
29th MELTA International Conference  
23-25 July 2021 

 

Page | 1  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 2  

 

 

 

 

 

 

 

Editors 

Ilyana Jalaluddin 

Naginder Kaur 

Ramiza Darmi 

Takad Ahmed Chowdhury 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

The views described here are solely those of the authors, and do not in any way represent the 

views of the Editors and the Malaysian English Language Teaching Association. All papers 

have been subjected to plagiarism check, with a 30% tolerance. 

 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 3  

 

CONTENTS 

 Theme 1: Teacher Professional Development 
 

1.  Developing a communication-strategy focused curriculum 
David Scott Bowyer 
 

9 

2.  A new ZPD: Zoom for professional development 
Dawn Lucovich 
 

12 

3.  Teachers’ readiness in conducting ESL remote teaching in Malaysia during 
the COVID-19 pandemic 
Ling Sue Zhen, Fatin Najiha Zainuddin, Masturah Aimuni Mohd Zin and 
Melor Md Yunus 
 

15 

4.  Spectra of EFL teacher professionalism: Delving into a specific context 
Nabaraj Neupane 
 

20 

5.  Measuring digital competence: Pre-Service Teachers (PTS) readiness for 
online teaching  
Nur Aimi Farhani Mohamad Ramzan 
 

23 

6.  The way forward, global Competence among ESL Teachers: A conceptual 
paper 
Nur Syafiqah Yaccob, Melor Md Yunus and Harwati Hashim 

 
 

30 

 Theme 2: Pedagogy  

7.  A study on English teachers’ adaptation of online teaching in Bangladeshi 
private universities 
Adiba Murtaza 
 

44 

8.  Measuring the effectiveness of academic videos for incidental vocabulary 
learning in ESL foundation students 
Jessica McLaughlin 
 

48 

9.  To be a fluent speaker of English 
Kaoru Tomita 
 

53 

10.  Reimagining learning experience through Project Based Learning to 
enhance pupils’ English language learning 
Lim Ai Teng, Ling Sue Zhen, and Tong Shih Wee 
 

58 

11.  Pen Pal Project in improving primary school pupils’ motivation and 
engagement in the English language writing skill  
P.M Nagarajan Pillai S.P. Murugapan 
 

65 

12.  EFL teachers’ strategies in coping with remote teaching intricacies: A case of 
Indonesian schools  
Nenden Sri Lengkanawati 
 

71 

13.  Journaling to improve motivation in writing skills among primary ESL 
learners  
Samantha Elesha Salambau, Belinda Lai and Melor Md Yunus 
 

75 

 Theme 3: Assessment and Evaluation  

14.  Perceptions of Peer Assessment of oral presentations 
David James Townsend 
 
 

79 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 4  

 

15.  Teaching to the test: An Intercultural view  
Donna Fujimoto, Alan Simpson, Amanda Gillis-Furutaka, Daniel Lilley, 
Margaret Kim 
 

83 

16.  Peer Assessment in oral presentation: Perceptions from the ELT classroom 
Zarin Tasnim 
 

87 

17.  Assessing writing online: guidelines for assessment of writing in emergency 
situations like COVID-19 
Lulu-Al-Marzan and Md. Forhad Hossain 
 

93 

18.  Investigating anxiety level among Malaysian L2 Learners and its effects on 
their oral presentation  
Muhammad Nadzrin Khairuddin and Shahrizat Hisyam 
 

98 

19.  The concerns of primary school English teachers on classroom-based 
assessment 
Norhafizah Hanoom Ahmad Azman Khan 
 

104 

20.  Teacher readiness in conducting English language classroom-based 
assessment among Level 1 primary school students 
Nur Madihah Aqish Muhammad Fadzli 
 

110 

21.  Classroom-based assessment practices during emergency remote teaching: 
Challenges and opportunities 
Roghibatul Luthfiyyah, Bambang Yudi Cahyono, Francisca Maria Ivone, 
Nunung Suryati 
 

115 

 Theme 4: Literature   

22.  Implementation of teaching literature using gamification approach for 
secondary school students by a teacher trainee 
Anisha Thiruchelvam 
  

121  

23.  Exploring issues and challenges of using ICT in teaching the English 
language literature component in secondary school  
Norhayati Mohd Yusof 
 

126  

 Theme 5: Technology 
 

24.  Advancement of neural machine translations and the transformation of 
foreign language teaching  
Brian J. Birdsell 
 

131 

25.  Cultural development in the language learning classroom via 
telecollaboration: Zooming ahead!  
Mark R. Freiermuth and Hsin-chou Huang 
  

135  

26.  Virtual reality for vocabulary learning: A meta-analysis and implications 
towards L2 classroom practices 
Ngo Thi Nhu Thuy 
  

139  

27.  Emotion in the classroom  
Osaze Cuomo 
  

146  

28.  Bridging The Language Barriers: Media and Information Literacy (MIL) in the 
English classroom  
Shee Yuen Ling 
 
 
 

149 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 5  

 

29.  Virtual Class Drilling to Improve Public Speaking Skill of EFL Students in 

University 

Farid Noor Romadlon and Aisyah Ririn Perwikasih Utari 

 

154 

 Theme 6: Creative Student Teacher Showcase 

 

30.  The use of COGGLE to enhance writing skill in ESL classroom 
Sharmini Thanga Rajan, Navitha Sanmugam, Agila Rajendran and Melor 
Md Yunus  
  

161  

31.  A survey on the preferences of Malaysian primary school English teachers 
on the use of inductive and deductive grammar teaching method  
Daniel Phan Rong Sheng 
 

167 

32.  Visualising literature with Minecraft for education  
Divenes Egambaram 
 

172 

33.  Using “Fireman and Ladder Game” to improve directional prepositions 
among Year 5 pupils 
Dorreen Chan and Yashwanora Yahaya 
  

178  

34.  The effectiveness of incorporating classical background music to improve 
intermediate Year 6 pupil’s concentration during writing task production in 
one of the primary national schools in Kuala Lumpur. 
Elle Sharmaine Hani Zainan 
  

183  

35.  A case study of trainee teachers’ ways of motivating primary school pupils to 
attend online classes 
Farhan Hasanah Muhmad Asri 
  

188  

36.  Difficulty among the SJK(T) Indian pupils in pronouncing phoneme sounds 
and teachers’ perception on the effectiveness of using tongue twisters to 
teach pronunciation 
Ghirthini Munusamy 
  

192  

37.  Using ‘Snake Flip Card’ to teach s-v-o sentence patterns in sentence 
construction among Year 3 pupils  
Gillian Bong Song Yiing 
 

196 

38.  Integration of 21st century skills through Employer Projects in language 
classrooms  
Gurmit Kaur Labh Singh and M Kamala Palaniappa Manickam 
 

202 

39.  Effectiveness of Picture Word Inductive Model (PWIM) in developing 
vocabulary knowledge among low achievers of ESL learners 
Janani Ayaoo 
 

206 

40.  Using word mapping strategy to enhance Year 4 pupils' vocabulary learning  
Jess Neoh Jie Xie 
 

212  

41.  Perceptions and attitudes towards the use of reward system to reinforce 
learning behaviour among year 4 pupils in one of the primary national 
schools in Kuala Lumpur  
Melissa Wong Ka Suit 
 

218  

42.  Using songs to improve grammar skills among primary ESL learners in 
Malaysia 
Celine Laeu Jie Qin 
 
  

224 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 6  

 

43.  Usage of digital applications for classroom-based assessment 
Nur Amalina Shamshulbahri and Ho Theen Theen 
  

230 

44.  Using storytelling in improving vocabulary learning of Year 3 pupils  
Siti Nur Shahira Othman 
  

233 

45.  The effectiveness of multimodal approach in helping pupils use possessive 
pronouns correctly 
Nurul Fatin Afifah Muhamad 
  

238 

46.  Use of shape poems in improving Year 5 pupils' writing skills  
Reyysmaan Avuddaiyar K Kavi Chelven 
  

242 

47.  Using 'learning by doing' approach to help Year 4 pupils use prepositions of 
place in writing correctly. 
Nurzaimah Zafirah Abdul Razak 
  

248 

48.  The implementation of movie songs to improve pronunciation skills among 
Year 3 pupils  
Siti Syahidah Mohd Nor 
  

258 

49.  Survey on TESL teacher trainees’ readiness for online teaching during the 
Movement of Control Order (MCO) in IPGKBA  
Lai Siew Yuen 
  

261 

50.  Using DRIVE-THRU Blending Game to improve CCVC monosyllabic words’ 
pronunciation Among Year 3 pupils  
Wong Sing Fong 
  

268 

51.  Vocabulary understanding through the pictures among Year 5 pupils in the 
ESL classroom  
Norhanis Syuhada Masrani 
  

275 

52.  Using "Wheel of Learning" to overcome writing apprehension among 
Malaysian ESL learners  
Tan Shi Min 
  

279 

53.  Using Interactive Slides+ Module for Word Recognition in the primary ESL 
classroom (Teaching and Learning at Home) 
Umairah Najihah Ismail and Ho Theen Theen 
  

285 

54.  Gamification in education: ‘The Adventure of Dinosaur’ board game 
 Wong Kian Yong 
  

288 

55.  Self-directed listening beyond the classroom via Electronic Visual & Audio 
(EVA) 
Nursyuhada' Ab Wahab, Wan Faizatul Azirah Ismayatim and Hazlina 
Abdullah 
  

294 

56.  Using PVC strategy to enhance ESL learners’ subject-verb agreement in 
writing  
Khong See Moi and Noraini Said 
  

292  

57.  EAP3 [EAP cubed] (English for Academic Purposes via projects and process 
writing 
Hazlina Abdullah, Nursyuhada Ab Wahab, Haliza Harun and Myra Aidrin 
Mohd Ali 

303 

 

 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 7  

 

 

NOTE FROM EDITOR 

 

It gives us great pleasure to present to you the proceedings of the 29th MELTA 

International Conference, Be Future Ready: Shaping New Understandings in the ELT 

Landscape. The conference features ELT professionals sharing innovations in 
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education policy makers, practitioners, and scholars to engage and collaborate with 

colleagues from around the world to evolve solutions in English language education 

focused on developing sustainable literacies hat are future proof and relevant focusing 

on the following sub-themes:  
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• Creative Teacher Showcase, Creative Student Teacher Showcase and Higher 

Education Teaching Innovation  

• Project-Based Learning in STREAM 
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Developing a Conversation Strategy-focused Curriculum 

 

David Scott Bowyer 
Nagoya Gakuin University 

Scottybowyer1@gmail.com  

Abstract  
Communication Strategies (CSs) have been researched and put into practice in the classroom 

since at least the 1980s. However, as the idea of the importance of learners achieving 

communicative competence has gained traction in the language education world, CSs have 

come to the fore of recent language pedagogy. Along with this, the influence of conversation 

analytic approaches has resulted in definitions of CSs expanding to include not just simple 

repair and avoidance strategies, but the many and varied ways in which language can be used 

to achieve communicative purposes. This paper shares insights on integrating CSs into our 

curriculums as well as highlighting the benefits of integrated teacher professional 

development. This paper details the experiences of the author from course inception through 

to the present day. This involved creating a new speaking curriculum for first-year students 

and utilizing CS-focused textbooks. Following an action research paradigm with the use of 

teacher journals, peer observation, and Conversation Analysis-informed approaches, the 

curriculum was developed over a period of four years from 2017 to 2021. Apart from enriching 

existing curriculums and classroom teaching approaches, the findings of this paper put into 

practice may benefit teachers’ professional development initiatives.  

Keywords: conversation strategies, interactional competence, professional development 

1. Introduction 

During the formative years of my career working at a private conversation school in Japan, I 

taught mainly using the methods with which I had been taught as a child. Namely, rote 

learning, repetition exercises, and fill-in-the blank style activities. However, upon moving to a 

university conversation class, and particularly through the experiences in my MA TESOL 

course, I came to realize that these kinds of activities may not be the most effective for courses 

in which communicative competence is seen as the main goal of learning. Furthermore, 

training learners in the use of Conversation Strategies (CS), chunks of language that serve 

specific roles in a conversation or interaction, may provide additional benefits beyond the 

typical four strands of language teaching (Dörnyei & Scott, 1999; Abdulrahman & Ayyash, 

2019). This paper describes my experiences over the past five years in creating and 

developing a CS-focused curriculum. By explaining the basic theoretical assumptions and 

professional development behind the process, this paper aims to provide language educators 

with the tools to implement CS-focused activities into their own curricula.  

2. Related Literature 

In their seminal paper, Canale and Swain (1980) outlined a new theoretical basis for 

language learning and teaching based on the three pillars of grammatical competence, 

sociolinguistic competence, and strategic competence. The idea of strategic competence was 

particularly important because it introduced the idea that learning the building blocks of a 

language is not enough; learners also need to learn how to navigate interactions in that 

language. This idea has been expanded upon greatly over the years, leading to expanded 

definitions of competence and CSs such as Young’s (2011), which divides competence into 

mailto:Scottybowyer1@gmail.com
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identity resources, linguistic resources, and interactional resources. Each of these areas gives 

rise to myriad potential CSs. Although a definitive taxonomy of CSs does not currently exist in 

the literature, Kindt’s (2015) CS-focused textbook contains 43 distinct strategies, while Kehe 

and Kehe’s (2017) book contains 26. At a minimum, there appear to be enough strategies for 

educators to adapt their curriculum to fit their CS teaching needs. Watanabe (2017) showed 

that learner development can be directly connected to the use of CSs in conversation. 

Furthermore, Tidmarsh and Kurihara (2018) recently showed that directly teaching CSs can 

lead to increased ability to engage in L2 conversations. By adapting CSs to fit the classroom, 

it may be possible to provide learners with increased interactional competence when engaging 

with others in the L2. 

3. Methods 

Over the course of four years, from 2017 to 2021, the author used three main professional 

development tools to develop his curriculum: a teaching journal, classroom recordings, and 

classroom observations. These tools were utlizized in an action research format, with 

continuous adjustment and measurement leading to persistent improvement (Burns, 1999). 

The author kept a daily research journal in which he noted any pertinent issues such as 

problems with activities, student engagement, and usage of L1. Classroom recordings of 

students conversations were produced during 2017 and 2018, then subsequently transcribed 

and analyzed for students usage of CSs. Classroom observations were conducted once per 

year from 2017 to 2020. In these observation sessions, the author and another teacher 

observed each others classes and provided suggestions for improvement. They also shared 

their thoughts and suggestions with other staff members. 

4. Results and Discussion 

The results of the action research indicated eight main problems with the original CS-

focused curriculum. The first two problems, discovered through teacher observation, were that 

the lessons were too shallow and required too much teacher speech. The transcribed 

classroom recordings showed that too many lessons focused on the teaching of repair 

strategies and that some important CSs were missing from the curriculum. The author’s journal 

observations indicated that too many activities and too many new CSs per lesson were leading 

to cognitive overload. Furthermore, the highly proscriptive nature of lessons meant that they 

lacked personalization and did not allow students to engage in deep review. Finally, the two 

non-CS lessons were deemed to be superfluous. 

The revised 2021 curriculum replaced the non-CS lessons with test days, while two of the 

repair lessons were replaced with review lessons. Two new CSs, asking a partner to translate 

from L1 to L2, and displaying thought using expressions such as “hmm”, were added. A new 

lesson style was created in which the basic structure was simplified and repeated throughout 

each lesson. The new lesson activities of creating dialogues in pairs, creating conversation 

cards, and engaging in free conversations, were all designed to allow students to personalize 

content and focus on their own learning. By including example dialogues each week, it was 

possible to have students engage in incidental review and learning of both previously learned 

and as-yet unstudied CSs. 

5. Conclusion 

For educators wishing to successfully integrate CSs into their curriculum, the author 

recommends that eight issues be taken into account, four at the curriculum level and four at 

the lesson level. For curriculums, it is important to decide on the appropriate CSs for the 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 11  

 

students, along with both appropriate assessment materials and assessment methods that 

incorporate self-review. It may also be pertinent to include teacher professional development 

in the design of the curriculum to ensure that appropriate data collection methods and analysis 

will be followed. Regarding lessons, they should be simple to explain and be utilized regularly 

in order to avoid cognitive overload and wasted time due to teachers being required to explain 

how to conduct new activities. Lesson activities should involve ample opportunities for review 

and call-back to previous lessons’ CSs. They should also allow for ample student 

personalization in order to maximize learning potential. Based on the author’s experiences in 

which various activity types were trialled and abandoned, the two most effective ones are pair 

dialogue creation and free conversation. These can be supplemented with self-assessment 

activities in order to maximize learners’ autonomy and self-understanding. 
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A New ZPD: Zoom for Professional Development 

 
Dawn Lucovich 

The Japan Association for Language Teaching (JALT) /  

The University of Nagano 

president@jalt.org 

 

Abstract 

Professional and language teaching associations have had to re-envision their programming, 

events, and structures in order to respond to the ongoing COVID-19 pandemic. Although 

online and distance learning has increasingly become normalized in the field of language 

teaching, the new and varied demands of emergency remote teaching (ERT) are quite 

different in terms of philosophical and practical underpinnings. The suddenness and 

pervasiveness of ERT in Japan created a need for new kinds of knowledge, communities, and 

ways of interacting. When I became president of The Japan Association for Language 

Teaching (JALT) in January 2021, I created and launched a new initiative to address this need, 

and to facilitate professional development and build a new online community of practice for 

both existing and prospective JALT members. This new initiative is called the JALT Zoom for 

Professional Development or JALT ZPD and was inspired by Vygotsky’s “Zone of Proximal 

Development.” Each month in 2021, a 60-minute Zoom session with a rotating host and 

themed breakout rooms has been held and has attracted 40-80 attendees every month. The 

initiative has been successful in encouraging and enabling communication, collaboration, and 

connection, as well as orienting and attracting new members to JALT. 

Keywords: Zone of proximal development, professional development, community of practice, 

leadership, language teaching association 

 

Professional and language teaching associations have had to re-envision their programming, 

events, and structures in order to respond to the ongoing COVID-19 pandemic. Although 

online and distance learning has increasingly become normalized in the field of language 

teaching, the new and varied demands of emergency remote teaching (ERT) are quite 

different in terms of philosophical and practical underpinnings (Hodges, et al., 2020). The 

suddenness and pervasiveness of ERT in Japan created a need for new kinds of knowledge, 

communities, and ways of interacting. When I became president of The Japan Association for 

Language Teaching (JALT) in January 2021, I created and launched a new initiative to 

address this need, and to facilitate professional development and build a new online 

community of practice for both existing and prospective JALT members.  

This new initiative is called the JALT Zoom for Professional Development or JALT ZPD, 

and was inspired by Vygotsky’s “Zone of Proximal Development.” The main principle behind 

the ZPD is that there are things that we as professionals can achieve without assistance, but 

we can learn or achieve more things if we have assistance, either in the form of people who 

know how to do those things and can guide you or, increasingly, in the form of technology and 

tools. Although we currently have access to more technology and tools than ever, we still 

require the assistance of other people, their knowledge, and their skills. The pandemic has 

demonstrated that although there are tasks we can reliably accomplish alone, we can 

accomplish far more complex and ambitious tasks when we are able to work in tandem with 

other people. Because we are unable to connect physically, the JALT ZPD is a way to connect 
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people in order to achieve greater things during ERT. The initiative has been successful in 

encouraging and enabling communication, collaboration, and connection. 

The format of the JALT ZPD is a 60-minute Zoom session held once monthly. It 

features a different host each month who introduces themselves, their position and their duties 

in their organization (Table 1). 

 

Table 1: List of 2021 ZPD Guest Hosts and Number of Attendees by Month 

Month  Guest Host  Attendees  

January  President  40+  

February  Director of Public Relations  70+  

March  Director of Treasury 60+  

April  Director of Membership;  

Diversity, Equity, & Inclusion Committee  

60+  

May  Auditor;  

Director of Records  

40+  

June  Code of Conduct Committee;  

College & University Educators Special 
Interest Group 

About 60 

 

Having a rotating host increases the diversity of discussion as each month then has a 

different focus and set of breakout rooms organized around related topics (e.g., Code of 

Conduct hosted rooms on classroom conduct and micro-aggressions, among others). Each 

ZPD features 10 to 30 different breakout rooms, including topics that attendees have 

suggested or volunteered to facilitate when they registered via Google Form. 

 After the first ZPD in January 2021, we collected feedback from attendees via Google 

Form and the main feedback was that people wanted more time. In response, we changed 

the format of the event slightly so that breakout room sessions were longer. Each month we 

solicit feedback, and each month has taught us something new, useful, and different: how to 

use Facebook advertisements effectively, how the ZPD can become a place for officers to 

meet both formally and informally, and how the ZPD can become a forum for committees and 

special interest groups to start conversations and to identify and recruit new members. 

Keeping diversity, equity and inclusion principles in mind, we have also experimented with the 

date and time, pushing it back from the original start time of 19:00 to 20:00 and moving it to a 

weekday night instead of a Sunday night, so that people with caregiving duties and weekend 

work schedules may find it easier to participate. 

Secondly, this event was built to become a community of practice—that is, a group of 

people who are interested in a topic that learns through interaction with each other (Lave & 

Wenger, 1991; Wenger, et al., 2002). According to Lave and Wenger (1991), all CoPs have 

different levels of participation. The ZPD is an entry point into the larger JALT community. It is 

a very low-stakes event with a low barrier to entry as it is free and open to everyone. Although 

it does attract core and active members of JALT, it also attracts people who are interested in 

the monthly topic; that is, people who might be considered transactional participants. Finally, 

the ZPD warmly welcomes people whom Lave and Wenger (1991) classify as “legitimate 
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peripheral participants”; that is, people who are curious about JALT and might be termed 

lurkers or beginners.   

The ZPD was also designed to explicitly act as an orientation into the community. It 

has a breakout room dedicated to “new and prospective members” every month. This serves 

as a formalized way for transactional and peripheral participants to learn more about the 

organization. This room is facilitated by the Director of Membership and has led to new 

members joining individually or even in ad hoc groups formed at the ZPD. The ZPD is not only 

a method of socializing, but also a form of socialization into the norms and practices of JALT.  

Finally, the third reason why I started the JALT ZPD was in order to decrease leader 

distance throughout the organization. The ZPD achieves this through discussion and learning 

in a format that is less formal than conferences and more interactive than traditional presenter-

audience sessions. The ZPD hosts are always on the board of directors or on the executive 

board as leaders of committees or special interest groups. Consciously constructing 

opportunities for our leaders to engage in conversation with members and prospective 

members can serve to decrease leader distance in the organization. Leader distance can be 

measured via three different dimensions: psychological distance, structural distance, and 

functional distance (Napier & Ferris, 1993). Psychological factors include things like leader 

and member demographics, power, perceived similarity, and similarity of values. Structural 

factors include physical, organizational, and supervisory distance—meaning how far apart are 

leaders and members, and how frequently do leaders and members interact. Finally, functional 

factors include how close and how high quality are relationships between leaders and 

members.  

Currently, in 2021, the physical factor is not so salient--or perhaps it is extremely salient 

as it is difficult to be physically together right now in Japan. However, value similarity and 

relationship quality have been identified as important factors that could be improved through 

online events like the ZPD. In fact, online events may be even more efficient or effective for 

increasing value similarity and relationship quality than face-to-face events. 

In summary, 2021 has been challenging for our associations and for all of our 

members. However, we have been able to learn and innovate in response. Previously we 

could not conceive of initiatives like the JALT ZPD; we needed the technology, digital literacy, 

and demand to be present in order to make it successful. The challenge from now is that 

language teaching associations must continue to think of ways to adapt and to truly become 

21st-century organizations.  
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Teachers’ Readiness in Conducting ESL Remote Teaching 
in Malaysia during the COVID-19 Pandemic 

 

Ling Sue Zhen1, Fatin Najiha Zainuddin2, * Masturah Aimuni Mohd Zin3 and  
Melor Md Yunus 4 

Universiti Kebangsaan Malaysia,  
Bangi Selangor, Malaysia 

3p111924@siswa.ukm.edu.my  

Abstract   

The COVID-19 pandemic has imposed a lot of conflicts in establishing a sustainable education 
system and one of them being connected to the teachers’ readiness in embracing a modern 
approach particularly on teaching English as a Second Language (ESL) in Malaysia. In this 
study, the researchers intend to investigate the teachers’ readiness in conducting ESL remote 
teaching in Malaysia during the COVID-19 pandemic. This study utilised a survey research 
design with further categorisation and analysis of teachers’ perceptions on their readiness that 
was gathered via a questionnaire comprising 24 questions based on three assessment criteria. 
The respondents consisted of 36 suburban school teachers (primary and vernacular) from the 
states of Perak, Pahang and Sabah in Malaysia. who have been conducting remote teaching 
consistently since the Covid-19 outbreak. The findings disclosed that the majority of teachers 
are ready to embrace remote teaching albeit there are still a number of teachers who are still 
uncertain about their capabilities in conducting remote teaching. Further research could be 
done to improve the outcome of this study by involving more teachers from both urban and 
suburban schools. The policymakers could treat the outcomes of this research as a 
benchmark in synthesising an improvised version of the current remote teaching guidelines to 
better facilitate the teachers. 

Keywords: COVID-19, remote teaching, teacher readiness, online education 

 

1.    Introduction  

Formal in class education was no longer a safe and practical option for both students 

and teachers due to the Novel Coronavirus (COVID-19) pandemic. The Ministry of Education 

(MOE) of Malaysia introduced the concept of remote teaching termed as PdPR (Pengajaran 

dan Pembelajaran di Rumah) to ensure the sustainability of the education system. The idea 

coincides with the Sustainable Development Goal 4 (SDG 4) which aspires to provide 

nondiscriminatory access and equal opportunities to education for all (United Nations, 2020). 

Besides, the current remote teaching system allows impermanent access to immediate 

education rather than sustaining a stable educational environment during an emergency 

(Hodges et al., 2020) 

Most teachers are still not properly equipped with sufficient instruments to embrace the sudden 

change in normal practices. Thus, the researchers are encumbered by the question of to what 

extent are the teachers ready to conduct ESL remote teaching in Malaysia during the COVID-

19 pandemic. As a result of the aforementioned arguments, this study investigates the 

teachers’ readiness in conducting ESL remote teaching in Malaysia during the COVID-19 

pandemic.  
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2.        Related Literature  

2.1  Teachers’ readiness in remote teaching 

Remote teaching exemplifies attempts to offer access to teaching and learning with consistent, 

meaningful and supportive communication between students and teachers who are separated 

by geographical distance and necessitate the usage of an interactive communication system 

to interconnect them (Bozkurt et al., 2015; Griffiths, 2016; Gannon, 2019; Hodges et al., 2020). 

The United Nations recorded (update March 26, 2020) that multiple levels of schooling in 165 

countries conducted teaching and learning practices from home (UNESCO, 2020). To provide 

students with a consistent learning environment, teachers should be prepared for the transition 

from teaching in the physical classroom to remote teaching (Dill et al., 2020). Various studies 

have been conducted to evaluate how remote teaching has impacted and benefited educators 

and learners amid COVID-19 (Hodges et al., 2020; Mohmmed et al., 2020; Moser et al., 2021).  

According to Ventayen (2018), despite their limited experience in distance education, teachers 

from the Department of Education in the Philippines were able to cope with remote teaching 

patterns. Additionally, from the results of a study in Russia, 90% of the teachers were found 

to be enthusiastic in using online education approaches despite having few barriers (Fedina 

et al., 2017). Within the context of this study, the readiness among teachers to conduct ESL 

remote teaching can be influenced by several aspects particularly in their knowledge, skill and 

affective domain. 

