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DEVELOPING INSTRUCTIONAL MATERIALS OF ENGLISH MORPHOLOGY FOR ENGLISH DEPARTMENT COLLEGE-LEARNERS Chothibul Umam STAIN Kediri [email protected] Abstract: The role of knowledge on English Morphology for the students of English Language Education (henceforth ELE) cannot be neglected. However, the preliminary observations done by the researcher during the instructional process of English Morphology at the State College for Islamic Studies (STAIN) Kediri Indonesia, for three academic years shows that most of the students still get difficulty in understanding the course content. The researcher, therefore, is of the opinion that the instructional materials used in the classes need to be developed. The adaptation version of Borg & Gall (1983) model of R & D covering preliminary observation, designing preliminary product, expert validation, product revision, field testing or try out, and revision to produce final product is used to develop an instructional material on English Morphology. The products mostly concern on 1) the course content, 2) the exercises, and 3) the level of language difficulty or word choice. The researcher expects that the final product of this study could be used as a handbook for the students in studying English Morphology. Keywords: instructional materials, material development, English morphology



Morphology is a branch of linguistics that studies about the internal structure of words and how they are formed. Although it is a linguistics study, it has a very big role to help ELE department students to acquire the target language. However, ELE students and pure linguistics students have different purposes of learning it. That is why, English Morphology for ELE department students is urgently needed. The mastery of morphological knowledge plays a very significant role in language learning. English language learners can get many advantages of learning English Morphology. The knowledge of morphology can be applied by the learners to increase their vocabulary, detect the changes of word classes, know the word origins, and enhance their mind to think creatively.



Mastering morphological knowledge will help the students modifying or even changing the class of the word and this means that they could form hundreds or even thousands of derivational words. In an English department of Islamic College in which the researcher teaches, two credits of English Morphology subject is offered in the fourth semester. It is one of linguistics subject that must be taken by the students beside Phonology, Syntax, Semantics, and Sociolinguistics. This course comprises at least twelve meetings in one semester in which the time allocated for instructional process in each meeting is 100 minutes. Based on the researcher’s observations or preliminary needs analysis, it was found out that many students still faced some difficulties and seemed confused in comprehending the
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course content. In the researcher’s opinion, one of the sources of confusion is the books available in the library or learning centre. It does not mean that the books are not qualified, but there are some factors behind this fact. First, the books seemingly do not fit for the students’ need. The books are likely not designed for English department students but are for the readers or students whose concern is on pure linguistics. Second, as a result of the first cause, many students got the problem in understanding technical terms and consequently it brings them to a confusion. Third, these books, anyway, do not accomodate the different opinion among linguists, especially morphologists. Fourth, based on the result of the researcher’s analysis, most books contain too many topics that are not relevant for ELE department students. Consequently, although the students have copied the book as a learning material, many copied materials are not discussed in the classroom since they do not fit the students’ need. Refering to this fact, it can be stated that students should be equipped with the appropriate materials on English Morphology subject. Teaching/learning material is one of the very crucial elements that has to exist to conduct teaching/learning activities. Indeed, the developed materials should place the students as the actors (students-centered) in instructional processes following Contextual Teaching and Learning (CTL) principles. Moreover, students’ needsoriented instructional process nowadays has been the main attention of the education practitioners (Lathief, 2002). There are sixteen principles that Tomlinson (1998:7-21) summarizes of



what he thinks many researchers would agree to be the basic principles of the materials development for the teaching of languages or linguistics. These principles are 1) materials should achieve impact, 2) materials should help learners to feel at ease, 3) materials should help learners to develop confidence, 4) what is being taught should be perceived by learners as relevant and useful, 5) materials should require and facilitate learner selfinvestment, 6) learners must be ready to acquire the points being taught, 7) materials should expose the learners to language in authentic use, 8) the learners attention should be drawn to linguistic features of the input, 9) materials should provide the learners with opportunities to use the target language to achieve communicative purposes, 10) materials should take into account that the positive effects of instruction are usually delayed, 11) materials should take into account that learners differ in learning styles, 12) materials should take into account that learners differ in affective attitudes, 13) materials should permit a silent period at the beginning of instruction, 14) materials should maximize learning potential by encouraging intellectual, aesthetic and emotional involvement which stimulates both right and left brain activities, 15) materials should not rely too much on controlled practice, and 16) materials should provide opportunities for outcome feedback. In this study, the researcher developed an instructional material on English Morphology designed especially for English department students that fits their need. The instructional material designed covers at least some characteristics and is expected to lead the
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students to be the autonomous learners of the related subject. First, it contained the materials or topics needed by ELE students. Second, it contained some exercises assisting the students in comprehending the course content. And third, it should not use too easy nor too difficult language or word choice, so that the studenst have nothing to do with the level of language difficulty. The material development in this study is based on constructivist learning theory that learning always builds upon knowledge that a student already knows: a schema. As suggested by Jonassen (1999: 26), the materials are designed to lead the students through questions and activities to discover, discuss, appreciate and verbalize the new knowledge. According to Bain (2004:35), one of the primary goals of using constructivist teaching is that students learn how to learn by giving them the training to take initiative for their own learning experiences. The product of this research is in the form of a handbook. It comprises three parts. The first part consists of the cover, preface, and table of content. The second part is the main part of the product. It contains course materials that are divided into some units. Each unit is equipped with some exercises related to the topic. And the last part covers bibliography. For the students, the product of the study is expected to be able to increase the students’ knowledge on English Morphology. The researcher hopes that the product can help the students in comprehending the course content more easily. For the English teachers, the product can be used to facilitate them in teaching English Morphology.



METHOD In line with the purpose of the study, i.e. to develop an instructional material on English Morphology subject for the students of ELE department at STAIN Kediri, then the research design of the study is Research and Development (R&D). According to Borg a Gall (1983), R&D cycle consists of ten steps; 1) research and information collection, 2) planning, 3) preliminary form of product, 4) preliminary field-testing, 5) main product-revision, 6) main field-testing, 7) operational product-revision, 8) operational field-testing, 9) final productrevision, and 10) dissemination and implementation. In this study, R&D design proposed by Borg and Gall (1983) was adapted. The adaptation was done by modifying the steps of the process based on the characteristics of the problem and purpose of this study. The adapted model was preliminary observation, designing preliminary product, expert validation, product revision, field testing or try out, and revision to produce final product. The first step, preliminary observation, had been done by the researcher during teaching English Morphology for three academic years. The result of the need analysis shows that the role of knowledge on English Morphology for the students of ELE department cannot be neglected. However, the books available in the college library which are intended for native English students are not appropriate for the Indonesian students. The language is also too difficult and the books cover some topics that are unnecessary for Indonesian ELE students. Consequently, most of them faced some difficulties and seemed confused in comprehending the course content. The
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second step is designing a preliminary product, that is an instructional material on English Morphology for the students of ELE department. The researcher designed an English Morphology subject which comprised three parts. The first part consists of the cover, preface, and table of content. The second part is the main part of the product. It contains course materials that are divided into some units. Each unit is equipped with some exercises related to the topic. And the last part covers bibliography. Afterward, the experts of English Morphology were invited to review the product. The experts were two researcher’s senior colleagues who had taught English linguistics including Morphology for more than five years. From the experts, the suggestion to revise the first product were obtained. The suggestion covered the lay out of the book, level of language difficulty, types of questions and exercices, misspelled words, as well as topic coverage. The researcher then revised the product based on the experts’suggestions. The revised version of the product is then tried out to some students of ELE department. They were observed and surveyed to examine



the appropriateness of the materials. Then the last step is to do a revision and produce the final (revised) product. The data of this research and development were obtained from two sources; experts and students. The data from the experts were obtained after the material was firstly developed. Meanwhile, the second data were gotten after the students become the respondents in the try-out. The researcher used unstructured interview during needs analysis and two kinds of questionnaire; for the experts and for the students. Unstructured interview were used to collect the data about the students’ problems and needs in studying English Morphology. Questionnaire for students (Table 1) was used to get their responses on materials draft during the product tryout. Questionnaire for the experts (Table 2) was used to get the suggestions, comments, and feedback on materials draft. The data from the experts were used as a basis for further product revision.



Table 1. Questionnaire for the Students Please give a tick (√) to the appropriate answer according to your evaluation. The score value is (1) for strongly disgree, (2) for disgree, (3) for moderate, (4) for agree, and (5) for strongly agree. No Questions 1 2 3 4 5 1 Is the book attractive to you? 2 Do you enjoy using the book? 3 Is the book relevant to your needs and interests? 4 Does the book help you to develop your Morphological knowledge? 5 Is the language suitable to your level? 6 Does the book provide enough concepts related to the topics? 7 Does the book provide enough examples? 8 Does the book provide enough exercises? 9 Is the instruction clear? 10 Can you learn the materials without teacher’s guidance? 4 | Journal on English as a Foreign Language, Volume 5, Number 1, March 2015



Table 2. Questionnaire for the Expert Please give a tick (√) to the appropriate answer according to your evaluation. The score value is (1) for strongly disgree, (2) for disgree, (3) for moderate, (4) for agree, and (5) for strongly agree. No Aspect Statement 1 2 3 4 5 1 Topics 1. The topics are relevant to English Morphology subject 2 Organization 1. The materials are systematically organized 2. The topics and subtopics are organized sytematically 3 Content 1. The content for each meeting is sufficient 2. The content is suitable with the teaching objective 3. The explanation is sufficient and accurate 4 Covarage 1. The materials represent Morphological knowledge needed by ELE students 5 Language 1. The language is clear and understandable 2. The language is appropriate to the students’ level 6 Instruction 1. The instructions are clear and focused 2. The instructions are simple and specific 7 Example 1. The examples are clear and appropriate 2. The concepts can be understood easily through the examples provided 8 Exercises 1. The exercises can promote the students’ knowledge of the topics 2. The exercises are clear and appropriate 3. The exercises enable the students to work individually and/or collaboratively 4. The exercises reflect the instructional objectices 9 Other aspects 1. The cover of the book is interesting and suitable with the content 2. The book size is suitable for the students 3. The book design is interesting 4. The choice of letter is suitable for the students 5. The use of space, title, and sub-headings are consistent 6. The use of table and figure in the book is suitable with the topics. 7. The presentation or the arrangement of the materials is interesting 8. The use of page is helpful for students or readers.



FINDINGS The final product of this research is a textbook for the students of English Language Education (ELE) department of STAIN Kediri, Indonesia. It consists of xii and 171 pages in which it comprises three parts. The first part consists of the cover, foreword, and table of content. The



second part is the main part of the product. It contains course materials that are divided into five units (i.e,: word and its relatives, morpheme, affix, word formation processes, and compound word for unit one to five respectively). Each unit is equipped with some exercises related to
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the topic. The last part of the book covers bibliography. The material or the book was developed based on constructivist learning theory that instructional activity builds upon knowledge that a student already knows: a schema. The materials are designed to lead the students through questions and activities to discover, discuss, appreciate, and verbalize the new knowledge. It was designed in order the students learn how to learn by giving them the training to take initiative for their own learning experiences. The topics are presented in a series of theory and tasks requiring the students to sharpen their knowledge, which has about the right level of difficulty for them, so that the language is still within their ability to use. The expert of English Morphology in this research argued that the products were generally good and eligible to be used as the handbook for ELE department students. However, some suggestions were given to revise some points. Generally the contents, the language, and the steps of delivery in the Handbook were considered good. The use of the tables in some certain topics gave good impression. However, it was suggested that the book should provide diagrams and charts to help the students comprehending the content. Some difficult technical terms should be elaborated as well. The expert also suggested revision on the course overview, especially those related to course identity, course objectives, topics and subtopics, and the scheme of the topics. Furthermore, the experts suggested in order the writer include the related or previous studies to complete the book.



On the basis of the experts’ validation and suggestions, the drafts of the materials were revised. Diagrams and charts in some topics, such as in the topic word formation processes, were provided. The research results related to English Morphology were used to support the explanation in the book or the draft. After the draft was revised based on experts’ suggestions, it was then tried out to one class of English Morphology students. The try-out materials were limited to unit three (affixes) and unit four (word formation processes). The try–out was conducted in four sessions in March to April 2014. The researcher acted as the lecturer in conducting the try-out. The implementation of the try-out ran well. The materials were presented without encountering much difficulty. The students seemed motivated in following the try-out. The atmosphere was quite conducive because the students were also eager to follow the try-out. It was conducted to find out more about the usability of the materials, particularly, to get more information on the process of how the teacher and the students could run the learning process using the materials developed. However, during the try-out, as detected from the questionnaire given, some students seemed still getting difficulty in relation to the use of unfamiliar terms in the field of English Morphology. The students suggested that the researcher might provide more elaboration on those terms. On the basis of the result of the tryout, the final product is then produced. Some difficult terms, like the words lexeme, clitics, transparent, opaque, coinage, suppletion, were elaborated more. Besides,
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the writer provided the footnotes for these difficult terms as well. DISCUSSION The material or the book was developed based on constructivist learning theory that instructional activity builds upon knowledge that a student already knows. The topics were selected based on the priority of students’ need, i.e., the needs of students of English language education department especially dealing with English Morphology subject. The materials are designed to lead the students through questions, learning community, and reflection. Each topic in this developed handbook should be preceded by the lecturers’ questions to activate the students’ previous knowledge. It is a strategy to prompt, guide, and assess the students’ thinking. For the students, it can be used in their inquiry to dig up the information, to confirm the information they have already known and to concentrate on the unknown information. For the lecturers, the students’ answers enable them to decide what the class will do to guide the students towards the discussion of the rest of the tasks. The lecturer may encourage the students to share ideas with their friends, to use available dictionaries, reference books, manuals, etc. When the students have already been involved in the discussion process, the questions given to the students are intended to assess how well they are getting along in the learning process. The materials in this English Morphology handbook should and might also be taught through learning community. It is a technique of learning



