interviews were 
overwhelmingly positive as shown in Figure 19, Figure 20, and Figure 21. Most negative 
comments came from several boys who had been frequently reprimanded for poor behaviour 
and lack of effort. 

Figure 19: Degree of enjoyment (Q.  1) 
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Figure 20: Opinion of the course (Q. 2) 

negative no opinion 
16% lID!- 

fairly positive 
26% 



Figure 21: Intend to select Indonesian again (Q.  7) 
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Figure 22 compares attitudes in Week I with attitudes in Week 10, drawing on Question 13 
('How keen are you about studying Indonesian?') and Question 16 ('Do you think you'll 
enjoy this subject this Term?') of the Week 1 Questionnaire; and Question 1 ('Have you 
enjoyed learning Indonesian?') and Question 2 ('What's your opinion of the last ten 
weeks?') of the Week 10 Interview. Student responses to these questions were assigned a 
numerical value according to the following scale: 

5 positive 

4 fairly positive 

3 neutral/no opinion 

2 fairly negative 

1 negative. 

An average was then obtained for each student for Week I, and for Week 10. Only 18 
students are represented, as data for the remaining students was incomplete. The results 
indicate that across the class positive attitudes were developed throughout the course. For 
most students, attitudes were more positive in Week 10 than they were at the outset. Figure 
22 should be regarded as indicative only, since numerical values would differ somewhat 
depending on the particular questions selected, and the interpretations of some responses. 
However, the trend illustrated in Figure 22 is also supported by a more holistic reading of 
the questionnaires and interview transcripts in general. 
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Figure 22: The development of student attitudes 
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7.6 The assessment phase: Discussion of findings 

It is not possible to draw firm conclusions about the extent to which each student achieved 

the course objectives set during the planning phase of this Study. Alan's reluctance to 

identif' key activities which would allow students to demonstrate achievement of the 
objectives as the course progressed, and to monitor perforniance against explicit criteria 

during such activities, meant that the conclusions he reached could not be regarded as 
reliable judgments of student achievement. All the more so because of his evident confusion 
about the assessment criteria he applied, on the one hand nominating 'ability to do the 
required task' as all-important, on the other stating that 'participation and oral work were 

the main things'. When asked what 'the required task' meant, he replied 'being able to— do 

everything we've done basically' [8/19:63]. Since he had no systematic means of measuring 

this, it is apparent that he did not in fact prioritise 'ability to do the required task' for a 
number of students. Rather, as has been shown, he was strongly influenced by the students' 

participation, attitude and behaviour. 

Furthermore, the course objectives as listed were drawn from Suara Siswa and were written 

from a communicative perspective, implying purposeful, integrated use of Indonesian by 

students to communicate meaning. Yet, since Alan's classroom interaction typically 
involved a focus on vocabulary, it was inevitable that assessment through informal 
observation would also pick up on knowledge of vocabulary items, rather than the 

communicative use of language. While the oral checklist test he had intended to use did 
refer to more general functions and themes, it is unlikely that there would have been 



sufficient time during this checklist test—even if it had been used—for each student to 

demonstrate his or her ability to communicate, in a way which went beyond mere 

knowledge of vocabulary and structures. In any case, Alan did not consider it inconsistent to 

base conclusions about a student's ability to use language holistically, on tasks which 

focused on specific items of vocabulary. This was evident, for example, in a discussion 

about the use of crosswords for assessment purposes: 

Me: Crosswords don't pick up on their ability to use indonesian for 
these objectives, though? 

Alan: It tells you how they're going at vocabulary, doesn't it, which is 
part of language? 

Me: If they know these words, would they be able to, say, 'exchange 
personal information'? 

Alan: They should be able to.j4/6:55-651 

In another instance Alan explained how he used the 'balloon game' to observe the way in 

which different students were able to give translations or answer questions, a valid form of 

vocabulary assessment, but not one which measured communicative use of language [4/11:43-

47]. 

Neither can the results on the two independent tests be interpreted as wholly reliable 

measures of achievement, although they were undertaken with a clearer focus on the 

Indonesian language abilities of the students. Brief, isolated tests can not elicit the extent of 

a student's language achievement, and certainly these tests were problematic in a number of 

respects. Although they offered some scope for students to integrate language knowledge 

and skills, the potential for students to engage in purposeful communication during the tests 

was quite limited. Marks were influenced by knowledge of very specific vocabulary items, 

neither test allowed much scope to seek out language abilities in various ways, some aspects 

of the tasks were unfamiliar to students, and, of course, results were distorted because not 

all of the students were available or willing to complete them. Valid and reliable assessment 

schemes allow students many and diverse opportunities to show what they know and can do. 

As discussed in Chapter 2, a teacher's accumulated experiences in the classroom do provide 

a sound basis on which to draw accurate conclusions about student achievement. As their 

regular teacher, Alan was well placed to observe the students' developing language 

proficiencies, in a way which may not have been revealed by these two tests. The realities of 

school teaching mean, however, that teachers are very much concerned with participation, 

attitude and behaviour. Effort and involvement are rewarded, to promote further effort and 

involvement, and therefore learning. Active participation by students provides a positive 

model and language reinforcement for others. The fact that the students' Week 10 grade 
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predictions closely resembled the actual grades received may have indicated that, 
consciously or unconsciously, they were aware of what Alan regarded as important. It is 
essential, though, that teachers themselves understand what it is they are assessing, and 
why, since clearly participation, attitude and behaviour are not the same as language 
proficiency. Given the difficulty discussed earlier of observing actual language use 
objectively and thoroughly in busy classes, specific strategies are needed to help teachers 
observe, record and analyse language learning outcomes in manageable yet systematic ways. 