2.3  Knowledge, skills and affective readiness in ESL remote teaching 

Knowledge, skill and affective readiness are the vital factors to be employed by teachers in 

ensuring the effectiveness of ESL remote teaching. According to Hodges et al. (2020), many 

teachers were struggling to figure out how to switch their pedagogy to “emergency remote 

teaching”. This could be supported by Wray et al., (2008) as teachers’ role in online platforms 

differs from teaching in the classroom. Thus, it is important for educators to have sufficient 

knowledge to shift to ESL remote teaching. Teachers also ought to have sufficient skills in 

conducting remote teaching. According to Northcote et al. (2015), online teaching skills are 

described as abilities in choosing correct technical tools, conducting virtual interactions and 

facilitating materials. They believed that these skills would aid in the production of materials 

that are tailored to the needs of the learners. Besides, it is also vital for teachers to be 

affectively ready during the ESL remote teaching. Teachers’ enthusiasm for teaching (Patrick 

et al., 2000) and teachers' beliefs of their own teaching competency (Lee & Tsai, 2010) allows 

them to achieve high levels of teacher performance and competency. This is closely related 

to the concept of self-efficacy (Bandura, 1997) in terms of teachers' perception of competence, 

which would aid teachers in improving their competency and adapting to the problems and 

barriers that they may face while teaching remotely. 

3.        Methods 

The survey design was selected to identify teachers’ readiness in terms of having the 

specified knowledge, skills and affective domains. The population for this study consisted of 

English primary school teachers from the district of Larut Matang and Selama, Perak, Kuala 

Lipis, Pahang and Lahad Datu, Sabah. The teachers have different genders, ethnicity and 

teaching experiences. Convenience sampling was employed as the researcher has access to 

the District Telegram group. The instrument that was utilised for this study was a questionnaire 

adapted from the TPACK framework (Koehler & Mishra, 2009) and Galina et al. (2019). The 

first section was related to the respondents’ demographic profile whereas the second section 

focused on the measurement of teachers’ readiness. It employed a Likert scale starting from 
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Strongly Disagree to Strongly Agree. Descriptive statistics was used to analyse the data in 

percentages.  

4. Results and Discussion 

4.1  Teachers’ Knowledge  

Most of the ESL teachers had positive responses towards knowledge readiness. Most of them 

(86.1%) knew a lot about different online applications for remote teaching. The item that 

received the least amount of percentage (52.8%) in agreement was the statement on teachers 

knowing how to use various online programs to deliver instructions remotely. It could generally 

be interpreted that the majority of the respondents possessed sufficient knowledge in 

conducting remote teaching independently and managed to acquire necessary insights to 

allow efficient instantaneous transition to remote teaching and supported by Ventayen (2018) 

in his previous research.  

4.2  Teachers’ Skills 

There was an overall positive response to teachers’ skill readiness.  88.9% of teachers chose 

and adapted online applications that enhanced remote teaching.  This proved that a huge 

majority of respondents were confident in their skills to conduct remote teaching professionally 

and effectively. To conclude, the integration of teaching experience with technical knowledge 

of remote teaching in teaching strategy could elevate students’ performance through 

production of high-quality learning materials which is in accordance with the statement by 

Northcote et.al (2015) earlier. 

4.3  Teachers’ Affective Readiness  

More than 30 teachers were motivated to receive feedback from both students and parents 

besides improving their skills in online technology for remote teaching. However, only 38.9% 

teachers experienced positive emotions in conducting remote teaching. In conclusion, most 

respondents are emotionally ready to implement remote teaching and are willing to accept 

constructive feedback from all parties on their teaching approach which agrees with Fedina et 

al. (2017) statement earlier. 

4.4  Recommendations and Limitations 

Among the limitations in this research was the sample size as well as the distribution of 

teachers among the respondents. A larger sample size should be adopted for a more accurate 

collective view of the main problem. There was also an indication that there were inadequate 

responses or views from the more experienced group who were struggling with remote 

teaching. Future research should include teachers of diverse teaching backgrounds for a more 

comprehensive outlook on the topic.   

5. Conclusion 

Based on the findings of this study, the majority of teachers were well-prepared and 

have the capabilities to perform remote teaching. They were able to effectively use, conduct 

and manage their technology abilities while teaching remotely. Furthermore, they were 

capable of adapting to a number of teaching approaches and strategies that improved remote 

teaching. Besides, teachers were highly motivated and prepared for remote teaching. Overall, 

the teachers were ready to adapt to innovative ways of teaching despite having undergone an 
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abrupt transition to remote teaching. The information obtained from this study is crucial and is 

intended that the findings would aid teachers, students, parents and stakeholders in gaining a 

better understanding of Malaysian educators' readiness for remote teaching. 
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Abstract 
 
Numerous paradigm shifts are apparent in teaching English as a foreign language (EFL) that 
have placed teachers at the crossroads. Furthermore, COVID 19 has enforced in blending 
face-to-face with online teaching mode currently. These contexts open up avenues for 
pondering into the notion of EFL teacher professionalism. This study explored the issue of 
EFL teacher professionalism in terms of their roles and tasks in and out of the classroom 
context. To achieve this purpose, I adopted the phenomenological research design. The 
sample population of the study comprised three EFL teachers, nine students, two 
administrators, and one member of the campus management committee, all of whom were 
involved in the Bachelor of Mountain Tourism Management (BMTM) programme of a 
community campus in Nepal. I used the unstructured interview to collect the informants’ lived 
experiences. The ethical considerations were taken with their informed consent, alpha-
numeric codes for informants, and member checking.  The results exhibit that professionalism 
in EFL teachers can be measured by their roles, skills, and knowledge; their relationship with 
the students; they as administrators and the change agents; and professionalism in them. This 
implies that the success or failure of the autonomous programmes mainly relies on the 
teachers’ loyalty, commitment, accountability, and responsibility 
  
Keywords: administrators, agents, professionalism, rapport, roles  
 

1. Introduction  

EFL teaching-learning scenario in the world has witnessed numerous shifts from teacher-
centred authoritative to learner-centred approaches; from single method-boundedness to the 
eclecticism in the post-method contexts (Kumaravadivelu, 2003), and so on. Virtual learning 
and paperless classroom have been substantiated due to the blow of COVID19 and the turns 
in the domain of information and communication technology (ICT) in education. Furthermore, 
the twenty-first century has witnessed voices for globalization versus localization, unity versus 
diversity, single versus diverse culture/s, focal attention to multiple realities and intelligences, 
multiple skills, strategies, and truths, among others. Accordingly, English language teachers 
require being flexible to suit the contexts in which they are engaged in. Based on these 
contexts, this study aimed to delve into the spectra of EFL teacher professionalism in terms of 
their roles and tasks.  

2. Related Literature 

For Pratte and Rury (1991), professionalism “is an ideal to which individuals and 

occupational groups aspire, in order to distinguish themselves from other co-workers” (as cited 

in Creasy, 2015, p. 23). Likewise, Slippery Rock University Student Teaching Handbook 

(2015) has mentioned some indicators of professional responsibilities such as reflecting on 

teaching, maintaining accurate records, communicating with families, working in and 

contributing to the school and district, growing and developing professionally, and showing 

professionalism. Empirical studies of Nabukenya (2010), Madueke (2014), and Scheter (2014) 
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have focused on teacher performances, perceptions, roles, and responsibilities to discuss the 

phenomenon of teacher professionalism. 

Mainly, I have taken these EFL teacher roles and tasks as the theoretical bases of this 
study: controller, prompter, participant, resource, tutor, rapport builder, task doer, manager 
and knowledge builder/holder, as the variables to explore and settle (Nagaraj, 1997; 
Kumaravadivelu, 2003; Richards & Rodgers 2003; Larsen-Freeman, 2007; Tickoo, 2007; 
Harmer, 2008a & b; & Farrell & Jacobs, 2010).  These EFL teacher traits fall under the 
parameters of professional, administrative, and social domains.  

3. Methods 

I have followed the phenomenological research design since phenomenologists are, 
“interested in human consciousness as a way to understand social reality, particularly, how 
one thinks about the experience; in other words, how consciousness is experienced” (Hesse-
Biber & Leavy, as cited in Leavy, 2017, p. 129).  

I selected three English language teachers and nine students who were involved in the 

BMTM programme, one CMC member, and two administrators. Taking their consent, I took 

their unstructured interviews that lasted for 30 minutes each. I used some “grand-tour 

questions” (Dörnyei, 2007, pp. 135-136) along with probes. Then, I codified them 

alphanumerically, took on-the-fly notes so that I could ask probing questions. I transcribed the 

responses, codified them and developed seven themes for analysis and interpretation. 

4. Results and Discussion 

The informants viewed that the role of English language teachers in such a specific context 

is crucial. For instance, A1 asserted that the EFL teachers are fully responsible for syllabus-

designing, deciding teaching strategies, setting test papers, and their examinations and so on. 

The teachers and students talked about the necessities of triad teacher roles (professional, 

administrative and social), albeit they gave more stress on the professional roles. 

The informants stressed the warm rapport between teachers and students. Likewise, A2 

added that teachers need to possess managerial skills, too. The EFL teachers perceived that 

communication skill is a must. EFL teachers observed themselves to be the rulers of students.  

Further, the English teachers are generally believed to be the agents for social changes. 

Further, CMC1 stated, “Teachers’ professionalism needs loyalty to teaching profession and 

loyalty to the institution and honesty in work.   

These findings to some extent match Maduke’s (2014), Schechter’s (2014), Nebukenya’s 

(2010) findings. Despite such alignment, the findings contrast with Cottle’s (2014) conclusions 

in terms of the concepts of professionalism. 

5. Conclusion 

The discussions of the findings indicate the necessities of triad roles (professional, 

administrative, social) to be proficient EFL teachers. Nevertheless, all the teachers are not 

aware of their administrative and social responsibilities. This implies that teachers need 

refresher trainings on contemporary shifts on EFL teaching and learning scenario that 

highlights the updated knowledge and skills a professional teacher requires.  
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Abstract  

Research claims that online teaching challenges faced by teachers arise due to their lacking 
in digital competence (DC) when they graduate from their teacher training. The European 
framework for Digital Competence of Educators (DigCompEdu) by Redecker and Punie (2017) 
listed 6 areas of digital competence (DC). From the framework, a 22-item self-assessment tool 
was created to determine teachers’ DC proficiency level (EU Science Hub Self-assessment, 
2020) by calculating their scores. The DC proficiency level ranges from A1-C2 with A1 being 
the lowest and C2 being the highest level of DC. Evidence from previous studies suggest 
teachers’ DC are at intermediate level however, no research has been conducted on 
measuring pre-service teachers’ (PST) digital competence. Hence, using the DigCompEdu 
framework as its guide, this study aimed to explore to what extent PST are ready to teach 
online based on their DC scores, and their suggestions on how their teacher training program 
could assist to the DigCompEdu area they most need help with. This study adopted a 
quantitative research method to answer its research questions. The results suggest that 45 
pre-service teachers in this study placed between A2 - B2 level of DigCompEdu proficiency 
bands. Also, some competences that PST would like their teacher training to include in their 
program were listed such as how to identify and select suitable digital resources to enhance 
teaching and learning, and many others. The findings of this study provide insights for teacher 
trainers on which DC area they should focus on when training future teachers. 

Keywords: Pre-service teachers, Digital competence, DigCompEdu 

 

1. Introduction 

The current study investigates pre-service teachers’ online teaching readiness based on 
the DigCompEdu self-assessment tool while providing suggestions to teacher training 
programs on digital competence skills that pre-service teachers would like to be included in 
their teacher training program.  

1.1 Research questions 

From the studies reviewed, this research aimed to fill the gaps of measuring pre-service 
teachers’ digital competence level and investigate their perceptions on which digital 
competence skills they would like to be included in their teacher training program. To fill these 
gaps and provide insights on PST readiness for online teaching, the current study’s research 
questions are as follows: - 

RQ 1: According to DigCompEdu digital competency self-assessment tool, to what extent 
are pre-service teachers (PST) ready to teach online based on their current digital 
competence/proficiency level? 

RQ 2: What are PST’s suggestions on how teacher training program can assist to the 
DigCompEdu area they need help most? 
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2. Related Literature  

This study defines digital competence as “the confidence, critical and creative use of ICT to 
achieve goals related to work, employability, learning, leisure, inclusion and/or participation in 
society” (Redecker & Punie, 2017, p. 90).  

2.1 DigCompEdu Framework and Progression Model’s Proficiency Bands (A1-C2) 

In short, the European Framework for Digital Competence of Educators (DigCompEdu) by 
Redecker and Punie (2017) distinguishes six areas of digital competence (Figure 1). From the 
framework, a self-assessment check-in was created for educators to evaluate their digital 
competence level for teaching. A score is generated after questionnaire-takers answered the 
22-item self-assessment. The scores will indicate which level the questionnaire-takers place 
based on the DigCompEdu progression model’s proficiency bands (Figure 2 and 3).  

 

Figure 1: DigCompEdu competences 

 

Source: https://ec.europa.eu/jrc/en/digcompedu 
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Figure 2: Progression model’s proficiency bands (A1-B1) 

 

 

Figure 3: Progression model’s proficiency bands (B1-C2) 

 

 
2.2 Previous studies  

Studies reported teachers are at average/ basic intermediate level of digital competence (Al-
Khateeb, 2017; Cabero-Almenara et al, 2021). Meanwhile, Gallego-Arrufat et al.’s findings 
suggested pre-service teachers (PST) in their study were at medium digital risk (2019). 
However, there is currently no study that investigates Malaysia’s pre-service teachers’ digital 
competence level and uses DigCompEdu as its framework. Few studies were conducted on 
pre-service teachers’ opinions on how teacher training programs could assist their digital 
competence. Turkish PST suggested for collaboration between experienced and 
inexperienced teachers during their study would improve their digital competence level 
(Reisoglu & Cebi, 2020). 
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3. Methods  

Similar to Al-Khateeb’s (2017) study, this study uses quantitative research method. For 
sampling, opportunity sampling technique was used to invite Year 1, 2, and 3 undergraduate 
pre-service teachers (PST) who were studying in a teacher-preparatory program at a private 
British university in Selangor, Malaysia and has no more than 1 year of online teaching 
experience. All participation was voluntary, and the study managed to receive 45 responses 
from target sample. 

For research instrument, this study administered an online questionnaire with 2 sections. 
Section one comprises of adapted questions from the DigCompEdu Self-assessment check-
in tool. For section 1, two adaptations made were: 1) excluding 4 questions from the original 
self-assessment that only practicing teachers could answer e.g. questions regarding keeping 
students’ grades protected through digital technologies, and 2) some words such as “parents” 
were removed as PST have no experience with parents. The study adopts the original scoring 
method by the DigCompEdu self-assessment check-in. Data was analysed using RStudio and 
suggestions were compiled in tables. Section two had 6 close-ended questions where PST 
select competencies from each digital competence area they would like to be included in their 
curriculum. The answer options for this section were competences listed in the DigCompEdu 
framework. 

4. Results and Discussion  

To answer RQ 1, 31 out of 45 (68.9%) participants placed at B1 level which implies that 
most pre-service teachers in this study are eager to expand their digital competence skills and 
experiments with digital technologies, however, are still not confident to use digital 
technologies in professional situations. Therefore, previous studies findings that suggest 
teacher’s digital competence are at average and basic intermediate level is understandable 
based on this study’s data (Al-Khateeb, 2017; Cabero-Almenara et al., 2021). 

Besides that, teacher training programs should focus on developing competences for Area 
2: Digital Resources as participants’ average score for this area was the lowest out of the 6 
areas. This supports Gallego-Arrufat et al.’s (2019) findings where their participants had low 
skills on practices related to digital resources and contradicts Reisoglu and Cebi’s (2020) 
findings that claim pre-service teachers have high digital safety skills. 

Figure 4: Percentages of band scores 
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Table 1: Distribution of scores for each area 

 

Figure 5: Boxplot of distribution of scores for each area 

 

To answer RQ 2, Table 2 shows a summary of most preferred-to-learn skill for each digital 
competence area. Most participants in this study chose a competency in area 4 regarding how 
to use digital technologies to generate and critically analyse digital evidence from 
assessments and use the information for teaching and learning. 

 

Table 2: Summary of most preferred to learn skill from each area 

Areas  Most common answer I would like 
to learn most on how to:  

  

Count 
(n/45) 

Percentages 
carried from 

each area (%) 

Area 1: 
Professional 
Engagement  

Reflect and critically assess and 
actively develop one’s own digital 
pedagogical practice.  
  

22 48.89 

Area 2: Digital 
Resources  

Identify, assess, and select digital 
resources to support and enhance 
teaching and learning while 
considering specific learning 
objective, context, pedagogical 
approach, and learner group, when 
selecting digital resources and 
planning their use.  
  

26 57.78 
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Area 3: Teaching 
and Learning  

Use digital technologies to support 
self-regulated learning process, i.e., to 
enable learners to plan, monitor and 
reflect their own learning, provide 
evidence of progress, share insights 
and come up with creative solutions. 
   

18 40.00 

Area 4: 
Assessment  

Generate, select and critically analyze 
and interpret digital evidence on 
learner activity, performance and 
progress, in order to inform teaching 
and learning.  
  

34 75.56 

Area 5: 
Empowering 
Learners  

Use digital technologies to address 
learners’ diverse learning needs, by 
allowing learners to advance at 
different levels and speeds, and to 
follow individual learning pathways and 
objectives.  
  

26 57.78 

Area 6: Facilitating 
Learners’ 
Digital Competence
  

Take measures to ensure learners’ 
physical, psychological and social well-
being while using digital technologies. 
Also, how to empower learners to 
manage risks and use digital 
technologies safely and responsibly.  
  

15 33.33 
  

 

4.1 Research Limitations and Future Recommendations  

There are two main limitations in this study. First, lack of qualitative data inhibits the researcher 
on analysing a richer data. Therefore, future studies should include qualitative data on pre-
service teachers’ rationales on chosen competencies to be included in teacher training 
programs. Secondly, as questions were adapted, there is a possibility that it may not have 
portrayed the questions as the original questions. Thus, this study echoes Cabero-Almenara 
et al.’s (2021) recommendation on future studies to create a digital competence assessment 
tool especially designed for pre-service teachers to measure their digital competence.  
 
5. Conclusion  

In conclusion, pre-service teachers in this study achieved level A2-B2 according to the 
proficiency bands. This raises awareness for teacher training programs to consider 
competencies selected by pre-service teachers when curriculum planning. It is also worth 
discussing on the possibility of incorporating DigCompEdu framework (Redecker & Punie, 
2017) in teacher training programs to facilitate pre-service teachers’ digital competence. 
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Abstract 

Globalisation has encouraged education systems around the world to focus on developing 

teachers and students’ global competency to fit in and compete in a diverse community and 

interconnected world. It shapes individuals to have proficiency in the elements of global 

competence such as the knowledge in global issues, interconnectedness and intercultural 

awareness. Therefore, this conceptual paper addresses the importance of ESL teachers’ 

global competence in enhancing students’ global and contextual awareness through English 

language learning. Referring to the most recent literature in the field of teachers’ global 

competence, this paper describes the significance of ESL teachers’ global competence in the 

current teaching and learning scenario with reference to the Globally Competent Teaching 

Model. It also looks into the implementation of global competence in English lesson and the 

challenges faced by teachers. Finally, this paper offers recommendations for pre- and in-

service teachers to explore the strategies to integrate global competence into their 

pedagogical practices.  

Keywords: ESL, global competence, global knowledge, teaching and learning of English 

1. Introduction 

Because the world has become increasingly interconnected, it is crucial for individuals to 

develop skills such as communication, interaction, collaboration, problem-solving and critical 

thinking to thrive in the complex and global community. Education plays a major role to prepare 

future generation with the skills and knowledge that will support them to successfully perform 

in the real world (Rensink, 2020; Foley, 2019). Since the focus of the 21st century is on 

developing holistic individuals to compete in a VUCA environment, meaning volatile, 

unpredictable, complex, and ambiguous environment (Bennett & Lemoine, 2014), VUCA is 

immersively applied in education to stress higher level of authentic critical thinking and 

problem-solving skills among students (Yaccob & Yunus, 2019; Lemoine et al. 2017). With the 

rapid rise of 4th Industrial Revolution, teachers and educators are required to upskill their 

knowledge and pedagogy by teaching more critical, global and intercultural contents (Tichnor-

Wagner, Parkhouse, Glazier & Cain, 2016). In short, the educational sector needs to be more 

productive in developing holistic students who can survive in the ever-changing VUCA world 

and the 4th Industrial Revolution. Majzub, Adnan and Yassin (2017, pp.125) proposed for 

“global readiness curriculum and teaching to be re-conceptualised to accommodate emerging 

needs and demands” of current era and holistic learning. Consecutively, educators are 

frequently confronted with issues involving global knowledge and its integration in the local 

classroom context.  
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Education in the globalised world should prepare students to become active global 

citizens who are engaged at local and global levels (Kopish, 2017) and able to solve local and 

global problems (Diveki, 2020; Tichnor-Wagner et al., 2016; Yoon et al. 2018). The world has 

described globalisation as an interconnected and interdependent notion where people are 

connected in various platforms namely culturally, educationally, economically, politically, 

environmentally, technologically, transnationally (Ukpokodu, 2020). Due to globalisation 

today, students are taught to be aware of diversity, show openness and tolerance towards 

others to be successful (Popescu & Iordachescu, 2015). It reflects the goals of global 

education and holistic education as described by Sinagatullin (2019): 

“(a) preparing young generations to live, work and cooperate with people from various 

socio-cultural, ethnic, language, and racial background; (b) developing a creative and 

reflective personality, capable of making constructive decisions and taking responsibility 

for the present state and future of the home country and the world; and (c) developing 

students’ global competence for them to productively function within their own 

microculture, the mainstream culture, and the global society” (pp.50). 

In dealing with such demands towards improving the global education, teachers need to be 

armed with solid global knowledge (Sinagatullin, 2019; Kekhoff & Cloud, 2020), awareness of 

the world, and appropriate skills and attitudes (Tichnor-Wagner et al., 2016). Previous studies 

have reported that global and intercultural competencies are necessary for students to 

succeed in the 21st century (e.g. Gardinier, 2020; Mansilla & Wilson, 2020) as influenced by 

the teachers. In response to the whole ordeal, teachers are given more responsibilities to aid 

students to become capable of dealing with more issues related to global, local and 

intercultural awareness that arise in lessons and everyday life. Teachers ought to demonstrate 

their knowledge of various issues in the classrooms (Larson & Brown, 2017; Sinagatullin, 

2019) and establish the relevance between global and local issues accordingly (Baker, 2015). 

Thus, teachers’ global competence is crucial to assist students’ development of global 

competence (Kopish, 2017; Ukpokodu, 2020).  

In education, teachers play a key role to support students’ understanding of cultures, 

sustainable development issues and in the long run, act as changemakers in their 

communities (Rensink, 2020). Orazbayeza (2016) explains that global competence consists 

of: 

“commitment to cooperation, an appreciation of our common humanity, and a sense of 

responsibility which requires in-depth knowledge and understanding of international 

issues, an appreciation of and ability to learn and work with people from diverse linguistic 

and cultural backgrounds, proficiency in a foreign language, and skills to function 

productively in an interdependent world community”. (pp.2666) 

Hence, for this conceptual paper, global competence is simplified as the personal growth 

(Meng, Zhu & Cao, 2017), skills and the abilities of individuals to comprehend global and 

intercultural events for effective interaction and work in global scenes (Li, 2013). It is also the 

readiness and abilities to communicate and collaborate with diverse others in dynamic 

multicultural environment (Tichnor-Wagner et al., 2016; Orazbayeva, 2016). In order to survive 

in the interconnected world, students are expected to master the abilities to reason with 

information, express rational perspectives, understand conflict resolution and adapt in the 

everchanging future (Stankovska, Dimitrovski, Memedi & Ibraimi, 2019). It is because, globally 

competent individuals carry themselves and act as citizens of the world more than an 

individual nation or culture as they have deep understanding towards others and the 

differences (Flammia, Sadri, and Mejia, 2019).  
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In an English as second language (ESL) classroom, understanding and knowledge of 

global issues and international events are important to be incorporated in language learning. 

It aspires educators to expose Malaysian students to the cultures of the English language 

since language and cultures are interrelated and are kept together in the same mental 

compartments (Council of Europe – Companion, 2020). Thus, the teaching and learning of the 

target language should focus on both the linguistic skills and background of the language (i.e 

global knowledge) (Hesan et al., 2019). Although linguistic knowledge is among the underlying 

aspects in language learning (Koch & Takashima, 2021; Ting et al., 2017); competency in 

speaking English to create understanding and successful interaction is more important (Thao 

& Tai, 2017). The purpose of acquiring new language for interaction is not exclusively to be 

competent in the linguistic aspects but other aspects related to the language (Hesan et al., 

2019; Bouslama & Benaissi, 2018; Galante, 2015) that enhance communication with people 

of varied cultural backgrounds (Thao & Tai, 2017).  

In the long term, this exposure is to ensure that future generations in Malaysia are able to 

adapt and adjust to the volatile and everchanging global scenario (Majzub et al., 2017). 

Therefore, Majzub et al. (2017) further mentioned that the efforts to develop global players 

should begin at a young age instead of only responding to the need at the tertiary level. Apart 

from that, multiculturalism and increasing diversity in Malaysian classrooms have become the 

key reasons for globally competent teaching. As mentioned above, the elements of global 

competent teachers include the abilities to integrate global knowledge in lessons, create a 

learning environment that appreciates diversity and global engagement and to promote 

lessons with global content (Orazbayeva, 2016; Parkhouse et al., 2015). To summarise, 

teachers’ global competence including that of the ESL teachers assists in understanding and 

catering to students’ different needs and backgrounds. It is especially significant in teaching a 

diverse classroom or working in a community that consists of people from various 

backgrounds. 

Thus, this paper addresses the importance of ESL teachers’ global competence in 

enhancing students’ global and contextual awareness through English language learning. This 

paper is structured around a discussion of globally competent ESL teachers with references 

to models related to global competence and the implementation in current ESL teaching 

scenario. The review was followed by a discussion of global illiteracies among ESL students 

and the gaps in ESL teachers’ integration of global competence in English lessons. Finally, 

the recommendations are discussed in a subtopic.  

2. Literature Review 

2.1  Globally Competent ESL Teachers 

Globally competent teachers can enhance quality of their lessons by contextualising global 

trends and local issues and at the same time, and fostering their students’ creative and critical 

thinking (Kopish, 2017; Baker, 2015; Tichnor-Wagner et al., 2016). In English language 

learning, the students’ language acquisition is enhanced by contextualising language 

meaningfully (Wahi, pp. 2015). ESL teachers can address the complex global issues 

(Sinagatullin, 2019; Meng et al., 2017) and local issues simultaneously to this end (Tichnor-

Wagner et al., 2016). They possess understanding, awareness and skills to adapt global 

competence in teaching practices (Diveki, 2020; Hesan, Setiawan & Munir, 2019; Thao & Tai, 

2017; Tichnor-Wagner et al., 2016). Additionally, teachers’ analytical thinking skills, multiple 

perspectives and critical awareness related to worldviews (Kopish, 2017) are the 

characteristics that will help them to respond appropriately to different cultures (Nazarenko, 
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2015). A study by Kopish (2017) has found that teachers’ development of global competence 

involves their aptitude to evaluate sources, explore complex global issues and obtain cross-

cultural communication skills for better understanding.  

It is apparent that, in an English classroom, the incorporation of global and intercultural 

issues can enhance the learning of new vocabulary, grammar and language styles (Al Jaser, 

2019). Students can have a better learning experience when the setting is authentic and real. 