where a group of students share information in a mutual learning. The implication of this concept is that the result of the learning and teaching process will be achieved by cooperating with each other. The classes are divided into groups so that the students could help each other through group work and make questions and answers about the topics being discussed. They share their understanding about the topics with their friends in their groups. Reflection before ending each meeting in using this developed handbook is also indispensable part as well. It refers to the evaluation towards the effectiveness of the learning and teaching activities that have already been done. It is intended to determine which parts of the topic to be improved. It can be used to identify the weakness of the instructional process. By identifying such weaknesses, the lecturers can revise the activities, and the students can revise their strategy in doing the activities facilitated by the lecturers in their efforts to construct their morphological knowledge. CONCLUSION The product of this study is a handbook of English Morphology subject designed specifically for Engling Language Education (ELE) department students. For practical purpose, the product had been developed using constructivist learning theory. It was started by gathering information on the needs of the students studying English for education purpose in Indonesian EFL context. Based on this needs analysis, the handbook was then developed. The developed handbook consists of unit, topic, and sub-topic in which the
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end of every unit is followed by exercises. As the topics are arranged based on the needs and target that should be mastered by the students, there is no grading in the langauge difficulty. It means that one chapter is not more difficult than the language in the other chapters. Finally, this developed material is not the end of this long process. Teachers, who would like to use this material, are suggested to review it first, or if it is needed, to revise and to make some adaptation depending on the instructional setting. Further researches regarding the effectiveness of the use of this handbook need to be conducted. A pre-experimental research, for example, is needed to



investigate its effectiveness. Comparing the pretest scores administered before the ELE students are taught using this English Morphology materials and post test scores administered at the end of the semester after the same students are taught using this handbook is absolutely pivotal. Another investigation, e.g., quasiexperimental research, might also be done as the follow-up response of this research, in which the researcher compares the test score of one class taught English Morphology using this handbook and the test score of another class taught the same subject without using this developed handbook.
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ENHANCING WRITING SKILL THROUGH WRITING PROCESS APPROACH M. Zaini Miftah IAIN Palangka Raya [email protected] Abstract: The study is aimed at developing the implementation of Writing Process Approach (WPA) to enhance the students’ skill in writing essay. The study employed Classroom Action Research. The subjects of the study were 15 university students enrolled in the writing class. The data were gained from writing task, observation and field notes. The findings show that the implementation of WPA with the proper model procedures developed can enhance the students’ skill in writing essay. Before the strategy was implemented, the percentage of the students achieving the score greater than or equal to C (56-70) was 40.00% (6 students of the class). However, after the strategy was implemented in Cycle I, it enhanced enough to 60.00% (9 students of the class), but this result did not meet the criteria of success set up in the study. Next, in Cycle II it increased slightly to 86.67% (13 students of the class). Thus, the enhancement of the students’ skill in writing essay can be reached but it should follow the proper model procedures of the implementation of WPA developed. Keywords: writing process approach, writing skill, essay writing



Learning a second language means learning to communicate with other people to understand them, talk to them, read what they have written and write to them (Raimes, 1983:3). Writing as one of the skills to communicate is not an ability we acquire naturally; even in our first language it has to be taught. However, writing is not interesting for most EFL (English as a Foreign Language) students. Writing is considered as the most difficult and complicated language skill to be learned compared to other language skills – listening, speaking and reading. It requires more effort to produce meaning through writing than to recognize meaning through listening and reading (Dixon & Nessel, 1983). In fact, Nunan (1999:271) considers it as an enormous challenge to produce “a coherent, fluent, extended piece of writing” in one’s second language. This is magnified by the fact



that the rhetorical conventions of English texts – the structure, style and organization – often differ from the convention in other languages. It requires effort to recognize and manage the differences (Leki, 1991). In relation to the students’ difficulties in writing, Mukminatien (1991) asserts that the difficulties are not merely caused by the students’ themselves but they can also be caused by the unvaried and uninteresting techniques of the lecturers in teaching writing. These will result their boredom and less motivation in learning it. Consequently, writing is not a favorite course, for neither the students nor the lecturers. The lecturers’ techniques in teaching writing not varied and not interesting can also cause difficulties for the students to learn how to write a piece of writing. Gebhard (2000:235) explains
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that there are some problems faced by EFL lecturers in the writing instruction. First of all is the problem of teaching, the less proficient writers who tend to use ineffective strategies of writing. In this case, the lecturers should give more attention to them to show how to plan and produce a piece of writing. The second one is dealing with the lecturers’ response. The students generally do not pay attention to the lecturers’ comments and corrections to their written work. Consequently, the lecturers should find an effective way of building students’ self confidence by which they can change their negative attitude towards writing activities. In accordance with the problems indicated above, the problems also happened to the researcher as an English lecturer. He faced the same problems in teaching writing in the classroom. His experience as an English lecturer of the third-semester students of English Education Department of STIT Maskumambang Gresik shows that the students' writing skill in English is still low. Their writings had many mistakes in terms of content, organization and grammar. It is supported by the preliminary study conducted on the 5th and 12th of December 2009. The percentage of the students’ score obtained from the fifteen students’ writing tasks was that 6.67% (1 student) got score A, 13.33% (2 students) got score B, 20.00% (3 students) got score C, and 60.00% (9 students) got score D. These results are considered to be insufficient since majority of the students were unsuccessful in this course. Only 40% (6 students of the class) achieved the score greater than or equal to C (56-70). It did not yet achieve the target of the study



of the Writing-III Course at the university. It must at least get score C (56-70) for majority of the students for the Writing-III Course success as stated in the guideline of scoring at the university. Additionally, the researcher has also observed that there are some problems that need to overcome. He found some problems in the writing class; the students had never expressed their ideas in the process of producing essay using systematic stages, the piece of the writings they produced had many grammatical inaccuracies, the English instruction was not focused since the students were just given tasks based on the textbook without expressing their ideas based on their context, they had difficulties to produce a unified essay so that it was not easy to understand, most of the sentences of the paragraphs and the paragraphs of the essay were not related to the main idea and not logically ordered, and the students did not have strong motivation and were not interested in the writing class so they just kept silent and looked confused when the lecturer asked them to do the tasks. Those problems are caused by a number of factors; in teaching writing the lecturer assigns the students to write an essay without guiding them in the process of writing so they have never expressed their ideas in the process of producing essay using systematic stages (the writing activities done by the students are only product oriented), the lecturer does not give a model of writing to write an essay making the students know what to do for writing, the lecturer has never held a conference with their students to discuss the stages they did in producing a piece of writing and help them to identify the
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errors and mistakes they made for improvement in writing, the lecturer does not provide a model of essay organization of various types of essays stated in the syllabus of the Writing-III Course at the university, the lecturer does not try to find out appropriate techniques or strategies in teaching writing, and the material conveyed to the students is not related to the real life so that it is so far from their context. Consequently, the students feel bored and are not interested in doing the tasks, so their ability in constructing and composing their own essays is still low. In response to the fore-mentioned problems faced by the students, the study was focused on solving the problem related to how the students express their ideas in the process of producing essay systematically. It tended to be the urgent problem to solve, since in the writing process, the lecturers’ role is to provide guidance for the students to go through the process of writing with the interesting and challenging activities. They are encouraged to have students work through a process of prewriting then drafting, revising, editing and publishing (Tompkins & Hoskisson, 1995). Regarding the problem to solve, the researcher proposed the implementation of Writing Process Approach (WPA) with the proper model procedures developed. He believes that the strategy seemed to be applicable in teaching writing. It could hopefully overcome the students’ problem especially in term of how they express their ideas in the process of producing essay systematically and enhance their writing skill. Smalley et al. (2001) stated that WPA can give a positive impact on students' motivation in both studying



English and developing their writing skill. It means that WPA can encourage students to write even in cases where they may initially be afraid of doing so, for example, fear of making errors. Besides, it can also set and increase the students' selfconfidence, interest, and self-esteem because they can go through the stages of the process which are not rigid. Students can move back and forth between the stages, perhaps going back to the prewriting stage to add some more materials after revising or rewriting a paragraph they have just drafted. In addition, the approach can also make the students more involved by actively participating in the learning process leading to understanding. So they can make sense of the writing activities in their real life and be more motivated as well. As added by Brown (2001:348), WPA tends to be framed in terms of prewriting, drafting, and revising stages. In relation to research implementing WPA in teaching writing, a study had been conducted. Ndanguru (2008) did a study trying to solve the students' problem in writing recount paragraphs by implementing WPA. The finding showed that by implementing it, the students’ writing ability had increased. In the present study, the researcher attempts to overcome his problems in writing class faced by the students related to how they express their ideas in the process of producing essay systematically. Therefore, it was very much necessary to conduct a study to enhance the skill of the third-semester students of English Education Department of STIT Maskumambang Gresik in writing essay. The researcher tried to develop the
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proper model procedures of the implementation of WPA applicable in the writing instruction at the university. Based on the background of the study, the research problem is: “How can WPA be implemented to enhance the students’ skill in writing descriptive essay?” Meanwhile, this study aims at developing the implementation of WPA to enhance the students’ skill in writing descriptive essay. The study centered on developing the implementation of WPA to solve the problem of how the students express their ideas in the process of producing essay systematically. Regarding the assessment, this study focused upon the components of writing – content, organization and grammar. Those three aspects are paramount importance to assess because they can establish the quality of the writing. Content is the substance and the essence of writing. It is the heart-beat of any great writing. To develop the paragraphs students soundly organize the specific facts and ideas, and require grammar for making sentences (Onukwugha, 2007). Meanwhile, since the implementation of WPA in this study was centered on enhancing the skill of the third-semester students of English Education Department of STIT Maskumambang Gresik in writing essay in the 2009/2010 academic year, the type of essay was limited to descriptive essay as provided in the syllabus of Writing-III Course at the university. Besides, most of the students still got difficult to write descriptive essay. When they were given the task of writing descriptive essay, about 40.00% or 6 students of the class achieved the score greater than or equal to



C (56-70). Thus, the score obtained from their writing tasks was still low. The study was expected to give meaningful contributions to both the students and the English lecturers – lecturers of Writing Course. It was expected that the students will implement WPA with the proper model procedures developed to express their ideas in the process of producing essay systematically in writing classes so that they will become more motivated in doing writing tasks. To the English lecturers, it can hopefully solve the problem in their writing teaching and enable them to enhance the students’ skill in writing essay. METHOD The study employed Classroom Action Research which is conducted in cyclic activities (Kemmis & McTaggart, 1992) – planning, implementing, observing and reflecting on the data gained from the teaching and learning process – which run into two cycles, each of which covers three meetings. The subjects of the study were the thirdsemester students inrolled in the English Education Department of STIT Maskumambang Gresik in the 2009/2010 academic year. The numbers of subjects were 15 students taking a Writing-III Course. In implementing the action, it was decided that the researcher acted as the lecturer conducting instruction process in the class. Meanwhile, his collaborator acted as an observer observing the activities and performance during the implementation of the action. In analyzing the data, the researcher analyzed them based on two classifications.
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The data dealing with the students' writing achievement were analyzed by utilizing the analytic scoring rubric adapted from Cohen (1994:328-329). Their individual score was obtained from the sum of scores from each component obtained by the student, while the mean of the students' score was obtained from the sum of the student's individual score divided by the number of the students. Besides, the students’ writings were analyzed and scored by the researcher (rater 1) and his collaborator (rater 2) independently to avoid the subjectivity of the gained scores. It was conducted to know reliability of the test. Reliability of the test of writing ability test can be gained from two rows of score taken by two raters from the students’ work (Djiwandono, 2008:186). In this study rater reliability (inter-rater reliability) was applied. Next, the student’s final writing score was obtained from the mean score of their individual score taken by rater 1 and rater 2. The results of the analysis were then presented quantitatively in the form of number as shown in Table 1 and 2. Additionally, the proof of validity empirically was done by presenting the empiric evidence gained from the result of correlation computation of two rows of score taken by two raters. So the correlation of Pearson product-moment is used to find the correlation coefficient (Djiwandono, 2008: 167). The data dealing with the students’ involvement in the writing activities gathered through observation checklist were analyzed quantitatively based on the number of the scale checked by the observer in the observation checklist. The percentage of the students doing the



activities was gained from the mean of total students doing the activities divided by the student number of the whole class and then multiplied by one hundred. The results of the analysis were next presented quantitatively (Table 3) as well as qualitatively by interpreting the number of percentage gained. In addition, the data-gathering through field notes were analyzed and then merely presented descriptively by presenting the description of the teaching and learning process. The results of all the analyses, furthermore, were employed to decide whether the predetermined criteria of success met or not. The result of this reflection was then used as the basic consideration to draw a conclusion whether the action stopped or needed improving. If the action met the criteria of success, it stopped. Otherwise, the drawbacks were identified for further revised plan and then implemented it in the next cycle. FINDINGS FROM CYCLE I The Students’ Achievement Based on the analysis on the students’ compositions in Cycle I as shown in Table 1, the findings show that the students’ achievement in writing a descriptive essay in Cycle I was not satisfactory yet. It was found that the percentage of the students achieving the score greater than or equal to C (56-70) was only 60.00% (9 students of the class). This percentage was greater than those obtained from the writing tasks in Preliminary Study (40.00% or 6 students of the class). From those findings, it means that the students’ achievement in writing a descriptive essay in Cycle I enhanced
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enough but it did not meet the first criterion of success. It was stated that the criterion was reached if ≥75% students of the class achieved the score greater than or equal to C (56-70) of the range that lies from 0-100. The students’ unsatisfactory writing achievement happened because most of the students still could not yet produce a good descriptive essay. They were still difficult to express their ideas in the process of producing the essay through the writing process such as prewriting, drafting, revising, editing and publishing. The fact showed that the students’ essays were not complete with details yet. There were still many mistakes made by the students in their writings. The results of the writing assessment administrated showed that the students still made some mistakes in terms of content, organization and grammar. Most of the students’ writings did not present some details information yet. The thesis sentence or main ideas of their essays stated somewhat unclear or inaccurate and some others stated clear or accurate. Their writings were organized with ideas generally related but it did not have sentence connectors while some others were loosely organized but main ideas clear, logical, but incomplete sequencing. Besides, their writings still contained grammatical mistakes. The mistakes made by the students made their writings not easy to understand.