Students did seem to make only very limited progress during the ten-week course. The wide 
range of factors operating in this teaching context, discussed in previous chapters, impacted 
on the achievement of the class, no doubt in ways which both inhibited and enhanced 
learning. Such factors included the place of languages in the school curriculum, the 
commitments, personalities and backgrounds of individual students, the time which needed 
to be spent on classroom management and administration, Alan's personality, beliefs and 
teaching style, as well as the content of the course. No conclusions can be drawn about the 
relationship between any one factor and the general level of achievement. What is clear is 
that a language learning course undertaken in this way and in this kind of school and 
classroom context requires a much longer time frame before significant gains in the 
communicative proficiency of students are likely to be achieved. 

A large majority of students clearly enjoyed both Alan and the course. Alan's perceptions of 
what appealed to students reflected the students' own comments, both on the intial 
questionnaire and during the final interview. Alan tried to make the course fun by 
prioritising games and oral tasks, and by taking the time to interact on a personal level with 
students - with considerable success. Given the constraints he faced within the class and 
the school, this was a major achievement, the importance of which should not be 
underestimated. Students who regard the subject favourably are more likely to cooperate 
during lessons, and, in contexts such as Raywood, are more likely to select the subject in the 
future. They will thus enhance the teacher's reputation and the image of the subject amongst 
students and staff, all making for a more friendly, less-stressful working environment. Most 
importantly, a positive learning environment contributes to the achievement of positive 
language learning outcomes. Students who find their language lessons enjoyable and 
interesting will be more likely to engage in the learning process, and will be more open to 
the prospect of future language learning. 

150 



Chapter Eight 

Conclusions 



8.1 Chapter outline 

This case study was originally undertaken as a means of evaluating the usefulness and 
effectiveness of the Suara Siswa National Curriculum Guidelines for Indonesian. Having 
been involved in writing the Curriculum, I was naturally keen to see how it worked in 
practice. Would teachers find it useful? Would courses based on the Curriculum run by 
different teachers be comparable in content and level? Would students taught through an 
activities-based approach as outlined in the Curriculum make good language learning 
progress? And would they enjoy their learning? While a comprehensive evaluation of the 
Curriculum involving many more teachers over a longer period was clearly warranted, it 
was reasoned that even a small scale study such as this one could serve an evaluative 
purpose. By monitoring only one teacher's application of the Curriculum, even for a brief 
period of time, the appropriateness of an activities-based approach to language teaching 
could be explored. In the process, aspects of teaching likely to facilitate language learning 
and promote positive attitudes towards language study could be highlighted. 

The three questions as posed at the outset, then, were: 

• To what extent did the Suara Siswa materials assist the teacher plan, implement and 
assess the course? 

• To what extent were the language learning objectives of the course achieved? 
• To what extent was the course as implemented favourably regarded by the students? 

From an ethnographic perspective these questions did provide both a framework for 
exploring Alan's teaching and a useful way into the case study. However, in hindsight they 
were quite simplistic, as discussed below. Because the course as it eventuated was 
dominated by exercises it is not possible to draw conclusions about the impact of an 
activities-based approach. Nevertheless, a number of conclusions can be drawn about what 
it means to prioritise communicative use of language by students through an activities-based 
approach. 

This concluding chapter draws together the key findings of the study in relation to the above 
three key questions, and makes a number of recommendations for future research. 

8.2 The Curriculum's usefulness 
To what extent did the Suara Siswa materials assist the teacher? From Alan's point of view 
the materials were clearly helpful as a teaching resource. During his initial planning he 
incorporated a number of the suggested teaching and learning tasks and listed items from 
the modules on his unit plan. In teaching the unit he used various worksheets and pages 

151 



from the Student Book. However, from a writer's perspective it was significant that Alan 
did not gain an explicit understanding, for example, of the link between tasks and 
objectives, both at the module and the stage level, giving the Statement of Essential 
Learning and the Checklists of Syllabus Content a passing glance only. In the ALL model 
the selection and sequencing of activities is driven by the objectives of each module and 
each Stage, key concepts which did not impact on Alan's use of the materials. His 
understanding of the difference between activities and exercises was also shaky, and he did 
not appreciate the purpose of this distinction in any case. 

The original aim, as reflected in this first key question, was to evaluate the Curriculum 
according to its usefulness to the teacher. The Curriculum offers an approach to program 
planning, based on a common set of essential learnings for each stage and a framework for 
incorporating and sequencing a range of tasks, such that students both practise and use 
language within an integrated teaching and learning program. Initially at least, Alan did not 
access this level of assistance. Any conclusions reached about the way in which Alan drew 
on the Curriculum and the extent to which he found it useful must take into account his 
particular personality and context, bearing in mind that he lacked the opportunity and 
inclination to read it in full. It must also be qualified by my own subsequent involvement. 
Since the study aimed to monitor an activities-based approach to planning, teaching, and 
assessment, I collaborated with Alan to ensure that the course (as planned) was indeed 
based on Suara Siswa. I suggested and helped sequence learning tasks, explained key 
aspects of the Curriculum, and focused attention on planning details which would not 
otherwise have been considered. This level of intervention was undertaken as gaps in Alan's 
understanding of the Curriculum became evident, and was appropriate given that the study 
was intended to support Alan's development as a teacher. 