Furthermore, it allows them to expand their English vocabulary and ideas on exciting topics 

related to global themes and issues. The topics may include ethnic festivals, customs, 

languages and religions (Majzub et al., 2017). Eventually, teachers can develop ESL students’ 

global competence through their global teaching approaches and facilitate students’ 

preparation for complex societies and global economy (Mansilla & Wilson, 2020).  

A suggestion to promote global awareness in English lesson is to design a lesson that 

encourage students’ active participation such as a mini research project (Yoon, Yol, Haag and 

Simpson, 2018). A study by Wahi (2015, pp.344) found that, “Students admitted that they 

relied heavily on their teachers’ assistance” to help them acquire English more meaningfully. 

The authors elaborated that, the students can work on a topic around any current global event 

collaboratively with the aids of technology or digital devices. This meaningful approach in 

English lesson is in sync with Hunter (2004) and Tichnor-Wagner et al. (2019)’ models of 

global competence as seen in Figure 1 and Figure 2 respectively. It is also vital that the 

incorporation of global competence does not only focus on the content but the attitudes of the 

students towards others’ viewpoints (Yoon et al., 2018; Tichnor-Wagner et al., 2019).  

2.2  Global Competence Model 

Global competence model by Hunter (2004) laid out eight domains of global competence 

as seen in Figure 1: 

Figure 1: Global Competence Model (Hunter 2004) 
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Based on the figure above, there are mainly two colour schemes, namely blue and green. The 

blue sections for the external layers are labelled as External Readiness while the green 

sections are the Internal Readiness. Global Competence Associates (2021) has precisely 

categorised the colours as: (a) light green core: ability to know own self (self-awareness), (b) 

dark green layer: approach and relationship with others, (c) light blue layer: knowledge of 

major cultures in the world, and (d) dark blue layer: interpersonal skills. The elements in the 

model further specify each category. Thus, global competence as described by Hunter in 

Figure 2 proposes for important elements needed for an individual to be globally competent. 

However, this study has chosen Globally Competent Teaching Continuum Model as a better 

guidance to lead teachers’ implementation of global competence in English lessons and 

discussed in in the subsequent section.  

2.3 Globally Competent Teaching Continuum Model 

Tichnor-Wagner, Parkhouse, Glazier, and Cain(2019) developed the Globally Competent 

Teaching Continuum Model as a guide for teachers to refer to the elements of globally 

competent teaching. The model overlaps with the elements suggested by Hunter (2004) in his 

Global Competence Model, for example, intercultural awareness, knowledge of global events 

and valuing diversity. The elements in the model are seen below: 

 

Figure 2: Globally Competent Teaching Continuum (Tichnor-Wagner et al. 2019) 

 

 

 

 

In contrast to Hunter's model, which is more general, the continuum model refers to 

teachers' globally competent teaching. As seen in Figure 2 above, the model consists of the 

descriptions of contents, assessments, views and classroom teaching and learning. The 

elements in the key themes; dispositions, knowledge and skills are integrated to achieve a 

globally competent teaching. Therefore, this continuum model as a guidance is a promising 

and effective tool suitable for school teachers who want to improve their global competence 
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(Carter, 2020). It can assist ESL teachers in particular, to develop their professional and global 

competency (Parkhouse et al., 2015) by including the necessary elements in their teaching 

practices. Descriptors for each element are shown in Table 1 below:  

 

Table 1: Elements and Characteristic of Globally Competent Teaching 

Num Element Characteristic 

 DISPOSITIONS  

1 Empathy and valuing multiple 

perspectives 

Open to different opinions and views 

2 Commitment to promoting equity 

worldwide 

Active participation in positive movements 

and community events 

 KNOWLEDGE  

3 Understanding of global conditions 

and events 

Current global issues including health, 

environment, cultures and music 

4 Understanding the interconnected 

world 

How everyone and everything is connected 

with the advancement of technology 

5 Understanding of multiple cultures Appreciation and respect towards others 

from different cultural backgrounds 

6 Intercultural communication Accept opinions and achieve understanding 

in an interaction with the diverse community 

 SKILLS  

7 Multilingual The ability to communicate in multiple 

languages 

8 Classroom environment that values 

diversity  

Encouraging classroom ambience that 

promotes differences and global 

engagement 

9 Content-aligned explorations of the 

world 

Integrate meaningful learning experiences 

involving critical and creative innovation 

10 Intercultural conversations Understand other cultures through formal 

and informal interaction 

11 Global learning partnership Collaboration and interconnection 

12 Global competence assessment  Measure of global competence – PISA (for 

students) 

 

The two aforementioned models are interwoven in today’s direction of education and can 

be used to infer ESL teachers’ global competence in classroom settings. They provide 

complimentary lenses both on teachers’ and students’ global competence but with the 

continuum model as the most appropriate for teachers’ globally competent teaching practice. 
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It is highlighted that educating students for global competence can foster cultural awareness 

and respectful interactions with others (Mansilla & Wilson, 2020). In an English language 

classroom, when ESL students are able to relate their learning of content and world 

knowledge, they experience a meaningful learning process (Kopish, 2017; Sarwari & Abdul 

Wahad, 2018; Al-Sofi, 2015). It can be proven based on the learning outcomes that highlight 

students’ skills to communicate with other students regarding issues around the world in the 

target language. Students have the rights to be taught necessary knowledge and skills to 

succeed in the international arena (Stankovska et al., 2019; Simopoulos & Magos, 2020). 

Furthermore, teachers’ ability to make connection between global and intercultural issues in 

the local context impacts on the success of English lessons. It is proven by Wahi (2015) that 

students’ experiences at school contribute to their competencies towards in English. When 

there is a language, there is a culture that encompasses it. An individual may know the 

language but to be proficient in using the language, it is vital for them to be informed of the 

cultural knowledge and background of the target language. The link established between the 

global culture of the English language and the culture of the non-native speakers would ease 

the understanding towards the language.  

2.2  The Implementation of Global Competence in Malaysian ESL Classrooms 

In today’s era of transitioning from an analogue to a digital society, ESL students should 

gain global competence to compete with others from a more developed country. Since 

interconnectedness is gradually changing the lives, addressing this issue in the classroom will 

prepare students for the real world (Wahi, 2015). As a result, ESL teachers’ global competence 

is crucial since teachers have to make broader connection between the issues discussed in 

the textbook and the globalised world. It is also important because OECD PISA has started to 

measure students’ global competence in the assessment (Diveki, 2020). Malaysia as one of 

the 64 countries involved in PISA has shown the lowest level of awareness of global issues 

with the PISA index -0.41 and a ranking of 60 out of 64 PISA-participating countries and 

economies (Education GPS, OECD, 2021). Global competence as outlined by OECD (2020) 

refers to the abilities of students to:  

i) examine local, global and cultural issues,  

ii) understand and appreciate others’ perspectives and worldviews,  

iii) engage in cross-cultural interactions and collaborations, and  

iv) take action for sustainable development and to protect community well-being 

An intervention that can be considered for this issue is to develop ESL teachers’ global 

competence. This stands together with the purpose of Common European Framework of 

Reference (CEFR) in designing a curricular and courses on real-world communication need 

and real-life tasks (CEFR Companion Volume 2020; Foley, 2019). As shared by CEFR 

Companion Volume (2020), it is a tool used as a reference in curricular design, courses and 

examinations planning and it looks closely to investigate students’ needs to be proficient in 

the target language. It replaces the previous traditional model of the basic skills that has been 

proven inadequate in the current complex and flexible reality (CEFR Companion Volume, 

2020).  

Besides, in many countries, CEFR is introduced and adopted in curriculum design to 

promote English proficiency among students. According to the CEFR Companion Volume 

(2020), CEFR presents a comprehensive descriptive scheme of language proficiency that 

promotes positive guidelines and outcomes in English teaching and learning. Language is 
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viewed as a vehicle for opportunity and achievement in educational, social and professional 

domains (CEFR Companion Volume, 2020; Foley, 2019). However, it is reported that the 

topics lean towards the Western cultures more than the Eastern and Asian, making it lacking 

in global contexts (Nurul Ain & Azlina, 2019; Galante, 2015). The articles and examples are 

found mostly from the western countries in America, Britain and Europe, with little from the 

other parts of the world (Galante, 2015). For instance, CEFR’ Pulse 2 is analysed to have 

minimal to no cultural content of Malaysia, making it less relevant to Malaysian ESL students 

(Nurul Ain & Azlina, 2019). Therefore, teachers’ global competence is crucial to relate issues 

from all over the world and local.  

CEFR sees language as a communicative medium and seeks to emphasise the quality of 

students as language users and social agents instead of learning the target language as a 

mere subject (CEFR Companion Volume, 2020). The combination of linguistic, sociolinguistic 

and pragmatic that make up communicative language competencies relates well with 

understanding the background of the target language (Hesan et al., 2019). Similarly, in 

Malaysia, English is important to mediate between individuals from various backgrounds in a 

common language (Foley, 2019; CEFR Companion Volume, 2020). That is the reason for 

developing global competence to interact more effectively with diverse others is important 

(Thao & Tai, 2017). For instance, global competence encourages students to discuss world 

issues from broader perspectives as seen in one of the elements presented by Tichnor-

Wagner et al. (2019)’ model (Figure 2). This can be specified to timely issues such as racism, 

multiculturalism, crimes and disasters faced by populations around the globe.  

2.3  Global Illiteracy Among ESL Students 

For students to develop global competency, teachers need to gain global competency first. 

Teachers can integrate their global competency through teaching of contents and skills in 

English lessons to assist their students to be globally competent (Vatalaro, Szente & Levin, 

2015; Thao & Tai, 2017). Although student’s global competence is acclaimed as an important 

learning outcome, internalisation efforts in English lessons are noticed to still be ineffective 

(Li, 2013). As a result, studies have found that students have problems of working with others 

of different backgrounds and cultures (e.g. Fungchomchoei & Kardkarnklai, 2016; Tichnor-

Wagner et al., 2016). This is seen as an impact from teachers’ uncertainty and lack of 

awareness of the subject matter. In non-English speaking countries such as China, students 

faced difficulties to comprehend the general global competence and specific academic 

requirements (Liu, Yin & Wu, 2020). These problems may be caused by lack of understanding 

of the target language and global literacy (Thao & Tai, 2017). It results in students’ global 

illiteracy as they are uninformed and possess inability to make responsible decisions, 

communicate, interact effectively across borders and cultures (Ukpokodu, 2020). Moreover, if 

the problem is not addressed properly at the school level, students’ intercultural sensitivity 

may remain underdeveloped even when they are embarking the new phase in life (Koch & 

Takashima, 2021). 

As stated earlier, the lack of integration of global competence in teaching and learning of 

English may cause students to be ill-informed (Ukpokodu, 2020). Students rely on teachers to 

plan lessons that are meaningful and globally relevant. There are multiple ways to promote 

global awareness and competence. Hence, Yoon et al. (2018) discuss the integration of critical 

global literacies in lesson by bringing the vignette of real-world issue, such as water 

conservation and engaging students to make personal connections of a global level. The 

authors added the need for critical global literacies in today’s interconnected scenario, thus, 

avoiding illiteracy and ignorance among students. The gaps in teachers’ understanding and 

integration of global competence in ESL lessons should be reduced and solved to ensure 
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meaningful global English learning experiences for students. The teachers, therefore, need to 

take initiatives to develop their own global competence using various methods such as by 

communicating, sharing of ideas with others and attending workshops or programmes 

(Rosbrook, 2017). 

With the continuing globalisation, increased global awareness and intercultural knowledge, 

skills and attitudes are significantly resonant in the world today that is complex, uncertain 

(Gardinier, 2020) and flexible (Foley, 2019). Although English proficiency is important, global 

and intercultural competency is equally or more important (Thao & Tai, 2017) for working in 

today’s complex interconnected world. This emphasis fits well within the tenets of future 

employment among students. In Thailand, the university graduates, despite being proficient 

in English are unable to effectively communicate in English with co-workers from different 

cultural backgrounds (Fungchomchoei & Kardkarnklai, 2016). By putting prominence in the 

use of English language to perform better in competitive job and international labour market 

(Alhasani & Alhasani, 2016), students learn more functional usage of English beyond 

classroom walls. In a wider view, gaining global competence can boost employability as the 

younger generation can manage local and global issues with appreciation towards different 

perspectives and collaborate in culturally diverse teams (Mansilla & Wilson, 2020). 

Consequently, in Malaysian classrooms, ESL teachers play a key role in assisting students’ 

global competence development while learning English. Hence, more studies and training for 

teachers in this area of interests will enhance the approach.  

2.4  Gaps in ESL Teachers’ Integration of Global Competence in English Lessons 

A plethora of studies have focused on the importance and development of teachers’ global 

competence in various subjects especially in English. The concept of ESL and EFL teachers’ 

global competence is not new to education in many countries, but it is the opposite in Malaysia. 

As this literature review shows, there are very few related studies on global readiness in the 

Malaysian education context (Majzub et al., 2017), as well as studies on global competence. 

The gaps found refer to teachers’ stereotypes about self-identity and otherness 

(Simopoulos & Magos, 2020; Bouslama & Benaissi, 2018), uncertainty to integrate global and 

intercultural awareness, and topics relevant to different cultures (Fungchomchoei & 

Kardkarnklai, 2016). Results from a study conducted by Kerkhoff, Dimitrieska, Woerner and 

Alsup (2019) reveal that teachers’ low score on the subtopic of transactional experiences is 

caused by their insufficient knowledge in utilising technology and collaborating in international 

settings. It is also connected to teachers’ lack of understanding and knowledge of the 

intercultural communicative concepts (Bouslama & Benaissi, 2018). Teachers of many public 

and international schools do not possess global competence to prepare students for a 21st 

century globalised career settings (Carter, 2020).  In Indonesia, English language teaching 

does not meet the exact needs of students learning the language due to excessive focus on 

communicative competence (Hesan et al., 2019). However, the limited knowledge does not 

hinder their willingness to learn more about the world and different cultures (Popescu & 

Iordachescu, 2015). This pursuit would increase ESL teachers’ professional development and 

confidence. 

Similarly, according to Fungchomchoei & Kardkarnklai (2016), Thai teachers have 

attempted to integrate topics relevant to cultures and various other issues in the English 

classrooms for the benefits of their students, despite lack of understanding about the concept. 

The summary of findings in a case study done by Hesan et al. (2019) reveal that teachers 

understood the aims of English language teaching especially in ESL classrooms that it was 

not merely learning the target language but the culture. The gap can be summarised as a lack 
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of understanding and in-depth knowledge related to global competency and its other elements 

among teachers (Bouslama & Benaissi, 2018; Fungchomchoei & Kardkarnklai, 2016). It is 

reported that Malaysian ESL teachers’ teaching competency was at moderate level; high in 

teaching methods but weak in pedagogical competence, relevant knowledge and skills (Yusof, 

Yaakob & Ibrahim, 2019). They seem to exhibit some awareness to be globally competent but 

need more input for more development. On the other hand, the setbacks also occur if students 

are not encouraged to connect global issues on the personal level or their lives (Yoon et al., 

2018). Hence, the skills to help students making connection is needed together with teachers’ 

awareness regarding global competence. 

Furthermore, teachers’ global competence development is not progressive enough due to 

several factors including low investments in teacher education and lack of regular training for 

professional development (Annan, 2020). These appear to be the gaps that hamper teachers’ 

integration of global competence in ESL lessons. It is reported in a study that teacher 

education programmes do not adequately prepare teachers for globally competent teaching 

(Ukpokodu, 2020). This contributes to their inability in integrating global competence in 

teaching and learning process. To accomplish integration of global competence in their 

lessons, it is recommended that educational professionals establish pre-service and in-service 

teacher training programmes that provide understanding of integrating global competence in 

language lessons and factors that contribute to globally competent teaching (Parkhouse et al., 

2015; Thao & Tai, 2017) with more practical methodology to adapt the knowledge and 

competences effectively (Bouslama & Benaissi, 2018). Pre-service teachers’ education must 

be solidified to meet the global requirements as the preparation of future language teachers’ 

English language teaching-learning (Alhasani & Alhasani, 2016; Lehman, 2017).  

3. Conclusion 

This paper covered some vital issues related to the importance of globally competent 

teachers and teaching practices. It highlighted on the explanation of being globally competent 

ESL teachers referring to models related to global competence and implementation of global 

competence in the current ESL teaching context. ESL teachers need to be aware of global 

issues, foster integration of global and local issues and view global issues in the local 

perspectives to establish familiar link for the students to make own connection. The current 

CEFR syllabus in Malaysia is a platform for teachers and students to get more exposure to 

the issues around the world and to build a solid global competency. ESL students’ adaptability 

to critical thinking and global understanding in the interconnected world will prevent global 

illiteracies.  

Based on the prior findings, most teachers were aware of the importance of global and 

intercultural competences, but were uncertain about how to adapt the subject matters in their 

ESL lessons without proper guidance and training. Global competence is important to enhance 

students’ linguistic and knowledge competences. It provides more accuracy and maturity in 

their communication skills especially in adjusting to the VUCA world and competitive 

employability. ESL teachers’ global competence in dealing with real-world and international 

issues to assist students’ meaningful English learning has become a greater point of 

emphasis. From an established standpoint, learned societies deem teachers’ global 

development as essential in helping students learn to interact within a global context. Thus, 

with proper guidance, ESL teachers can implement globally competent teaching in their 

lessons.  

Although the suggestions regarding transformation in teacher education, professional 

development training workshops and programmes are based on the initial examinations of 
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gaps in ESL teachers’ global competence, there will likely be more extensive information 

available along with further development and interest in this area. To accentuate, it is crucially 

significant that programmes for English teacher trainees and in-service teachers meet the 

demand of current globalising world and challenges of their new professional setting (Popescu 

& Iordachescu, 2015). Specific awareness to the importance of global competence must be 

instilled for a more meaningful practical teaching. This study may be useful for conducting 

further studies on similar topics in future. The information provided is valuable for those who 

are conducting research in global competence or related areas. The paper takes interest in 

the discourse surrounding global competence with credible data collection procedure of past 

studies. Thus, future research could give greater attention to the details of data collection.  
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Abstract 

Covid-19 has forced the world to adopt remote teaching and learning. In Bangladesh, private 
universities were the pioneers in this shift. The teachers had to quickly adapt to this new 
normal. This study explores how English teachers responded to this new on-line mode of 
teaching. Through on-line questionnaires conducted on 56 English teachers from 24 different 
private universities of the country, the research focused on variables that affect online 
teaching/learning such as availability of power (electricity), internet connectivity, access to 
smart devices, maintaining EMI, financial conditions of learners, online safety, digital divide of 
students, assessment techniques and collaborative teaching. The data analysis attempts to 
draw some insights relevant to effective online teaching methodologies in language 
classrooms in our context which is applicable to most settings in South Asia.  

Keywords: Online teaching, English teachers, Bangladeshi private universities, Pedagogy, 
Learning theories. 

1. Introduction 

Since the outbreak of Covid-19, the world has been experiencing a lockdown that has affected 
almost all spheres of life. Locking down business, however, doesn’t mean shutting down 
education. To keep the education system operational, the mode of teaching had to shift from 
on-campus traditional classroom teaching to online teaching. The whole world had to adapt to 
remote teaching and learning. Bangladesh was not an exception to this. In Bangladesh, private 
universities were the pioneers in this shift. The teachers of private universities were able to 
quickly adapt to take upon this new normal which was both excruciatingly exciting and at the 
same time charmingly challenging. English teachers of private universities of Bangladesh 
have gained a new experience as well as the pandemic has caused a paradigm shift in 
language classrooms. 

2. Related Literature 

The researcher connected online teaching with the well-established theories of pedagogy to 
show the alignments. The behaviourism theory views learners as passive participants (Guney 
& Al, 2012). However, to ensure proper learning frequent assessments need to be conducted. 
In the case of online teaching this is quite easy to achieve through assessment tools like 
ClassMarker or Google Forms Quizzes. The liberationist theory says that students are free to 
learn what they want to learn and how they want to learn (Satchel, 2020). The plethora of 
available resources on YouTube, Podcasts, online learning platforms give students the true 
liberty in choosing what they want to learn and how. The constructivism theory affirms that 
learners have the ability to construct their own knowledge (Driscoll, 2005; Satchel, 2020). 
Collaborative tools like Google Docs or Microsoft 365 helps learners do so in a well organized 
manner. Connectivism is relatively a new learning theory. It views the learning process as a 
holistic integration of the network (Dunaway, 2011). Messenger groups, Viber groups etc. 
frequently used to form a network of learners through which they stay connected and 
continually keep learning from each other. 
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3. Methods 

A mixed-methods design was adopted for this research. The researcher conducted an online 
survey to collect data. Both quantitative and qualitative data were collected from the English 
teachers of Bangladeshi private universities through survey questionnaires on Google Forms. 
The questionnaire respondents were 56 English teachers from 24 different private universities 
across the country. This study explored how English teachers responded to this new on-line 
mode of teaching. The research focused on variables that affect online teaching/learning such 
as availability of power (electricity), internet connectivity, access to smart devices, maintaining 
EMI, financial conditions of learners, online safety, digital divide of students, assessment 
techniques and collaborative teaching. 

4. Results and Discussion 

The data gathered from the survey reveals some key issues. Training is crucial for any new 
adaptation. 79% of the teachers surveyed received some form of training for online teaching. 
The ones who received training felt more confident about their experience level compared to 
those who did not. Those who received training rated their experience level at 3.18/5.00; 
whereas the teachers who did not receive training rated their experience level at 
2.84/5.00.There were several challenges in online teaching for both the teachers and the 
students. When asked about the challenges, the surveyed teacher could pick multiple options. 
99% of the teachers pointed out internet connectivity and availability as a key challenge. 71% 
of the teachers found internet charges very expensive. For 71% power disruption was a 
challenge. And 42% acknowledged that noisy home environment as a challenge. 

In Bangladesh, a large number of the population stays in rural or semi-urban areas. Hence 
the concern for digital divide is quite high. 24 of the 56 teachers surveyed mentioned that 50-
75% of their students are from rural or semi-urban areas. The surveyed teachers are largely 
in agreement that online teaching increases disparity among students. They still feel online 
teaching is viable for students from rural or semi-urban areas. 

Figure 1: Online teaching for students from rural/semi-urban areas 

  

When asked for suggestions they shared some interesting ideas. Teachers can upload video 
recordings of the classes and slides for the students; this will help the students who miss a 
class to watch it later, or review parts of the lecture when needed. Teachers may take extra 
hours to conduct the classes as some students cannot attend the classes on time. Teachers 
need to be supportive to their situation and by providing extra time. They have to reach out to 
them using the platform which will be accessible and economically viable for them. Teachers 
have to contact them, asking their peers to cooperate with them and provide them materials 
or resources they need. 

As the target participants for the survey were all English language teachers, they were asked 
if they maintained English Medium Instruction (EMI) in class. 80% of the surveyed teachers 
said they do. However, there was a strong agreement among the survey participants that EMI 
can be compromised while teaching online. 
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Figure 2: Maintaining English Medium Instruction 
 

 
 

 

The survey participants were asked about how they assessed their students' performance. 
Most participants responded that they use both formative and summative assessments. 

Figure 3: Forms of assessment 

 

As for tools, most teachers use Google forms for assessment, followed by some favoring 
Microsoft forms. ClassMarker, Nearpod and Kahoot were among the other tools teachers used 
for assessment. 

Just like classroom teaching, we have to ensure safety for the teachers and learners from 
bullying and harassment in online mode, as well. The surveyed teachers feel that the 
responsibility to ensure online safety from harassment and bullying of students should be on 
the teachers and the university. More importantly, the safety of the teachers should be ensured 
by the university and the teachers themselves. 
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Figure 4: Responsibility for ensuring online safety 

 

One key advantage that onsite teaching has over online teaching is that the teacher can make 
classes interactive, can engage the students. When asked about how to make online classes 
engaging for the students, the participants suggested group discussion, pair work, and 
debates. 

The data and feedback analysis from the survey attempts to draw some insights relevant to 
effective online teaching methodologies in language classrooms in the context of 
Bangladesh’s private universities. The same scenario is applicable to most settings in South 
Asia.       

5. Conclusion 

There are several key takeaways from this research. The students remained motivated despite 
the challenges. The teachers showed that online classes could be conducted successfully with 
limited resources. Teachers and students are now more connected than ever before. Most 
Learning Management Systems have an app version or can be accessed on smartphones 
making the classroom available in both the teachers’ and students’ pocket. 

The main goal of this research was to gather the perspectives of the English language 
teachers of Bangladeshi private universities about remote teaching and learning, particularly 
how they are adapting to this new normal situation. It is inspiring to note that despite the 
limitations and interruptions, the teachers of private universities are motivated to continue 
remote teaching and learning.They are thriving through tough times. This shift from classroom 
teaching to online teaching has become the ‘new normal’ and they have adapted well so far.     
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Abstract  

Research in the Malaysian context has shown that ESL students have insufficient vocabulary 

for higher education, thus, must be provided with opportunities to acquire new words through 

innovative strategies. Recently, evidence emerged that viewing audio-visual input is effective 

for incidental vocabulary learning (IVL). Yet, there is limited understanding of the effectiveness 

of academic videos for IVL, an accessible, cost and time-efficient tool that is encouraged in 

teaching for personalised and interactive learning. Furthermore, little is known about how 

learner-related factors such as comprehension, prior vocabulary knowledge, and working 

memory can affect the extent to which IVL occurs. Therefore, this research investigated the 

potential vocabulary gains through a 10-minute academic video for 56 ESL foundation 

students in an English-medium university in Malaysia. IVL and prior vocabulary knowledge 

were measured using a modified Vocabulary Size Test before, and a post-target words test 

after watching the video. The other learner-related factors were measured using a reading-

span task and a comprehension test. Results indicated a significant gain of 0.78 words after 

watching the video, with a total gain of 44 words. However, the factors explored were not 

significant predictors of IVL and did not explain the variance in vocabulary gained. This 

indicates that IVL occurs through watching academic videos but further research is necessary 

to investigate the role of various learner-related factors on IVL. These findings provide an 

insight for TESOL educators on how teaching practices using academic videos may address 

problems of low vocabulary knowledge in ESL learners.  

Keywords: Incidental vocabulary learning, academic videos, second language acquisition, 
learner-related factors 

1. Introduction  

Vocabulary knowledge is crucial in the development of second language (L2) proficiency 
(Schmitt, 2010) that determines academic achievements and successful learning in higher 
education (Alsager & Milton, 2016; Harrington & Roche, 2014). Marginal growth in vocabulary 
through explicit teaching (Bisson, 2013) suggested that English as a Second Language (ESL) 
learners should be provided with opportunities to acquire new words through other strategies, 
such as incidental vocabulary learning (IVL). 
 
IVL is an indirect process of learning vocabulary which occurs as a by-product while 
performing a meaning-focused activity (Webb & Nation, 2017). Recently, evidence emerged 
that television shows and movies led to IVL (Ashcroft et al., 2018; Montero Perez, 2020; Peters 
& Webb, 2018) and a lexical coverage analysis of TED Talks proposed that academic videos 
could be beneficial for vocabulary learning (Nurmukhamedov, 2017). Yet, little is known about 
the effectiveness of viewing academic videos for IVL in the context of L2 learners.  
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Therefore, this experimental study investigated (1) the effectiveness of academic videos in 
promoting vocabulary learning incidentally and (2) how learner-related factors such as 
comprehension of input, prior vocabulary knowledge, and working memory may influence the 
extent to which IVL occurs through viewing academic videos in the context of L2 learners in 
an English-medium university in Malaysia.  

2. Related Literature  

The effectiveness of IVL through audio-visual input is proposed by the Multimedia Principle 

(Mayer, 2005) and the Dual-Coding Theory (Paivio, 1971) which suggest that multiple 

simultaneous inputs of auditory, written, and pictorial elements shown can improve learning 

and the acquisition of meaningful vocabulary.  