categorized as good. It was found that the average percentage of the students doing the activities was 66.67% (10 students of the class were actively involved in the writing activities). Even though it was categorized as good, the result was still fail since it did not meet the second criterion of success. It was stated that the criterion was reached if the students' involvement during the implementation of strategy in the writing activities was categorized as very good (76%-100% students of the class or 12-15 students did the activity). It happened since during the instruction process in the three meetings, the students faced the trend problems. Most of the students had problems of how to write first draft since they had insufficient background knowledge of the topic they were going to write. The students still did not understand how to write first draft up to write final version. In other word, some students still got difficulties of what to do in every writing stage. In addition, they could not differentiate between the activities done in revising and editing stages. Revision on the Strategy Some modifications for the following action had made. It was centered on the procedures of implementing the action in order to find the proper model procedures of WPA which were applicable in the writing class. The followings are the model procedures implemented in the next Cycle.
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Table 1. The Result of Analysis on the Students’ Compositions in Cycle I No



Students



SIS-1



SIS-2



1 2 3



AM EK FIR



77,0 69,5



4 5



HN IA



6 7 8 9



KU MAS MA ND



10 11



NA SA



12



SW



13 14



MS SUY



15 Note:



84,5 69,5



Students’ Final Score 80,8 B 69,5 C



*1 *2



54,0 69,5



54,0 77,0



54,0 73,3



D B



*3



54,0 69,0 54,0 85.5



46,0 61,5 69,5 85.5



50,0 65,3 61,8 85.5



D C C A



*4 *5 *6



38,5 61,5



61,5 69,5



50,0 65,5



D C



*7



53,5



54,0



53,8



D



46,0 77,0



61,5 77,0



53,8 77,0



D B



54,0 54,0 54,0 D US 85,0 92,5 88,8 A SIS-1 : Student's Individual Score taken by Rater 1 SIS-2 : Student's Individual Score taken by Rater 2



*8 *9



In Cycle I, the percentage of the students achieving the score greater than or equal to C (56-70) was 60.00% (9 students) *



The first step, when the lecturer assigned the students to write first draft, he called their background knowledge of the topic of essay they were going to write. He provided them with the pictures through LCD as a brainstorming. He also questioned the students about what were in the pictures and what was the topic discussed. Then he guided them to make a clustering of ideas generated. Why the researcher did those since in Cycle I the lecturer did not provide them when conducted brainstorming. The pictures were given only small pictures. Also the lecturer’s questions did not focus on the topic. By providing picture through LCD and questions focusing on the topic, it hopefully made the students easier to find ideas and pour them in a clustering. Thus,



in drafting stage, the activity was referred to the prewriting activity and the students’ drafts were more suitable with their ideas in the map they had made. The second one, the lecturer clarified his explanation by describing the strange words or sentences clearly and repeatedly when some students looked confused to interest them and to avoid miscommunication. He fully helped them until they really understood the strange words. It was done in every writing stage. The next step, the lecturer provided the students with models of the rough draft and guideline of doing drafting, revising and editing activities individually. By this emphasis, the students were expected to be more serious and active to do the tasks. It also made
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them more guided, more responsible and easier to do the tasks. Then, the lecturer equipped them with vocabulary guide related to the topic of the lesson as the initial language input to do the task in every writing stage continuously. It aimed at helping the students to solve their problem of the vocabulary mastery. It also supported them in order that they could write essay fast. After that, the lecturer assigned the students to do the tasks individually in every writing stage while they worked cooperatively in a group. It was done to support them to be active in doing the task since it was finally expected that they could produce their individual essay. Also, he could control their individual works. The last one, the lecturer provided the students some more chances to do proofreading, peer editing, and sharing their writings in conferences. It was maximally done through monitoring the students’ activities on the task and walking around the class using time effectively. So, they were expected to be more actively involved in those activities. FINDINGS FROM CYCLE II The Students’ Achievement Based on the analysis on the students’ compositions in Cycle II as shown in Table 2, the findings show that the percentage of the students achieving the score greater than or equal to C (56-70) was 86.67% (13 students of the class). This percentage was greater than those



obtained from Cycle I (60.00% or 9 students of the class). From these findings, it means that the students’ achievement in writing a descriptive essay in Cycle II enhanced and it met the first criterion of success. It was stated that that the criterion was reached if ≥75% students of the class achieved the score greater than or equal to C (56-70) of the range that lies from 0-100. Even though the students’ achievement in writing enhanced, it was still found the certain types of mistakes made by the students in their essays. The number of the mistakes had begun reducing. It seemed that the students doing some mistakes were those who were categorized as the students of the lower of English. Most of the students’ writings presented more details information and the thesis sentence or main ideas of their essays stated fairly, clearly and accurately. Also, most of their essays were fairly well organized and generally coherent but their writings still contained some grammatical mistakes. Even though some students could not yet revise their inappropriate sentences and paragraphs, their writings had already improved. In the writing activities, the students could express their ideas in the process of producing essay systematically through prewriting, drafting, revising, editing and publishing. The fact shows that they could produce descriptive essays dealing with describing the place ‘Ramayana Book Store’. Thus, their descriptive essays were already understandable and readable.
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Table 2. The Result of Analysis on the Students’ Compositions in Cycle II No



Students



SIS-1



SIS-2



1 2 3



AM EK FIR



85.5 69,5



4 5 6 7 8 9 10 11



HN IA KU MAS MA ND NA SA



54,0 77,0 69,0 69,5 69,0 85,0 54,0 77,0



12 13 14 15 Note:



85.5 77,0



Students’ Final Score 85.5 A 73,3 B



*1 *2



54,0 77,0 61,5 69,5 77,0 92,5 69,5 77,0



54,0 77,0 65,3 69,5 73,0 88,8 61,8 77,0



*3 *4 *5 *6 *7 *8 *9



D B C C B A C B



54,0 54,0 54,0 D SW 61,5 69,5 65,5 C * 10 MS 85,0 77,0 81,0 B * 11 SUY 61,5 77,0 69,3 C * 12 US 92,5 88.8 90.65 A * 13 SIS-1 : Student's Individual Score taken by Rater 1 SIS-2 : Student's Individual Score taken by Rater 2 In Cycle II, the percentage of the students achieving the score greater than or equal to C (56-70) was 86.67% (13 students) *



The Students’ Involvement Based on the result of analysis on the data gained from the observation checklist in Cycle II as shown in Table 3, it was found that the average percentage of the students doing the activities was 93.33% (14 students of the class were actively involved in the writing activities). This result was greater than those gained from Cycle I (66.67% students or 10 students of the class). It means that the students’ involvement in the writing activities was categorized as very good and it met the criterion of success. It was stated that the criterion was reached if the students' involvement in the writing



activities was categorized as very good (76%-100% students of the class or 12-15 students did the activity). DISCUSSIONS The Procedures Employed in Implementing WPA Based on the research findings, the implementation of WPA can enhance the students’ skill in writing a descriptive essay. Although all students have not achieved the maximum results, most of their writing skills have enhanced as shown in the results of the assessment in each cycle (Table 1 and 2).
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Table 3. The Result of Analysis on the Data Gained from Observation



Meeting



1



Writing Stages



Prewriting + Drafting



1. 2. 3. 4. 5. 6. 7. 8. 9.



2



3



Revising



Editing + Publishing



Progress Percentages Description of Students' Activities Cycle I Cycle II Paying attention to the teacher's instruction. 66.67% 93.33% Responding to the teacher's instruction. 66.67% 100% Contributing ideas for the topic. 46.67% 73.33% Generating and organizing ideas. 73.33% 100% Writing rough drafts based on generated ideas. 53.33% 93.33% Writing a thesis sentence of essay. 93.33% 93.33% Writing supporting paragraphs. 60.00% 73.33% Using the generic structure of descriptive text 73.33% 100% in the rough drafts. Placing a greater emphasis on content and 46.67% 73.33% organization than on mechanics in the rough drafts. Mean 1 66.67% 93.33%



10. Sharing their writings in conferences. 11. Participating in discussions about classmates' writings. 12. Making changes to reflect the reactions and comments of both teacher and classmates. 13. Making substantive changes between first and second drafts. Mean 2 14. Proofreading their own papers. 15. Helping proofread classmates' papers. 16. Editing and polishing their works by correcting errors in spelling, grammar, and punctuation. 17. Writing the final writing version. 18. Sharing their final writings with the other students by reading them aloud to the whole class or in a small group or a partner Mean 3 Mean (1+2+3)



46.67% 66.67%



73.33% 93.33%



60.00%



73.33%



73.33%



100%



60.00%



86.67%



66.67% 46.67% 73.33%



73.33% 73.33% 100%



93.33% 73.33%



100% 100%



73.33%



93.33%



66.67%



93.33%



Adapted from Tompkins & Hoskisson (1995: 231) Note: Number of students: 15 Scale: 1 (poor) : 0%-25% students do the activities (0-3 students)  fail 2 (fair) : 26%-50% students do the activities (4-7 students)  fail 3 (good) : 51%-75% students do the activities (8-11 students)  fail 4 (very good) : 76%-100% students do the activities (12-15 students)  succeed
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 In Cycle I, the average percentage of the students doing the activities is 66.67% (10 students) categorized as good (fail).  In Cycle II, the average percentage of the students doing the activities is 93.33% (14 students) categorized as very good (succeed).



Regarding the above description, it seems that the students are able to communicate by using written language in which they do all of the activities provided by the lecturer during the process of the action cycles. Those activities are related to the procedures employed in writing a descriptive essay that may enhance their writing skill. The proper model procedures of the implementation of WPA developed by the lecturer for writing activities involves the application of the writing stages adapted from Tompkins & Hoskisson (1995), those are, prewriting, drafting, revising, editing and publishing. The application of the writing stages is as follows. Prewriting stage focuses on brainstorming. Prewriting is a preparation to write and the getting-ready-to-write stage which is like a warming-up for the athletes (Tompkins & Hoskisson, 1995: 211). It was meant to help students to collect ideas, viewpoints, or ideas related to the topic being discussed. This was in line with Gebhard (2000) stating that brainstorming is an activity in which the students call out ideas associated with the topic while the teacher (or a student or two) write ideas on the board. It is also supported by Raimes (1983) pointing out that brainstorming is an activity to produce words, phrases, ideas as rapidly as possible without concerning for appropriateness, order or accuracy. In this brainstorming the lecturer applied visual media, pictures related to the topic discussed, through LCD. It was to call the



students’ background knowledge related to the topic they were going to write. He also questioned the students about what were in the pictures and what was the topic discussed. He then employed the technique of clustering. He asked the students to write the topic or concept in the middle of paper then drew a line out from the circle and wrote an idea associated with the topic. After that, they continued mapping their ideas and making relationship between an idea and other one as many as the students could think of. Drafting stage centers on providing the students chances to start writing based on mapped idea they had made in the previous stage. Drafting is a stage designed to allow the writers to put their ideas on paper without worrying about mechanics or neatness (Roe et al., 1995). This statement is in line with Christenson (2002: 41) asserting that drafting is the process of getting ideas on paper and Brown (2001) pointing out that “drafting is viewed as an important and complex set of strategies, the mastery of which takes time, patience and trained instruction.” Besides, Brown (2001: 347) states that by reading and studying a variety of relevant model of texts, students can gain important insight both about how they should write about subject matter that they may become the topic of their writing. In this stage, the students were assigned to write rough draft as their first draft.
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The lecturer gave a model of descriptive essay and then followed by the explanation before having students write their first draft. To guide the students how to do drafting, the lecturer guided them to check a model of rough draft step-by-step by using drafting guidelines. The students were assigned to check the draft whether (1) the essay contained text organization (identification) or not, (2) the essay contained text organization (descriptions), and (3) the essay contained language features (the use of simple present form, adjectives, verb be, have, look, seem, etc.) or not. Revising stage focuses on providing the students chances to revise their first draft they had made in the drafting stage with emphasis on the content and organization rather than on the mechanics. Revising is to make the writing clearer and more interesting to the readers (Glencoe, 2001:58). Both drafting and revising stages are the core of the writing process (Brown, 2001:348). In revising stage students rethink and rewrite the first draft to form the second draft. The students were guided to revise a model of rough draft step-by-step. The students were assigned to check the draft whether (1) the essay had thesis sentence or not and each paragraph had topic sentence or not, (2) the thesis sentence of the essay and the topic sentence of each paragraph were clear or not, (3) all the supporting paragraphs referred to the thesis sentence or not, (4) all of the sentences of each paragraph and the paragraphs were well organized or not, (5) the paragraphs used sentence connectors or not, and (6) the first sentence of each paragraph is indented or not.