This very process of working with Alan highlighted questions which were in fact much 
more pertinent about the provision of curriculum-related assistance to teachers. What do 
teachers do with curriculum documents? What factors govern what teachers do and don't 
pick up on? What is the process by which we learn and develop as teachers? How can 
teachers best be assisted to acquire knowledge, skills and understandings, and take on board 
new ways of doing things? The study thus came to focus on the realities of curriculum 
implementation, in schools, and the realities of teacher professional development. 

8.2.1 The realities of curriculum implementation 
Observing teaching practice for the purposes of curriculum evaluation is by no means 
straightforward. There can not be a simple one-to-one correspondence between teaching 
plans developed in accordance with curriculum guidelines and what actually happens in the 
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classroom. As this study demonstrated, at every step along the way teachers mediate what is 

planned, drawing on their particular experiences, beliefs, preferences and priorities. A range 

of contextual factors also come into play. In reality curriculum implementation is governed 

by the kinds of factors observed in all phases of this study, and noted in the literature 

review, including the characteristics of the particular student group; the school set-up, both 

the adminstrative structures in place and the staff support networks; the need to be respected 

by one's colleagues; the hectic nature of the teaching day with minimal time for thinking 

and planning; the need for flexibility because of the unpredictable nature of teaching; and of 

course the need for classroom control, the dominant concern being to ensure the cooperation 

of students such that they remain occupied and on task. In the midst of all these competing 

demands the set curriculum and the teaching plan often do take a back seat. 

In this case study Alan was strongly influenced by the need to maintain order in the class, to 

ensure that students enjoyed learning Indonesian, and that he was liked and respected as a 

teacher. For these reasons he prioritised games and other tasks likely to appeal and spent 

time developing rapport with students. His frequent use of known-answer questions, 

particularly requests for translations, served these purposes too. Questions were directed to 

errant students to pull them into line, and the constant provision of translations was an 

attempt to support weaker students so that they could also participate successfully. Alan's 

ideosyncracies as an individual also represented a major influence on the course—his natural 

enthusiasm and sense of humour, his desire for others to have fun also, and his preference 

for a spontaneous approach in his teaching. Significant too, was the particular mix of 

students in this class, with their very varied abilities and motivations towards Indonesian 

study, combined with the pressures Alan felt because the school's timetabling structure 

could potentially squeeze his subject out of existence if sufficient student interest could not 

be generated. All of these factors meant that in many respects the course did not proceed as 

planned. 

8.2.2 The realities of teacher professional development 

These realities of teaching which Alan faced are the same realities which influence 

curriculum adoption and implementation in general. While the specifics of each teacher and 

teaching context will differ, the basic agenda will be the same—a desire to motivate learning, 

while conforming to the social codes operating within the school and working within 

existing constraints, hopefully all the while trying to improve one's performance as a 

teacher and thereby to enhance learning outcomes for students. The process of working with 

Alan within the realities of his teaching context confirmed important principles identified in 
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the literature review about the way in which teachers learn, and the kind of support teachers 
need to access new curricula. 

It was significant that Alan's exploration of the Curriculum took place within a context of 
collegial support. The collaborative model of planning and reflection built into this study 
proved to be an effective approach to professional development, for both teacher and 
researcher. Our discussions on the information contained in the Teachers' Handbook 
stimulated reflection on teaching practice and debate about teaching methodology and 
program design. I was offered an insight into the Suara Siswa Curriculum through another 
teacher's eyes. By observing Alan's teaching I was also able to note the appeal of particular 
kinds of tasks for students, and the effects of Alan's style of classroom interaction. In turn, 
Alan was able to obtain more specific explanations about aspects of the Curriculum, advice 
about teaching strategies, and feedback on his planning and teaching. Despite the time 
constraints we faced, by working as a team we were able to complement each other's 
strengths. For example, Alan's fairly spontaneous style of planning was balanced by the 
kinds of checking processes we worked through together to group and sequence tasks, and 
monitor their relationship to learning objectives. Collaboration inevitably entailed a 
compromise between the research agenda and the actual needs and preferences of the 
collaborating teacher. I endeavoured both to observe Alan's use of the Curriculum, and to 
assist him make use of it, to help him implement a course based on Suara Siswa, while yet 
allowing him—an experienced and competent teacher with a reputation for motivating 
students—to implement the course he felt would most suit his group of students. 