Existing evidence shows that vocabulary can be learned incidentally through audio-visual 

input. Extensive viewing of L2 television led to substantial vocabulary gains of approximately 

four words (Peters & Webb, 2018) and viewing a documentary had a significant impact on 

word learning of 2.97 words on average (Montero Perez, 2020). Likewise, a single movie with 

L2 captions provided a modest increase of 1.77 (4.2%) words recalled per student (Ashcroft 

et al., 2018). Watching TED Talk videos twice with a content summary output activity in 

between to consolidate information resulted in a modest gain of approximately 8 words and 

the group that revised and organised notes gained approximately 5 words (Nguyen & Boers, 

2018). Thus, there is evidence that audio-visual input is effective in expanding receptive 

vocabulary knowledge incidentally, however, there is limited understanding of vocabulary 

acquisition through only viewing academic videos.  

3. Methods  

56 ESL students from a Foundation course at a private international university in Malaysia 
took part in this study. Two sessions were conducted through an online platform where 
participants took a series of tests outlined in Table 1. 
 

Table 1: Experimental Procedure 

Session Procedure Duration 
(minutes) 

1 Consent and information sheet 5 

 Modified vocabulary size test 30 

 Break 5 

 Academic video 10 

 Post-target words test 10 

 Comprehension test 10 

1 Week Interval 

2 Reading-span task 20 

 
The modified vocabulary size test measured receptive vocabulary size through form-meaning 
recognition (Nation & Beglar, 2007). To reduce fatigue in participants, the number of questions 
was reduced to 5 randomly selected items from each third to fourteenth frequency level (see 
Szabo et al., 2020) in a four-options multiple-choice format. The target words test was used 
as a pre- and post-test after watching the video, consisting of the 20 target words that were 
relevant for understanding the content and were selected from a range of frequency levels 
and equal ratio of the parts of speech. The comprehension test included 5 multiple-choice and 
5 short-answer questions based on factual information in the video (Freeman, 2014). An online 
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reading-span task was chosen as the strongest correlation was found between the verbal 
executive control component of working memory and receptive vocabulary knowledge 
(Hazrat, 2015). The task required participants to memorise words while comprehending 
sentences to see how individuals engage in the activity while facing distractions (Daneman & 
Hannon, 2007).  

4. Results and Discussion  

4.1  Incidental Vocabulary Learning through the Academic Video 

Table 2 presents that the average gain for participants was 0.78 (3.9%) target words after 

watching the 10-minute academic video once, with a total gain of 44 words for all the 

participants. A paired samples t-test indicated a statistically significant difference (t(55) = -

3.92, p < .001) with a medium effect size (d = -.79) and confidence interval of (95%CI [-1.19, 

-0.385]). The results are consistent in revealing that IVL occurs from viewing audio-visual input 

for ESL learners in higher education and supports the Multimedia Principle (Mayer, 2005) and 

Dual-Coding Theory (Paivio, 1971) that simultaneous auditory, written, and pictorial elements 

improve vocabulary learning. 

 

Table 2: Descriptive Statistics for Pre- and Post-Target Words Tests 

Year Academic 
Video 

Test 
Scores 

n M SD Min Max 

Foundation in Arts 
and Education and 
Science 

with 
Captions 

Pre-Test 56 15.3 3.05 6 20 

Post-Test 56 16.1 3.05 8 20 

 

4.2  Relationship between Vocabulary Gains from Viewing the Academic Video and 
Learner-related Factors 

Vocabulary gained after watching the video were used as the outcome variable and 

comprehension, prior vocabulary knowledge, and working memory as predictor variables. 

Spearman’s rank correlation revealed no correlation between vocabulary gain and predictor 

variables (p > .05), summarised in Table 3. 

 

Table 3: Descriptive Statistics and Spearman’s Rho Correlation for Vocabulary Gain and 
Predictor Variables 

Variable n M SD Min Max 1 2 3 4 

Vocabulary 
gain 

27 0.852 1.51 -2 4 —    

Comprehension 27 12.7 2.73 7 17 0.23 —   

Prior 
vocabulary 
knowledge 

27 44.9 7.42 27 56 -0.31 -0.06 —  

Working 
memory 

27 46.5 8.19 26 59 -0.03 -0.03 0.07 — 

 

This was further explored through a regression analyses which showed no significant 

relationship in the models (F(3,23) = 1.61, p = .216, R² = .065). This contradicts previous 

studies which found the predictor variables to be accountable for the variance, with more 
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incidental learning gains for learners with a higher ability (Lin, 2010; Montero Perez, 2020; 

Peters & Webb, 2018).  

Suggestions to overcome limitations in this study may provide further insight into the extent to 

which IVL occurs and the effect of the variables. For example, the 10-minute academic video 

was only viewed once with limited exposure of an average of 1.3 occurrences per target word. 

This may not reflect authentic flipped classrooms where students can extensively view and 

participate in additional tasks. Therefore, future studies should investigate whether the 

process of IVL is mediated by other word characteristics or tasks to support learning.  

5. Conclusion  

This study provides insight to the limited understanding of the effectiveness of viewing an 

academic video on IVL. The results show that IVL occurs through watching a 10-minute 

academic video, implying that academic videos may be a beneficial and innovative tool to 

support lexical development (Webb, 2015) and address problems of low vocabulary 

knowledge in higher education L2 learners (Tan & Goh, 2020). However, this study did not 

find evidence for the learner-related factors to be significant predictors of vocabulary 

incidentally gained from academic videos, which differs from previous studies (Montero Perez, 

2020; Peters & Webb, 2018). Further research is therefore warranted to further understand 

IVL through viewing academic videos and explore the factors that affect the extent to which 

vocabulary is learned to continue to provide TESOL educators insights into how academic 

videos can be integrated into classroom practices to improve vocabulary in ESL students.  
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Abstract 

This study is composed of five parts. Following the introduction, part two deals with bilingual 
speakers, in which it is pointed out that they need to go back and forth between linguistic 
structure and communicative competence to be fluent speakers. The third part introduces 
cognitive and sociolinguistic approaches to cultivate bilingual speakers. This part focuses on 
the point that for learners, variability of global language practices and perception is an 
essential issue. Part four highlights the importance of analyzing learners’ knowledge. As a 
written form to clarify language phonological differences, a concept of vowel space is fully 
made use of for the author’s classes. Vowels recorded by native English speakers and 
Japanese learners of English are analyzed and compared. Results show that vowel space 
covered by native English speakers is larger than the one covered by native Japanese 
speakers. They also show that vowels produced by native English speakers scatter in the 
vowel space much more than those produced by Japanese learners of English. Feedback 
collected from learners after the analyses, which present their negative feelings to their own 
pronunciation and positive attitudes to the method of analyses are shared. Part five consists 
of the discussion and the conclusion. 
 
Key words: analyzing, bilingual, fluent speaker, pronunciation, vowel space 
 
 
1. Introduction 

Citing examples from Asian countries such as Singapore, Hong Kong and Taiwan, one 
sociolinguistic researcher noted that less than 10% of the population were effectively bilingual. 
He concluded that very few people can be fluent in two languages and that his early 
assumption that nearly everyone can be effectively bilingual was over optimistic. 
   Language teachers struggle to get students in a class to participate in discussions actively. 
In some classes, one would be lucky to have even 10% of students speaking English fluently. 

To become fluent speakers of foreign languages, students are recommended to use these 
languages as much as possible by listening, speaking, reading and writing them every day. 
They are encouraged to look for topics on cultural interests, or countries which they are 
planning to visit. They are also told that they cannot be fluent speakers without a strong will to 
go on practicing and to overcome their fear of speaking in public. 
   There are many class activities that are developed to encourage students to learn foreign 
languages. There are also a lot of programs for those who want to study abroad and gain 
confidence to communicate in the target language. Some of these classes have been 
transferred to online platforms because many students who planned to go abroad are now 
forced to prolong their plans.    
   The key is to embrace pedagogical shifts as we move from face-to-face to online modes, 
and we stay focused on meeting the students’ learning needs. Three ways are proposed, 
namely giving value to (1) the voice of learners and their questions, (2) the learners’ abilities 
of presenting argumentation and justification, and (3) synthesizing and analyzing knowledge 
which are all part of the process of acquiring language in a collaborative set-up. 

To answer parts of the fundamental questions related to these pedagogical shifts in 
English language teaching, a method was created for helping students analyze their own 
pronunciation with a piece of paper and a pencil. This method was used in face-to-face classes 
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before the pandemic, and it has also been used in online classes. It will also be used in hybrid 
lessons even after the situation becomes better.  
 
2. Bilingual speakers 

Learning foreign languages is just like crossing the ocean from this side to the other. This side 
is where learners were born and started to learn their native language, and the other side is 
an area where they are planning to visit and will be acquainted with a new language and 
cultures. Nowadays there are probably more bilinguals in the world than monolinguals (Clyne, 
1998). 
   Bilinguals are considered a special population, of interest in their own right for how they 
negotiate life with two languages, but now they are viewed as being more representative of 
language users than their monolingual counterparts (Sebastian, et al. 2003). They are not 
always equally proficient in their two languages following initial exposure early in life. We take 
bilinguals to be any individuals who use more than one language on a regular basis 
(Sebastian, et al. ibid.). 
   When we think about bilingual speakers, we imagine that they speak two languages fluently. 
The fluent speakers need to know how to communicate appropriately within a particular 
language community. This is called communicative competence and it involves knowing not 
only the vocabulary, phonology, grammar, and other aspects of linguistic structure but also 
when to speak (or not), what to say to whom, and how to say it appropriately in any given 
situation (Saville, et al. 2017). There are long ways to go for learners to be able to speak 
fluently.  
 
3. Cognitive and sociolinguistic approaches to cultivate bilingual speakers 

Teaching pronunciation must have the goal of making learners intelligible, not just to the native 
speakers of the language, but to the larger diverse population as well. Learners will come from 
different first language backgrounds, and will speak English with a wide range of different 
accents, and this creates a potential problem with respect to the principal function of a 
language, which is communication (Walker, 2010). 
   Knowledge about phonology might be hardest to acquire among linguistic structures. The 
most likely level of linguistic production to retain some identifiably “foreign” feature is 
pronunciation, especially if L2 learning began after the age of twelve or so (Saville, et al. ibid.). 
There are ways, however, for these late starters. Older L2 students who do approach “near-
native” competence almost surely have benefited from extensive and varied input, feedback 
which includes some correction and focus on grammatical form, and very high levels of 
motivation (Saville, et al. ibid.). 
   Sound systems of first and second languages differ, and to give feedback about 
pronunciation, some written form is necessary. Sounds and letters that are familiar to native 
speakers cannot be so for learners. A speaker of English would not think twice about the 
pronunciation, and a reader would know how to read the words because this skill is part of the 
language-learning process (Stuhlman, 2005). Forms to clarify language differences do not 
need to be letters. Not all languages have a writing system, and even when they do, it is quite 
possible to learn and speak the language proficiently without recourse to its orthography, but 
the situation is different in the classroom (Teschner, et al. 2004).  

How fluently foreign language learners come to speak is important when they really use 
them in their daily lives, and for them variability of global language practices and perceptions 
is an essential issue. When learning to pronounce a new language it’s essential to get your 
priorities right, and the most important sounds are the ones that can change the meaning of 
words (Carley, et al. 2018). 
 
4. Analyzing learners’ knowledge 

As one of written forms to clarify language differences, the concept of vowel space is fully 
made use of in the author’s classes. Methods for recording and analyzing learners’ 
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pronunciation are introduced in Tomita (2010; 2014; 2017; 2018) in detail, in which vowels 
produced by native English speakers and Japanese learners of English are studied 
phonologically and phonetically. Native speakers of language produce and perceive sounds 
on the basis of its phonological system that they have acquired first. As for vowels in English 
and Japanese phonological systems, the former has eleven vowels and the latter has five. 
This phonological difference affects foreign language learners’ perception and production. 
   Average formant one and two of four vowels produced by native English speakers and three 
vowels by native Japanese speakers are put into a figure of vowel space and compared in the 
following one quoted from Tomita, et al. (2010). Here formant one corresponds to opening of 
a mouth and formant two matches with the highest location of a tongue; 
 

 
Vowel space covered by native English speakers are larger than those covered by native 
Japanese speakers. 

Average formant one and two of six vowels recorded by native English speakers and 
Japanese learners of English are located in two figures and compared in the following ones 
quoted from Tomita et al. (2017); 
 

 
 
For Japanese learners of English, three vowels acquired as features of their native language 
expand to six as English has a larger number of vowels than Japanese. They are not able to 
discriminate vowels very well even though they are not beginners any more. 

After recording, analyzing, and comparing their pronunciation with that of native English 
speakers, they are asked to describe what they thought and felt about analyses of their 
pronunciation. Samples of learners’ feedback is listed; 
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Sample 1: I tried to close my mouth for uttering the word “heed” and open it a little for the 
word “hid”. The result was, however, vice versa. My mouth was closed to pronounce the 
word “hid”. I have never experienced this type of task so it was a very interesting activity. 
 
Sample 2: This was the first time for me to analyze my own vowel pronunciation. That 
caused me to be a little nervous. The result showed that vowels in “heed” and “hid” were 
discriminated very well. That made me happy. Vowels in “hood” and “hoodoo”, however, 
did not show much difference. That brought me sorrow. 
 
Sample 3: Positions of six vowels did not scatter as much as they were expected to do. 
Two vowels were not discriminated and they were arranged very close in the vowel space. 
Pronunciations produced by myself were not as clear as was expected.  
 
Sample 4: It was thought that my mouth was always tightly closed or widely opened when 
English was spoken. After looking at the figures, however, it was found that it did not move 
as was expected. Those who spoke good English would open or close their mouths and 
move their tongues more accurately than was generally thought. 
 
Sample 5: Formant one and formant two varied and among six vowels, two were 
pronounced well, but the rest were so terrible. It must be necessary for me to practice to 
master clear pronunciation. 

 
This feedback shows that some learners have negative feelings about their own pronunciation 
but they all show positive attitudes to this method of analyzing their pronunciation with a piece 
of paper and a pencil.  
 
5. Discussion and conclusion 

Learners want to go up to the most advanced state of second language learning or near-native 
competence. What prevents many of them from being fluent speakers can be found in the fact 
that the second language system is never exactly like the learner’s first language, nor is it ever 
exactly the same as that of its native speakers (Saville, et al. ibid.). 
   Pronunciation plays an important role for learners to get into the advanced level. Even if 
people can understand what you are saying, an off-target pronunciation may still sound 
comical, irritating or distracting to listeners (Carley, et al. ibid.).  
   Formant one and two are made use of for measuring learners’ pronunciation in this study. 
This does not mean that they could be the only criteria for assessing learners’ pronunciation. 
What is important is that learners have analyzed their own pronunciation and they liked the 
ways.  

Definitions of fluency reveal complexity in its construct. Language testers often make the 
assumption that pronunciation is a simple on/off switch, but this assumption focuses too much 
upon the production of the individual speaker in relation to the acquisition of some standard, 
usually the notion of the native speaker, and also place of pronunciation in cognitive fluency 
models treats phonological accuracy as merely the observational component of part of a 
speech-processing model (Browne, et al. 2017). How learners are able to observe and analyze 
their own pronunciation could be criteria for fluency because it works very well for them to 
adjust their pronunciation according to conditions around them.   
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Abstract  

This action research studies the implementation of Project Based Learning (PBL) as an 
alternative mode of online teaching and assessment that enable pupils to engage with their 
learning to be more independent and holistic. The hands-on tasks provide pupils with 
opportunities to gain knowledge and skills through investigation, planning and problem 
solving. Hence, pupils work on a project to engage themselves in an authentic real-world 
problem. The aim of the research is to investigate whether the implementation of PBL has 
positive effects on Year 6 pupils in language learning throughout a two weeks PBL structured 
plan. 15 pupils from Year 6 underwent a variety of well-developed lessons integrated with 
technology, assessment instruments, rubrics and scoresheets are utilized throughout the PBL 
in one action research cycle. Pupils’ products based on the two main language skills are 
evaluated and recorded. The findings show that pupils enjoy the process of learning in PBL, 
and consequently, they mastered their content knowledge, were more engaged in learning, 
and showed an improvement in English proficiency. Furthermore, pupils’ technology literacy 
increased tremendously through their language products. In sum, PBL is an effective holistic 
teaching and learning strategy which can enhance pupils’ English proficiency and encourage 
them be more self-directed in learning.  
 

Keywords: Project Based Learning, English proficiency level, assessment, authentic learning 
experience, technology literacy  

1. Introduction  

“Online teaching? Never thought of this before. I am so helpless.” The discussion of 
the ways to conduct online teaching was so hyped up among the teachers as the pandemic 
Covid-19 outbreak has made educators move to remote learning at an unprecedented scale. 
Remote teaching is a new norm for us, and we must adapt to the norm and familiarize 
ourselves with digital learning and move out of our comfort zone. The announcement of 
schools being closed due to lockdown movement order has caused consternation among 
teachers, parents, and students. Nevertheless, education still needs to go on despite we are 
being quarantined within the walls of our accommodation. I realized that I have to embrace 
the sudden change. The advancement of Internet and technology has made it possible for 
teachers to create positive impact in online learning. 
 

2. Objectives 

The general objective of this research was to enhance the proficiency level of the pupils’ 

English language skills through PBL while the specific objectives are: 

a) To improve the pupils’ ability in speaking and writing through PBL.  
b) To provide opportunities for pupils to display variety of presentations in CBA 

systematically and meaningfully. 
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3. Methods  

  This action research started with teacher’s observation of the pupils’ learning and later 

reflected the issues based on the strengths and weakness of the pupils, learning environment 

and teacher’s teaching pedagogy.  

The theme and the topic of my PBL were based on the Year 6 English textbook which were 

World of Knowledge and Unit 11- Treasures of Malaysia. The title of my PBL was ‘Endangered 

Animals.’ This project lasted for two weeks. Pupils were required to choose an endangered 

animal that they were interested and then, conducted a research on the chosen animal. Pupils 

worked hard to devise a plan to prevent the extinction of the endangered animal. They would 

present their work through suitable media. I introduced the topic and arouse their curiosity 

through the curriculum questions which were shown in the table 1 below. There were two 

learning standards for this PBL, which were 1.1.3 able to speak confidently on related topics 

and 4.3.1 able to plan, produce and display creative works based on literary texts using a 

variety of media with guidance. 

Table 1: Curriculum Questions 

Curriculum Questions 

Essential question: Can living things live forever in this world? 

Unit question: How can animals live safely? 

Content question: 1. What is the meaning of endangered animal? 
2. What is the difference between a threatened species and an 
endangered species? 
3. What are the causes of animals becoming endangered? 
4. What steps can be taken to overcome the problem of 
extinction? 
5. Why should we protect the endangered animals? 
6. What would we lose if endangered animals become extinct? 
7. How do you feel if there are more and more animals become 
endangered? 
 

 

Figure 1: Schedule and Details of PBL
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4. Results and Discussion 

4.1.1. Reflection of The Research 

I believe that PBL needs to be done step by step through teacher’s guidance. Initially, I let the 

pupils to complete the easy activity first. After they had done the activity, then they proceeded 

to the next step. I learnt how to do brainstorming session with my pupils by Google Jamboard. 

I did a tutorial video about this so that they knew how to access. I came across some good 

ideas from my pupils. But it was the weaker pupils that I felt a sense of gratification. I was 

surprised when the pupils were able to provide some good answers. I did not mind if the pupils 

searched the Internet for the answers because it was a process of self-directed learning. They 

started to get excited about online classes because they could try out different activities.  

Besides the brainstorming session, there were some writing tasks for my pupils. They had to 

read an article and watch the video about endangered animals before they answered the 

questions. They wrote down the ideas in their exercise books. I marked their answers and 

gave feedback to them in writing. 

  

Figure 2: The use of Google Jamboard for the brainstorming session 

 

Figure 3: Writing tasks of PBL 
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4.2. Promote Creativity 

After finished teaching Unit 11 and providing sufficient knowledge of PBL, pupils started to 

search information about endangered animals and jotted down the important points. Then, 

they transferred the information into suitable forms of media such as scrapbook, poster or 

PowerPoints presentation. Pupils were given the opportunity to choose whichever forms of 

products that they liked to produce. Bell (2010) proposed that the element of choice is crucial 

for students’ success in PBL. Pupils can develop their own interests and pursue deeper 

learning through differentiation. They utilize the resources that are suitable for their individual 

reading levels and compatible with their technology knowledge.  

Next, pupils would need to do the presentation of learning (POL) of the product. They would 

talk about endangered animal and how can human beings could help to prevent the extinction. 

They sent the video to me after they had done the recorded presentation. The following 

pictures were the examples of my pupils’ work. 

 

Figure 4: Poster 

 

 

 

 

 

 

 

 

 

 

Figure 5: PowerPoints 
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4.3. Carry Out the CBA 

PBL was able to help me to carry out classroom-based assessment effectively. After pupils 

created the products and completed the presentation, I needed to assess their work. In order 

to ensure the validity of the assessment, I produced rubrics and marking scheme based on 

the Dokumen Standard Kurikulum Pembelajaran (DSKP). I would record their marks and 

bands in the forms. PBL enables me to conduct authentic and holistic formative assessment. 

Bell (2010) mentioned that any of the 21st century skills are not measurable through 

standardized tests. Assessment is authentic with PBL. We measure a child’s performance via 

rubrics, but the other important aspects include self-evaluation and reflection. The following 

table was the rubric for my PBL which consisted of content standards, learning standards, 

learning objectives and performance standards based on the DSKP. 

Table 2: Rubric 

Content 

Standards 

Learning 

Standards 

Learning 

Objectives 

Performance Standards 

Performance 

Level 

Descriptors 

1.1 

Pronounce 

words and 

speak 

confidently 

with the 

correct 

stress, 

rhythm and 

intonation. 

 

 

 

 

 

 

 

 

 

 

1.1.3 Able 

to speak 

confidently 

on related 

topics. 

 

Talk about 

the 

endangered 

animals. 

 

1 Can talk about related topics 

with a very limited level of 

fluency, accuracy and use of 

correct pronunciation, stress 

and intonation 

2 Can talk about related topics 

with a limited level of 

fluency, accuracy and use of 

correct pronunciation, stress 

and intonation 

3 Can talk about related topics 

with a satisfactory level of 

fluency, accuracy and use of 

correct pronunciation, stress 

and intonation 

4 Can talk about related topics 

with a good level of fluency 

accuracy and use of correct 

pronunciation, stress and 

intonation 

5 Can talk about related topics 

with a very good level of 

fluency, accuracy and use of 

correct pronunciation, stress 

and intonation 

6 Can talk about related topics 

with an excellent level of 

fluency, accuracy and use of 

correct pronunciation, stress 

and intonation 
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4.4. CBA Results Before and After the Intervention 

Analysis had been carried out to compare the CBA results of Year 6 pupils before and after 

the intervention. The bar graph below shows that there was an improvement in the CBA results 

after the pupils completed the PBL. In March, there were 3 pupils who were not able to achieve 

TP 3 or above. However, the result showed that all pupils passed the CBA in May. The number 

of pupils who acquired TP 4 was the highest, which was 5. There were 3 pupils who managed 

to get TP 6 after they completed their PBL presentation. 

 

Graph 1: Comparison of CBA results in Mac and May 

 

 

 

 

 

 

 

 

 

 

 

 

5. Conclusion 

In sum, a well-planned project-based learning can motivate students in learning English 
through real life authentic learning context. Furthermore, teachers can carry out classroom-
based assessment effectively as we need to observe and record the pupils’ learning progress 
throughout the PBL. Pupils’ technology literacy has been improved greatly while they are 
searching information and making the products. This is significant because according to 
Malaysia Education Blueprint 2013 – 2025, one of the eleven shifts to transform the education 
system is leverage ICT to scale up quality learning across Malaysia. “ICT will be a ubiquitous 
part of schooling life, with no urban-rural divide, and with all teachers and students equipped 
with the skills necessary to use this technology meaningfully and effectively” (Malaysia 
Education Blueprint, 2013-2025). 

 

Reference 

Astawa, N. L. P. N. S. P., Artini, L. P., & Nitiasih, P. K. (2017). Project-based Learning Activities 

and EFL Students’ Productive Skills in English. Journal of Language Teaching and 

Research, 8(6). https://doi.org/10.17507/jltr.0806.16 

Bell, S. (2010). Project-based learning for the 21st century: Skills for the future. The clearing 

house, 83(2), 39-43. 

0

1

2

3

4

5

6

TP 1 TP 2 TP 3 TP 4 TP 5 TP 6

Comparison of CBA results in Mac and May MAC MAY



29th MELTA International Conference  
23-25 July 2021 

 

Page | 64  

 

Malaysian Ministry of Education (2013). Malaysia Education Blueprint 2013-2025. Putrajaya: 

MOE. 

Nelson, K (2020, October 26). Promoting Interdisciplinary Studies Using Project-Based 

Learning. K-12 Resources By Teachers, For Teachers. 

https://www.teachhub.com/teaching-strategies/2020/10/promoting-interdisciplinary-

studies-using-project-based-learning/ 

Shanti, V. M., . S., & Koto, I. (2018). Project Based Learning Approach To Improve Students’ 

Ability To Write Descriptive Text (A Classroom Action Research at Grade X SMAN I 

Bengkulu Selatan). JOALL (Journal of Applied Linguistics & Literature), 1(2), 46–54. 

https://doi.org/10.33369/joall.v1i2.4196\ 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 65  

 

 

Pen Pal Project in Improving Primary School Pupils’ 
Motivation and Engagement in the  

English Language Writing Skill 

 

P.M Nagarajan Pillai S.P. Murugapan 
SK Sungai Tuang 

aboynaga1981@gmail.com 

Abstract   

Writing as a skill in the English language has been a problem faced by many Malaysian 
primary school pupils. Many teaching methods to address this deficiency had been introduced 
yet with unsatisfactory results. This Project Based Learning was carried out to discover 
whether utilizing the pen pal project would improve pupils’ motivation and engagement in 
writing. It was carried out from January to August 2019 using various strategies including 
brainstorming, collaborative and cooperative learning through the jigsaw method introduced 
by Elliot Aronson in 1971. Pre-test and Post-test marks had been collected from 33 
respondents who were chosen for this project. Respondents involved in the  project were with 
10 schools worldwide. Analysis data has shown an increase of marks in English Paper 2 (code 
014) among the 33 respondents. As a whole, Pen pal Project gives room for students to write 
freely without teacher’s interference. They were allowed to write and make mistakes. The 
project has positive impact in students’ mark and also in increasing their motivation and 
confidence. They could identify words and structural errors by themselves after several 
attempts of writing. As a result, pupils’ motivation and engagement in writing heightened which 
was evidenced through their marks in the writing test. 

Keywords: pen pal, writing skills, letter, PBL, motivation 

1. Introduction  

English usage has increased tremendously in Malaysia, especially in this age of Internet and 

globalization. It is considered as the language of progress and development (Faisal, 2004).  

The issue on students’ inability to grasp English language even after 11 years of schooling 

continues to be a hot topic. 

According to Yunus (2018), to enable our pupils to become a better communicator, educators 

should go beyond everything, be it grammar, vocabulary, and pronunciation. Educators should 

make a difference by communicating in international settings. Subsequently, Pen Pal Project 

was found to match the criteria which Yunus (2018) had suggested with the hope to improve 

motivation and engagement of pupils in writing. This has enabled teachers to use authentic 

materials when we talk about teaching. This paper discusses how the Pen Pal Project could 

help in improving motivation and engagement of pupils in English Language writing skill. 