Editing stage centers on providing the students chances to edit the drafts, and proofread the drafts for accuracy and correctness in spelling, punctuation, capitalization and grammar. Editing is putting the piece of writing into its final form. It is the process in which the students begin to look at correctness (Stone, 1990). Tompkins & Hoskisson (1995) assert that the editing stage primarily focuses on the content of students' writing. The students need to edit their draft to make sure their sentences are clear (Glencoe, 2001:71). In this stage the students were guided to edit a model of rough draft step-by-step through editing guidelines. The students were assigned to answer the questions provided step by step. The students were asked to check the draft whether (1) each paragraph used the correct tense or not, (2) all the subjects and verbs are agreed or not, (3) all the sentences used correct word order or not, (4) the sentences used correct plural form or not, (5) the first letter of each sentence was capitalized or not, (6) the first letter of the proper nouns was also capitalized or not, (7) each sentence used punctuation correctly or not, and (8) all words were spelled correctly or not. Additionally, in editing stage the students were assigned to edit their friends’ drafts in terms of the spelling, punctuation and grammar. This is supported by Stone (1990) pointing out that the editing is the stage of the writing process in which students begin look at correctness. Besides, they were also assigned to have a mini-conference with the lecturer. It was done by discussing the students’ writing with the lecturer individually. This statement is in line with
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Church’s statement in O’Malley & Pierce (1996). It is stated that conferencing is an important component of the writing process in which the lecturer meets with the students individually and asks questions about the process they use in writing. The findings showed that having mini-conference could give a positive impact on the students’ drafts. At first, the students were reluctant to come to the lecturer’s and collaborator’s tables, but later on they enjoyed the activities very much. As the result, most of the students could work cooperatively by giving comment or suggestion although it was still in simple one. The last stage was publishing stage. In this stage the students were given a chance to publish their final compositions. The publishing activities could be done by asking students to read his/her own writing in front of the class or by asking the students to read their friends’ final writing. Those statements are in line with Kirby & Liner’s in Vacca & Vacca (1998). It is asserted that publishing is a form of activity that is very important for students as it provides an opportunity for them to share their writing product with real audience of their classmates and other students. In addition, Tompkins (1994) proposed some ways to share children’s writing such as reading it aloud in class, displaying it on bulletin board, or reading it to students in other classes. Some other aspects considered that had given a significant contribution to the



students’ enhancement during the teaching and learning process of writing descriptive essay particularly when implemented WPA were (1) clear instruction and explanation of doing the activities in every writing stage, (2) maximal guidance and control in applying the writing process, (3) the need of visual media related to the topic discussed and other supported media such as pictures, LCD, etc., (4) the need of vocabulary guide related to the topic discussed, (5) the more exercises of using guidelines in every writing stage, and (6) the way of grouping in doing the writing process. The Enhancement of the Students’ Writing Skill The implementation of WPA with the proper model procedures developed can enhance the students’ skill in writing a descriptive essay. The enhancement can be examined from the enhancements of the students’ achievement in writing a descriptive essay and of their involvement in the writing activities during the implementation of WPA in the teaching and learning process. The students’ achievement in writing a descriptive essay enhanced is shown from the enhancement of the percentage of the students achieving the score greater than or equal to C (56-70) of the range that lies from 0-100 in Preliminary Study, Cycle I and II as shown in Figure 1.
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100 80 60 40 20 0 PS 40.00%



Cycle I 60.00%



Cycle II 86.67%



Figure 1. The Enhancement of the Percentage of the Students Achieving the Score ≥ C (56-70) Figure 1 shows that the percentage of the students achieving the score greater than or equal to C (56-70) in Preliminary Study was 40.00% (6 students of the class). It increased enough into 60.00% (9 students of the class) in Cycle I. Meanwhile, in Cycle II it enhanced into 86.67% (13 students of the class). This was a slight enhancement.
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Figure 2. The Enhancement of the Students’ Involvement in the Writing Activities



Dealing with the students’ involvement in the writing activities during the implementation of WPA in the teaching and learning process, it is shown from the enhancement of the percentage of the students’ involvement in the writing activities in every cycle. The enhancement of the students’ involvement in the writing activities in Cycle I and II is shown in Figure 2. Figure 2 shows that in Cycle I some students did not implement all activities seriously. Only 66.67% students (10 students of the class) were involved in the writing activities. Meanwhile, in Cycle II the students involved in the writing activities increased into 93.33% students (14 students of the class). They were actively involved in the writing activities. CONCLUSION After implementing WPA with the proper model procedures developed, the students’ skill in writing a descriptive essay enhances. It is indicated by the enhancements of the percentage of the students achieving the score greater than or equal to C (56-70) and of the percentage of their involvement in the writing activities during the implementation of WPA in Cycle I and II (Figure 1 and 2). The success of this study is in Cycle II. So, it needs long time to succeed in this study. The enhancement of the students’ skill in writing a descriptive essay can be reached but it should follow the proper model procedures of the implementation of WPA as follows: (1) telling students about the objectives of the lesson, (2) involving students in brainstorming activity utilizing pictures related to the topic discussed through LCD in order that
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they have background knowledge, (3) directing students in clustering activity before they write their first drafts, (4) giving and explaining a model of descriptive essay before they write their rough drafts, (5) providing students with models of the rough draft and guideline of doing drafting, revising and editing activities individually, (6) assigning students to work in their groups cooperatively equipped with vocabulary guide, (7) asking students to write their first drafts, (8) having a mini-conference to give suggestions and comments to revise their drafts, (9) conducting both self and peer editing in which students edit the mechanical aspects, and (10) having students read aloud their own final writings and their friends’ final writings. To follow up the conclusion, some suggestions are proposed to the English teachers/lecturers, students and future researchers. The English teachers/lecturers of Writing Course are recommended to employ the proper model procedures of implementation of WPA as one of the alternative strategies in their writing class because of the effectiveness of the strategy. The procedures proposed, however, need to agree with the students’ characteristics and conditions. They have better develop their way of teaching related to the procedures of the implementation of WPA for the more appropriate application. Regarding the implementation of WPA with the proper model procedures developed was effective and suitable to enhance the students’ skill in writing essay, the students are suggested to apply it independently not only in the classroom but also outside wherever they are writing any type of essay. Finally, future
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READING THEORIES AND READING COMPREHENSION Maria Novary Ngabut Universitas Palangkaraya [email protected] Abstract: In this article several reading theories in their relations to reading comprehension teachers and lecturers of English need to know are reviewed. At the theory level, three other Models of Reading, namely Bottom-Up, Top-Down, and Interactive are previously discussed to the Schema Theory. In reviewing the reading comprehension, the history of reading instruction, types and purposes of reading, and cognitive reading skills are discussed. Finally, it reviews six variables involved in the comprehension of English texts. Keywords: models of reading, schema theory, comprehension, background knowledge



This article is a review of reading theories and reading comprehension discussed in a wide range of books, journals, articles, and the like. Here four main topics are reviewed, namely (i) the nature of reading, (ii) schema theory, (iii) reading comprehension, and (iv) the variables involved in comprehension. NATURE OF READING Reading is an extremely complex process that no one can explain satisfactorily. Those who are interested in reading have their fundamental diverse views which resul from two different schools of psychology: behaviourism and cognitivism. In relation to these, most models of reading are partial in that they are concerned with specific aspects (for example, perceptual or cognitive), stages (beginning or skilled reading), or modes (oral or silent reading). They do not attempt to account for all aspects of the reading process. There has been no single model that can be called the most acceptable.



The models can be placed in one of the three categories: bottom-up, topdown, and interactive (Harris & Sipay, 1984:6). A discussion of the three models now follows. Bottom-up Models Bottom-up models ot the reading process view reading as basically a translating, decoding, or encoding process. Here the reader starts with letters or larger units, and as he attends to them he begins to anticipate the words they spell. When the words are identified, they are decoded to inner speech from which the reader derives meaning in the same way as listening. In this process reading comprehension is believed to be an automatic outcome of accurate word recognition. The followers of these models have argued that reading is essentially the translation of graphic symbols into an approximation of oral language. These models are influenced by behaviourist psychology and thus structural linguistics



Journal on English as a Foreign Language, Volume 5, Number 1, March 2015 | 25



in which they are mostly appropriate for beginning readers. Top-down Models In top-down models of reading, the reader’s cognitive and language competence plays a key role in the construction of meaning from printed materials. Most of these models (Goodman, 1967; Smith, 1971) are based on psycholinguistic theory, that is, the theory in which there is an interaction between thought and language. Goodman (1967) defines reading as a process which involves using available language cues that are selected from perceptual input on the basis of reader’s predictions. As the information is processed, tentative decisions about meaning are confirmed, rejected, or refined as the reading progresses. Graphic information in the top-down models is used only to support or reject hypotheses about meaning. Meaning, in this case comprehension, according to these models is obtained by using only as much information as necessary from the graphic, syntactic, and semantic cue systems. Other cues are based upon the reader’s linguistic competence. In contrast to reading as translation models, that is, the bottom-up ones, top-down models theorists believed that skilled readers go directly from print to meaning without first reading to speech (Harris & Sipay, 1984). These models are influenced by psycholinguists, and they are mostly appropriate for skilled readers at the level of advanced or more advanced. Interactive Models



least for skilled or advanced readers, topdown and bottom-up processing in reading seem to occur simultaneously. Rumelhart believes that comprehension is dependent on both graphic information and the information in the reader’s mind. Comprehension, therefore, may be obstructed when a critical skill or a piece of knowledge is missing. In a case such as this, the skilled reader compensates by decoding a word, relying on context, or both word and context. In conjunction with these theories, reading is defined as the meaningful interpretation of printed or written symbols, while comprehending is a result of the interaction between the perception of graphic symbols that represent language and the reader’s language skill, and his knowledge of the world. In this process the reader tries to create meanings that are intended by the writer (Harris & Sipay, 1984:8). Therefore, the nature of reading task changes as the learners progress from less mature to more mature levels. Reading in this case is not one skill but a large number of interrelated skills that develop gradually over a period of years. So, it is a complex process in which the recognition and comprehension of written symbols are influenced by reader’s perceptual skills, decoding skills, experiences, language backgrounds, mind sets, and reasoning abilities. This last model will be discussed further as this model has become the centre of interest for recent theories, research, and practice in teaching reading. The discussion will be covered in schema theory.
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SCHEMA THEORY The notion of schema and related concepts results from the development of research in cognitive science where the importance of background knowledge in language comprehension is found to exist. Rumelhart (1980:34) points out that A schema theory is basically a theory about knowledge. It is a theory about how knowledge is represented and about how that representation facilitates the use of knowledge in particular ways. According to schema theories, all knowledge is packaged into units. These units are the schemata. Embedded in these packages of knowledge is, in addition to the knowledge itself, information about how this knowledge is to be used. A schema, then, is a data structure for representing the generic concepts stored in memory. In relation to the definition above, McCormick & Pressley (1997:62-63) define schemata as generalised knowledge about objects, situation, and events. Activation of schema, according to them, can dramatically affect comprehension, inferences, attention allocation, and memory of what is read. The title of passage can also activate schemata. Related to reading, according to schema theory, a text only provides directions for readers as to how they should retrieve or construct meaning from their own previously acquired knowledge. The previously acquired knowledge is called the reader’s background knowledge, and its structures are called schemata (Rumelhart, 1980). Then, on the basis of this theory, comprehending a text is an interactive process between the reader’s background knowledge and the



text. Efficient comprehension, then requires the ability to relate the textual materials to one’s own knowledge. Comprehending words, sentences, and entire texts involves more than just relying on one’s linguistic knowledge (Carrell & Eisterhold, 1988:76). The process of interpretation is guided by the principle that every input is mapped against some existing schema and that all aspects of that schema must be compatible with the input information. This principle results in two basic modes of information processing: bottom-up and top-down. Bottom-up processing is evoked by the incoming data, while the features of data enter the system with the best fitting, bottom-up schemata. In this mode schemata are hierarchically organised, starting from the most general at the top to the most specific at the bottom. As these bottom-up schemata converge into higher level ones, they become activated. Therefore, bottom-up processing is called data-driven. Or in other words, the interpretation is from parts to whole. Top-down processing, on the other hand, occurs as the system makes general predictions based on higher level, general schemata and then searches the input for information to fit into these partially satisfied, higher ordered schemata. Topdown processing is, therefore, called conceptually-driven processing.The process starts from whole to parts (Rumelhart, 1980; Carrell & Eisterhold, 1988). An important aspect of top-down and bottom-up processing is that both should be occurring at all levels simultaneously. The data needed to instantiate or fill out are available through
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bottom-up processing, while top-down processing facilitates their assimilation if they are anticipated by or consistent with the reader’s conceptual expectations. Bottom-up processing ensures that readers will be sensitive to information that is novel or that does not fit their on going hypotheses about the content or structure of the text, while top-down processing helps the readers to resolve ambiguities or to select between alternative possible interpretations of the incoming data. Rumelhart (1980), furthermore, says that these two basic modes of information processing are used as sources of activation for schemata. Schema-theoretic processes as discussed above all led to new, interactive models for reading. On the basis of



Rumelhart’s proposal of the interactive processing, Lee & VanPatten (1995:190-2) state that the model consists of several knowledge sources representing different levels of linguistic representation (feature, letter, letter cluster, lexical, and semantic knowledges) as shown in Figure 1. Interactive models of reading posit that the components of the model, the knowledge sources, all act simultaneously and in parallel on the incoming input. Figure 1 shows that each knowledge source is connected to each of the others. Each can influence the others, either singly or in combination, so that semantic knowledge can aid feature analysis or syntactic knowledge can aid letter analysis. A very brief description of the elements of the model is as follows: letter cluster analysis



letter analysis



semantic knowledge



lexical knowledge



syntactic knowledge



feature analysis



Figure 1. An Interactive of Model of Reading (Lee & VaPatten, 1995:191)