Another key principle was that learning and professional growth require time. During this 
ten-week period Alan really only began to become familiar with the components of the 
Teachers' Handbook, and to develop an understanding of the main concepts and suggested 
procedures. This study confirmed that to understand something fully, teachers need to work 
through it over a considerable period of time, through ongoing application and reflection, 
within a framework of professional support. They need to work with new models and 
materials, to consider possibilities, and to relate them to their own circumstances and 
preferences. Real professional growth takes place as ideas are tried and evaluated in 
practice. One-off inservices are therefore unlikely to achieve a great deal. A long-term 
perspective is needed for a new curriculum to be taken on board to the extent that it 
becomes part of a teacher's regular practice.The ALL model as used in the Suara Siswa 
Curriculum is clearly no exception. Coming to understand the model and the components of 
the Curriculum is in itself no small task. Putting it into practice requires teachers to consider 
goals and objectives, to identify module focuses, to select, modify and sequence learning 
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tasks taking into account numerous contextual factors, to monitor range and balance across 

the course, to develop an assessment scheme and identify assessment criteria, to consider 

the long-term recycling of course content. All of this takes time to think through properly. 

During development of the ALL Guidelines critics felt that teachers would not have the 
knowledge, skills or the time to make sound planning decisions, and that consistency would 

be better achieved through a more prescriptive framework. This case study certainly 

confirmed the difficulties teachers face in regardto course planning. However, it also 

pointed to potential problems with more prescriptive models of curriculum design. A 

prescriptive model would not necessarily achieve any greater consistency or comparability 

across courses and schools, because teachers are inevitably governed by their own 

circumstances and beliefs, and exert their own influences upon the courses they teach. Alan 

would not have wanted to adhere to a more prescriptive syllabus, or even been able to. By 
engaging in thinking about teaching, and actively interpreting curriculum documents for 

themselves, teachers gain control over what actually takes place in the class. Since most 

teachers will need to 'do their own thing' to greater or lesser degrees, self-awareness is of 

fundamental importance in teaching. Teachers need to appreciate their own contexts and 

belief systems, and over time to develop explicit understandings of the processes and 

considerations involved in planning a particular kind of language course, so that they can 
make informed decisions about what they do in their classrooms. Curriculum documents 

therefore need to be flexible and have the potential for use in various ways. Such documents 
can still provide a basis for consistency and comparability across schools, pursued through 

strong collaborative networks amongst teachers. 

A crucial point must be acknowledged here—that Alan's initial 'dip' into the Curriculum was 

right for him. He took what he needed, what made sense to him, and suited his style and 

situation. He needed to be able to respond to his students and to his own inspirations during 
teaching. Those supporting curriculum implementation must not only accept the powerful 
influence that the teaching context exerts on the implementation process, but must also 
appreciate the ways in which teachers come to understand and themselves shape new 

curricula. Although by himself Alan did not fully understand a number of important aspects, 

by using what he could relate to he commenced the essential step of making the Curriculum 

meaningful in a personal sense. As discussed in section 2.4.2, in fact it is only by making 
modifications to externally generated curricula that new practices can come to be adopted, 
developed and tested (Carlgren 1990 in Day et al. 1990). Rudduck's thoughts are also worth 
repeating here, that curriculum innovations are only likely to be successful where teachers 
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can give them local meaning, where they come to own and control them, and where they 
work from their own professional past (Rudduck 1991:31). 

8.3 Achievement of course objectives 
To what extent did students achieve the objectives of the course? The objectives listed in 
the two units planned at the start of the course were drawn from Suara Siswa and required 
that students be able to use Indonesian to 

• greet each other 

• introduce themselves and others 

• exchange personal information with friends (e.g. name, age, address, nationality) 
• fill in a form giving personal details 

• describe the physical appearance of themselves and others. 

Students therefore needed to participate in communicative activities, both to develop the 
associated skills, knowledge and understandings, and to demonstrate their level of 
achievement. As has been shown, however, exercises dominated the course. There were 
various reasons for this, including the obvious need to spend time establishing vocabulary 
and sentence structure with beginning learners, the fact that exercises were logistically 
easier to undertake than activities, and the frequent use of games, many of which were 
exercises. The most significant cause was the exercise-like form of interaction used 
throughout the course. Indonesian language uttered by the students was controlled through 
the use of known-answer questions, most typically requests for translations of words, 
phrases and statements into English or Indonesian. Even when asking students to answer 
questions addressed in Indonesian, Alan often prompted the desired response by first 
translating the question himself or asking students to do so, or by giving the form of the 
response in English for students to translate into Indonesian. He also frequently repeated 
and translated responses given by individual students. As discussed, these techniques were 
used to manipulate student attention and thus control behaviour, and as a way of offering 
students with differing abilities and motivations a means of following the lesson. A whole-
class format was used during most class time, with relatively little time spent in small-group 
work. Responses varied from student to student. Some students responded readily, recalling 
language items without too much effort. Many relied on the more dominant students to 
respond, or on the teacher's prompts. Although some students endeavoured to use 
Indonesian when the opportunity arose, others relied on English, as this was easier, quicker, 
and was in keeping with the approach adopted by most students. Peer pressure thus also 
served to minimise communicative use of Indonesian. 
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Research on language learning has drawn attention to the need for learners to engage in the 
making of meaning, even if only in modest ways. A focus on language forms through 
exercises is also an important part of language learning, as shown in this study. But tasks 
which require students to interact with each other in small groups, to search for ways of 

getting their meaning across, to take risks by using language in more spontaneous and less 
predictable ways, to draw on strategies to sustain communication, and to strive to correct 
their own errors, have significant language learning advantages over tasks which simply 
require learners to receive, repeat or practise input. In contrast with naturalistic 

communication in which native speakers modify their language to make it accessible while 
still allowing the non-native speaker to actively participate in the exchange of meaning, 
classroom settings typically feature a teacher-transmission model with few opportunities for 
extended talk by the students. Known-information questions are used to direct the course of 
the lesson and manage student behaviour. This need to maintain order means that lessons 
are typically teacher determined, conducted on a whole-group basis with students required 
to give the teacher 'the right answer'. In this case study it was clear that this style of 
interaction minimised opportunities for students to apply their developing knowledge and 
skills in communicative language use and to engage with the processes involved in language 
learning at a higher cognitive level. 