2. Issues in Writing 

Where writing is concerns, it has always been a difficult task for individuals especially for 

English Language Trainers (Ghaboo et al., 2012). Leki (1992) claimed that ESL students 

complained about learning and focusing on the English word order or word forms (cited in 

Ghaboo et al., 2012). Students are expected to master content area of subject and this 
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condition have increased the profound need of teaching and learning English that can help all 

students to cope with their academic tasks successfully (cited in Ghaboo et al., 2012).  

Unlike the traditional method, current methodology is much more student-centred. The 

teachers main role is to help learning to happen which includes involving students in what is 

going on by enabling them to participate, talk, interact, do things and etc. (Nicholas, 2008).  

The classroom-based research questions driving this study are as follow: 

i. What motivates pupils to write? 

ii. How do pupils apply the language they have learnt? 

iii. If opportunities are only offered to pupils who can perform, what will happen to the 
rest? 
 

3. Engagement Learning Theory and Motivation in Writing 

The basic principle of Engagement Learning Theory is pupils are intrinsically motivated to 

learn due to the meaningful nature of the learning environment and activities (Greg Kearsley 

& Ben Shneiderman,1998). According to the theory, pupils should be meaningfully involved in 

learning through interactive, worthwhile, and authentic tasks. The 3 components summarised 

by the Relate-Create-Donate in the Engagement Theory of Learning Framework (Figure1) 

imply that learning activities: 

  a. occur in a group 

 b. are project-based  

 c. have an authentic focus 

Figure 1: Engagement Theory of Learning Framework 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Teaching Style 

Relate Create Donate 

• Involvement 
• Collaboration 

• Discovering 
• Questioning 
• Thinking 
• Logical 

• Clarity and Focus 
• Visionary 
• Factual 
• Universal 

Intrinsic 

motivation 
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The Engagement Theory of Learning from Figure 1 promotes human interaction with an 
instructional program (Daway, 2014). The Pen Pal Project is underpinning with the 
Engagement Theory of Learning as it is authentic, project-based learning and conducted in 
groups to improve pupils’ motivation in the English Language writing skill (Figure 2) 

Figure 2: Pen Pal Project Research Framework 

 

 

4. Objectives  

 

The objectives of this classroom-based research are: 

i. to motivate and gain confidence in writing in English for L2 & L3 children. 

ii. to create freedom for children to learn and write in English especially for rural 
primary school pupils. 

iii. to enable pupils to communicate in English through letters and emails. 

iv. to instill positive attitude towards English     

5. Related Literature  

Writing was used as a form of punishment where students were forced to write misspelled 

worry. This forms a significant contradiction in the students’ attitude to the English language 

subject.  Writing in the language is essential and it is highly appreciated if one can write in the 

language, he is considered to have reached the goal, yet on the other hand, the same activity 

is a form of punishing students (Nicholas, 2008). For the students, this approach can be highly 

demotivating (Nicholas, 2008).  

Scrivener (2005) adds that teacher spends quite a lot of class time using the board and 

explaining things as if they are transmitting the knowledge (Nicholas, 2008). Nevertheless, 

Scrivener says this method with all its potential disadvantages, has been used very often in 

schools worldwide, and it is still the predominant classroom method in some cultures including 

in Malaysia (Nicholas, 2008). 

Gerstein, (2014) stated that in the era of education. Technology is everywhere and teaching 

can be done from various sources, be it the teachers, learners, social networks, and media.  

PBL usually includes a collaborative component; students often work in groups where 

collective decisions are made about task distribution, and where group members investigate 

different aspects of the problem that together contribute to the total solution.  

Engagement theory is based on the idea of creating successful collaborative teams that work 

on tasks that are meaningful to someone outside the classroom. Its core principles are 

summarized as “Relate”, which emphasises characteristics such as communication and social 

skills that are involved in team effort; “Create”, which regards learning as a creative, purposeful 

activity; and “Donate”, which encourages learners to position their learning in terms of wider 

community involvement.  

better engagement 

in writing 
PenPal Project 

improve pupils’ 

motivation 
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To this end, the project presents itself as a perfect example of a real-life application of 

engagement theory.  

 

6. Methodology and Procedures 

This study used quantitative method design. The participants were 33 pupils from a semi-rural 

school in Melaka. They were chosen due to their low performance in Diagnostic Test in 

January 2019. Out of these 33 pupils, there were 21 boys and 12 girls in which most of them 

(21 out of 33) scored E (0-39 marks) in their Diagnostic Test. In term of data, it consisted of 

the comparison of results between the Diagnostic Test and Year-end Assessment in the year 

2019 as well as survey results from the questionnaires by the participants. Some changes 

were made from the items in the questionnaires which were adopted from Woon Wern Lie & 

Melor Md Yunus (2003). 

33 pupils aged 12 were selected after the Diagnostic Test and they were required to take part 

in the Pen Pal Project from January until August.Figure 3 shows the process to run the Pen 

Pal Project. 

Figure 3: Procedures of Pen Pal Project 

 

7. Results and Discussion 

Based on Table 1, it has found out that there is an improvement in the writing results. The 

number pupils who score A, C and D have increased by 4, by 7 and by 6 respectively. The 

number of pupils who score E has reduced by 17. 

Figure 4: Comparison of results between diagnostic and Year-end assessment in 2019 
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Table 1: Comparison of results between Diagnostic and Year-end assessment 

 

 

 

 

 

 

 

As shown in table 2, it was found out that 21 pupils have exhibited positive attitude towards 

Pen Pal Project. 

Table 2: Perception towards Pen pal Project 

 

 

 

 

 

 

 

 

 

 

Table 3 shows that 66.6% participants strongly agree that Pen Pal Project increases their 

interest in writing.60.6% participants strongly agree that the project helps them to write longer 

and better. 

Table 3: Belief towards pen pal project 

 

 

 

 

 

 

 

 

 

GRADE DIAGNOSTIC 
YEAR-END 

ASSESSMENT 
DIFFERENCES 

A 0 4 + 4 

B 1 1 0 

C 1 8 +7 

D 10 16 +6 

E 21 4 -17 

TOTAL 33 33 - 
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Table 4 revealed that Pen Pal Project is an interesting project that had attracted the 

participants as 72.7% strongly agree that they will continue with the project. 

Table 4: Intention on pen pal project 

 

 

 

 

 

 

4. Conclusion  

Overall, learning to write by involving in Pen Pal Project helps to improve the quality of pupils 

writing. It is one of the ways for pupils to practise writing using the language and slowly gaining 

confidence. This project-based learning can generate excitement as it can be conducted 

through snail mails and emails. It is the best way to help rural school pupils to engage in writing 

activities. 
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Abstract   
Since February 2020, Indonesian schools have carried out teaching activities online, and this 

online teaching will probably continue for an uncertain period. The necessity of online teaching 

came so abruptly that most teachers had to handle unprecedented intricacies. Probing how 

teachers tackled the difficulties in their teaching would be fruitful as lessons learned for 

improvement in their professional involvement. Based on the data gained from an online 

survey questionnaire, this paper deals with highlights on how online teaching had been 

conducted in the Indonesian school settings, and how preparation for teaching is commonly 

carried out by the teachers. Issues and strategies in classroom activities are also introduced, 

and then problems in assessment and some intricacies in all online teaching will also be 

shared in this paper. 

Keywords: teaching strategies, Indonesian schools, online EFL teaching 

1. Introduction 

Online teaching came so abruptly that most teachers had to handle unprecedented intricacies. 

This paper deals with some highlights on how online teaching has been conducted, and how 

preparation for teaching is commonly carried out by the teachers. Issues and strategies in 

classroom activities are also introduced, and then problems in assessment and some 

intricacies in online teaching will also be shared. 

From 2013 until now, our education policy has suggested the use of technology. Efforts of 

almost a decade were still insufficient to encourage teachers to use technology, but this 

pandemic has immediately forced practices to switch from on-site to online teaching-learning 

formats.  

2. Literature Review  

Conrad and Donaldson (2004) remind us that more time is needed for an instructor to manage 

a successful course online. Teaching online is as detailed as teaching on-site (Porter, 2004). 

Online instruction has to be in line with the Curriculum, and it should be inclusive, 

accommodating different types of students.  

To make online teaching and learning effective, we need to set up good planning. Richards 

(1998) confirms that the success in conducting a lesson depends on the effectiveness with 

which the lesson was planned.  Harmer (2007) asserts that a good lesson plan should cover 

a description of the students, objectives, anticipated problems, extra activities, and materials 

to be used in the lesson. Brown (2001) says that the main aspects in a lesson plan cover goals 

and objectives, materials and equipment, procedure, assessment, and extra classwork. 

Srijono (2014) has put forward more detailed coverage of a good lesson plan including 

competence standards and basic standards. More time was needed for an instructor to 

mailto:*nendensl@upi.edu


29th MELTA International Conference  
23-25 July 2021 

 

Page | 72  

 

manage a successful course online than had been needed in the traditional classroom setting 

(Conrad & Donaldson, 2004). 

To make online teaching run smoothly, a good lesson plan could be a prerequisite for 

successful online teaching and learning activities. Woodsworth (2001) asserts that a lesson 

plan can help the teacher shape the learning we share with students. An on-site class lesson 

plan is certainly different from that of the online lesson plan which should be more detailed 

than classroom lesson plans (Belawati, 2019). Before teaching, the teacher must first know 

who the students are, from different perspectives such as age, proficiency levels, cognitive 

characteristics, and affective characteristics as well as learning experiences (Stern, 1983). 

After knowing who the students are, we specify the goals, material coverage, and material 

development, we create a scenario or storyboard for the activity (Belawati, 2019). To have all 

of these items crystal clear in front of the teacher, we certainly need more than just a one-

page lesson plan.  

 
Positive reactions to online teaching as well as its benefits and challenges have been shown 
in different studies. Joyes and Chen (2006) report positive reactions of teachers to online 
instruction. Likewise, in a study on flipped grammar instruction, as reported by Ahmad and 
Arifin (2021), positive attitude towards the use of different learning platforms and modes was 
also evident. Rajprasit (2020) highlighted the benefits of developing critical intercultural 
awareness in an ELT classroom with asynchronous online discussion. Yamada and Akahori 
(2007), in a study on perception and performance using synchronous computer-mediated 
communication, indicate that consciousness of natural communication and the use of the voice 
communication affect factors such as the number of utterances. Bashir, Uddin, Basu, and 
Khan (2021) found the major challenges such as access and equity, inadequate logistic 
support and poor infrastructure. However, English teachers were found by Nabhan (2021), 
despite lack of sufficient understanding of digital literacy, to possess competencies of finding 
information, communication, and functional skills. 

3. Method 

To see what teachers have to say regarding their online teaching activities, an online survey 

using a questionnaire was conducted, involving 23 teachers from across the country, 

representing teachers of English in junior and senior high schools and junior lecturers of 

English at the tertiary institutions.  

4. Results and Discussion 

The survey came up with the results that more than 70% of the respondents had some kind 

of training regarding online teaching. They used different kinds of online platforms in their 

teaching. In conducting their online teaching, they combined synchronous and asynchronous 

modes of teaching. In terms of how well-prepared the English teachers are, the data show that 

more than 50% had insufficient time to prepare for their online teaching. During online 

sessions, there were three types of activities: 44% of the teachers would tend to conduct 

individual work, while 40% of them would carry out pair-work.  Group work was done by only 

16% of them.  

Online teaching creates its problem in monitoring and assessment. They usually monitored 

students’ involvement by giving questions or quizzes, keeping the camera on, watching 

students' facial expressions, checking student responses to posts, seeing activities via a 

Google form, providing interactive activities, and filling out the attendance list. Concerning the 

assessment, it was reported that it consists of formative and summative assessment, with a 

combination of the two which was reported to be conducted by a little more than 40% by the 
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teachers, followed by formative assessment practiced by more than 30% of them, and 

summative assessment by a little over 27%.  

The data also show that there are constraints and challenges reported by the teachers. 

Technical difficulties faced by the teachers include unstable internet connection, camera off 

due to students’ difficulty, activities hard to control, late login by the students, students’ limited 

internet data quota, especially for U-tube-based assignments, students did not own 

smartphones, and last but not least teachers’ limited IT literacy. Teachers also reported some 

non-technical constraints such as difficulty to assist students individually, students’ not turning 

in assignments, and student-teacher interaction difficult to carry out.  

Online teaching has its advantages as well its disadvantages. As reported by the teachers the 

pluses include technologies that make teaching and learning neat and interesting. More 

creativity also takes place on the part of both teachers and students. At the same time, 

students become better literate in technologies, as learning could take place almost any time 

and anywhere, making students more autonomous. Despite the advantages, there are some 

minuses, which include lacking teacher-student rapport, and difficulty to establish teaching-

learning nuance in its entirety.  

In handling problems before, during, and after an online session, teachers reported that they 

had many activities, such as activating different platforms to compensate for constraints. They 

conducted breakout rooms during online sessions to assist individual students facing 

difficulties. Even one teacher reported that he conducted a home visit to each student. Some 

teachers also developed additional materials that could be posted on accessible platforms, 

such as WAGs and SMS.  

5. Conclusion 

In conclusion, teachers considered various activities in synchronous, asynchronous, or a mix 

of the two formats. They tended to use a combination of Video Conference, Messenger Apps, 

and Learning Management System. A combination of self-study materials, interactive activities 

with peers, and individual practices seems very common. As regards assessment, they tend 

to administer performance assessments utilizing a pre-designed rubric.  
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Abstract 

Journaling is thinking out loud. The technique of journaling has been practised in education 

and has produced significant results especially in the field of writing in English. English is a 

language uttered and written widely by people across the globe. The mastery of the English 

language is required at all levels of education starting from the primary to the tertiary level, 

Malaysia included. Multi-national organisations in Malaysia need Malaysians who are 

proficient not only in spoken English but writing skills need to be mastered as well. In regards 

to this, this study aimed to determine whether journaling helped in enhancing the motivation 

in writing skills among English as Second Language (ESL) learners There were twenty ESL 

Year six pupils from two primary schools in Malaysia involved as the participants. Ten students 

were from an urban school in Johor Bahru and 10 students were from a rural school in Baram, 

Sarawak. This study applied the qualitative method design, document analysis, observations 

and interviews for data collection. Findings revealed that journaling has positive impacts in 

improving motivation in descriptive writing skills among ESL learners after consistent entry 

writing in the journal, scaffolding and giving feedback. 

KEYWORDS: English Language, motivation, descriptive, writing skills, journaling 

 

1. Background of Study 

Mastering all the four skills in English is important to ensure second language learners are 

competent in the language. Second Language learners have to be skilled in writing, especially 

if they are to compete in a world that demands English proficiency. Writing is important to a 

learner’s academic success and it is recognised as one of the most vital criteria a student must 

satisfy to be able to achieve outstanding grades (Rae, 2020). ESL learners need to have good 

competency in writing skills to help them succeed in higher education as well as getting a job 

in the future. In Malaysian education, English is taught as a second language in primary to 

tertiary schooling. Mastering these four skills enables English as Second Language (ESL) 

learners to comprehend, produce and use the language in effective interpersonal 

communication. However, writing is often mentioned as one of the hardest skills to master 

among them (Chua & Yunus, 2020; Yunus et al, 2019). English language learners encounter 

difficulties when coming to writing activities. In realisation of this, various techniques have 

been practised by educators to help ESL learners to improve their writing skills.  

2. Statement of Problem 

The researchers identified common problems among their Year six students. The students 

were unable to express their feelings and thoughts using in English in writing. They struggled 

to develop descriptive writing skills due to lack of motivation in writing. Plus, they failed to 

structure ideas effectively.  
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3. Significance of study 

The idea behind journaling for second language learners as a way to enhance motivation in 

writing skills was born when it was found that journaling is an effective way to exercise 

descriptive writing while motivating students. This research is important as it exposes 

educators to one of the various ways to help ESL learners to improve motivation in descriptive 

writing skills. Educators can use the findings of the research on journal writing to guide them 

in their own journey of trying out the technique as it is a useful learning tool. This research 

also enables readers to understand how helpful journaling is on empowering ESL learners to 

construct their own learning at their own pace, in a motivating way. 

4. Research Question 

1. How does journaling help in improving descriptive writing skills among primary school 
pupils? 

 

5. Method 

In this study, students were asked to write ten journal entries. A free writing journal entry 

started the project. This entry was used as a tool and basis to compare the end product. The 

first and second entries were without guidance. By the third entry, all participants were 

introduced to Allen & Enz (1987) three techniques of journaling namely, Flow Writing, Maps 

of Consciousness and Guided Imagery. From the fourth to the tenth entries, they continued 

writing without guidance. Data was collected through document analysis and observations on 

the first, fifth and tenths journal entries. Interviews with the students were conducted after the 

tenth entry. The findings were triangulated. 

6. Findings and Discussion 

The paper was essentially heuristic and qualitative in its methods of data collection and 

analysis, and it aimed to show ‘‘how human scenarios, experiences, and attitudes form 

realities’’ (Burns, 1999, p. 28; as cited in Lo & Hyland, 2007). The result of this research was 

rather intriguing considering this was the first time the students were introduced to journaling. 

The documents of the journal entries showed improvements in word counts and students were 

getting more creative with the entries in terms of the decorations. This is how the researchers 

see the increase in their motivation. The observations and interviews portrayed positive 

feedback from the students. Therefore, it can be concluded that journaling technique has 

improved the students’ motivation on descriptive writing skills.  

7. Limitations 

Several limitations are presented in this research where the students were only 12-year-olds 

and only 20 participants were involved. To improvise the study, the project could involve 

students of different ages and a larger population could be used. 

8. Conclusion  

Journaling has been implemented in numerous areas and it is high time to implement it widely 

in education especially in the field of writing. This paper has explored the impact of journal 

writing among primary ESL learners who were struggling and resistant in writing in the 

beginning and this research proved that journaling does improve the students’ motivation in 

writing. This is a technique worth diving into and as educators in a country where English 

Language is compulsory to be mastered in order to ensure survival in the globalised world, it 

is a responsibility to test a widely reviewed technique to assist students in enhancing their 
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writing. ESL teachers can implement this journaling technique and in time, this technique can 

help to produce learners with good writing skills. Through consistency and proper scaffolding, 

this technique can improve students’ motivation in writing. 
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Abstract 

A 10-item survey was administered to Japanese second-year university EFL students to 

determine how they feel about assessing their classmates’ oral presentations, and whether 

these perceptions would change as a result of prolonged exposure to and experience with 

peer assessment. Respondents were asked to grade their interpretations of the ten statements 

using a 5-point Likert scale ranging from ‘strongly agree’ to ‘strongly disagree.’ The survey 

was administered two times to the same set of students; after one semester of instruction 

(n=19) and at the conclusion of the second semester (n=17). In addition to the quantitative 

data from the survey, qualitative data was also obtained through written comments provided 

by the students. An analysis of the survey results and written feedback showed that the 

students had an overwhelmingly favorable perception of peer assessment in the oral 

presentation classroom (86.3% favorable versus 0.53% unfavorable), and were able to 

understand how it benefited their development. Not surprisingly, when the students took the 

survey for a second time at the end of the course of instruction (87.7% favorable versus 3.54% 

unfavorable), the respondents’ opinions of peer assessment after a year of exposure became 

stronger, with those choosing ‘undecided’ being reduced by almost 50%. 

Keywords: peer assessment, presentations, survey, EFL, language learning 

1. Introduction 

As more and more EFL programs incorporate oral presentations into their curriculum, the 

time-consuming nature of assessing presentations – where one student after another presents 

while the rest of the class listens – has necessitated experimentation with alternative formats 

in presentation procedures and assessment. Peer assessment is one way to not only help 

offset this downtime, but also provide a productive and engaging learning activity. As well as 

providing more formative feedback to the students, peer assessment is beneficial in that it 

focusses the students’ attention on those skills that make a presentation successful. It 

accomplishes this by allowing for the direct participation of learners in the assessment 

process, which enables learners to reflect on their experience and monitor their learning 

(Reynolds & Trehan, 2000).  

This paper will present the findings of a study examining the perceptions of Japanese 

university EFL students towards peer assessment of oral presentations. In this class, students 

were required to assess their classmates’ presentations along with the teacher. The teacher 

generated score amounted to 70% of the final grade for each presentation, while the mean 

score from the students provided the remaining 30%. Allowing students a say in assessing 

their classmates makes it vital that they understand the purpose of peer assessment as well 

as perceive the scores and comments provided by their classmates to be fair and reasonable. 

To understand the perceptions of the students towards peer assessment of oral 

presentations, a survey adapted from Fazel (2015) was administered two times to the same 
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set of students; after one semester of instruction (n=19) as well as at the conclusion of the 

second semester (n=17). 

2. Data Collection Instrument 

The survey is comprised of ten statements that the respondents rank using a 5-point Likert 

scale ranging from ‘strongly agree’ to ‘strongly disagree.’ The original survey was translated 

into Japanese to ensure that the students could comprehend and answer the survey questions 

as accurately as possible.  

The ten statements that the respondents were asked to rank can be separated into four 

broad categories based on the type of information they are meant to solicit. Items 1, 3, 5, and 

10 look at the effects of peer assessment on learning, motivation, and participation. Item 2 

examines the students’ understanding of the requirements of the course. Items 4 and 6 explore 

the effects of peer assessment on class interactions. Finally, items 7, 8, and 9 probe the 

students’ attitudes towards assessing their peers. 

3. Results and Analysis 

The results of the survey administered after the first semester (Appendix A) indicate that 

the students, even after only one semester of exposure, perceived peer assessment to be a 

beneficial activity. The average rate of positive agreement (strongly agree and somewhat 

agree) for all ten items was a staggering 86.3%. However, while there was 23.1% strong 

agreement, a rather troubling 63.2% only somewhat agreed. Therefore, while the overall level 

of agreement was favorable, this indicates the students do not yet have fully developed 

opinions of peer assessment. 

The only area where some negative perceptions were given was with question 3, where 

one student indicated that they did not feel that peer assessment was motivating. On the other 

hand, the two statements that received the strongest approval were 7 (I think students are 

elligble to assess their classmates‘ performance) and 10 (I recommend using peer 

assessment in future classes), both of which received 31.6% strong agreement. 

Another notable result was with items 7 (I think students are eligible to assess their 

classmates’ performance) and 8 (The scores and comments my peers gave me were fair and 

reasonable), both of which recieved perfect positive agreement. Coupled with item 7 

mentioned above, this suggests the students feel the formative feedback that they receive 

from their classmates to be valid and fair.  

The survey was administered again at the end of the second semester (Appendix B), and 

the results were analyzed to determine if the students became more or less inclined to support 

peer assessment after an additional semester of instruction and practice.  

The results indicate that the students coninue to have very favorable impresions of the use 

of peer assesssment in the oral presentation class. However, as expected, the additional 

experience with peer assessment allowed the students to solidify their opinions. While the net 

positive agreement was 87.7%, up slightly from 86.3% in the first semeter, the percent of 

students who were undecided was almost cut in half from 13.16% to 8.85%. As can be seen 

in Figure 1, the majority of those changing from undecided ultimately developed negative 

views of some aspect of peer assessment.   
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Figure 1: Distribution of survey results 

 

While items 7 and 8 did not enjoy the same level of success as the first semester, item 1 

(Peer assessment is helpful to students’ learning) was the only to receive perfect positive 

agreement in the second administration of the survey. This suggests that the added exposure 

to peer assessment developed within the students a greater belief that it was a valuable 

addition to the oral presentation classroom.  

4. Conclusion 

While this study was somewhat limited in scope, useful data was obtained. The results 

indicate that the students perceived peer assessment to be a beneficial activity, with both 

administrations of the survey receiving over 85% overall positive agreement. Furthermore, 

continued exposure to peer assessment led to a strenghthening of opinions regarding its 

usefullness. While the majority of students switching from undecided went to the unfavorable 

side, the second administration of the survey still saw a slight net improvement in the overall 

positive agrement of 1.4%.  

In both administrations of the survey, results indicate that students did not feel peer 

assessment contributed greatly to teacher-student interactions. However, it was very 

reassuring that there was a strong perception that the student-generated assessments were 

fair. As well, the students indicated an ability to provide their classmates with fair and honest 

feedback. This was a very important finding in that if the students perceive the feedback they 

receive from their classmates as valid, it will more likely be used to promote learning and affect 

change. This, of course, is one of the ultimate goals of this activity. 
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Appendix A: First semester survey results (n=19) 

 

Appendix B: Second semester survey results (n=17) 
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Abstract  

Standardized tests to measure English ability are used very frequently in education. These 

tests are critical in deciding a student’s coursework and even a future career path. Thus the 

quality of test preparation classes is important. This session utilizes this focus as part of an 

intercultural training method called Contrast Culture Method (CCM), an approach developed 

by Dr. Edward Stewart, a pioneer in the field of intercultural communication. While a usual 

CCM workshop can be an hour or even a half day, due to the time limitations, this presentation 

will offer an abbreviated version which aims to capture the main components of the method. 

The Contrast Culture Method consists of an unscripted role play with two people who have 

contrasting viewpoints. This is followed by in-depth interviews of the role players, and these 

uncover the deeper differences in attitudes, beliefs, and unexamined culture. Further 

questioning and contributions by audience members offer time for reflection and deeper 

understanding, and participants often make connections with their own lived experiences. In 

this particular version, the role play will feature one teacher who firmly believes in focusing on 

the structured textbook, while the other teacher is enthusiastic about using more creative 

teaching approaches. Issues of pedagogical beliefs, personal views, and cultural notions are 

all involved. Since it takes time for audience members to experience the entire CCM process, 

a longer zoom session (of the type usually offered) will be given at no cost after the conference 

for any participants who are interested. 

Keywords: Intercultural Training, Contrast Culture Method, Test Perceptions  

1. Introduction  

The Contrast Culture Method (CCM) is an experiential and intercultural training approach 

developed by Edward Stewart in the 1960s when investigating reasons for US policy failure. 

His team learned that the root cause was differences in culture, and, later, role playing became 

the main means to train the different parties involved. Today, a Special Interest Group (SIG) 

of SIETAR Japan (Society for Intercultural Education, Training and Research) continues to 

develop CCM, applying the approach to interested groups. During the training, the 

participants, who will be referred to as trainees, observe two role players who have contrasting 

values; this is followed by in-depth interviews where the previously unspoken reasons for 

behavior and attitudes are revealed. The trainees become involved in the questioning process, 

and a follow-up discussion helps raise awareness of cultural differences. This workshop 

examined perceptions of and attitudes towards standardized tests. 
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2. Related Literature  

The earliest material about the development of CCM was published in 1964 (Kraemer 

& Stewart) and 1969 (Stewart, Danielian, & Foster). However, there was not a clear delineation 

of the method until 1995 when Stewart explained that in the development of the training 

strategy, much research was devoted to understanding many critical issues when US projects 

in Asia (specifically in Laos) failed (Stewart, 1995). The three most important factors identified 

were: intercultural dimensions, the interpersonal approach, and interaction. The CCM training 

aimed to confront American trainees with attitudes and behavior that directly questioned their 

taken-for-granted expectations, forcing them to raise their awareness of alternative 

viewpoints. 

CCM has evolved from training Americans on foreign assignments to the present with 

workshops for educators, business people, and international and domestic students (Fujimoto, 

2011; Hiratsuka & Fujimoto, 2012). In 2012, the efficacy of the method for international 

graduate students was evaluated (Fujimoto & Hiratsuka), and another team published a 

research article examining a workshop presented at an international conference (Simpson, 

Gillis-Furutaka, Pusina, Lilley & Kim, 2019).  