Feature analysis refers to the act of recognising a loop in a letter and the direction of the loop (p), whereas letter analysis is recognising that the loops make a specific letter (p) versus d versus b). Certain letters do and do not cluster in particular languages, and the clusters syllabify in particular way. Letter cluster



analysis tells us that the letter th cluster in English as in the and ar-thri-tis. Syntactic knowledge identifies the order of words in a language so as to make a person is able to know the difference between ‘Marko hit Yeti’ and ‘Yeti hit Marko’. This means that the same words ordered in different ways can produce different meanings. So, it is
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our syntactic knowledge that identifies the meaning in the order of the words. Lexical knowledge concerns individual word properties and meaning, so that the word work is identified as different from word and fork, though the last two words are only different from the first in one phoneme. Lastly, semantic knowledge governs meaning at all levels (word, phrases, clauses, sentences, and paragraphs). According to interactive models of reading, comprehension is built up or constructed from knowledge sources which interact with each other on the input from the written page. Comprehension, then, is the process of relating new or incoming information to information which is already stored in the memory. Here, readers make connections between the new information on the printed page and their existing knowledge. They must allow the new information to enter and become a part of their knowledge store. In short schema theory as a learning theory that asserts language comprehension involves an interactive process between the learner’s background knowledge and the text. In an interactive processing, the reader uses top-down processing when he relates what he already knows to the text being processed, and uses bottom-up processing when he relates the text being processed to what he already knows. READING COMPREHENSION From the psycholinguistic point of view, reading is not primarily a visual process. There are two kinds of information involved in reading: (i) visual information, that is the one that comes



from the printed page and (ii) non-visual information, that is, the information that comes from the brain of the reader. Visual information can be seen in a text or any form of writing, while non-verbal information is what the reader already knows about reading, about language, and about the world in general (Smith, 1973:6). This means that being able to see sentences in front of our eyes is not enough; we must know something of the language in which the material is written, about its subject matter, and about reading itself. In relation to reading comprehension, four things are necessary to be reviewed, namely, (i) history of reading instruction, (ii) types and purposes of reading, (iii) cognitive reading skills, and (iv) variables involved in comprehension. History of Reading Instruction Silberstein (1987:28-33) discusses reading instruction as reflected during the twenty-five-year’s publication of the journal English Teaching Form (1962 – 1987). She divides the reading instruction into three periods of development: (i) a decade of questioning (1962 – 1973), (ii) reading and psycholinguistics (the 1970s), and (iii) interactive reading (the 1980s). During the first period, there aws a substantial debate over the role of reading instruction in language classrooms, that is, on the utility of audiolingualism in which the written texts were used as grist for an oral mill. A major transformation in the conceptual model of reading had already begun with the publication of Goodman’s (1967), article Reading: A Psycholinguistic Guessing Game. During the 1970s, the impact of this view on second language
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reading came to be seen, not only a a vehicle for language instruction, but also as a unique information-processing skill. In the second period, psycholinguists like Goodman refuted the view of reading as essentially a mechanical decoding of speech written down. Psycholinguists advocated a very different model of thinking in regard to reading. A modern psycholinguistic perspective on reading, according to them, is based on insights derived from contemporary linguistics and cognitive psychology. From this perspective, reading is viewed as a complex information-processing skill in which the reader is seen as an active planning, decision-making individual who coordinates a number of skills and strategies to facilitate comprehension. Goodman (1967) attacked previous views of reading by stating: “Simply stated the common sense notion I seek to refute here is this: Reading is a precise process. It involves exact, detailed, sequential perception and identification of letters, words, spelling patterns, and large language units”. He then advocated the following new paradigm of reading: In place of this misconception, I offer this; Reading is a selective process. It involves partial use of available minimal language cues selected from perceptual input on the basis of reader’s expectation. As this partial information is processed, tentative decisions are made to be confirmed, rejected, or refined as reading progresses. More simply stated, reading is a psycholinguistic guessing game. It involves an interaction between thought and language. Efficient reading does not result from precise perception and identification of all elements, but from skill



in selecting the fewest, most productive cues necessary to produce guesses which are right the first time. In accordance with the psycholinguistic framework for reading, Silberstein (1987:31) is of the opinion that, initially, many psycholinguists assumed that only advanced readers could benefit from this approach to reading. Gradually, however, reading skills have appeared in beginning texts as well. It has become evident that successful reading at all levels entails the cognitive processes delineated above. In the interactive reading period of the 1980s it emphasised that meaning is not fully present in a text waiting to be decoded. Rather, meaning is created through the interaction of text and reader. In this model of reading, background knowledge which facilitates text compehension has an important role to play. Here schema theory which has been discussed earlier comes into play. Interactive reading has come to refer to the interaction of top-down (conceptuallydriven) and bottom-up (data-driven) processing. This model suggests that no text can be considered generically difficult or easy simply on the basis of linguistic features such as syntactic complexity or word frequency. Texts become easier if they correspond to students’ prior knowledge of language, rhetorical conventions, and the world. Reading activities developed within an interactive framework have placed particular emphasis on teaching students to activate and use their background knowledge. This emphasis is realised in what is called prereading activities, that is, the activities undertaken
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in order to build and activate their background knowledge. This approach seems to be more appropriate for developing students’ reading skills as well as their reading proficiency (Dennis, McKena, and Miller, 1989; Omaggio, 1986; Clarke and Silberstein, 1979; Papalia, 1987; Carrell, 1987; McKay, 1987). Types and Purposes of Reading Types and purposes of reading cannot be separated from comprehension. Each type will determine what to achieve during or after reading. In conjunction with this Clarke and Silberstein (1979) point out that classroom activities should parallel the real world as closely as possible. Language is a tool of communication, so methods and materials should concentrate on the message, not on the medium. Then, the purposes of reading should be the same in class as they are in real life. In general there are four types of reading, and thus four purposes of reading (Clarke and Siberstein, 1979; Greenwood, 1981; Grellet, 1987), although the writers have slightly diverse terminologies. They are (1) skimming (in order to obtain the general idea of the author), (2) scanning (in order to obtain specific fact or piece of information), (3) intensive or thorough reading (in order to obtain a comprehensive understanding of a reading text, in this case, reading for detail), and (4) critical reading (in order to evaluate information to determine where it fits into one’s own system of beliefs). These types of reading can also be called reading strategies for obtaining necessary information and for determining the proper approaches for a reading task.



It is expected that knowing the types and purposes of reading and then applying the strategies will be very helpful for students to develop their reading skills. Cognitive Reading Skills Efficient reading depends first of all on having a purpose for reading. In this case, the reader knows why he is reading a text. One possible way of establishing a purpose of reading is by focussing the learner’s attention on a particular cognitive skill. Many lists of cognitive skills have been suggested by those who are interested in reading instruction, but they all include most of the following (Greenwood, 1981: 89): 1. to anticipate both the form and the content; 2. to identify the main idea (s); 3. to recognise and recall specific details; 4. to recognise the relationship between the main idea(s) and its (their) expansion (example, lists, etc.); 5. to follow a sequence, such as events, illustration, stages of arguments; 6. to infer from the text (to read between the lines); 7. to draw conclusions; and 8. to recognise the writer’s purpose and attitude. In relation to the above reading skills, Brown in Mueller & Tiffany (n.d.) has compiled a taxonomy of reading microskills. The taxonomy provides an overview of the skill processes learners must learn to perform as they become efficient readers. The following are the taxonomy of reading microskills:
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1.



2.



3. 4.



5.



6.



7.



8.



9.



10. 11.



12. 13.



Discriminate among the distinctive graphemes and orthographic patterns of English. Retain chunks of language of different lengths in short-term memory. Process writing at an efficient rate of speed to suit the purpose. Recognise a core of words, and interpret word order patterns and their significance. Recognise grammatical word classes, verbs, etc), systems, (e.g. tense agreement, pluralisation), rules and elliptical forms. Recognise that a particular meaning may be expressed in different grammatical forms. Recognise cohesive devices in written discourse and their role in signalling the relationship between and among clauses. Recognise the rhetoritical forms of written discourse and their significance for interpretation. Recognise the communicative functions of written texts, according to form and purposes. Infer context that is not explicit by using background knowledge. From events, ideas, etc., described, infer links and connections between events, deduce causes and effects, and detect such relations as main idea, supporting idea, new information, generalisation, and examplification. Distinguish between literal and implied meanings. Detect culturally specific references and interpret them in a context of the appropriate cultural schemata.



14. Develop and use battery of reading strategies, such as scanning and skimming, detecting discourse markers, guessing the meaning of words from context, and activating schemata for interpretation of texts. Furthermore, it is suggested in the lists that reading comprehension abilities be closely related to writing abilities, especially when they involve comprehending the organisation of the text. In this case, the two primary language skills are mutually reinforcing. THE VARIABLES INVOLVED IN COMPREHENSION Shrum & Glisan (1994:114-116) review some research findings on the variables involved in comprehension. According to them, there are six variables that affect comprehension, both oral and written. The first variable is the importance of context and background knowledge in understanding input. The degree to which the reader is able to merge input with previously acquired knowledge structures or schemata, determines how successful he or she will be in comprehending. This linking of new and existing knowledge helps the reader make sense of the text more quickly. The second variable is the degree to which the reader uses strategies such as guessing in context. Prediction of fortcoming input is one characteristic of native readers’ processing. Many studies support the claim that learners who interact with text through strategies such as predicting, skimming, scanning, and using background knowledge comprehend much better than those who fail to use these strategies.
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The third variable is the purpose for reading or the nature of the task. The type of task determines the kind os strategy required. Two kinds of reading strategies , extensive and intensive, involve different objectives and skills. Extensive reading, usually reading for pleasure, requires the ability to understand main ideas, find specific information, and read quickly. Intensive reading, on the other hand, most often as reading for information, requires the ability to read for details, understanding implication, and follow relationships of thought throughout the text. The fourth variable relates to the length of text presented for comprehension. At he beginning level, students are typically given shorter, edited texts to read. Students who process shorter texts are more likely to use wordfor-word processing strategies since the demands on memory permit greater attention to detail. Some evidence suggests that larger texts may be easier for students to comprehend because they are more cohesive and interesting to students, although the texts require more top-down processing. The fifth variable in the comprehension process is related to the type of written text presented. Traditionally, the difficulty of texts has been judged on the basis of the simplicity of grammatical structures and the familiarity of the vocabulary. This may be due to the fact that comprehension is tested on the basis of grammar and vocabulary recognition rather than on the interaction with the text’s message. But empirical studies revealed that exposure to texts with unfamiliar grammar and vocabulary does not significantly affect



comprehension. Other factors such as the quality of the text itself in terms of factual consistency and coherence, as well as the background knowledge and motivation of learners, may be more important considerations for teachers when selecting texts. The sixth variable in comprehension is the treatment of new vocabulary. It is acknowledged that the use of vocabulary lists with definitions does little to help the reader build vocabulary or comprehend more effectively while reading. It will be more effective if new words are presented in their thematic and discourse relationship to the text than in their dictionary definitions. As an alternative, the teacher uses pre- and post-reading discussion in order to link text information to reader background knowledge. Therefore, in order to comprehend written texts well, the instructor should take into consideration the following variables: (1) background knowledge of the student, (2) strategies that students use in the comprehension task, (3) purpose of reading or the nature of the task, (4) length of the text, (5) type of text, and (6) treatment of new vocabulary. CONCLUSION In the discussion the nature of reading, schema theory, reading comprehension, and the variables involved in reading comprehension has been reviewed. In discussing the nature of reading, the three models of reading namely Bottom-Up, Top-Down, and Interactive explained briefly. Then, The Schema Theory reinforces what has been discussed in The Nature of Reading Section.
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In reviewing reading comprehension, three points have been discussed: The History of Reading Instruction, Types and Purposes of Reading, and Cognitive Reading Skills. Finally, the variables in comprehension consists of (1) the importance of context and background knowledge in understanding input, (2) the degree to which the reader uses strategies in understanding the text, (3) the purpose for



reading or the nature of the task, (4) the length of text presented for comprehension, (5) the type of written text presented, and (6) how to treat the vocabulary. The writer hopes this article would help those involved in the teaching of reading comprehension to widen the knowledge and understanding of as well as developing reading materials.
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FOSTERING STUDENTS’ CRITICAL THINKING BY PROJECT-BASED LEARNING Pryla Rochmahwati STAIN Ponorogo [email protected] Abstract: This research focused on fostering students’ critical thinking through ProjectBased Learning. The design of the research was descriptive qualitative method. The subjects were the lecturer of TEFL 1 course and 25 students in C class of the fourth semester of STAIN Ponorogo who took TEFL 1 course. The instruments used are in the form of observation sheet and interview guideline. The data analysis applied in this research used data reduction, data display, and conclusion drawing. The findings showed that the implementation Project-Based Learning that fosters the students’ critical thinking in TEFL class are through the following steps: (1) Discussing the materials about English Language Teaching Method, (2) working with the group to construct scenario of teaching practice, (3) practicing the scenario, (4) recording the teaching practice into video, and (5) evaluating the video product. Moreover, the result of interview indicates that the students showed significantly positive attitude toward the implementation of Project-Based Learning. Finally, English teachers are recommended to implement Project-Based Learning in EFL class since it facilitates the students to build their critical thinking. Keywords: critical thinking, Project-Based Learning



Nowadays, it is essential for everyone especially university students to have good thinking skills and abilities in order to meet the demands of modern life. It indicates that there is no longer possible to teach all students all they need to know, only when learners are able to avail themselves of each learning opportunity, rather than simply react to various stimuli from the lecturer in their language learning process. The situation calls for the urgent need of fostering students' critical thinking. Critical thinking is one of the thinking skills that should be considered in designing and improving language curriculum because the world we live in is getting more complex to understand, and how we process information has become more important than specific details.



Halverson (2014) defines critical thinking as: "to think critically about an issue is to consider that issue from various perspectives, to look at and challenge any possible assumptions that may underlie the issue and to explore its possible alternative." This ability can be improved by teaching students ways to develop their thinking abilities. Consequently, they will have the benefits which are obtained due to their engagement in thinking and sharing thoughts with other learners. Additionally, Fahim & Sa’eepour (2011:867) state that critical thinking has been defined in many different ways. Philosophers have tended to focus on the nature and products of critical thinking, while psychologists have concentrated on the process of cognition, and seeking the conclusion in empirical research. On the
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other hand, some educators have drawn on both psychology and philosophy to develop a rigorous theory of critical thinking for teaching Moreover, Beyer (1985) states that critical thinking is the ability to collect, evaluate and make use of information effectively and appropriately. Critical thinking is the ability to think for one's self and reliably and responsibly make those decisions that affect one's life. Critical thinking is also critical inquiry. Therefore, critical thinkers investigate problems, ask questions, pose new answers that challenge the status quo, discover new information that can be used for good or ill, question authorities and traditional beliefs, challenge received dogmas and doctrines, and often end up possessing power in society greater than their numbers. Glaser in Fisher (2001:3) identified the abilities which underlie critical thinking are to recognize problem, find workable means for meeting those problems, gather pertinent information, recognize unstated assumption, comprehend and use language with accuracy, clarity and discrimination, interpret data, appraise evidence and evaluate statement, recognize the existence of logical relationship, draw conclusion and generalization, put to test the generalization and conclusion at which one arrives, reconstruct one’s pattern of believe, and render accurate judgment about specific things and qualities in everyday life. Referring to the implementation of project-based learning in language teaching, Bas (2011) asserts that projectbased learning is an instructional method centered on the learner. Students develop