Effective learning tasks have an enduring impact and are motivating in themselves. Learning 
is facilitated by questions and tasks which stimulate thinking and talking amongst students. 
While acknowledging that the teacher's expertise is particularly crucial in language 
learning, students need to rely more on themselves and each other than on the teacher, 
implying that teachers need to allow time before stepping in with their own answers. 

Students will then be more likely to analyse language input, to make deductions and to 
experiment with the language for themselves. At times lessons must be structured to allow 
students to work in different ways and at different paces according to individual motivations 
and abilities. This will also help to minimise the impact of negative peer pressure. Teachers 
must convey the clear message that learning progress is valued over completion or accuracy. 
Learning will be more meaningful, too, where students take responsibility for managing 
their own learning, and where they have a part to play in directing and shaping course 
content. Different kinds of tasks, in different phases of the lesson, can be organised to allow 
students more or less control. 

Setting up this kind of learning environment is particularly difficult for a beginner-level 
language class because the students' language base is so limited. Implementation is also 
difficult because of the social codes operating within the school. This study highlighted the 
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clear expectations of staff, parents and students that teachers should control their courses 
and their students. By relinquishing a degree of control over student responses, Alan would 
have risked his standing within the school, since strategies which involve greater interaction 
and choice of tasks would inevitably have been noisier and would have appeared more 
chaotic to an observer. 

The research question being considered here was originally posed on the assumption that 
assessment procedures to elicit evidence of student achie''ement of objectives would be 
built into the course by the teacher. As it turned out this did not happen. Alan did not want 
to assess communicative activities throughout the course, being of the opinion that this 
would be premature and logistically difficult, particularly for oral language. He was also not 
accustomed to setting out an assessment scheme in advance. His preference was to assess 
students informally through ongoing observation during lessons, usually in combination 
with an individual oral checklist test at the end of a course. It proved very difficult to design 
end-of-course assessment activities which would adequately measure achievement of the 
course objectives. The main reason for this was that students had not been engaged in these 
kinds of activities regularly throughout the course. It would have been unfair, and invalid, to 
set a comprehensive, activities-based assessment of achievement which required students to 
themselves generate and communicate meaning in ways which had not been consolidated 
during the course. The two independent tests which were administered represented a 
compromise, to provide some basis for comparison and reflection on Alan's assessments. 
Although not true communication activities, these tests potentially allowed the more able 
students to integrate their language knowledge and skills, while also allowing the weaker 
students to demonstrate their knowledge of discrete items of vocabulary. It was not possible 
to address the course objectives fully through these two tests alone. 

While some students demonstrated a good knowledge of the vocabulary covered, most 
students made quite limited progress in terms of communicative proficiency in Indonesian. 
A range of factors were identified which potentially enhanced or inhibited learning, 
including school and parental support, the commitment and characteristics of individual 
students and of the class as a whole, the characteristics of the teacher, the course content 
and style. 

Inconsistencies between Alan's assessments of students and the results obtained through the 
two independent tests drew attention to the criteria Alan used in assessing students, notably 
participation, attitude and behaviour. In the school context these are indeed important 
concerns for teachers, and areas which do need to be assessed and reported to parents. 
However, what was significant in the assessment phase of this study was that Alan was not 
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aware that he was prioritising these areas over communicative proficiency in Indonesian. 

Teachers need an explicit understanding of exactly what it is they are aiming to assess. 

Specific procedures need to be put in place when endeavouring to measure communicative 

achievement. In keeping with the assessment needs of the school context such procedures 

can be a flexible and informal part of the learning process and can provide practical and 

immediate feedback, both to the teacher and the students. While ongoing observation will 

always underpin any assessment scheme, too great a reliance on ad hoc observation is an 

unreliable approach to assessment because teachers will be influenced by their own beliefs, 

experiences, prejudices and expectations. Teachers need to be trained to monitor and 

observe communicative progress in a way which goes beyond the mechanics of language 

knowledge, and which keeps the communicative purpose up front. They also need support 

in clarifving assessment criteria and developing systematic ways of recording evidence of 

achievement. 

8.4 Attitudes towards the course 

To what extent was the course as implemented favourably regarded by the students? 

Although there were problems with several students who did not want to participate as Alan 

required, and with other students who attended quite infrequently, the majority of students 

did seem to enjoy the course. Consideration of the students' opinions underscored the 

impact of the teacher as a person on the teaching and learning process, and the importance 

of the relationship between teacher and students. What the students most liked about the 

course was the teacher, the fact that the teacher had time for them, that he was flexible and 

humorous, that he wanted to motivate learning through enjoyable tasks. Alan certainly 

seemed to be in tune with student interests. His perceptions of tasks likely to appeal to 

students closely resembled the tasks students themselves said they found appealing, 

particularly in relation to games. Consequently, the majority of students developed more 

positive attitudes towards the course as the quarter progressed. The significance of this fact 

should not be trivialised, since progress is clearly influenced by attitude and motivation. 