3. The CCM Process  

The most important element of CCM is an unscripted role play. One role player is 

designated as the Reference player, who tends to react in a similar way to the workshop 

trainees. The other role player, the Contrast player, is an actor whose responsibility is to 

highlight the different attitudes and behaviors of the Reference role player. The CCM team 

must consider what values and perspectives the trainees may have, and make educated 

guesses about issues that would be relevant. The team then brainstorms possible scenarios 

for the role play, selecting the one that could stimulate differing reactions. The CCM team then 

practices the unscripted role play, critiques the performances, and identifies the cultural 

differences and values that emerged. 

The CCM workshop consists of a brief introduction of the method, followed by the role 

play. Then each role player is interviewed separately and in depth by a facilitator, where the 

role players reveal their feelings and reactions to what happened during the role play. The 

trainees are also invited to question the role players, and they are encouraged to probe as 

deeply as possible. The facilitator leads the group in a discussion where differences in values 

are examined, and it is made clear that all members of the group do not have to reach the 

same conclusions--each can come away with their own realizations. At the end of the 

workshop, the facilitator brings the individuals together in a brief closing exercise. The trainees 

are then asked to fill out a feedback sheet, which the CCM team utilizes for improving future 

workshops. 

In preparation for this particular workshop at the MELTA conference, advice was sought 

from an educator who has taught in the Malaysian education system. The importance placed 

on standardized testing was identified, leading to the following scenario: “Two university 

teachers will be teaching the same course to prepare students for a standardized English 

language test.” The Reference role player would try to represent the general values of the 

workshop participants, and the Contrast role player would attempt to highlight potential 

differences. The CCM team tested the scenario to confirm it was viable and conducted a 

workshop on April 29, 2021, which would be used for the conference. There were five CCM 

team members and nine trainees, who are educators based in Japan. During the 2.5-hour 
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online session, there was a clear clash between the role players–one planning to follow the 

textbook and the other excited about using creative teaching methods. This showed differing 

views on the importance of standardized testing and the methodology needed. Evaluations 

after the workshop consisted of written reflections. 

4. Discussion  

During the role play and interviews, the role players were successful in bringing up the 

following: 

i. the need for testing (Reference: “We use it to place students in class levels”);  

ii. student motivation and development (Contrast: “Our students are going to be entering 

the real world... they need to be prepared... for what’s going on out there”); 

iii. the  teaching approach (Reference: “For other classes it’s fine….I really don’t think that 

[a creative] approach is worthwhile”); 

iv. investing time and effort in lesson preparation; (Reference: “We don’t have the time to 

make the materials”; (Contrast: “I’m really happy to do this...this is what I love to do.”) 

Whereas the role play focused on a variety of different issues, the topics raised by the trainees 

included specific issues not raised by the role players. One trainee questioned why the role 

player did not want to spend more time on creating materials. Interestingly, the other topics 

raised were wide ranging and showed how many issues are interrelated with testing in 

education. They revealed how the trainees were making deeper connections by drawing on 

and sharing their own experiences. The trainees took the matter from a practical to a deeper 

philosophical level by asking the role players to share their thoughts on the purpose of 

education. 

The post-workshop evaluations demonstrated that the workshop was successful in 

presenting the trainees with contrasting values: “The workshop helped me to get another point 

of view that we should not just evaluate students’ ability based on their scores …” Furthermore, 

another trainee recognized the contrast in values between students and their teachers: “I think 

that for the student that maybe taking the high score is like a more priority. Because maybe 

taking a job or maybe they can have another future using language. For me learning language 

is more like for communication, but for student it’s maybe more like high score is more 

important.  [sic]”  

 

5. Concluding Remarks    

This CCM workshop had to be condensed to a 20-minute video, and only major topics could 

be shared. Many additional points of interest to educators faced with similar issues could have 

been presented, given more time. In re-examining the original video, the CCM team became 

aware of attitudes and values towards testing that would have gone unnoticed during the usual 

pressure of conducting a live training. Listening and watching the video multiple times provided 

a useful catalyst for even deeper reflections than usual. Thus, while our main focus is on 

intercultural training for other people, we CCM team members underwent an invaluable 

training of our own.  
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Abstract 

The paper aims to explore the effectiveness of peer assessment in class presentation. It 
reveals different viewpoints on the issue of peer feedback. It also seeks to execute ideas and 
strategies to involve students to evaluate their peers’ overall performance in English speaking. 
Peer feedback creates an opportunity to assess the performance of fellow learners, which 
eventually improves their own and others’ academic accomplishments.  A number of relevant 
studies on the impact of peer assessment have been mentioned. The research was conducted 
through a structured interview questionnaire with 50 university students who attended the 
English-speaking course. Their opinions regarding peer assessment procedures during the 
oral presentation were recorded and analysed based on different criteria or themes. After data 
analysis, it has been found that almost all the students consider peer assessment as one of 
the most effective strategies for the evaluation of learners’ performance in the oral 
presentation. Various positive aspects of this approach have been brought in and emphasized. 
Yet, there is a fear of misjudgement due to ignorance about the topic or the criteria of good 
presentation, bias or negative attitude toward peers, etc. By analyzing opinions and 
perceptions from the learners, several guidelines have been provided so that peer assessment 
can bring the best out of the learning environment. 

Keywords: peer assessment, presentation, learners 

 

1. Introduction 

Peer assessment an innovative evaluation technique in the field of tertiary education. 
Presentation is emphasized in the academic curriculum and this skill is taught to develop 
students’ communicative competence. Peer assessment can be exclusively used in classroom 
presentation which involve students as the evaluators of their classmates for assessing their 
skills in oral performance. So the role of peer assessment in improving presentation skills 
cannot be overlooked. 

1.1. Purpose of the research 

The main objective of the research is to find out the potential benefits and challenging aspects 
of peer assessment in oral presentation tasks perceived by the language learners. It also 
intends to suggest strategies to carry out peer assessment in presentation and other speaking 
tasks. 

1.2. Research Questions 

The following questions were posed to conduct the study.  

i. To what extent peer assessment can benefit students in their presentation skills? 
ii. How can peer assessment be implemented in oral presentation and other 

communicative tasks? 
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1.3. Significance of the Study 

The research can show a path to the teachers to motivate students contribute in academic 
evaluation. By assessing fellow mates, students will have scope to judge their own 
performance in presentation. Moreover, this study will encourage both teachers and learners 
to establish mutual rapport and understanding to evaluate other activities and tasks.  

 

2.  Literature Review 

Quite a few research have been conducted more specifically on the issue of peer 
feedback in oral presentation skills. Reinders and Lazaro (2007) mention benefits of peer 
assessment such as it can foster autonomy and collaboration skills, and enable students to 
understand and critically examine their own learning. Pearce et al. (2009) also deem that peer 
assessment encourages students to become active participants in managing their own 
learning and leads to the development of higher order cognitive skills. Nejad and Mahfoodh 
(2019) investigated into the effectiveness of peer assessment which highlight that EFL 
students’ involvement in assessing their own and peers’ oral presentations can enhance their 
motivation to learn. 

Researchers also show concerns about the prevalent complexities of peer 
assessment. For example, Nigel and Pope (2005) explained that course requirements for 
students to assess their peers, who will also assess them, can be stress-creating for students. 
White (2009) pointed out other concerns on the part of teachers for instance, the likely 
influence of friendships and solidarity among students, unfair assessment or misassessment.  

3. Methodology 

A qualitative approach was used to conduct the research. 

3.1.   Participants  

The study was conducted with 50 undergraduate students of a private university in 
Bangladesh who were studying different subjects. The non-English majors had a compulsory 
English language course. 5-8 students were randomly chosen from each major based on their 
interest and co-operation.  

3.2.  Instruments 

A structured interview questionnaire was used to conduct the research. It was a focused group 
interview which was conducted in multiple slots. The interview was taken in 10 groups 
consisting of five members each.  

3.3.  Data Collection and Analysis 

Data were collected from the students through the interview questions. Their opinions and 
responses were recorded through mobile phone. On some points, notes were taken 
immediately. The data were analyzed according to different themes generated from the 
participants. Based on different ideas, opinions and responses, the collected data present the 
benefits, existing problems and guidelines of peer assessment in oral presentation skills. 

4. Results and Discussion  

The findings have been presented based on three aspects: benefits and challenges of peer 
assessment and some practical guidelines for implementing it. 

4.1. Benefits of peer assessment in presentation 

Some of the positive aspects of peer assessment used for oral presentation are the following: 
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i. Promotes learner autonomy  

When students get the chance to evaluate their peers, they feel an urge to take charge of 
their own learning. One of the participants opined: 

“I think I become conscious of my own learning when I assess my peers in presentation or 
any other task. It enriches my knowledge and thus facilitates my academic improvement”. 

ii. Builds self-confidence 

Assessing fellow mates provides an opportunity to develop self-esteem and confidence. One 
participant expressed his feeling in the following way: 

“…I feel excited to assess my peers and I feel my teacher gives importance to me. It really 
makes more confident. Even when I am being assessed by my classmates in presentation on 
a regular basis, I subconsciously get motivated to give my best”. 

iii. Develops content and organization of presentation 

As class presentation is open and visible to everyone, learners are exposed to different 
contents and organization patterns of various topics. One of the students talked about how 
peer assessment helps to improve the content and organization of the presentation: 

“When any of our classmates shares his/her ideas and knowledge on the presented topic, 
some of us can gain insights and use strategies to make their content interesting and 
persuasive”. 

iv. Develops accuracy and fluency  

Students observe others’ presentation and analyze their own and therefore pay more 
attention to pronunciation, word choice, grammar and oral fluency. One participant stated: 

“…we get to know accurate pronunciation, different vocabulary and focus on correct 
grammar. This gradually improves fluency and accuracy of both the presenter and the peer 
assessors”. 

v. Develops collaborative skills 

During the peer assessment process, mutual respect and co-operation among the peers are 
developed. They can support each other in pre-presentation and post-presentation by 
discussing strengths and weaknesses during the talk. One of the learners said: 

“…I feel my classmates inspire me to do better. We have the follow-ups after the presentation. 
Then we can critically analyze the positive aspects and areas of improvement”. 

vi. Provides a variety of feedback 

Peer assessment gives learners a wide variety of feedback about the presentation. One 
participant summarized: 

“I discover all the aspects identified in my peer evaluation forms. Peer assessment brings a 
range of feedback on the work and improves the quality of presentation”. 

 

4.2 Problems in Peer Assessment 

There are some challenges in conducting peer assessment in presentation which are quite 
evident.  
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i. Bias and hostility  

If anyone is biased or holds special fondness or grudge to the presenter, suitable feedback 
cannot be provided. A participant expressed her frustration in this way: 

“I felt humiliated two or three times, I guess, when I read some of my peers’ comments……I 
realized I became a victim of discrimination and bias”. 

ii. Lack of knowledge and training 

If the students do not have knowledge about the topics being presented by their peers, they 
cannot judge them properly. Moreover, lack of training for peer assessment fails to bring the 
expected results. One of the participants described their hesitation in the following way: 

“…sometimes, I get confused about how to assess my peers. It happens when I do not have 
sufficient knowledge about the topic they present. On some occasions, we face dilemma if the 
instructions and guidelines about the evaluation are vague”. 

iii. Fear of wrong judgment: 

Some students become anxious during peer evaluation and as a result, they cannot perform 
well. A students has shared his experience: 

“…I used to get worried when I am supposed to be assessed by my peers. I think some 
students always feel the same. They cannot have their best performance due to peer 
pressure”. 

iv. Disinterest and insincerity 

Some of the participants have pointed out that their classmates may not be interested or 
sincere in assessing presentation or any other task. One of the participants confessed in this 
way: 

“….. some of us do not show interest to judge others’ presentation. It seems boring to observe 
the presenters and the presentation for quite a long time. Even we make comments, we do it 
for entertainment purposes”. 

 

4.3 Recommendations 

From the responses of the participants peer assessment in presentation, some practical 
suggestions have been figured out. 

• Learners should get valuable instructions and training for peer assessment.  

• Frequent peer assessment can be useful as it always keeps leaners to remain on track. 

• Scaffolding can be used to make peer assessment effective. Learners can provide 
suggestions or guidance to the peers about improving presentation skills.  

• Anonymity should be maintained in peer assessment because it protects learners from 
being influenced or misled by any particular peer’s judgement.  

• Sometimes, anonymous assessment can have demerits. Teachers can reduce this 
problem by making it non-anonymous on several occasions. It may refrain learners from 
misusing the assessment procedure.  

• The teacher can encourage the presenters and assessors by announcing the best 
assessor and the best presenter of the week. 

• Virtual peer assessment can be conducted for presentation or other communicative tasks. 
Students can post comments or suggestions on the online prescribed evaluation form. It 
adds a new dimension to the manual peer evaluation by saving time and energy.  
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5. Conclusion  

The research aims to find out the perceptions about peer assessment used in oral 
presentation. It was conducted with a small group of participants through interview sessions. 
The findings have presented some major advantages of using peer assessment in 
presentation along with the challenges. To overcome the complications, a bunch of 
recommendations have been mentioned.  
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Appendix 1 

Interview Questions: 

 
1. How do you feel when you are assessed by your peers in the oral presentation? 
2. What is your feeling when you assess your peers during their presentation? 
3. Do you feel the need of assessing your peers in presentation? Why or why not? 
4. Are you prepared and determined to evaluate your peers? Why or why not? 
5. Are you aware of the elements of a good presentation? If so, how do you assess the peers 

when they present any topic? 
6. What are the general benefits of peer evaluation you perceive in the presentation? 
7. Do you think that peer assessment helps to improve the content and organization of the 

topic in the presentation? If yes, how does it help? 
8. Do you get opportunity to develop accuracy and fluency by observing your peer 

presentation? If yes, how does it help to improve oral fluency? 
9. Is there any situation you get motivated by watching other’s presentation? If it happens, 

how do you perceive it? 
10. Do you feel a sense of responsibility towards your peer when assessing his/her 

presentation? If yes, how do you fulfil the responsibility? 
11. How do you react to the judgement of your peers in the presentation? 
12. Do you discuss among yourselves the strengths and weaknesses of in post-presentation? 

If yes, how do you or does your peer respond to it? 
13. What are the problems or challenges you find in peer assessment of presentation?   
14. Do you ever feel that your peer has wrongly assessed you? If yes, give some examples. 
15. Do you think that only comments or remarks are sufficient to assess the presentation? If 

yes, how do they help? If no, can you suggest some other options? 
16. Can peer assessment be applied to other communicative tasks? If so, how can it be 

incorporated? 
17. Can you suggest some techniques that can make peer assessment successful? 
18. Do you recommend peer evaluation in oral performance? Why or why not? 
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Abstract  
Each context of ESL/EFL teaching and learning has been facing challenges due to the COVID-

19 pandemic: Bangladesh is not an exception. English language teachers have switched to 

online teaching and assessment to cope with the situation. This qualitative study aims at 

identifying issues the English teachers might face in selecting appropriate strategies of writing 

skill assessment and giving feedback for online ESL classes, and the learners' perceptions of 

their test scores and the feedback provided by their teachers after assessing their writing 

tasks. Using purposive sampling, individual interviews were conducted to collect data from the 

English language teachers from five private universities of Bangladesh, and a semi-structured 

survey questionnaire was used to collect data from the students at the same private 

universities. The findings show that in online writing skills assessment, the teachers faced 

challenges which include students' tendency to cheat in online exams, checking digital scripts, 

giving feedback, selecting appropriate assessment strategies and test items. On the other 

hand, the students were found to be happy with the online writing assessments and feedback 

in different forms, and they had developed writing skills. The findings provide guiding principles 

that might be helpful for the English language teachers in contexts where online education is 

the only medium of language teaching.  

Keywords: online assessment, feedback, ESL writing 

1. Introduction 

Bangladesh is one of the countries which has kept their educational institutions for the longest 

period (UNESCO, 2021) due to COVID-19 circumstance. It has been experiencing the longest 

lockdown. Among the four crore students, four lac are university students who are studying in 

more than hundred private universities.  They are the most suffered community as their 

semesters last for only four months and they are supposed to cover a lot of contents in this 

short span of time unlike other students. Online education is utterly alien to all. There has been 

a significant shift in the EFL/ESL teaching and assessment in all private universities. Teaching 

writing in English and assessing the learners has been the most challenging job for the 

teachers. Learners’ perception about the effectiveness of the feedback provided by the 

teachers has also been under investigation. Teachers are trying to cope up with the new 

situation and find appropriate assessment strategies.  There is hardly any study that 

addressed the challenges the teachers are facing in this regard. So, it is evident that there is 

a lack of guidelines to face such shift for the EFL/ESL teachers of Bangladesh who are 

teaching at the tertiary level. This study aimed at identifying the challenges the teachers face 

in choosing suitable assessment techniques, the strategies they adopt to deal with the 

challenges and the learners’ perception about the effectiveness of the feedback they receive 

from their teachers.   
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Objectives of the Study  

i. To identify the challenges (if any) the teachers face in assessing writing skills online 

ii. To identify the strategies that the teachers adopt to respond to the challenges  

iii. To explore the learners’ perceptions about the feedback provided by the teachers 

2. Related Literature  

Investigating the challenges the teachers face in online teaching, Aydın & Tasci ( 2005) 

and  Borotis & Poulymenakou ( 2004) found that   institutions and their constituents were not 

prepared for the experience so there were restrictions in the choices of teaching methods 

normally applicable in a regular face-to-face class, less coverage of curriculum content,  lack 

of technology skills that hinder the potential of online learning, lack of e-resources, cheating 

practices and student diversity. These challenges are quite relevant to the current EFL/ESL 

writing classes. 

Different researchers also studied how such challenges can be dealt with. Ebadi & Rahimi 

(2017, 2018) opine that ‘online interactive tools provide learners and teachers with enough 

time and convenient space to work on the assigned tasks. Therefore, teachers can adopt 

interactive tools for effective time management. To deal with the challenge of giving feedback 

to the students, Elola & Oskoz (2010) suggested the use of Asynchronous Computer 

Mediated Communication (ACMC) that ‘allows users to comment, edit, and revise writing tasks 

at their own pace. Kessler & Bikowski (2010) and Kim (2014) prescribed the use 

of Synchronous Computer Mediated Communication (SCMC) for it allows users to comment, 

edit, and revise the writings simultaneously. Teachers do not have to worry much about 

checking scripts and giving feedback as the students will also actively participate in the whole 

process. Teachers can manage all the tasks simultaneously without spending additional time 

to explain the students’ mistakes in the scripts. 

Regarding the students’ perception about online courses, one study found that students and 

instructors are satisfied with online learning just like traditional learning (Ali & Ahmad, 2011). 

A research by Zaheer, Gondal, and Qadri (2015) showed many students were satisfied with 

the education received online. 

3. Methods  

A mixed-method study was conducted to collected data for this research. Teachers were 

selected by a non-randomized purposive sampling and the students were selected by using 

simple random sampling method.  Eighteen teachers from five private universities were 

interviewed with a number of open-ended questions.  A survey was administered with a 

structured questionnaire to collect data from the students. The responses from the teachers 

were recorded, transcribed and categorized into different themes for Thematic Analysis 

(Harding & Whitehead, 2013). The survey results were analysed by using simple descriptive 

statistical tools.  

4. Results and Discussion  

4.1. Challenges in Assessment 
Most of the teachers (12 out of 18) reported similar kinds of challenges. They said that they 

found plagiarized scripts from the students. Additionally, teachers find it demotivating when 

students tend to apply unfair means which is clear from similar answers from multiple students. 

Teachers reported dilemma regarding being strict on assessment as for pandemic many 

students and their family members suffered from COVID 19 and mental stress which lowered 
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down students’ performance in examinations. Some teachers had considered this issue from 

humanitarian perspectives. Apart from these, teachers faced challenges in checking scripts 

online and giving feedback. But few teachers (6) reported no challenge regarding checking 

scripts online. As T 3 stated, “No I didn’t find it challenging. As research time has increased 

students came up with good points. Alongside this, the digital tool provided by Google docs 

allowed me to point out the problem specifically. Moreover, plagiarism checker (Turnitin) 

helped me to make sure that it’s not copied.” 

4.2. Technical issues 

Techers faced some challenges due to technical problems which included difficulty in 

pinpointing errors on digital scripts and reading hand-written scripts from images or PDF files, 

and students’ failure to meet the deadline (for network issues). In addition, teachers were 

bothered by the thought that students can easily use auto-correction (in case of both spelling 

and grammar check). 

4.3. The strategies adopted 

4.3.1. For assessment 
The analysis of data collected from teachers revealed the following strategies to meet the 

challenges 

 Using plagiarism detector (Turnitin) 

 Deducting marks for plagiarized scripts and unfair means 

 Conducting online short viva session to cross-checking if they really know what 
they have written 

 Asking for typed version of homework or answer scripts 

 Counseling students on ethical issues regarding tests 

 Being considerate of technical issues 

4.3.2. For test items 

 Subjective questions, assignments and projects by preparing questions that 
allow students to think rather than copy 

 Individual writing topics for small classes  

 Short length writing tasks for large classes 

4.3.3. For feedback 

 Verbal feedback during counseling class to individual students 

 General feedback on the common errors 

 Use of technological tools (Microsoft Team, Google Classroom, Google 
Document, PDF Editor, google meet and zoom) for feedback 

 

4.4. Students’ perception  

Students’ data (figure 1, 2, 3) showed that they were happy with teachers’ assessment of their 
written scripts, feedback they got from the teachers and the level of improvement of their 
English writing skills. 
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5. Conclusion  

Overall, this study attempted to find out the possible challenges arising in the field of ELT 

assessment due to the sudden outbreak of pandemic compelling teachers and learners to 

switch online. In general, the findings of the study revealed English language teachers faced 

certain number of challenges in assessing English writing skills in EFL/ESL context, and they 

adopted some effective strategies to meet those challenges. However, students showed 

positive reaction towards online assessment, feedback, and their writing skills development. 

This research would like to recommend arranging training sessions on online assessment and 

feedback for all English teachers. Furthermore, large scale research on similar topics should 

be conducted to explore the salient issues in online assessment and feedback giving.  
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Abstract  

Anxiety is one of the most significant factors affecting ESL learners' performance in a language 
classroom. It is widely postulated that speaking activities increase learners' anxiety compared 
to other activities. The purpose of this study is to evaluate ESL undergraduates' level of anxiety 
and its effect on their oral presentation, as well as the methods to overcome their anxiety.  This 
study employed a mixed-methods design involving two instruments, namely the Foreign 
Language Classroom Anxiety Scale (FLCAS) as well as a classroom oral presentation 
evaluation scheme. The required data were obtained from 35 final year ESL undergraduates 
studying in a Malaysian university, while ten of the respondents’ oral presentation were 
observed through online platform to avoid physical contact due to the pandemic. The findings 
indicate that “Unpreparedness” contribute to 34% of the respondents’ anxiety, 29% of 
respondents stated that “Intrusive Thoughts” is the cause of their anxiety, while another 20% 
of them agreed that “Low Level of Confidence” is the reason for their anxiety. For the methods 
to reduce anxiety, the result shows that “Keep Calm” and “Take Deep Breaths” are the most 
often practice used by the respondents to overcome anxiety during an oral presentation. 
Based on the observation findings, it is proven that low anxiety students tend to perform better 
in oral presentations as compared to highly anxious students. 

Keywords: Foreign Language Classroom Anxiety Scale (FLCAS), ELS Oral Presentation, L2 
oral presentation 
 

2. Introduction  

The scenario is amplified for learners of a second language (L2) where the level of anxiety 

has been known to affect the performance of oral presentations. Speaking anxiety is common 

where most students encounter a medium anxiety level when communicating using their 

second language (Abdullah & Rahman, 2010). According to Hadley in Young (1991a), the 

speaking activity creates the most anxiety towards students compared to other activities. 

However, he mentioned that a tolerable amount of anxiety can increase a student's motivation 

to learn harder. Whereas, less amount of anxiety resulted in less motivation. On the same 

note, he emphasized the importance for students and the audience to focus more on the 

presentation rather than the distraction. 

Zhiping & Paramasivam (2013) researched African Nigerians, Iranians, as well as 

Algerians in local Malaysian universities on their coping mechanism towards anxiety when 

communicating using a second language. However, this research does not clearly state the 

differences between the low, medium, and high anxiety level groups. Asyisyifa et. al, (2019) 

researched a similar topic, where they utilized the Foreign Language Classroom Anxiety Scale 

(FLCAS) originated by Horwitz et. al (1986) to recognize the individual anxiety levels between 
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their respondents. The respondents were interviewed through a semi-structured interview to 

identify the factors that contributed to their anxiety. This research, however, did not analyse 

how the respondent’s anxiety affects their performance during oral presentations.   

3. Related Literature  

Park and Lee (2006) conducted a survey on 132 students in an L2 English classroom in Korea 

to identify the correlation between their level of anxiety, self-confidence and oral presentation. 

Their findings significantly prove that the level of anxiety among L2 learners affects their 

performance during oral presentation. Subsequently, these authors suggested that in order to 

improve oral presentation or communication of L2 learners, teachers should remove factors 

that cause anxiety as much as possible.  

Horwitz et. al, (1986) developed FLCAS to focus on identifying the level of anxiety among L2 

students. Later on, Young (1990a), advanced the questionnaire to examine the types of class, 

and ways to evoke anxiety by speaking-oriented practices that language students can adopt.   

In short, this study aims to investigate the level of anxiety among Malaysian L2 learners and 

their effects on students’ oral presentation. Subsequently, some suggestions on how anxiety 

during oral presentations can be addressed by teachers and L2 learners will be provided. 

4. Methods  

This study used a mixed method to collect data namely quantitative and qualitative 

approaches. For the quantitative approach, a questionnaire was adopted from Foreign 

Language Classroom Anxiety Scale (FLCAS) by Horwitz et al. (1986) with an addition of 3 

open-ended questions. Whereas, for the qualitative approach, observations were used.         

5. Results and Discussion  

Table 1 demonstrates the category and number of respondents.  

Table 1: Respondents by anxiety category 

 

 

 

 

Table 2 shows the students level anxiety when giving oral presentations in the classroom.  

Table 2: Number of responses on their anxiety status 
 

 

 

 

 

Anxiety Category Number of Respondents 

Low Anxiety 16 

Medium Anxiety 19 

High Anxiety 0 

Responses YES NO DEPENDS 

No. of Respondents 25 5 5 
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Table 3 and 4 shows the results of observation during the respondents’ teaching presentation.  

Table 3: Total score for low anxiety category 

 
 

Table 4: Total score for medium anxiety category 
 

Respondent Observer Content Organization Delivery Total Mean 

I 
Observer 1 14 30 16 60 

66 
Observer 2 14 39 19 72 

II 
Observer 1 15 40 26 80 

79.5 
Observer 2 15 40 25 79 

III 
Observer 1 11 25 17 53 

53.5 
Observer 2 10 27 17 54 

IV 
Observer 1 13 32 18 63 

66 
Observer 2 11 33 25 69 

V 
Observer 1 15 43 27 85 

87 
Observer 2 16 44 29 89 

 

 

 

 

Respondent Observer Content Organization Delivery Total Mean 

A 
Observer 1 14 40 27 81 

82 
Observer 2 15 44 24 83 

B 
Observer 1 14 44 27 85 

83 
Observer 2 15 43 23 81 

C 
Observer 1 12 28 20 60 

67 
Observer 2 14 35 25 74 

D 
Observer 1 16 43 24 83 

82 
Observer 2 14 42 25 81 

E 
Observer 1 14 37 20 71 

78 
Observer 2 14 41 30 85 
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Table 5 shows the causes of anxiety during oral presentation for the third research question. 

Table 5: Causes of anxiety during oral presentation 

Table below indicates the result obtained from all 35 respondents for the fourth research 

question.  