a question and are guided through research under the lecturer‘s supervision. Instead of using a rigid lesson plan that directs a learner down a specific path of learning outcomes or objectives, projectbased learning allows in-depth investigation of a topic worth learning more about (Helm, 2001). Project-based learning is based on the constructivist learning theory, which finds that learning is deeper and more meaningful when students are involved in constructing their own knowledge. Constructivism is a theory based on observation and scientific study about how people learn. People construct their own understanding and knowledge of the world, through experiencing things and reflecting on those experiences (Piaget, 1969; Vygotsky, 1978; Perkins, 1991). At Ponorogo Islamic State College, the fourth semester of undergraduate students is required to take Teaching English as Foreign Language (TEFL) course. This objective of the TEFL course is to provide the students with knowledge, skills and the basic principles of teaching and learning process dealing with various approaches, methods, and techniques in TEFL and language learning strategies. Furthermore, the students are expected critically learn and keep abreast with current issues concerning teachinglearning methods obtained from various sources such as textbooks, journal articles or seminar papers (TEFL Syllabus of English Department, 2013). In order to achieve the objective of TEFL course, lecturers are facing challenges in designing innovative pedagogical approaches with the objective to set young minds thinking and to promote critical thinking. Project-based
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learning is considered effective to foster critical thinking. Project-based learning is an authentic learning model or strategy in which students plan, implement, and evaluate projects that have real-world applications beyond the classroom (Westwood, 2008). It supports students’ engagement in problem-solving situations (Doppelt, 2003) and enhances the quality of learning and leads to higher-level cognitive development. It implies that students become more engaged in learning when they have a chance to dig into complex, challenging, and sometimes even chaotic problems that is closely similar to real life. The result of preliminary rd observation on the 3 of June, 2014 showed that the lecturer explained about what kind of project that would be done during the course. The students seemed enthusiast in responding the lecturer’s explanation. Referring to the theoretical and empirical data above, therefore, this research reports the implementation of Project-Based Learning in TEFL 1 class, its problem, and the students’ responses on its implementation. METHOD The design of the research was descriptive qualitative method, as Bogdan & Biklen (1998:25) define the qualitative approach as a research procedure which produces a descriptive data such as verbal or nonverbal utterances or words from the object being observed. The research subjects were the lecturer of TEFL 1 course and 25 students in C class of the fourth semester students of STAIN Ponorogo who took TEFL 1 course. The instruments



used are in the form of observation sheet, and interview guideline. Miles & Huberman’s (1994:24) view of qualitative data analysis consisting of data reduction, data display, and drawing conclusion was employed in the research. FINDINGS AND DISCUSSIONS The Implementation of Project-Based Learning in TEFL 1 Course Referring to the result of observation and interview, it can be implied that the steps in implementing of Project-Based Learning that build students’ critical thinking in TEFL class are as follows. Discussing the Materials to Get Better Understanding In discussing the materials of English language teaching method, the lecturer divided the class into 7 groups. Each group discussed the selected ELT Method, namely, (1) Grammar Translation Method, (2) Direct method, (3) Audio Lingual Method, (4) Suggestopedia, (5) Silent Way, (6) Community Language Learning, and (7) Total Physical Responses. Each group had to make summary on the selected method in terms of definition, characteristics, the strengths and weaknesses and the underlie techniques, and then it had to be presented in front of the class. The students applied various techniques and media to present the materials. They used video, picture, LCD as media and demonstrated how to teach by the selected method. The activities are shown in the following figures.
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Figure 1. Classroom Presentation



Figure 2. ELT Method Video from YouTube as Media



Working with the Group to Construct Scenario of Teaching Practice After the students had discussed and got the point on the ELT Method, the



lecturer guided them to construct a scenario of teaching practice of the selected method. The activity is shown in the following figure.



Figure 3. Constructing Teaching Practice Scenario



Practicing the Scenario/Micro Teaching Finished constructing scenario, the lecturer asked the students to practice their scenarios with the peers. This



activity was needed as a feedback to improve the scenario, whether the dialogue needed to use, omit or revise. The following figure showed the activity.
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Figure 4. Practicing Scenario Recording the Teaching Practice into Video The video recording of the teaching practice was done by the students. They did it by themselves without lecturer’s guidance. The example of students did recording in the classroom is shown in the figure.



Figure 5. Practicing Scenario Evaluating the Video Product The lecturer asked each group to play video in front of the class. The lecturer together with the students evaluated the video whether the video had reflected the theory of ELT method or not. Based on the steps in implementing of Project-Based Learning in TEFL class, there are many activities which foster students’ critical thinking. The activities are:



1. Classroom Discussion Student discussions can exhibit all phases of inquiry and result in integration and creation of new knowledge, depending on “intensity” of interaction in the integration phase (building on ideas stated by others). It is one of technique to encourage and participation among learners. This activity allows for giving and accepting feedback and for greater reflection. Through classroom discussion, the students must be aware of the significance of their responses and learn to ask good questions of themselves and of others. The questions that focus on the fundamentals of thought and reasoning would form the baseline of critical thinking. Equally important is the role of the lecturer in the classroom discussion. The lecturer must encourage the students to be Reflective, to wait and think, instead of making impulsive judgments, or accepting the first thought that occurs in their mind, or promptly accepting whatever is manifested in the media. The lecturer sometimes formulates questions such as "How do you know"," what are the reasons?" so as to make sure they have underlying reasons for their ideas and to search for rationales for others' views. This will lead to improvement in their critical thinking ability.
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Even though discussion allows for giving and accepting feedback and for greater reflection, it is important for online participants to be aware of the significance of their responses and learn to ask good questions of themselves and of others MacKnight (2000). Questions that focus on the fundamentals of thought and reasoning would form the baseline of critical thinking. Equally important is also the role of the lecturer in the discussion environment to be able to engage in a line of questioning that will continue to drive ideas, and thus help students to develop and apply critical thinking skills (MacKnight, 2000) 2. Micro Teaching Micro teaching is a method of practice teaching in which a videotape of a small segment of a student's classroom teaching is made and participants have an opportunity to analyze the recording of their teaching in structured ways. It functions as a technique that gives student teachers the opportunity to analyze and assimilate different teaching approaches and styles (Hamed, 1979). It also provides immediate feedback that allows discussion and critique of the lessons. Popovich & Katz (2009) revealed that microteaching is a valuable tool for assisting students in developing communication, critical thinking and problem solving skills. The lecturer can easily control many factors that influence the quality of teaching by means of microteaching. The Problems Arouse during the Implementation of Project-Based Learning Some difficulties during the implementation of Project-Based Learning



happened are: (1) The lecturer must reformulate the same questions many times in order to make the students get the point of the concept. Some challenging questions such as “Why is it so? What do you think about…? What is your idea about…? etc., can help students think critically. Those questions must be repeated many times to lead the students’ understanding. (2) The students feel difficult to translate the concept of ELT Method into teaching scenario. Understanding the concept does not mean constructing the scenario easily. The students need lecturer’s guidance in constructing scenario which is matched with the concept. Therefore, the scenario must be revised many times. The Students’ Responses on its Implementation Referring to the result of observation and interview to the students, the students showed significantly positive attitude toward the implementation of Project-Based Learning. They were very enthusiastic in doing the project. It can be seen from their participation in discussion time. Most of them tried to give comment dealing with the concept of ELT Method. In addition, they were actively come for face to face consultation to the lecturer in constructing teaching practice scenario. Even though, this was the first time they experienced Project-based learning. Hence, they had the opportunity to state the possible advantages and challenges of project-based learning. The perceived advantages are: (1) eliminating written examination, (2) learning by doing, and (3) activating participation throughout the course.
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CONCLUSION As a final remark, the steps in implementing of Project-Based Learning that fosters students’ critical thinking in TEFL 1 class are in the following: (1) Discussing the materials about English language teaching method, (2) working with the group to construct scenario of teaching practice, (3) practicing the scenario, (4) recording the teaching practice into video, and (5) evaluating the



video product. Moreover, the advantages on its implementation are in the form of the abolishing of written examination, the continuation of learning by doing and the active participation. This research should be repeated with a different course content and target audience. Furthermore, experimental studies may be conducted to reveal the effectiveness of Project-Based Learning.
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THE EFFECTS OF TEACHING CRITICAL THINKING ON STUDENTS’ ARGUMENTATIVE ESSAY A’am Rifaldi Khunaifi Universitas Muhammadiyah Palangkaraya [email protected] Abstract: This study is directed to find out whether teaching critical thinking affects the writing ability of argumentative essay. This research employed quasi experimental design as it was intended to measure the effects of the strategy on the students’ ability in writing argumentative essay. The samples of the study were the students of class A and B enrolled in the seventh semester of the English Education Department of State Islamic College of Palangka Raya. To collect the data needed, it was used test as the instrument; it was Academic Writing for IELTS Test. The data were processed and analyzed by using SPSS 19.0 statistic technique of independent ttest and paired-sample t-test, and the analized data were concluded. From the result of the test, the independent t-test calculation in posttest scores in both groups shows that the significance value is higher than level of significance (0.194 > 0.05). It indicates that there is no significant difference between experimental and control groups. Moreover, the paired t-test calculation shows the result of paired sample test (0.000 < 0.05) in which there is a significant difference between pretest and posttest scores in experimental group after having treatments. Keywords: critical thinking, writing ability, argumentative essay



English is an international language. Almost all countries have adapted English used as a compulsory subject at schools. The national education has decided that English as a foreign language is taught in Indonesian schools. It is learned started from primary schools up to university. People realize that teaching English at these levels, particularly at university, becomes very important and needs much concern. As an English teacher, he or she demands to explore effective techniques, method and approaches. In English there are four language skills, they are listening, speaking, reading, and writing. The students must master the four of language skills so they can use English actively and also passively. Writing as a part of the



language skills must be taught maximally to the students. Writing is an also media of communication. According to Byrne (1980: 24) writing is a primary means of recording speech, even though it must be acknowledged as a secondary medium of communication, so that it can help us to have a good socialization and express our ideas, feeling and our opinion to have a good interaction with our society. Hence, it can be concluded that writing is a very important subject because in writing student writers must share ideas from thier brain. It is not easy to translate concept in the brain to be a written language. Consequently, it is normal if the student think that writing is a difficult subject because they must pay attention to
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many things (idea, concept, vocabulary and grammar). Critical thinking is an important element of all professional fields and academic disciplines (by referencing their respective sets of permissible questions, evidence sources, criteria, etc.). According to Moon (2008: 1), critical thinking is an exploration of and exposition on the elusive concept of critical thinking that is central to the operation advanced stages of education and professional development. It draws on a wide-ranging review of literature and discussion. Bailin et al. (1999) state that critical thinking is needed in language learning. The need to know how teachers, learners and other regard critical thinking because they need to stay in touch with the common-sense thinking in the process of theorizing and developing statements of definition or in achieving a good link between learning and teaching. In addition, in this case, theory is only of use if it eases forward the everyday thinking. Therefore, that is to say, it must be true to the core meaning of the educator’s basic concept to critical thinking. It is largely irrelevant to educators concerned with developing critical thinking, particularly in teaching language, writing ability (Bailin et al. (1999). Referring to the text type of writing, writing argumentative essay assignments generally call for extensive research of literature or previously material (Anderson & Anderson, 1997). Argumentative assignments may also require empirical research where the student collects data through interviews, surveys, observations or experiments. Detailed research allows the students to learn about the topic and to understand



different points of view regarding the topic so that s/he may choose a position and support it with the evidence collected during research. Regardless of the amount or type of research involved, argumentative essay must establish a clear thesis and follow sound reasoning. Based on the background above, therefore, the research problem can be formulated as follows, “Does the teaching critical thinking give effect toward the students’ argumentative essay?” METHOD The research employed experimental design that dealt with the influence of teaching critical thinking on students’ argumentative essay. Research design that is used is quasi-experimental design in which it controlled some but not all of the sources of internal validity (Tuckman in Sugioyono, 2010). The research design can be described as follows. The samples of the population were randomly selected. The sample was taken from students of class A and class B in the sixth semester, becoming experimental group and control group. Then both of groups were given pre-test and post-test. The data were collected from administering pretest and posttest for experimental and control groups by using Academic Writing for IELTS Test. The scores of pretest and posttest were analyzed by t-test statistical formula. It was used to find out whether there was a significant difference between the means of two groups in this research or not. It means to find out the effect of teaching critical thinking toward the students’ argumentative essay. Then they were calculated by statistical formula with the
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assistance of SPSS version 19.0 to compare the results of the test from the manual



calculation.



Tabel 1. Quasi-Experimental Design Sample



Pretest



Treatment



Posttest



Experimental Group (G1) Control Group(G2)



T1 T1



X -



T2 T2



FINDINGS AND DISCUSSION Pretest Scores Analysis Before calculating the t value, there is one assumption that has to be fulfilled: the sample come from population that is normally distributed (Coolidge, 2000). Normality Ditribution Test First step of the is starting the hypotheses. The hypotheses are: H0 : the samples of the control and experimental groups are normally distributed.



H1



: the samples of the control and experimental groups are not normally distributed. The alpha level at 0.05 (tow-tailed), then analyzing the normality distribution using Kollmogrov-Smirnov in SPSS 19.0. If the probability (Asymp. Sig) is smaller than 0.05, then H0 is rejected. Meanwhile, if the probability is larger than 0.05, then H0 is retained (Hatch & Farhady, 1982: 88).



Table 1. Normality Distribution Test in Prestest Control and Experimental Groups One-Sample Kolmogorov-Smirnov Test Pretest control N Normal Parametersa,b



Mean Std. Deviation Most Extreme Differences Absolute Positive Negative Kolmogorov-Smirnov Z Asymp. Sig. (2-tailed) a. Test distribution is Normal. b. Calculated from data.



From the table above, it can be seen that the probabilities values (Asymp. Sig.) of pretest control and experimental groups are 0.098 and 0.188. It means that the probabilities exceed that alpha level, and then H0 is retained. In other words,



26 71.3077 5.71153 .241 .129 -.241 1.229 .098



Pretest experimental 26 70.8462 6.11027 .213 .161 -.213 1.087 .188



pretests for control and experimental groups were normally distributed. The results of the tests normally distributed because the value from pretest from control and experimental group is balanced.
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Posttest Score Analysis



H1



Similar to the pretest data analysis, there is one assumption that has to be met before calculating the t value. The data analysis is follows. Normality Distribution Test The assumption to be fulfilled is the sample has to be normally distributed. The procedure is stating the hypothesis, H0



: the samples of the control and experimental groups are normally distributed.



: the samples of the control and experimental groups are not normally distributed.