Students with favourable attitudes towards language learning are also more open to the 

prospect of future language learning, given the opportunity. 
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8.5 Recommendations for further research 
As a result of this study the following recommendations are made for further research into 
the planning, teaching, assessment and evaluation of school programs in languages other 
than English. 

Recent emphasis on the importance of the learner's cognitive involvement in the 
learning process has impacted on the way in which language learning tasks are 
conceptualised, with implications for the organisation and implementation of 
language teaching and learning programs. Research efforts based on the cognitive 
constructivist view of learning should be undertaken to explore the range of teaching 
and learning tasks which take place in second language school classrooms, in order to 
provide teachers with frameworks which will help them observe, reflect upon, and 
discuss what takes place in their lessons. As part of this research, the ALL Typology 
of Tasks could be further developed to clarify more explicitly exactly what 
constitutes communicative language 'use' and what constitutes language 'practice'. 

Cognitive constructivist-based research should also lead to strategies for course 
planning which place greater emphasis on the learners' cognitive involvement in the 
learning process. Teachers of languages need assistance in developing a repertoire of 
tasks suitable for school contexts which involve students in communicative use of 
language through interaction with people and texts, in ways which stimulate higher-
order thinking and engagement in the learning process. For maximum learning 
benefits such tasks should encourage students to take greater control over their own 
learning. 

Further work should also be undertaken to develop assessment strategies which are 
both manageable in school contexts and which ensure that teachers do indeed focus 
on the actual communicative achievement of their students. 

Teachers need to develop their own understandings of curriculum documents through 
reflection in action, over a considerable period of time. Researchers should continue 
to explore ways in which teachers can be helped to interpret and develop ownership 
of curriculum materials, and ways in which professional understandings can be 
effectively shared. 
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Appendices 



Appendix 1: Student questionnaire 

Questionnaire for Students 
of Cfndonestan 

Write your name  

-- --- 

Your background: 

Have you ever learnt any Indonesian language before this Term? 

YesU 
NoD 

If yes: For how long? 

Explain when? 

Explain where? 

What did you feel 
about it? 

How well did you do? 

How much Indonesian 
did you learn? 

Mention the main things you know about Indonesia or Indonesian 
people: 
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LEI Lu] 

Is another language often used in your home (apart from English)? 

YesD 
No 

If yes, what language? 

Can you understand or speak any other languages apart from English? 

Yes 
No 

If yes, write which ones and tick how well. (You can tick more than 
one box.) 

Write the name of the Write the name of the 
language here: language here: 

I can understand it a 
bit when people are 
talking. 

I can understand it 
quite easily when 
people are talking. 

I can speak it a bit. 

I can speak it quite 
easily. 

I can write it a bit. 

I can write it quite 
easily. 

I can read it a bit. 

I can read it quite t1 t1 
easily. 
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Can your parents (or any other adults in your home) speak Indonesian? 

Yes 
No 

Have your parents (or any other adults in your home) ever studied 
Indonesian? 

YesD 
No  ZI 

Have your parents (or any other adults in your home) ever been to 
Indonesia (for example, Bali or Kupang)? 

Yes 
No 

Have you ever been to Indonesia (for example, Ball or Kupang)? 

Yes 
No 

If yes, did you enjoy your time in Indonesia? 

What do you think your parents (or any other adults in your home) think 
about you studying Indonesian? 
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Your thoughts: 

Did you choose Indonesian as one of your subjects for this Term? 

Yes 
No 

If yes, why? 

If no, what subject or subjects did you list as your choice(s) instead? 

What do you feel about studying Indonesian? 

Do you think you will learn from studying Indonesian this Term? 

Yes 0 
No 0 
Dont know 0 

If yes, what sort of things do you think you will learn? 

How keen (enthusiastic) are you about studying Indonesian? 

(Tick one.) 

Very keen 0 
Fairly keen U 
Neutral/No feelings either way U 
Not keen U 
Not keen at all U 
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How easy or difficult do you think this subject is going to be? 

(Tick one.) 

Very easy Li 
Fairly easy Li 
Average (not easy, not difficult) Li 
Fairly difficult Li 
Very difficult Li 
Don't know/No idea Li 

How well do you think you'll do in this subject this Term? 

(Tick one.) 

Very well Li 
Quite well Li 
Okay Li 
Not that well Li 
Not very well at all Li 
Don't know Li 

Do you think you'll enjoy this subject this Term? 

(Tick one.) 

Alot Li 
Quite a bit Li 
Abit Li 
Not really Li 
Not at all Li 
Don't know Li 

Do you think you'll be selecting any more Indonesian subjects, after this 
Term? 

Yes Li 
No Li 
Don't know Li 

If yes, when do you think you will do them?  

(Which term next year or the year after?) 
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Do you think it is good that students learn a language (apart from 
English)? 

Yes tj 
No [J 
No opinion U 

Why? /Why not? 

Do you think it is good that Indonesian is taught in schools? 

Yes U 
No U 
No opinion t] 

Why? /Why not? 