Table 6: Methods to reduce anxiety during oral presentation 
 

Themes Low Anxiety Medium Anxiety Total 

Unpreparedness 12, 24, 27, 29, 33 2, 5, 8, 11, 21, 25, 28 12 

Intrusive thought 1, 22, 26 11, 13, 14, 15, 16, 25, 35 10 

Low level of confidence 12, 20 2, 5, 6, 15, 18 7 

Fluency 19, 30, 31 18, 34 5 

Audience 7, 9, 17 - 3 

Familiarity of context 10 4 2 

Over preparations - 21, 23 2 

Stage fright 3 - 1 

Undefined - 32 1 

Themes 
Respondents No. 

Total 
Low Anxiety Medium Anxiety 

Take deep breaths 7, 9, 24 8, 11, 13, 16, 34 8 

Keep calm 1, 9, 12, 26 2, 16, 25 7 

Distract themselves 10, 19, 22 14, 28 5 

Practice alone and to 
friends 

20, 27, 31 18, 32 5 

Imagine no audience 17, 29 3, 21 4 

Prepare materials 30, 31 18, 35 4 

Make eye contact 24 3, 25 3 

Drink water - 13, 16, 35 3 

Keep quiet - 2, 23 2 

Present to familiar face - 4, 15 2 

Focus on presenting 33 5 2 

Avoid eye contact - 6 1 
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5. Conclusion  

It is suggested that teachers in an ESL class attempting oral presentations for the students 
must create an environment that reduces anxiety levels. It is highly recommended for teachers 
or lecturers to always provide the rubrics before assessing the students’ oral presentation. 
According to Jonsson & Panadero (2016), rubrics for assessments can also be used as a 
method in reducing the student’s anxiety as well as assisting students in their self-regulated 
learning. When students are exposed to the requirements needed, they can identify and make 
proper preparations in order to excel in their oral presentations along with appropriate 
materials beforehand.  
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Abstract 

Classroom-based Assessment (CBA) or also known as Pentaksiran Bilik Darjah (PBD) has 
been the main highlights for the past years especially during the covid19 pandemic season as 
it becomes a way to replace school examinations. The study was conducted to investigate the 
concerns of English primary school teachers regarding CBA. Specifically, this study aims to 
help identify the needs of primary school English teachers involved in CBA and also to address 
the needs based on the data collected. The questionnaires of concerns from the Concerns-
Based Adoption Model developed by Hall, Wallace & Dossets, 1973 were adapted for the 
purpose of this study. The findings indicated that primary school English teachers are aware 
about the importance of CBA and were concern about it. The respondent claimed that they 
need more collaboration, effective practice and also ways to conduct a more meaningful CBA. 

 

Keywords: CBA (classroom-based assessment), SoCQ (stages of concern questionnaire) 

 

1. Introduction 

Classroom-based Assessment (CBA) or also known as Pentaksiran Bilik Darjah (PBD) has 
been the main highlights for the past years especially during the COVID-19 pandemic as it 
becomes a way to replace school examinations. CBA is a continuous assessment during 
teaching and learning in order to gain information about students’ development, abilities and 
achievements. CBA occurs in the form of formative or summative assessment in relation to 
the classroom lesson. CBA used to be known as School Assessment or Pentaksiran Sekolah 
starting from 2011. However, in 2016 the term was changed into Pentaksiran Bilik Darjah or 
CBA. This classroom-based assessment benefits teachers in five aspects. They are: 

 
i. To identify students’ development as a whole. 
ii. To enable teachers in identifying the lesson’s strengths and weaknesses. 
iii. To address the effectiveness of teaching. 
iv. To plan and adjust suitable teaching methods. 
v. To take suitable immediate action. 

 
As a part of the Malaysia curriculum, CBA provides insights into students’ academic 
achievements and performances. All teachers were provided with trainings, resources and 
even materials on ways to conduct effective assessments. Nevertheless, an important aspect 
that is often overlooked is the concerns and beliefs of the teachers while implementing CBA 
in making sure that teachers are given the required support to ensure CBA is effective. This 
concern also includes primary school English teachers. There are limited studies on primary 
school English teachers’ concerns in relation to CBA. Hence, this study will be a significant 
attempt to identify the teachers’ concern on classroom-based assessment. This paper will also 
serve as baseline data for future researchers who are interested to conduct a similar study. 
Based on the points mentioned, the study was conducted to address the concerns of English 
primary school teachers regarding CBA. Specifically, this study aims to identify the needs of 
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primary school English teachers involved in CBA and also to address the needs based on the 
data collected. 

 

2. Methods 

This study employed a quantitative research method. The data was collected using stages of 
concerns questionnaires (SoCQ) that were adapted from the Concerns-Based Model by Hall, 
Wallace and Dossets (1973). Fifty-two participants were selected and were all primary school 
English language teachers from all around Malaysia. All the participants had between three to 
twenty years of teaching experience and therefore are familiar with CBA. The participants 
were asked to answer the questionnaires. There were thirty-five questions with 0-6 Likert 
scale.  

Table 1: Likert Scale’s Description 

0 This statement Is IRRELEVANT. 

1-2 This statement is NOT AT ALL TRUE. 

3-4 This statement is SOMEWHAT TRUE. 

5-6 This statement is VERY TRUE. 

 
The questionnaires were also arranged based on the seven stages categorized by Hall et al. 
(1977).  

Table 2: Seven SocQ and Its Descriptions 

Stage Description 

Stage 0: 
Unconcerned 

Little concern about or involvement with CBA is indicated. 

Stage 1: 
Informational  

A general awareness of CBA and interest in learning more about it 
is indicated. 

Stage 2: Personal Individual is uncertain about the demands of CBA, her/his 
inadequacy to meet those demands and her/his roles with CBA. 

Stage 3: 
Management 

Attention is focused on the processes and tasks of using CBA and 
the best use of the information and resources. 

Stage 4: 
Consequences 

Attention focuses on the impact of CBA on students in her/his 
immediate sphere of influence. 

Stage 5: 
Collaboration 

The focus is on coordination and cooperation with others regarding 
CBA. 

Stage 6: Refocusing  The focus is on exploration of more universal benefits from CBA, 
including possible changes or replacement with a more powerful 
alternative. 

Source: Cheung (2001) 

 
In addition, the questions based on the stages were scattered instead of put together in 
groups. 

Table 3: Questionnaires Arranged According to Stage 

Stage Item 

Stage 0: Unconcerned 3, 12, 21, 23 & 30 

Stage 1: Informational  6, 14, 15, 26 & 35 

Stage 2: Personal 7, 13, 17, 28 & 33 

Stage 3: Management 4, 8, 16, 25 & 34 

Stage 4: Consequences 1, 11, 19, 24 & 32 

Stage 5: Collaboration 5, 10, 18, 27 & 29 

Stage 6: Refocusing  2,9,20,22 & 31 

Source: George et al. (2006) 
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3. Results and Findings 

After two weeks of collecting responses from fifty-two primary school English teachers, the raw 
score data were than analyzed.  

 
3.1 Stage 0: Unconcerned 

 

The results in Figure 1 show a low score in stage 0 and higher score in other few stages. The 
results may indicate that the respondents involve deeply in CBA.  

 

 
 

 
 

3.2 Stage 1: Informational and Stage 2: Personal 
 
Both Informational and Personal in Figure 2 and Figure 3, show a similar score with a lowest 
score in Stage 0 as compared to other scores. This low score suggests that all of the 
respondents feel that they are already accustomed with CBA. 
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3.3 Stage 3: Management & Stage 4: Consequences 

 

The results show a high score in stage 4 (Management) but a lower score in the same stage 
for Consequences (Figure 4 and Figure 5).  This may imply that the respondents have 
concerns with management issues like time and logistics but at the same time they are also 
concern about the effects of CBA on their students. 
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3.4 Stage 5: Collaboration 

 

A significant high score for stage 5 can be seen in Figure 6. Most of the respondents indicate 
concern to work with others in relation to CBA. They show interests to collaborate with other 
teachers. 

 

 

 

3.5 Stage 6: Refocusing 

 

The results in Figure 7 show that the score for Stage 6 is slightly higher than Stage 1. The 
findings may indicate that most respondents are no longer interested to learn more about CBA. 
The respondents are likely to feel that they have had enough input on CBA. This result 
complements with the finding in Unconcerned, Informational and Personal.  
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4. Conclusions 

In conclusion, this paper managed to address the concerns of English primary school teachers 
regarding CBA in terms of collaboration and management. They need more collaborations 
with other teachers and express concern in managing time while conducting CBA. 
Recommendations like professional learning community (PLC) and workshop on time 
management are suggested to ensure the success of CBA.  
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Abstract 

Classroom-Based Assessment (CBA) is a newly introduced alternative form of assessment 
by the Ministry of Education to be implemented among level 1 primary school students. This 
qualitative case study attempted to report teacher readiness in conducting English Language 
CBA in terms of knowledge, implementation and integrity. Participant of the study was an 
English Language teacher selected through random sampling method from a school of Kuala 
Nerus district. The data obtained through document analysis, observation and interview was 
triangulated and analysed to generate themes and was reported in descriptive and interpretive 
approaches. The findings revealed the participant’s insufficient knowledge in conducting CBA 
for the English Language course. Indicating a slightly negative level of integrity, the study also 
showed that the participant was unable to fully implement all of the supposed features in CBA. 
Therefore, it is recommended that the teacher’s knowledge, implementation and integrity must 
be improved in order for the CBA to be conducted in an effective way among the level 1 
students. Overall, the findings demonstrated how teacher readiness can have a considerable 
impact on the practice of English Language Classroom-based Assessment among level 1 
students.   

Keywords: classroom-based assessment, implementation, integrity, knowledge, readiness.  
 

1. Introduction 

Implementation of Classroom-Based Assessment (CBA) among level 1 primary school 
students to replace formal examination has been announced by the former Chief Director of 
Malaysia Education, Datuk Dr Amin Senin (Berita Harian, 4th November 2019). In line with 
the announcement, Ministry of Education produced a module of ‘Panduan Pelaksanaan 
Pentaksiran Bilik Darjah (2018)’ as a guideline to be followed and implemented in the 
classroom. As teachers have the autonomy in decision making of CBA like deciding learning 
objectives that will be assessed, constructing instruments, evaluating students’ performance 
and recording & analysing students’ development (Ministry of Education, 2019), teachers need 
to be fully aware of the process of classroom-based assessment to ensure the effectiveness 
of the programme can be achieved, although it is newly implemented in the system.  

2. Statement of problem 

This study intended to explore teacher’s readiness in conducting English Language CBA 
among level 1 students in a selected primary school in Kuala Nerus. This is due to CBA 
programme that is newly implemented in 2019 as an alternative to replace formal examination 
among level 1 students (primary school), following an announcement in 2018 by the former 
Chief Director of Malaysia Education, Datuk Dr Amin Senin. 

 In the scope of readiness, this study aimed to investigate the knowledge gained by 
teachers from the authorities like PPD, JPN, KPM and administrators (documents, guidelines, 
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workshop, seminar or meeting), teachers’ implementation of CBA elements in their English 
language lessons and how teachers’ integrity was being practiced throughout the CBA 
process. Arsaythamby, Hariharan & Ruzlan (2015) noted that the aspects that obstruct teacher 
readiness for conducting alternative assessment include lack of knowledge, time constraints, 
more dependence with the formal examination format, inadequate resource and lack of 
training to implement the assessment.  

Since most of the previous studies pertaining to teacher’s readiness in conducting CBA 
were focused on school-based assessment, this study explored teacher’s readiness in English 
Language CBA among level 1 primary school students in a selected school of Kuala Nerus. 
The study aimed for beneficial outcomes to contribute to the future improvement of this new 
programme by addressing a contextual gap in the field of research. 

 

3. Research Objectives 

The study was conducted to achieve the following research objectives: 

i. To identify whether elements of CBA in level 1 English’s teacher practice are 
compatible to the standard produced by MOE. 

ii. To identify teacher knowledge exposed by the authorities (PPD, JPN & KPM) in 
preparing them to conduct CBA in the lesson.  

iii. To discover teacher’s integrity in conducting CBA for the level 1 English language 
lesson.  
 

4. Research Questions 

Based on the research objectives, the study intended to address the following research 
questions: 

i. Are the elements of CBA implemented by the teacher in level 1 English language 
classroom compatible to the standard produced by the MOE? 

ii. What impact does a teacher’s knowledge garnered from the authorities have on the 
implementation of CBA in English language lesson? 

iii. How is the aspect of integrity implemented in the practice of CBA in English language 
lesson? 
 

5. Research Methodology 

This was a qualitative research in the form of case study conducted in a selected school in the 
district of Kuala Nerus. An English language teacher selected through random sampling was 
the participant of the study. Data for this research was collected through document analysis, 
classroom observation and interview. Documents from Buku Panduan Pentaksiran Bilik 
Darjah (2018), Pelaporan Pentaksiran Bilik Darjah Sumatif Jun 2019, Panduan Pentaksiran 
Bilik Darjah (2019), as well as students’ workbook and other related documents were 
analysed. Observation checklist forms were filled in and related field notes were taken by 
observing 30 periods of classes. Non-participant observation was carried out during the 
teaching and learning process to gain the exact picture of the practice (Marohaini, 2004). 
Finally, an interview session with the participant was conducted. The triangulated data was 
then analysed to generate themes and reported in descriptive and interpretive approach. 
Validity and reliability of the research were determined through triangulation of data. Moreover, 
the generated themes were verified by an expert.  

6. Findings and Discussion 

The findings and discussion of the research are presented below: 
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Research Question 1: Are the elements of CBA implemented by the teacher in English 
Language Classroom compatible to the standards produced by the MOE? 

Panduan Pentaksiran Bilik Darjah (2018) highlights five factors that need to be 
implemented by the teachers, and the implementation of those elements has been identified 
in the findings and the research report.  

This study, however, presents two major elements. Although MOE suggested to employ a 
variety of methods to assess the learning activities of students to implement CBA, the findings 
show that most of the lessons implemented by the participant only used the same methods to 
assess the pupils which are students’ workbook and CEFR Superminds Workbook. Elements 
of PAK 21 and the practice of suggested learning activities by the MOE were only carried out 
in three lessons out of thirty lessons observed during the data collection period. The participant 
clearly denoted that it was difficult for her to implement variety methods in assessing pupils. 

“ada yang saya buat contoh macam simple project. Contoh simple project tu macam 
suruh diorang buat animal masak, collage. Yang lain-lain macam story-telling, games tu 
payah jugak nak mintak murid buat dalam kelas.” (Question 6, line 1-3) 

This finding is parallel to the research conducted by Jane (2012) where teachers did not 
focus on numerous possible techniques, methods, tools and instruments of assessment. The 
teachers relied too much on written exercise to cater different cognitive levels and learning 
preferences of their students. The next element in CBA is content and learning standard based 
assessment. Based on the findings, most of the formative assessment carried out were not 
aligned with the appropriate content and learning standard especially for speaking and 
listening skills. The participant noted that she faced difficulties to construct learning activities 
or instruments parallel to the content and learning standard as she was not an option English 
teacher.  

“macam saya, saya bukan cikgu opsyen bahasa inggeris, jadi bila sesetengah language 
skill tu, agak susah nak buat seperti yang sepatutnya contoh macam listening dan 
speaking skill tu” (Question 3, line 10-12) 

This finding is consistent with a study conducted by Siti Huzaimah (2019), in which 71.60% 
of the teachers reported that they unable to plan assessments that were expected to be in line 
with the content and learning standard of the subject. As this format of CBA is newly introduced 
to the teachers, most of them still find it difficult and troublesome to produce learning activities 
and instruments to assess pupils formatively (Siti Huzaimah, 2019).  

 
Research Question 2: What impact does a teacher’s knowledge garnered from the 
authorities (KPM/JPN/PPD/School administrator) have on the implementation of CBA 
in English language lesson? 

According to the findings, the participant only received general information from the 
authorities on how to implement the CBA through distribution of announcement letter, CBA 
guidelines module that has to be downloaded online, general course on CBA by Pejabat 
Pendidikan Daerah and online videos provided by the Jabatan Pendidikan Negeri and school 
administrators. 

The participant indicated that the knowledge gained was limited to the basics of CBA such 
as concept, objectives, aims, reports, documentation, sample of instruments and methods to 
assess the pupils. However, the participant did not receive sufficient knowledge or input that 
can guide her to conduct the CBA precisely for English language course. The participant 
denoted that,  

“…jadi kalau macam saya untuk bahasa inggeris, memang tiada panduan khusus 
macam mana nak buat instrument sesuai, cara pdp yang sesuai untuk buat PBD bagi 
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subjek ni. Tu yang kita buat PBD tu tak ikut macam mana yang sepatutnya, sebab tak 
kuasai cara pentaksiran skills dalam bahasa inggeris…” (Question 4, line 9-13) 

Haidzir and Norasmah (2019) in their research also displayed that almost half of the 
teachers never gained proper training or detailed exposure based on their subject and only 
practiced the classroom-based assessment from their colleagues’ input. This indirectly 
explains the reason the elements in the CBA are not successfully implemented by the 
participant, as the knowledge gained to conduct the assessment for English Subject was 
insufficient.  

 
Research Question 3: How the aspect of integrity is being implemented in the practice 
of CBA for English language lesson? 

The teacher's integrity is critical in determining the mastery level of the children for 
summative assessment to ensure that they are properly assessed according to the guidelines 
embedded in the CBA Modules (2018). However, the data reveal that the summative 
assessment procedure was not properly carried out and the competence level determined for 
the pupils were only based on the participants’ observation and discussion with other teachers. 
It can be concluded that aspect of integrity on this matter was not fully practiced by the 
participant.  

“…untuk yang laporan PBD masa setengah tahun haritu, masa nak bagi tahap 
penguasaan kepada murid, memang takdop buat pentaksiran formal pun, cuma based 
on pemerhatian rawak dalam kelas dan tanya-tanya kat cikgu-cikgu prestasi murid 
gane. Lepas tu bagi gitula tahap pencapaian tu..” (Question 1, line 5-8) 

This finding is similar to that of Abdul Said and Shanti (2017) who found that the degree of 
teacher’s integrity in conducting school-based assessment was low. In their research, lack of 
integrity was apparent when 60.2% agreed that they did not thoroughly assess the pupils 
before key in the bands into the system. Teacher’s integrity on this matter is also questioned 
by Fakhri and Isha (2016), as they discovered that the JPN and PPD only checked the end 
process of the assessment, which was the report. Therefore, as the teachers were not 
monitored throughout the assessment process, they most likely keyed in the students’ mastery 
level or bands without following the proper procedure.  

7. Conclusion 

The three major elements of a teacher's readiness to execute CBA are knowledge, 
implementation, and integrity in assessing the students (Wallace, 1991; Abdul Said and 
Shanti, 2017). This study discovered that the knowledge garnered focused only on the general 
input on how to implement CBA and the participant lacked sufficient knowledge to perform 
CBA for English language course. The participant's practice of all of the major elements of 
CBA that are embedded in the official guidelines published by the MOE is used to determine 
the implementation aspect. According to the findings, the participant implemented all of the 
CBA aspects, but not to a satisfactory degree. The implementation of those elements did not 
fully cover all the needs of classroom-based assessment as suggested by the MOE. 
Meanwhile, the process of determining mastery level for the students was not backed up by 
any valid evidence to show that they were qualified enough to get those bands from the 
participant. Stiggins (2005) also believed that teacher’s lack of readiness in conducting new 
form of assessment may cause by insufficient opportunities to learn the appropriate 
techniques which then lead to improper practices of the assessment. 

8. Recommendations 

Professional Learning Community (PLC) is one of the practices that can be applied at 
school especially among each subject committee. Teachers may gather and share their input, 
experience, skill, expertise and problems pertaining to teaching and learning matters among 
their colleagues in the PLC setting. Therefore, PLC is one of the initiatives that can be 
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implemented as a forum for discussion among teachers to improve their practice in classroom-
based assessment, specifically for English language course. 

Apart from that, subject-based CBA workshops focussing on proper training to assess 
pupils can also be implemented. In such workshops, English teachers can be trained on how 
to implement the main learning activities suggested by the MOE for each language skills. 
Besides, teachers can do brainstorming to create suitable instruments for the respective 
language skills. Furthermore, teachers can also make use of teacher online community groups 
like Telegram, Facebook and Instagram to share and seek input on CBA materials like 
instruments, teaching materials and learning activities that can be used to assess pupils in 
English language classroom.  
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Abstract  

The outbreak of Covid-19 that occurred in March 2020 has forced school activities to shift 
abruptly from face-to-face to online mode, including classroom-based assessment practices. 
New protocols for conducting online assessments require teachers to design alternative and 
varied assessment activities that fit students’ needs in emergency remote teaching (ERT) 
situations. The present study depicts the online classroom-based assessment practices in 
multiple cases and examines some factors that hinder and support teachers in practising 
online assessment during ERT. Situated in West Java Province in Indonesia, this study 
voluntarily recruited five English as a Foreign Language secondary school teachers who have 
fulfilled a set of criteria to be involved in in-depth interview sessions and a discussion forum. 
The findings show that the participants experienced several constraints in online assessment 
practice, such as limited literacy of online assessment, trustworthiness, and workload issues. 
Interestingly, the study also reveals a silver lining amidst pandemic times. Moreover, with the 
assistance of various technological tools, EFL secondary teachers are becoming more 
interested in performing an online formative and authentic assessment. Some facts in online 
classroom-based assessment are discussed further in this paper. 

Keywords: Classroom-based Assessment, Emergency Remote Teaching, EFL Secondary 
Teachers 

1. Introduction  

Since the beginning of 2020, most education stakeholders worldwide, including in Indonesia, 

have opted to shift teaching and learning activities from face-to-face to emergency remote 

teaching (ERT) mode as a mitigation and prevention strategy to reduce the spread of the 

Coronavirus. ERT mode refers to an abrupt and temporary transition in instructional delivery 

to alternate delivery mode due to urgent or crisis circumstances, such as war, virus spread, 

and other unexpected situations (Hodges et al., 2020). The rapid transformation leads to a 

setup where teachers, students, and parents have to rapidly adjust teaching and learning 

practices, such as learning strategies, classroom assessment, interaction, and 

responsibilities. 

A growing number of recent studies have discussed the emergence of online learning during 

ERT (Adedoyin & Soykan, 2020; Shin & Hickey, 2020; Osman, 2020). The findings indicate 

that the crisis-instructional delivery in ERT occurs due to improper planning, design, and 

development of instruction during ERT. However, as a part of pivotal instruction activities, 

extensive studies exploring the practice of online assessment in ERT are under scrutiny and 

lack evidence. Hence, rigorous work on examining online classroom-based assessment 
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during ERT is worth executed for discussing the actual online assessment strategies, 

challenges, and opportunities. 

2. Related Literature  

Classroom-based assessment (CBA) refers to the assessment carried out by the teacher in 

the classroom to support teaching and learning (Mckay, 2005; Shepard, 2019). It may be used 

for formative and summative purposes. When CBA is conducted in an ongoing learning 

process to monitor learning progress and to make a decision for better instructions, it functions 

as a formative purpose. In contrast, CBA works as summative when it is conducted at the end 

of a learning process to report students’ grades (Hilll & McNamara, 2011). Teachers have the 

authority to design and administer the task for CBA independently. However, its practice is 

influenced by contextual and experienced variables, such as educational policy, socio-cultural 

factors, perceptions, background, training, and other factors (Zhang, Yan, & Wan, 2021; Zhou 

& Deneen, 2015). 

The outbreak of the Coronavirus has resulted in a substantial impact on English language 

education. The learning and teaching process, including assessment practice, shifts swiftly 

into a full-online mode (Abduh, 2021). Teachers have to tackle some practical issues, such as 

redesign assessments, administer online tasks, use various assessment tools, concern with 

validity and fairness, and others. The disruption urges teachers to implement different 

strategies of assessment practices based on their context because there is no single strategy 

that fits all settings, especially in emergency times. Thus, exploring the CBA strategies, 

challenges, and opportunities from different contexts is salient and worthwhile. The results can 

put up to the understanding of practicing assessment in ERT or the time after the pandemic. 

This study intends to answer the following research questions:  

a. How do EFL secondary teachers implement online CBA in ERT?  

b. What are some challenges and opportunities in CBA practice during ERT?   

 

3. Methods  

The present study employs a qualitative case study (Creswell & Poth, 2018) to investigate 

EFL secondary teachers' strategies, challenges, and opportunities in CBA practice during 

ERT. Five experienced teachers from heterogeneous contexts in West Java voluntarily 

participated in an online semi-structured interview. The teachers have sufficient experience in 

conducting online assessments in ERT and participated in some continuous professional 

development activities focusing on using technology in English language teaching. All data 

collected from the interview were recorded and transcribed verbatim. After doing the iterative 

reading process, the data were coded and classified into several themes. The final themes 

were then interpreted and concluded. Member checking was also executed to maintain the 

credibility of the study. 

4. Results and Discussion  

The findings discover two main themes of the CBA strategies, three themes of challenges, 

and one opportunity to practice online CBA during ERT. The following paragraphs will discuss 

the details further. 

 

 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 117  

 

Online Assessment Strategies 

The participants explained that they narrowed and chunked the assessment criteria into small 

bite-sized as an attempt to maintain their performance and well-being in ERT (Giurgiu, 2017). 

Furthermore, participants also felt relieved when the Ministry of Education gave the authority 

to all schools to use the emergency curriculum. The policy can reduce the burden of teachers 

and students to achieve the expected learning outcome. The second strategy is to provide 

online quizzes as daily tasks to monitor the students' learning progress using Kahoot or 

Quizziz (Atmojo & Nugroho, 2020). Interestingly, some participants designed an assessment 

in-collaborated with the Teacher Support Group (MGMP) and broadcasted it live on a local TV 

channel as a backup plan to the internet connectivity issues. 

Interviewee#3: I tried to design a simple and flexible task with achievable targets during ERT. 

The most important thing is to keep my students on track, happy, healthy, and eager to learn 

during crisis time. 

Interviewee#4: We have a weekly afternoon a live-program on a local TV channel where 

teachers voluntarily teach and provide tasks. So, every student can learn and practice English 

from home.  

 

Online CBA Challenges 

The participants also found some problems in practising assessment during ERT. The most 

prominent challenge in online assessment is the readiness issue. The readiness in online 

teaching requires considerations from teachers and institutions (Howard et al., 2020). The 

second concerns cheating and plagiarism issues, especially when the tasks only measure the 

lower-order cognitive skill. Changing the assessment format into higher-order thinking 

questions can minimize cheating and plagiarism (Nguyen et al., 2020). Furthermore, the last 

challenge is task workload. However, they claimed that institutions might enforce regulations 

for restricting the amount of work in a week. 

Interviewee#3: The pandemic situation forced us to switch quickly without any preparation. 

Teachers, students, parents, and institution are not ready to have an assessment in a fully 

online context. 

Interviewee#1: I had the sceptical feeling when I found the similar answers on students’ 

worksheet, I think they copied them from the internet. 

Interviewee#2: Students and parents felt fatigued and burden because of many assignments 

from every subject. On the other hand, teachers were also overwhelmed to check and give 

feedback on students' work during ERT. 

 

Opportunity in ERT 

There is a silver lining amid pandemic time. Participants expressed that they have to think 

creatively in designing alternative assessment activities, such as authentic and formative 

assessments to make the students engage in online learning (Defiyanti et al., 2021; MoEC, 

2020).  