Set the alpha level at 0.05 (twotailed). If the probability (Asymp. Sig) is smaller than 0.05, then H0 is rejected. On the other side, if the probability is bigger than 0.05, then H0 is retained (Hatch & Farhady, 1982:88). The results of normality distribution tests of control and experimental groups, that were analyzed by Kollmogrov-Smirnov test in SPSS 19.0.



Table 2. Normality distribution test posttest control and experimental Groups One-Sample Kolmogorov-Smirnov Test



N Normal Parametersa,b



Mean Std. Deviation Most Extreme Differences Absolute Positive Negative Kolmogorov-Smirnov Z Asymp. Sig. (2-tailed) a. Test distribution is Normal. b. Calculated from data.



According to those tables, it show that the (Asymp. Sig) of the posttest control and experimental groups are 0.756 and 0.283. Since those values are higher than the level of significance (0.05), it indicates that the samples were normally distributed. According to Sudrajat (1983:388), the level of significance is able to decrease into 0.020 as the lowest level of significance in statistic. If the level of significance is 0.020, then the posttest of control group was normally distributed. The results of the tests normally distributed because the value from postest



Posttest control 26 79.5385 2.68672 .132 .124 -.132 .673 .756



Posttest experimental 26 80.6154 3.18844 .194 .194 -.146 .988 .283



from control and experimental group is balanced. T-test Computation Independent t-test Computation of Pretest Score in Control and Experimental Groups Since the samples of this research were normally distributed, then the parametric test was carried out. The independent t-test formula was used to analyze whether there was a significant difference between means of the two groups or not.
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The hypotheses calculating t value are:



stated



before



H0



:



there is no significant difference between the pretest means of control and experimental groups.



H1



: there is a significant difference in pretest means between control and experimental



The level of significance used in the independent t-test is 0.05 (two-tailed). t value was calculated using independent ttest formula in SPSS 19.0. If the significance value of pretest of control and experimental group are smaller than 0.05, then H0 is rejected. On the other side, if the significance value is larger than 0.05, then H0 is retained (Hatch & Farhady, 1982:88).



Table 3. Independent t-test of Pretest Scores in Control and Experimental Groups Independent Samples Test Levene's Test for Equality of Variances



pretest Equal variances assumed Equal variances not assumed



F Sig. t .843 .363 .281



t-test for Equality of Means 95% Confidence Sig. Std. Interval of the (2Mean Error Difference tailed Differen Differe df ) ce nce Lower Upper 50 .780 .46154 1.64032 -2.83314 3.75622



.281 49.774



From the table above, it indicates that the value of significance is 0.780. Since 0.780 is higher than 0.05, then H0 is retained which states there was no significant difference between pretest means of control and experimental groups. It implied that the initial ability in writing between control and experimental groups were similar. The result of pretest score in control and experimental group above is there was no significant difference because it has not been given a treatment.



.780



.46154 1.64032



-2.83351



3.75659



Independent t-test Computation of Posttest in Control and Experimental Groups Since the samples of this research were normally distributed, the parametric test was conducted. The independent ttest was used to analyze whether there was a significant difference between posttest means of the two groups. The hypotheses are stated before calculating t value: H0



:



there is difference



no significant between the
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posttest means of control and experimental groups. H1



: there is a significant difference between the posttest means of control and experimental groups.



The level of significance used in the independent t-test is 0.05 (two-tailed).



After that, t value was calculated using independent t-test formula SPSS 19.0. If the significance value of posttest of the control and experimental groups are smaller than 0.05, then H0 is rejected. Meanwhile, if the significance value is larger than 0.05, then H0 is retained (Hatch & Farhady, 1982:88). The analysis is as follows.



Table 4. Independent t-test of Posttest Scores in Control and Experimental Groups Independent Samples Test Levene's Test for Equality of Variances



Posttest



Equal variances assumed Equal variances not assumed



F Sig. 2.435 .125



t -1.317



t-test for Equality of Means 95% Confidence Std. Interval of the Mean Error Difference Sig. (2- Differen Differen df tailed) ce ce Lower Upper 50 .194 -1.07692 .81770 -2.71933 .56548



-1.317 48.603



From the table above indicates that the significance value of posttest means of control and experimental groups is 0.194. It indicates that 0.194 is higher than 0.05, then H0 is retained which states there was no significant difference between pretest means of control and experimental groups. The result of postest score in control and experimental group above is there was no significant difference after given a treatment. This occurs due to the result value of students postest in control and experimental group is balanced. The



.194 -1.07692



.81770 -2.72050



.56665



average value of the postets control and experimental group 80 and 70. Paired t-test Computation of Pretest and Posttest Scores in Control Group A paired t-test was carried out to find out whether there was a significant difference between pretest and posttest means of the control group. The paired ttest formula in SPSS 19.0 was used to analyze the scores. The steps of analyzing paired t-test are similar to the independent t-test analysis. First of all stating the hypotheses, they are:
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Table 5. Pretest and Posttest Scores Analysis in Control Group Paired Samples Statistics Pair 1



Pretest control Posttest control



Mean 71.3077 79.5385



N 26 26



Std. Deviation Std. Error Mean 5.71153 1.12012 2.68672 .52691



Table 6. Paired t-test of Pretest and Posttest Scores in Control Group Paired Samples Test



Pair 1



Pretest control – posttest control



Paired Differences 95% Confidence Interval of the Std. Std. Difference Deviati Error Mean on Mean Lower Upper -8.23077 4.72701 .92704 -10.14005 -6.32149



The table above shows that the mean of posttest score in control group is higher than the pretest score (79.5385 > 71.3077). Table 4.6 shows the significance value is 0.000, which is lower than level of significance (0.05). Consequently, H0 was rejected. It implied that there was a significant difference between pretest and posttest means of control group. Paired t-test Computation of Pretest and Posttest Scores in Experimental Group A paired t-test also was carried out to find out whether there was a significant difference between the experimental group’s means before and after the treatments. The paired t-test formula in SPSS 19.0 was used to analyze the pretest and posttest scores of the experimental group. The steps of analyzing paired t-test are similar to the paired t-test analysis in control group. First is stating the hypothesis, there are:



t df -8.879 25



Sig. (2tailed) .000



H0



:



there is no significant difference between pretest and posttest means of the experimental group.



H1



: there is a significant difference between pretest and posttest means of the experimental group.



Then, stating the level of significance t 0.05 (two-tailed). Compare the value of level significance and significance value after the analysis. If significance value is equal or lower than 0.05, the result is statistically significant. Then H0 is rejected; meanwhile, if significance value is higher than 0.05, the result is not statistically significant, then H0 is retained (Hatch & Farhady, 1982:88). The result of the computation is as follows.
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Table 7. Pretest and Posttest Scores analysis in Experimental Group Paired Samples Statistics



Pair 1



Pretest experimental Posttest experimental



Mean 70.8462 80.6154



N



Std. Deviation 26 6.11027 26 3.18844



Std. Error Mean 1.19832 .62530



Table 8. Pretest and Posttest Scores analysis in Experimental Group Paired Samples Test



Pair 1



Pretest experimen tal – posttest experimen tal



Paired Differences 95% Confidence Interval of the Std. Std. Difference Deviati Error Mean on Mean Lower Upper -9.76923 4.50162 .88284 -11.58748 -7.95099



From the table above, it shows that the mean of posttest score is higher than the pretest score (80.6154 > 70.8462). The table 3.10 shows the significance value is 0.000, which is lower than 0.05. It means H0 was rejected. This computation implies that there was a significant difference between pretest and posttest means of the experimental group. In other words, the teaching critical thinking improved students' skill in argumentative essay. Corelations of Postest Writing and Postest Critical Thinking in Control Group A corelation also was carried out to find out whether there was a significant or corelation between postest writing and postest critical thingking in control group after treatment. The corelation formula in SPSS 19.0 was used to analyze the postes



t df -11.066 25



Sig. (2tailed) .000



writing and postest critical thinking in control group. The steps of analyzing corelation, first is stating the hypothesis, there are : H0



:



there is no corelation significant difference between postest writing and postest critical thinking in control group.



Ha



: there is a corelation significant difference between postest writing and postest critical thinking in control group.



Then, stating the level of significance t 0.05 (two-tailed). Compare the value of level significance and significance value after the analysis. If significance value is equal or lower than 0.05, the result is statistically significant. Then H0 is rejected; meanwhile, if significance value is higher than 0.05, the
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result is not statistically significant, then H0 is retained (Santoso 2004:243).



Table 9. Postest writing and Posttest Critical Thinking in Control Group Correlations Postest control Postest control group



Postest CT control group



Poestest CT control group ,614** ,001



Pearson Correlation Sig. (2-tailed)



1



N Pearson Correlation Sig. (2-tailed)



26 ,614** ,001



26 1



26



26



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



Table above shows the significance value is 0.001, which is lower than level of significance (0.05). Consequently, H0 was rejected. It implied that there was a corelation significant difference between postest writing and postest critical thinking in control group. Corelations of Postest Writing Postest Critical Thingking Experimental Group



and in



A corelation also was carried out to find out whether there was a significant or corelation between postest writing and postest critical thingking in control group after treatment. The corelation formula in SPSS 19.0 was used to analyze the postes writing and postest critical thinking in control group. The steps of analyzing corelation, first is stating the hypothesis, there are :



H0



:



there is no corelation significant difference between postest writing and postest critical thinking in control group.



Ha



: there is a corelation significant difference between postest writing and postest critical thinking in control group.



Then, stating the level of significance t 0.05 (two-tailed). Compare the value of level significance and significance value after the analysis. If significance value is equal or lower than 0.05, the result is statistically significant. Then H0 is rejected; meanwhile, if significance value is higher than 0.05, the result is not statistically significant, then H0 is retained (Santoso 2004:243).
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Table 10. Postest writing and Posttest Critical Thinking in Experimental Group Correlations Postest experimental Postest Experimental



Poestest CT Experimental



Poestest CT Experimental ,776** ,000



Pearson Correlation Sig. (2-tailed)



1



N Pearson Correlation Sig. (2-tailed)



26 ,776** ,000



26 1



26



26



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



The table above shows the significance value is 0.000, which is lower than level of significance (0.05). Consequently, H0 was rejected. It implied



that there was a corelation significant difference between postest writing and postest critical thinking in control group.



CONCLUSION



between experimental and control groups. Moreover, the paired t-test calculation shows the result of paired sample test (0.000 < 0.05) in which there is a significant difference between pretest and posttest scores in experimental group after having treatments. In addition, the results suggest that teaching critical thinking gives positive effects on students' argumentative essay in improving their writing skills. To follow the conclusion, the English lecturers are recommended to implement this method since teaching critical thinking is effective to help students to write better, particularly in writing argumentative essay.



This paper reports the results of the study that teaching critical thinking significantly gives effect on the students' skill in argumentative essay. It is indicated from the students’ writing scores and their responses after receiving the treatment of this method. Also, the students’ writing skill enhanced after receiving the treatments of teaching critical thinking in writing class. It is shown from the statistical computation in which the result of the independent t-test calculation in posttest scores in both groups shows that the significance value is higher than level of significance (0.194 > 0.05). It indicates that there is no significant difference
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IMPROVING SPEAKING ABILITY THROUGH STORY TELLING TECHNIQUE BY USING PICTURE SERIES Purwatiningsih MAN 2 Madiun [email protected] Abstract: This research was conducted to solve the students’ problems in speaking. It is to improve the students’ ability in speaking through story-telling technique by using picture series in terms of content and delivery of the story. The design of this study was classroom action research which was conducted in two cycles consisting of six meetings. The subjects of this study were students of grade X-9 of MAN 2 Madiun in 2014/2015 academic year. The instruments to collect the data were observation checklists, field notes, speaking task measured using scoring rubrics, and questionnaire. The finding of the study indicated that the implementation of the technique was successful in improving the students’ speaking ability, since the criteria of success were achieved. Implementing the story-telling technique using picture series in teaching speaking encompasses several procedures: 1) understanding the narrative text carefully, 2) understanding grammar and difficult words, 3) employing dictions based on its context, 4) discussing the text in groups, 5) using own sentences to deliver story, 6) avoiding mistakes by having picture series, 7) understanding the message or social value of the text, and 8) giving reward to enhance motivation. Keywords: story-telling, picture series, speaking ability



English constitutes a means of communication other than the first language, either verbal or non verbal, which is spoken and used by the people all over the world. Some linguists have underlined the importance of developing communicative competence–especially speaking skill–in language teaching. Tompkins & Hoskisson (1995) state that the most important general goal in language instruction is to help students learn to communicate effectively with others through oral and written languages, and mastering the art of speaking is the single most important aspect of learning a second or foreign language, the success of which is measured in terms of the ability to carry out a conversation in the language.