Do you think learning Indonesian could be of benefit to you? 

Yes U 
No U 
No opinion U 

LF yes, how could it help you? 

Wcu1d you rather learn another ianguae instead of Indonesian (apart 
::c:n tnis? 

if yes: Wnith one? 

Why?  
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What things do teachers ask students to do which you enjoy? (Think 
about all your subjects, not just Indonesian.) 

What school subjects do you like? 

(Leave this answer blank if you dont like any of your subjects.) 

Name of subject Say what you like aboutit: 

24. if vou have other comments about learning languages, or about learning 
indonesarL, write them here: 

shank You  
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Appendix 2: Category tree 

TEACHER 
characteristics 

language background 
preservice training background 
teaching background 
professional development 
career aspirations 

needs 
from students 

appreciation 
to be perceived as a fun teacher 

friendship 
respect 
liking for the subject 

student enthusiasm and involvement 
students selecting the subject again 

from colleagues/the school/parents 
appreciation and respect 

perceive classes as well disciplined 
perceive students as wanting to continue the subject 

freedom to act autonomously 
opinions 

about language learning 
importance of students experiencing success 
importance of students enjoying the experience 
importance of teaching to student level 

about preservice training 
perception of irrelevance of theory 

about self 
about course planning 
about teaching 

aims 
role of teacher 

as a motivator 
accountability 

about tasks 
successful 

games 
oral tasks 
flexible tasks 

unsuccessful 
translations 
written tasks 

about students 
interests 
achievement 

expections of achievement 
particular students' levels of achievement 

attitudes 
anoreciation of effort, involvement, enthusiasm 
dislike of lack of effort and apathy 
particular students' degrees of interestidis interest 

behaviour 
desirable 
non-desirable 
narticular students' standards of behaviour 

about the Suara Siswa Curriculum 
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about the course as planned and implemented 
likes and dislikes 
expectations of the course 
achievement of course objectives 

about assessment 
about the school 

administrative influences on Indonesian course 
need to promote Indonesian within the school 
other subject areas 

about colleagues 
lack of support 
need to compete 
staff relations in general 

about professional development 
practice 

planning 
approach to planning 
influences on planning 

time 
allocated for course 
available for planning 

school structure 
nature of school's language program 
lack of continuity in learning pathways 
nature of learner group 

absenteeism 
motivation 
competence 
perception of student interests 

availability of resources 
knowledge of colloquial language 
suggestions in Suara Siswa 

relating tasks to objectives 
sequencing tasks 

setting tasks 
focusing exercises 
shaping exercises 
practice communication activities 
realistic communication activities 
activity types 
other task types 

pronjnciation practice 
oral questionlanswer drills 
groupwork 
individual work 
whole class work 

specflc teaching strategies 
talking to students 

introducing language 
giving cultural information 
instructing 
explaining 
reviewing, revising 
suggesting improvements 
asking for translations 
giving translations 
asking for answers 
giving answers 
asking for repetition 
requesting students copy 
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requesting students complete 
checking comprehension 
correcting 
asking for participationleffort 
prompting 
negotiating 
developing rapport 

joking 
praising 

disciplining 
strategies used 
disciplinary problems 

covering the range of language 
using the Suara Siswa Curriculum 

as suggested 
with modifications 

assessing 
approach to assessment 
assessment criteria 

reference to teaching plan 
other duties 

administrative tasks 
extra curricular activities 

STUDENTS 
opinions 

about expected level of achievement 
about the course 

expectations of course 
about tasks 

enjoyable 
unenjoyable 

behaviours 
attendance 
carlying out instructions 

copying out text 
suggesting vocabulary 
giving translations 
answering questions 
repeating 
reading aloud 

asking for assistance 
re task requirements 
re Indonesian language 

using Indonesian 
resisting the use of Indonesian 
demonstrating comprehension 
experiencing dfJiculsy 
seeking teacher approval 
expressing enthusiasm, active involvement 
expressing apathy, disinterest 
suggesting a task 

requesting a game 
praising 

achievement 
levels of achievement ofparticular students 
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Appendix 3: Previous course outline and report form 

STUDENT'6 NAME 

HOMEROUF 

C_)t
c
j
,- s l I 

---ri 
L 

UNIT TEACHER 

t -r rr. r'r ,• nr - '0 i £IJh  

Students ii1 ne intrc'a-.ce to a general o.erview of tre 
language s L'r5pry and tre culture 07 lnonesia. 

Oral coriunicatiom is tre priuiary airi, and st.uoert; will 
learn to conuct sil conversations ivin; personal 
inforration, orciering 700d an :rn: ani oevelopin; tne 
s:ill ol baran1n;. 

YEAR 

TERM 

1i c 5.1Vn tre :p;0rtunit to ;arti:i'ate n an 
Ini:'nsitn uncneon. 

-: 

- . _ 

a e:sonai nforuation. 
- 

E;arsainin-zz for ani oroerinq fooi. 
0flCPCC lan;uae exercises as set. 

3. Farticpate in roic plays. 
- 

. Coclete a ;roect a:Cout tre arts Cfli craTts :n 
Inionesa. 

E. Lee a Current Affairs foier. - 
t-. Leap neat and  accurate recoros : class work:. 

3ra1 part::iaton ifl class. 
• Tetin; -oca:ar an: 
• )nierstan:n; an:  
• Pe;e..:tz:,r -:t.  