Concerning the importance of mastering the communicative competence of English based on some linguists’ perspective, the national policy through the regulation of minister of national education no 22, 2006, reflects the importance of English in the standard of content. In this case, English is taught as a compulsory subject for senior high schools in Indonesia that is the instruction should be focused on the teaching of the four language skills. According to the standard of competence for the speaking skills, senior high school students are expected to be able to express meaningful ideas for both simple transactional (to get something done or get the information) and interpersonal (to get in touch with others for social purposes) communication to interact with people in their nearest
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environment (Depdiknas, 2006). The students at this level–senior high schools– are targeted to achieve the informational level that is to be able to communicate orally and in written form to find information (Depdiknas, 2006). Dealing with the expectation of the objective in speaking skill is not easy and simple, either for the teachers or for the students. They face some difficulties in the teaching and learning of speaking. Based on the researcher’s experience and observation in classroom activities, the researcher found some problems. First, students felt afraid and nervous when they wanted to speak or communicate using English in front of their classmates. Second, the students did not have any idea or initiative to speak unless he asked them questions, or when they had ideas, they did not know how to express the ideas. It was due to the lack of vocabulary, lack of understanding of grammatical patterns, and lack of practicing English speaking. Third, the students still frequently made mistakes in pronuncing the English words. It was caused by their pronunciation which was still influenced by their native language. Fourth, their problem with prosodic features such as intonation, stress, and other phonological nuances still caused misunderstanding or led to communication breakdown. Those problems made the students reluctant and unmotivated to speak. Based on the problems above, the researcher found the evidence that the students’ speaking ability is still unsatisfactory. The researcher got this evidence from the English teacher who teaches X 9 grade. It was found that the students’ average score for speaking – 50.15– was still below 75 as the passing



grade (Kriteria Ketuntasan Minimum-KKM). There were only seven students, out of thirty-five students who had achieved the passing grade. In order to solve the students’ problem and enhance their speaking ability, a teacher has to be able to provide some techniques that can involve students in practicing speaking and also give motivation. The EFL teachers should create a classroom environment where students have real-life communication, authentic activities, and meaningful tasks that promote the use of oral language. Nunan (1991) says that teachers should help their students by establishing strategies to manage all forms of communication to ensure that all students have fair and equitable opportunities to develop their interpersonal speaking and listening skills, e.g. Through large and small group discussions. Dealing with the reality, the English teacher is supposed to apply more challenging techniques in teaching. The teaching will be more interesting if the teachers can create fun activities by applying some kinds of techniques that fit the students’ level. In EFL teaching, a teacher should create a classroom environment where students have real-life communication, authentic activities, and meaningful tasks that promote the use of oral language. Nunan (1991) says that teachers should help their students by establishing strategies to manage all forms of communication to ensure that all students have fair and equitable opportunities to develop their interpersonal speaking and listening skills, e.g. Through large and small group discussions. Dealing with the reality, the English teacher is supposed to apply more challenging techniques in
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teaching. The teaching will be more interesting if the teachers can create fun activities by applying some kinds of techniques that fit the students’ level. Retelling story made the speaking activity became joyful since it could help students tell the cronological events of the story easily. Through story-retelling technique, students can demonstrate their comprehension of the story. Vale & Feunteun (1995) state that story-retelling is a technique or an approach in teaching language. It demonstrates the value of practical tasks as social, motivational, and language teaching tools in the learning situation. It also makes students enjoy learning language. Picture series also can be used as media in the teaching speaking. Using picture in teaching has some advantages. Beside that pictures can translate abstract ideas into more realistic form, can be easily obtained, can be used in different academic levels, can save teacher’s time and energy, and can attract student’s interest. Students who use pictures to tell stories free themselves from what they are saying. The joyful learning brought into the classroom through the pictures can really liven up the learning experience. Speaking is considered as a very important aspect of learning a foreign language. Burns & Joyce (1999) say that most language programs aim to integrate both spoken and written languages but the emphasis is given to speaking. The emphasis that is given to speaking in a language program varies according to the needs and goals of the students and the focus of the course. Moreover, Richard & Renandya (2002) state that a large percentage of the world’s language



learners study English in order to develop proficiency in speaking. In addition, Burns & Joyce (1999) mention that one of the most important aspects of speaking is that it always occurs within context. When we speak we are both using language to carry out various social functions and choosing forms of language which relate in a relevant way to the cultural and social context. When the teachers want to make their students communicatively competent in English as a foreign or second language, it is justifiable to say that speaking will play a large part in the overall competence. Technique is very important in teaching and learning process. It has a very essential role in supporting the success of teaching and learning process. According to Brown (2001), techniques are the specific activities manifested in the classroom. In other words, a technique is about any of a wide variety of exercises, activities, or tasks in the language classroom used to achieve the objectives of the lessons. There are a number of techniques which can be used to ensure that students not only understand the meaning of a language form but they are also able to use it in exchanging or producing ideas and feelings. One of the techniques that can be used and applied in classroom activities is a story-retelling. Additionally, Wendelin in Farris (1993) said that engaging students in storyretelling activities develop communication skills and encourages shared learning experiences. Retelling stories enhances oral language and sharpen listening. Speaking ability is improved through attention to articulation, clarity, and volume. Poise and confidence in speaking before a group are required in the
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accepting environment of the classroom. Students experiment with various intonations and reflect a range of emotions in their voices. They are faced with the need to select just the right word to convey a thought. As they manipulate language, they also listen to, evaluate and appreciate the expression of others. In pedagogical theory there are strong supports for story-retelling to be used in language teaching. Cruz (2001) explains that the story-retelling as an ancient oral art can demonstrate the power of words. It artistically uses language to develop the entire critical component involved in the communication process, develops listening skill, enhances verbal expression, increases comprehension, and creates mental images. Story-retelling is an excellent means of developing speaking skills. In the teaching narrative text using story-retelling, teacher can use several techniques to make the story come alive as it is told. One of them is using picture series. In retelling a story, students can employ some pictures which show the characteristics involved in it, the setting of the story, and the plot of the story. Students can tell the story on the bases of the series of pictures they get. Story-retelling is an ancient art that is a valuable instructional tool. Teacher shares literature with their students using storyretelling techniques and students tell stories too. Story-retelling is entertaining and stimulates children’s imaginations. It expands their language abilities, and it helps them internalize the characteristics of stories and develop interpretations of stories (Morrow in Tompkins & Hoskisson, 1995).



In line with the teaching narrative text using story-retelling, teacher can use several techniques to make the story come alive as it is told. One of them is using picture series. In retelling a story, students can employ some pictures which show the characteristics involved in it, the setting of the story, and the plot of the story. Students can tell the story on the bases of the series of pictures they get. After getting the narrative text, students can begin their story retelling by seeing the picture which shows the introduction of the story as they read in the narrative text. After that they can go to the next pictures to continue the story. The students can do such kind of activities until the end of the story. Shortly, picture series is intended help students to tell the story besides, it is expected to promote their motivation to speak. Therefore, this research is conducted to solve the students’ problems in speaking. It is to improve the students’ ability in speaking through story-telling technique by using picture series in terms of content and delivery of the story. METHOD The study utilized classroom action research developed by Kemmis & Mc. Taggart in Koshy (2005) since it focuses on a particular problem and a particular group of students in a certain classroom. The classroom action research in this study is directed to develop a strategy to solve the classroom problems specifically in teaching speaking since it is very important for the researcher to develop a suitable technique to improve the speaking ability of Grade X students of MAN 2 Madiun. By applying this design, it was expected that the teacher can solve
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the problems faced in the classroom by implementing the technique in the teaching-learning process of speaking. The subject of this research is Grade X which consists of 32 students of the second semester in the 2014/2015 academic year. This class was chosen based on the teacher’s and researcher’s problem as the English teachers at this school. The researcher once taught the students of this class and he observed that the students in this class faced some problems in speaking. The students’ score on speaking skill is still under the passing grade, 75. The result of preliminary study showed that the average score of the students’ speaking skill was 50.15. Criteria of success are set up to determine whether the action in the research is successful or not which are emphasized on the process and the product of the teaching-learning activities. This action research is considered to be successful if it meets the following criteria: (1) If 70% of the students participate or are actively involved in the teaching-learning process from reading activity to speaking activities. This implies that the action is successful, (2) If the students’mean score was greater than or equal to 75. This means that the students’ speaking ability in terms of their proficiency in producing English (narrative texts) improved and was considered successful because of the applied technique. The students’ performance in retelling a story using picture series in front of the class was assessed by using two scoring rubrics, it was aimed at seeing the students’ speaking and delivery performance, (3) If 70% or more of students have good responses to the implementation of the story-retelling technique using picture



series. In this case, the students choose the preferred options (sangat setuju/setuju) for the answer of each item in the questionnaire. This means that the study is successful. FINDINGS AND DISCUSSION Based on the result of the speaking test (story-retelling performance) which was conducted within speaking class, there was an improvement of the students’ mean score from the pre-test to the test 1. The mean score of the preliminary test was 50.15 while the mean score cycle 1 was 68.5. It means that there was slight improvement on the mean score when it was compared with the mean score of preliminary test. From that score, it could be said that the improvement was approximately 1.8. %. The detailed data about the improvement of the students’ speaking mean score could be elaborated as follows: 10 students or 32% out of 32 achieved the score equal to or greater than 75 or met passing grade. Meanwhile, the other 22 students or 68.8% out of 32 achieved the score 60.80- 73.50. From that data, it could be known that all students’ score improved when it was compared with the preliminary test. However, the score improvement did not meet the criteria of success yet since there were merely 32% students out of 32 who gained score equal to or greater than 75 as the passing grade creterion. Besides, the data obtained from the observation checklist showed that the students actively participated in the teaching-learning process. During the three meetings of the process of teaching and learning of speaking, most of students fully paid attention to the teacher’s
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explanation. The students were excited in asking and answering questions toward the stories, For reading a story of the Lion and the Mouse in cycle 1 , it was found that 13 students (40.6%) were very active (VA); as they met six to seven of the indicators in the observation checklist, 6 students (18.8%) were active (A) as they met four to five of the indicators, 2 students (6.3%) were active enough (AE) as they met tree of the indicators, and 7 students (21.8%) were not active (NA) as they met only two of the indicators. 3 students were absent in this meeting. From these data, it could be stated that there were 18 students (56.3%) who were categorized as active participants –very active plus active– and who were actively involved in the teaching-learning process. In cycle 2, The result of the analysis –students’ performance– showed that the improvement of students’ average score



was higher than the average score in the preliminary study. It revealed that 10 students (32%) obtained a score of equal to and/or higher than 75 and 12 students (37.5 %) got scores below 75. Based on the result of the students’ performance (retelling a story), the average score was 68.5 and the average score in the preliminary study was 50.15. This means that the improvement of score was 26.8%. Besides the improvement of score in cycle 2 has met the criteria of success, it was 70% of the students got score equal to or greater than 75. There were 72% students or 24 whose score met the minimum criterion of learning success or (KKM) since the average score was 77.6. So when it was compare with the preliminary study the improvement was about 31%. The improvement of students’ achievement can be seen in the following figure.
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Figure 1. The Improvement of Students’ Speaking Score The implementation of the strategi in teaching speaking also can improve the students’ involvement within the instructional process. In cycle 1, 56.3% of



the students were actively involved in the teaching and learning process, while in cycle 2, it was 84 % of the students. It means that the improvement of the
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students’ involvement from cycle 1 to cycle 2 was 2.8%. In detail, the improvement of students’ participation in following the classroom activities during



the implementation of story retelling using picture series to enhance students’ speaking ability can be seen in the following Figure.
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Figure 2. The Improvement of Students’ Participation During the Implementation of the Technique



In regards to the improvement of the students’ involvement in the speaking session specifically related to the activity of pronouncing the English words fluently and acurately, there was no improvement from cycle 1 to cycle 2 since the number of the active students was the same. It was 68.6%. On the other hand, after going through cycle 2, there was slight improvement. It became 8.9% of students participated in teaching-learning process. It means that the improvement from cycle 1 to cycle 2 was only 6%.



Based on research finding, it is said that the implementation of story-telling strategi had met the criteria of success, this study is said to be successful as described in the summary of the findings presented in Table 1. More detailed description of the research findings can be seen in the following three sub-sections respectively referring to the students’ participation, the students’ speaking achievement, and the students’ responses to the technique.
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Table 1. The Description of the Criteria of Success and the Findings of the Study No. Criteria of Success 1. 70% of the students or more participate or are actively involved in the teachinglearning process.



2.



3.



Findings of the Study Note 84% students did four to The criterion was achieved. seven indicators listed in the observation checklist meaning that the students were actively involved in the teaching- learning process. If the students’ mean score The students’ mean score The criterion was achieved. was greater than or equal to was 77.6 75 as the minimum mastery criterion for the English subject. 70% of students have good 89% of the students showed The criterion was achieved. responses to the good or positive responses to implementation of the story- the technique. retelling technique using picture series.



The finding of this study has proven that story-retelling technique can improve the students speaking ability. It can be seen from the improvement of the students’ score. The students’ average score in the starting point (preliminary study) was 50.15. After the implementation of the story-retelling technique using picture series as media, it became 74.5. In other word, 72% students already achieved scores greater than 75 as the criterion of success determined. Besides, improving the students’ score, this technique can also increase the students’ involvement; it was found that 84% students were actively involved in the teaching learning process, and 89% of the students showed good or positive responses to the technique. Hence, the story-retelling technique using picture series can be used as one of the alternative instructional media in the classroom. In regard to the use of media (picture series), they really helped both the teacher and the students. They



facilitated students’ learning activity that made the activity more interesting. It can be seen that the students enjoyed some activities and they were motivated to be involved in the activities during the implementation of the technique. CONCLUSION On the basis of the findings of the data analysis, it can be concluded that the story-retelling technique using picture series is successful in improving not only the students’ participation in the teachinglearning process but also the speaking ability of the students in terms of retelling a story or in this case, students’ score and their interest in learning English. The use of media (picture series) really assisted both the teacher and the students. They facilitated students’ learning activity that made the activity more interesting. The success was indicated by the achievement of the criteria of success which deal with the students’ involvement in the teaching-
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learning process; it was found that 84% students were actively involved in the teaching-learning process. Concerning the students’ scores, it showed that 81% of the students already achieved scores greater than 75. The last, the students’ responses to the implementation of the technique revealed that 89% of the students showed good responses to the technique. The story-retelling technique using picture series in teaching speaking encompasses several procedures: 1) understanding the narrative text carefully, 2) understanding grammar and difficult words, 3) employing dictions based on its context, 4) discussing the text in groups, 5) using own sentences to deliver story, 6) avoiding mistakes by having picture series, 7) understanding the message or social value of the text, and 8) giving reward to enhance motivation. To follow up the findings, some suggestions are addressed to the English teachers, the school principal, and the future researchers. English teachers are recommended to utilize the technique in the teaching-learning of speaking or other skills such as listening and writing. The



story-retelling technique can be applied to teach some genres such as recount and narrative, because it is a natural way to learn a new language where people always tell something to everyone else, and it happens commonly. It is suggested for the principal to provide facilities to improve the students’ ability in learning English especially speaking, and conducts the events such as story retelling using picture series competition is worthwhile to elevate the students’ interest and motivation in learning English. The school principal can supply the materials to make some media that can be used in teaching-learning activities like the materials for making picture series. To the future researchers, particularly those who are interested in applying story-retelling technique using picture series, it is suggested to conduct classroom action research or other designs on the use of this technique in the teaching of other language skills, for instance listening and writing and also other types of genre.
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