1LHEr C:LJ, 

181 



Appendix 4: Previous checklist 

Introiuctory Indonesian 
Cfieclçfist. 

At the end of the ten week unit, you should be able to say and do the following 
in Indonesian where appropriate. 

Check yourself then have a friend test you before getting the teacher to test you.I 

Greet someone: 777  
Ask someone's name: fl E E 
Count to one million: 177  
Inow basic colours: 

7717  
Make simple sentences: fl fl 
Be familiar with Indonesian curreri: 1777 
Say where I live: fl fl fl 
Tell my age: fl fl 
Ask: where someone lives: fl fi 
Ask sorn cones e: fl fi 
E:e able to 'go sho::.ir by bargaining: fl fi 
Name different parts of the body: flfl fi 
E:e able to e:press likes and dislil:es: fl fi 
Be able to describe my family: fl fi 
Be able to describe my house: fl fi 
Name basic items of clothir: fl fi 
Say the days of the week: fl fi 
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Appendix 5: Sample written tests 
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Appendix 6: Sample oral test transcripts 

Sample 1: With Yvette. Score 6 / 25 
Me: Selamatpagi. 

Yvette. Hrnm? 

Me: Selamatpagi. 

Yvette: Selamatpagi. 

Me: Apa kabar? 

Yvette: Urn ... baik. 

Me: Siapa nama anda? 

Yvette: [pause] 

Me: Siapa nama? 

Yvette: [pause] 

Me: That just means 'What's your name?' 

Yvette: Oh, Yvette. 

Me: Do you know how to ask me in Indonesian what my name is? 
Yvette: Nama saya. [incorrect] 

Me: How would you say it in a question? Ifyou were asking me? 
Yvette: Urn ... Iforgot. 

Me: Never mind. Do you know how to ask me how old Jam? 
Yvette: [pause] Urn, oh [pause] 

Me: It's easy to forget things, isn 't it. I'll give you a clue. 'Umur'. 
Yvette: [pause] 

Me: Never mind We 'ii go on to the next one. Do you know how to ask where I live? 
Yvette: Oh ... [pause] Tinggal di. [incomplete] 

Me: Do you know how to ask where I come from? 

Yvette: [pause] 

Me: Okay, see ifyou can answer these questions. Tinggal di mana? 
Yvette: Tinggal (suburb). 

Me: Berasal dari mana? 

Yvette: Urn, berasal di Sydney. [partly correct] 

Me: Berapa umur anda? 

Yvette: [indistinct] ... That's how old Jam? Urn [pause] tiga [pause] belas? 
Me: Are you able to say anything in Indonesian about your appearance? 
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Yvette: Urn, hitam rambut ... [incorrect word order] [pause] I've forgotten the rest of it. 

Me: Yeah, it's hard to remember isn 't it? Do you know the word for 'shirt'? 

Yvette: Urn, Iforgot. 

Me. How about 'shorts'? 

Yvette: [pause] 

Me: How about 'tall'? 

Yvette: Tall? [pause] 

Me: No? How about 'eyes'? 

Yvette: I've forgotten it all. 

Me: Okay, it doesn 't matter. I'll tell you the word for 'eyes' is 'mata'. So do you know 
how to say 'my eyes'? 

Yvette: [pause] I don 't know. 

Me: No worries. Okay ..... [end of interview] 

Sample 2: With Dean. Score 19 /25 

Me: Selamatpagi. 

Dean: Selamat pagi. 

Me: Okay! Apa kabar? 

Dean: Urn, baik-baik saja. 

Me: Siapa nama anda? 

Dean: Urn, nama soya Dean. 

Me: Do you know how to ask me in Indonesian what my name is? 

Dean: Siapa nama anda? 

Me: Do you know how to ask me how old Jam? 

Dean: [pause] Urn, no, can 't remember. 

Me: How about ifIgave you a clue and said the wordfor age is 'umur'? 

Dean: [pause] can 't remember. 

Me: Do you know how to ask me where I live? 

Dean: Tinggal di mana? 

Me: Do you know how to ask where I come from? 

Dean: [pause] can 't remember. 

Me: See ifyou can answer these questions? Tinggal di mona? 

Dean: Soya tinggal di (suburb). 
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Me: Berasal dari mana? 

Dean: Saya berasal dari Sydney. 

Me: Berapa umur anda? 

Dean: Umur saya tiga belas tahun. 

Me: Are you able to say anything in Indonesian about your appearance? 

Dean: [pause] I'm not sure. 

Me: Okay, what about 'blue shirt'? 

Dean: Baju biru. 

Me. How about 'black shorts'? 

Dean: 'Hitam'is black, I can 't remember the wordfor 'shorts'. 

Me: Are you able to say 'My hair is brown'? 

Dean: Saya rambut coklat. [structure incorrect] 

Me: How about 'My eyes are blue- -green'? 

Dean: [pause] Saya mata hjau. [structure incorrect] 

Me: How about ifyou were talking about me, and the wordfor 'skirt' is 'rok'. How 
would you say 'Your skirt is green'? 

Dean: Urn... [indistinct] your skirt ... urn [indistinct] rok hi/au. 

Me: Okay, terima kasih. [end of interview] 
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