Interviewee#5: The assessment should aim to monitor students’ learning progress. We also 

should think creatively in designing daily projects that related to real world, such as creating 

an e-infographic about Covid-19 or reporting daily activity using video, etc. 
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5. Conclusion  

The study generally explores the experience of five EFL teachers in online assessment 

practices during crisis time. Teachers strived with serious barriers in online CBA practices 

during ERT. They endeavoured to find the appropriate assessment strategies for their context. 

However, they raised their concern to the roles of the institution, students, and parents to 

support online learning. Furthermore, teachers also argued that formative and authentic 

assessment practices are relevant to be implemented in the ERT situation. The findings 

contribute to online assessment theory, particularly in the emergency setting. Future teachers 

should be agile and adaptable to face the disruptive era. Finally, future researchers can 

explore the development of online CBA in new-normal and post-pandemic times. 
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Abstract 

Gamification is widely acknowledged to be providing an exhilarating teaching and learning 

environment in the classroom. With most of the students opting to learn online, gamification is 

one of the tools that can be used to design lessons that would not only motivate but also 

engage students in learning. Despite the benefits it brings to students, a large majority of 

teachers, particularly English Literature teachers, avoid employing them in their day-to-day 

lessons. In order to get a clearer picture of the situation, as a teacher trainee, gamification 

was used when designing lessons for 6 weeks with 16 students between the age of 11 to 12 

complementing the English Literature syllabus. A quantitative approach was incorporated 

through a set of questionnaire that was given to the students. Based on the feedback, the 

teacher trainee chose the most suitable software to conduct gamified lessons. The results 

show that not only the students are excited to learn but the teacher trainee also found 

themselves enjoying the process of designing and conducting the lesson. This study 

concludes that it is possible to create Literature lessons that incorporates gamification through 

student’s feedback that is suitable for the age and content that is being delivered. 

Keywords: English Literature, gamification, student centred, games, active learning 

 

1. Introduction 

 The current climate in the field of education has led us to fully utilize online platforms to 

teach. Teachers are constantly working towards employing various approaches that would 

encourage active learning through an online setting. It is not a surprise that implementation of 

game elements is one of the approaches that is taken when designing lessons. However, 

gamifying lessons is not a new concept. Piaget (1962) suggested that students are often 

challenged through games. Encouraging students to think outside of the box would greatly 

benefit an educational setting where students are learning English through Literature. Having 

said that, the implementation of gamification when teaching English Literature is highly 

dependent on teachers adopting the approach which has very limited findings surrounding it 

(Jong and Shang, 2015). Hence, the main goal of this study is to explore a teacher trainee’s 

perspective towards the use of gamification when teaching English Literature to secondary 

school students.  

 

2. Literature Review 

2.1.  Defining Gamification 

Gamification, according to Su and Cheng (2015), is “the application of game design elements 

and game mechanics in non-game contexts to engage people and solve problems.” (p. 269). 

Similarly, Deterding, et.al. (2011) defined gamification as aspects of games such as ranking 
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users, levels, badges and points being used in a learning context. Ultimately, gamification is 

an approach with the shared goal of focusing on the learning that is achieved and the 

challenges that pushes the students to greater heights rather than a game. 

2.2  Gamification Design Model 

A common misconception of gamification is that it is a lot more suitable for younger learners 

than older learners (Hubbard, Jones, Thornton and Wheeler, 1983). Researchers such as 

Glover (2014) and Yang (2013) concluded that gamification is able to nurture a classroom 

environment that motivates students to make mistakes and learn from them through a 

controlled environment. This means that it would benefit every student regardless of their age 

as long as they are able to play an active role in learning. A Gamification Design Model by 

Huang and Hew (2018) was adopted to better understand the ways in which benefits of 

gamification can be maximised in the classroom. 

 

Figure 1: Gamification Design Model by Huang and Hew (2018) 

 

Figure 1 shows 5 aspects along with examples of what should be included when implementing 

gamification in order to motivate students. According to Huang and Hew (2018), the model 

should include feedback that the students can refer to, a shared goal that the class is working 
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towards, providing learner autonomy by allowing them to choose their challenge and providing 

rewards based on the success in collaboration and completing the challenge.  

2.3 Gamification in Action from a Teacher Trainee’s Perspective 

From the findings of previous research, it is evident that gamification brings a lot of benefits 

for students. Be that as it may, there is limited research surrounding the role of a teacher when 

it comes to incorporating gamification into a lesson, especially in high school context. Hence, 

the objective of this study is to investigate a teacher trainee’s use of gamification in an English 

Literature classroom. Accordingly, two research questions were formulated, 

 

1. What is the best approach to take in order to encourage active learning in the English 

Literature classroom? 

2. Which software can a teacher trainee use in an English Literature classroom to gamify 

lessons? 

3. Methodology 

This research used the quantitative method. The participants consist of a total of 16 students 

between the age of 11 to 12 taking English Literature in a secondary school. Taking into 

consideration that the participants involved have not experienced the use of games in a 

literature classroom, through a questionnaire, data was gathered on the best approach that 

can be taken to encourage active learning in the classroom. The questionnaire that was 

administered through Pear Deck at the beginning of the second term of the academic year 

included 3 items with the aim of investigating student’s likes, dislikes, preferred method of 

learning and areas of interest. Two items were open ended questions whereas the last item 

was a closed ended question. The research was conducted within 6 weeks. Based on the data 

collected from the questionnaire, the teacher trainee made decisions on the most suitable 

software to adopt for the lessons.  

4. Results and Discussion 
 
4.1 What is the best approach to take, in order to encourage active learning in the 
English Literature classroom? 

Based on the results from the questionnaire given to the students, more than 80% of them 

shared that they don’t feel motivated to learn English Literature.  

Table 1: shows the results on student’s perception of learning actively in class 

 
Table 1 shows that the majority of the students do not feel as if they are actively learning 

during the lesson with the current structure. When probed further through informal 

conversations, students shared what they would like to see during the lesson in as shown in 

Table 2. 
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Table 2: shows the suggested activities based on student’s feedback 

 
Based on the results in Table 2, 87.5% of the students showed interest in games. Despite the 

question being open ended, 14 out of 16 of them wanted more games to be incorporated. 

Given that the results show that there is a need for a change of method, the teacher trainee 

decided the best approach in this situation is to incorporate gamification into the lesson as 

87.5% of the students showed interest in it. With that in mind, the teacher trainee used the 

gamification design model as a basis to ensure that students will be more motivated to 

participate actively during the lesson.  

 

4.2 Which software can a teacher trainee use in an English Literature classroom to 
gamify lessons? 

In order to choose the best software to be used during the lesson, the teacher trainee needed 

to ensure that all five aspects in the gamification design model were fulfilled. With that in mind, 

the teacher trainee decided to use a software called Classcraft as it has a built in system with 

all five aspects that requires little to no additional preparation other than the materials set for 

each lesson.  

Table 3: shows how elements of games from Classcraft fits in the Gamification Design 
Model. 

 

As shown in Table 3, students will have a shared goal of gaining points and levelling up when 

completing their task and making sure their peers are also following the lesson. Given that the 

subject being taught is English Literature, Classcraft allows teachers to create scenarios 

based on the literature focus in that year. Besides that, the teacher trainee was also able to 

control the amount of points given for each task and verify the quality and completion of work 

at each step which is reflected on the progress bar.  

5.0 Conclusion and Limitation 

Despite conducting the study within a short amount of time and a small group of participants, 

the study does show that it is possible to gamify lessons even in subjects such as English 
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Literature. The analysis also showed that students are just as motivated to participate when 

games are conducted. A longitudinal study to investigate the effectiveness of gamification 

would be something to look into for future studies. 
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Abstract  
 
In 2000, the English language literature component was incorporated and assessed in the 
teaching of English language as a Second Language (ESL), in the English Language 
curriculum of the Malaysian education system. In 2013, CEFR- aligned or Common European 
Framework of Reference was introduced in Malaysia and The Roadmap of 2015-2025 is also 
produced by the English Language Standards and Quality Council (ELSQC) to prepare 
students for 21st-century learning. Under the current curriculum, literature is taught for pleasure 
and will no longer be assessed in any national exam starting 2021. Employing Information and 
Communication Technology or ICT is one way to enhance students' interest in learning 
literature for pleasure. This study explores issues and challenges in teaching literature using 
ICT. It is qualitative research that employed a semi-structured interview protocol and 
document analysis. This case study approach involved one male English language teacher 
with 20 years of experience, teaching in a secondary school in Setiu district in Terengganu. 
The teacher was selected using purposive sampling, and the study reveals that the teacher 
has interesting perceptions on the issues and challenges in teaching literature for pleasure 
using ICT. The teacher believes that proper training in ICT will help teachers to teach better. 
Nevertheless, the teacher is optimistic that he can explore further the use of ICT in teaching 
literature. This study hopes to impact English language teachers' teaching practices, 
especially in the teaching of English language literature components. 
 
Keywords: ESL, Literature component, ICT, Issues and Challenges 
 

1. Introduction  

In 2013, the Malaysian English Curriculum underwent a massive change in its curriculum, the 

implementation of the Common European Framework of Reference-aligned (CEFR). With this 

new curriculum, there are also some changes applied to the literature component syllabus. 

The Roadmap 2015-2025 is produced by the English Language Standards and Quality 

Council (ELSQC) in 2013. In the CEFR-aligned curriculum, the literature component is known 

as Literature in Action (LiA). In this current curriculum, the literature component is no longer 

assessed in the national examination nonetheless it is still required to be taught by English 

language teachers in Malaysian public schools. Realizing this, one way seen to attract 

students to learn literature for pleasure is by incorporating ICT in the teaching and learning of 

literature. The incorporation of instructional technology and ICT in the English language 

classroom can improve and maximize students’ language acquisition and significantly 

stimulate them to continue their learning and enhance their creativity and passion, 

(Noureddine, 2017).  

2. ICT use in English Language Teaching and Learning 

The use of ICT has evolved from being a helpful teaching tool to the English and language 

teaching and learning routine to be one of the most compulsory mechanisms in teaching and 
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learning. The use of ICT brings about a creative and great learning environment and is able 

to transform the teaching and learning process (Volman, & Eck, 2001; Singh, & Chan, 2014). 

This is seen as significant especially during the Covid-19 pandemic where the classroom is 

conducted online. Teachers have to be creative and double their effort in preparing the 

lessons. ICT is not only considered as a tool but also as an instrument to support new ways 

of teaching and learning processes (Parilah, 2015). Using ICT in English language teaching 

and learning will encourage students’ participation and interest. The use of ICT may provide 

a learning environment where motivation is maintained and enhanced (Noureddine, 2017), 

and using ICT in language classes permits students to cultivate positive attitudes towards 

language learning (Kassim et.al, 2007). 

3. ICT use in English Language Literature Component 

In the CEFR-aligned curriculum, English language teachers should teach literature 
components for pleasure. It focuses on pupils’ ability to relish and value different text types, 
give one’s opinion, and respond imaginatively to the texts and are not for examination 
purposes. This statement indicates that teachers still need to teach the literature component. 
However, LiA is taught by using the modular approach and for pleasure (The Revised 
Standard Based Curriculum for Secondary Schools (KSSM) form 1, 2016). One of the ways 
of making students engage in literature even it is no longer tested in the national examination 
is by incorporating ICT in teaching and learning. In traditional teaching, and learning methods, 
teachers are seen as passionate about the lesson, but the students' learning has become 
inactive. ICT, on the other hand, provided something dissimilar to the art of teaching and 
learning in the classroom (Parilah, 2015).  
 
4. Literature Review 

ICT includes any forms of technology used for creating, displaying, storing, manipulating, and 

exchanging information (Donelly, et al, 2011), and common technology-based tools that are 

used in schools such as computer, laptop, LCD, digital photocopy machines, digital audio, and 

video devices, digital camera, scanner, DVD player and multimedia projector (Simin, et.al, 

2016). However, in this paper, ICT tools refer to laptops, digital audio and video devices, 

internet connection, applications, educational and interactive websites. Using ICT in teaching 

literature for pleasure will require double effort by the teacher when teaching literature itself is 

a struggle due to various reasons what more when using ICT. Literature is also seen as 

sophisticated, using difficult language, and lack of practicality (Sunardi, et.al, 2018). There are 

ICT tools available and easily accessible by teachers but even with the existence of the tools, 

teachers still failed to fully utilize ICT in their lessons (Parilah, 2015). Only the more skillful 

teachers are able to shoulder the responsibility of delivering and achieving the teaching goals 

(Shalini & Vijay, 2016). Due to the current curriculum and situation, ICT is seen as one way to 

help teachers to have a more meaningful and effective literature lessons because ICT in 

education enables teachers to transform instruction from teacher-centered to student-

centered where students may interact with their peers and use the computers and internet for 

their learning requirements (Parilah, 2015).  

5. Methodology 

This study explores issues and challenges in teaching literature using ICT. It is a qualitative 
research that employed a semi-structured interview protocol and document analysis where 
the teaching materials, internet apps, and lesson plan are analyzed. This case study approach 
involved one male English language teacher with 20 years of teaching experience. He is 
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currently teaching in a secondary school in the Setiu district in Terengganu. The teacher was 
selected using purposive sampling.  

6. Results and Discussion  

The study reveals that the teacher has interesting perceptions on the issues and challenges 
in teaching literature for pleasure using ICT. The teacher believes that proper training in ICT 
will help teachers to teach better especially when finding or choosing suitable applications and 
materials in teaching literature. He stated that there is still a lack of professional training on 
ICT for teachers and teachers have to go the extra mile to discover more knowledge on ICT 
on their own. Besides, for the current curriculum, there are still not many materials on teaching 
literature for pleasure that can be found on the internet, so he believes that teachers need to 
start developing more materials using the ICT and share them with others.  In addition, he 
believes that using interactive games in learning literature will enable the students to be more 
engaged and enjoyed the lesson. The use of certain user-friendly applications such as 
‘Quizziz’ and ‘Padlet’ as mediums for learning and interaction have helped him to have a more 
meaningful class and he is positive that ICT will help him to be more creative and determined 
in preparing lessons.  
 
7. Conclusion  

In this current situation, teachers are encouraged to vary their teaching approaches, and using 
ICT in teaching literature will be a stress reliever to students and teachers themselves when 
they are not bound with any exam format. Teachers will use ICT to the fullest when they realize 
how valuable these tools are in presenting materials to the students and the overall learning 
process (Parilah, 2015). This study hopes to give an impact to English language teaching 
practices, especially in the teaching of English language literature components. 
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Abstract 

Neural machine translators (NMTs) such as DeepL have become more sophisticated and 
accurate resulting in many challenges and opportunities for language teachers that only until 
recently have begun to be discussed. Students will likely use NMTs regardless of measures 
to control its use, therefore considering how to integrate NMTs into the language classroom 
has become an important issue, especially for writing classes. In this article, results from a 
survey on student use of technologies to complete English assignments are analyzed. Then, 
a triadic approach to using NMTs in the classroom that focuses on developing learners’ 
creativity, intercultural competencies, and critical thinking skills is discussed. Developing 
learners’ creativity through creative writing activities gives the learner agency and opportunity 
to play and discover with the L2. Such activities reduce the focus on direct translations and 
instead on developing learners’ ability to conceptually blend and expand concepts, thus 
minimizing reliance on NMTs. Secondly, intercultural competency refers to developing 
learners’ deeper knowledge of the nuances between the languages such as pragmatically, 
metaphorically, and culturally embedded language. Such types of language cause difficulties 
for NMTs to translate appropriately and highlighting these differences provide classroom 
learning opportunities. Thirdly, in academic writing, it’s important to show learners how to 
effectively use NMTs. This includes doing back-translations, using them as a CALL tool, and 
developing learners’ critical thinking skills while using them.  

Keywords: Neural machine translators, EFL, creativity, critical thinking 

1. Introduction 

In 1997, the online machine translator (MT), Babelfish was launched, providing language 

learners a new way to interact with the target language. They could now quickly translate not 

only single words, but a complete sentence, a paragraph, or even an entire essay. However, 

early research of language learners using online MTs for completing a writing assignment 

often resulted in frustration and “nonsensical compositions” (Luton, 2003). Despite the early 

setbacks, MTs have dramatically improved and recently many new ones have appeared 

online. For example, Google Translate was launched in 2006 (Turovsky, 2016), which was 

soon followed by Microsoft’s Bing Translator. Then in 2017, DeepL, a neural machine 

translator (NMT) was launched and has been setting records for machine translation quality 

(DeepL, n.d.). In this short article, I first review a survey that examined how students use 

technologies to complete their English assignments and their attitudes towards NMTs. Then, 

I present a triadic approach to NMTs in the language classroom.  

2. The Survey 

2.1. Method 

1st and 2nd year university students (N = 107) completed a survey that was divided into two 

sections. The first section asked participants to rate their use of various technologies to 

complete their English assignments. A final item asked if they had used NMTs in the past. If 
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they answered “no”, the survey ended. If they answered “yes”, they proceeded to the second 

section. This section asked the participants for what purpose they have used NMTs and their 

attitudes towards using them to complete their English assignments. Some of the items in this 

survey were adapted from Niño’s (2009) survey on machine translations.  

3. Results and Discussion 

Section one results highlight the continued reliance of paper and pencil (89% of respondents) 

by Japanese students and only a small percent (15%) responded they often use a computer 

to complete their English assignments. As most students in this survey were 1st year students, 

this suggests that in high school, paper and pencil continues to be the common tools for 

completing English assignment. As for section two, 87% of respondents said that they have 

used NMTs in the past, primarily Google Translator to translate words, sentences, and internet 

pages. Figure 1 shows the student responses for the six items regarding their attitudes 

towards NMTs. The data highlights a couple key points. One, students acknowledge that it is 

a useful tool, however they are skeptical about its accuracy, and most students think it is 

permissible to use and does not insinuate cheating. Thus, it is a crucial for teachers to reflect 

on a best practices approach towards NMTs in the language classroom. In accordance with 

recent articles (i.e., Ducar & Schocket, 2018; Groves & Mundt, 2015), NMTs will have a 

profound effect on language teaching and therefore it is important to explore how and when 

to best use them as a pedagogical tool to enhance learning.  

Figure 1: Descriptive statistics from section two of the survey 

 

Based on a 6-point Likert scale: 1 “I definitely do not think so” to 6 “I definitely think so” 

4. A Triadic Approach to NMTs in the Language Classroom  

A triadic approach to NMTs in the language classroom involves the following three points: a 

focus on creative writing, intercultural competence, and critical thinking (see Figure 2). First, 

foreign language education is often highly utilitarian and mechanistic and ELT textbooks are 

weighted towards teaching students how to write a 5-paragraph essay. As a result, creative 

writing is often overlooked or avoided. Yet, creativity is one of the most important skills of the 

21st century (NACCCE, 1999), the top of the pyramid of Bloom's revised taxonomy of higher 

order thinking skills (Krathwohl, 2002), and using creativity in the classroom benefits learning 

performance, motivation, and student creativity (Liao, Chen, Chen, & Chang, 2018). When the 
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focus is on maximizing student creativity, it will naturally minimize student reliance on NMTs. 

Creative writing activities can vary, but typically include extending conceptual boundaries, 

blending two distinct and often remote concepts together, and solving an ill-defined problem 

(Birdsell, 2021).  

Figure 2: A triadic approach to NMTs in the language classroom 

 

Secondly, using NMTs in the classroom in order to raise learners’ intercultural understanding 

by analyzing conceptual differences between the languages that the NMT has trouble 

translating. One example is the following text “Sometimes you should listen to your heart 

instead of your mind” (Source: USA Today; 1997). DeepL translates both “heart” and “mind” 

by repeating the Japanese noun [kokoro]. So, using NMTs in the classroom provides teachers 

opportunities to highlight conceptual and linguistic differences between the two languages and 

speculate why NMTs have trouble with such translations. In short, this approach is to have 

students try and break the NMT and then consider reasons why the algorithm failed to properly 

translate the text.  

Finally, the third approach is to use NMTs to assist learners in writing essays. Under this 

approach, one teaches "how" to effectively use NMTs. This approach uses three techniques. 

First, the teacher introduces the techniques of "back-translating" and "post-editing". A second 

technique is to use the NMT as a CALL tool. In this situation, the student translates the essay 

from the L1 to the L2. Then translates the L1 text with the NMT and now has two translations 

and can use the NMT translation as a point of comparison. This approach has been shown to 

have a positive effect on students’ writing (Lee, 2020). The third approach is to teach critical 

thinking skills when looking at the translation such as:  

• Beware of the limitations of NMT (do not simply accept the translation as accurate and 
reliable) 

• Analyze and interpret the translations (use the translations as learning opportunities to 
foster knowledge and consider alternative ways to express the intended meaning) 

• Self-regulate (use the NMTs to assist the writing process, but maintain agency and 
ownership of your own writing) 

5. Conclusion 

Technology like NMTs have made substantial advancements over the past decade and will 

continue to improve. Thus, language teachers need to consider how and when to use them to 

enhance learning opportunities that develop learners’ critical and creative thinking skills while 
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also learning to become autonomous and lifelong learners.  
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Abstract 

The development of cultural competences as a part of second language development is a 

critical element of language learning success. Because cultural competencies are not easily 

defined, what cultural information is being developed is also an important issue. In many 

cases, the enhancement of cultural knowledge follows prepackaged knowledge, represented 

by stereotypical images and discourse found in language learning textbooks. When 

considering English language learners, it is important to realize that many of the students 

learning the language will never even leave their home country, so there is a disconnect from 

the cultural ideals that are being promoted by such language learning textbooks. Nevertheless, 

language learners are well aware of the cultural norms and images within their own societies, 

or at the very least, they feel comfortable accessing such information. In this study then, we 

wanted students to share personal cultural knowledge with one another. Using Zoom as a 

telecollaborative tool, six Japanese students and five Taiwanese students shared personal 

cultural knowledge with one another. A follow up questionnaire and the discourses students 

produced revealed that such Zoom mini-conferences were an excellent way to promote 

cultural exchanges of information. In more specific terms, students fulfilled Lo Bianco’s (2003) 

tenets of cultural exchange, namely verbosity, politeness and interpersonal relationship 

building. For language teachers, Zoom represents an effective tool that can change the 

dynamics of the classroom while simultaneously promoting cultural understanding. 

Keywords: EFL, ELF, ESL, intercultural competences, telecollaboration 

 

1. Background 

Being culturally competent provides individuals with the ability to navigate social and physical 

environments in order to achieve their aims. Although cultural competences is an ever-

evolving concept that operates within the mind of an individual, success is intricately tied to 

the ability to communicate effectively in a plethora of settings. Hence, it should come as no 

surprise that to appropriately apply linguistic tools in a second language, cultural 

understanding must be recognized as a key to being successful (Deardorff, 2006). In other 

words, language is rarely learned in a vacuum; the days of language learning based on the 

endless translation of sentences between two languages and the repeating of boring grammar 

drills are slowly being phased out (Freiermuth, 2020). Such lifeless mind exercises pay little 

attention to the cultural competences of learners. Textbook publishers have long understood 

that culture is important and so customarily sprinkle tidbits of culture throughout second 

language textbooks, and language teachers, using various strategies and approaches, have 

a strong tendency to apply their own ideas about cultural knowledge in their classrooms as 

well (Freiermuth & Huang, 2021). 
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One problem faced by English language teachers is that culture tends to come 

wrapped up in predefined packages, especially regarding textbooks. These packages have 

been inexorably tied to Kachru’s (1992) inner circle countries, which I often refer to as the Big 

5 (i.e., the USA, Canada, Australia, New Zealand and the UK). A recent survey of a well-

established grammar textbook uncovered only three instances of cultural information that fell 

outside of the Big 5 countries. 

In defense of this practice, textbook makers would likely point to that fact that students 

want to learn the English language under the umbrella of the “source” countries. In addition, 

in ESL classrooms—generally housed in one of the Big 5 countries—it seems quite rational 

that textbooks express cultural information that can be connected to the societal norms in 

which the learners find themselves submersed. 

This line of reasoning is somewhat flawed on a couple of fronts. First, this approach is 

unidirectional. In other words, it looks at cultural information as being poured out of one 

gigantic pitcher and into many empty glasses. This is not how natural communication occurs 

in everyday life. Real communication involves sharing language and consequently, jointly 

developing cultural competences. Second, most English language learning actually falls 

outside of the Big 5 countries. Whether it be English as a Lingua Franca (ELF), as is the case 

in Malaysia, or English as a Foreign Language (EFL) as is the case in Taiwan or Japan, most 

students will never reside in one of the Big 5 countries, so the cultural information being 

provided tends to be stereotypical and exotic at best, or skewed and even inaccurate at worst.  

2. Objectives 

With this flawed approach acting as our backdrop, we wanted to provide an opportunity for 

our language learning students in Japan and Taiwan to share personal cultural knowledge 

with one another. Rather than have them share cultural knowledge with their classmates, 

which might encourage them to speak in their mother tongue, we decided to connect them 

with overseas peers using Zoom. 

Our objective, based upon a questionnaire and the discourses produced during interaction, 

was to see if this information exchange would lead to perceived cultural competences 

development. To determine the success of the project, we relied on three of Lo Bianco’s (2003) 

five tenets of cultural competences (rituals and classroom behavior fell outside the parameters 

of this study). The three tenets are as follows: 

i. Verbosity: If learners are loquacious using the second language, it indicates that they 
are willing to communicate and therefore, they are feeling comfortable sharing cultural 
information, which in turn leads to developing cultural competences. 

ii. Interpersonal Relations: If students understand how to navigate the conversation via 
the unwritten rules of engagement, it would indicate cultural understanding. 

iii. Politeness: If learners have a sense of how not to be rude, how to be funny, how to be 
indirect or direct, how to show humility and use self-deprecation appropriately, it 
indicates an understanding of cultural knowledge. 

 

3. Procedures 

 

Six Japanese university students and five Taiwanese university students agreed to participate 

in this activity. Considering that one of the foundational elements of this project was to allow 

students the opportunity to talk about their personal notions of culture, the learners were paired 

up (one Taiwanese student volunteered to have two partners) and asked to hold a Zoom 

conversation with their partners. Students were asked to bring three images of what they 

considered to be important cultural information to their meetings. The students arranged their 
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own times and were asked to record their sessions using Zoom. The videos were 

subsequently uploaded to the Zoom servers automatically, and the researchers had access 

to those recordings. After completing the discussions, students filled out a questionnaire aimed 

at gathering cultural information. Applying the tenets of Charmaz’s (2006) Grounded Theory, 

we looked for categories to emerge from the dialogue as well as the questionnaire data. 

 

4. Results 

 

As this is really a mini-paper, we will forego any lengthy discussion and simply put some of 

the primary categories that emerged in Table 1. The right-hand column displays which tenet 

from Lo Bianco (2003) the data support based upon both the spoken discourse and the 

responses to the questionnaire. For a more detailed discussion of these issues, please refer 

to Freiermuth and Huang (2021). 

 

Table 1: Culture-related Categories that Emerged and Lo Bianco’s (2003)  

Categories that Emerged Enhancement of Cultural 
Competences’ Tenets 

Enjoyment of Interaction Politeness, Interpersonal Relations 

Expressions of Culture Verbosity 

Increased Cultural Awareness and 
Knowledge 

Verbosity 

Altered Cultural Perceptions Politeness, Interpersonal Relations 

Interpersonal Relationship 
Building/Camaraderie 

Politeness, Interpersonal Relations 

 

5. Concluding Remarks 

This study’s primary aim was to see if the understanding and development of personalized 

and local cultural knowledge of EFL students could be advanced by using the telecollaborative 

tool Zoom. The questionnaire fulfilled its purpose by pointing students to the cultural issues 

that they had discussed in the one-on-one Zoom sessions. In addition, as the activity was 

founded on the notion that students would bring their own cultural icons with them to the 

sessions, the dialogic give-and-take naturally generated many discussions involving issues of 

cultural significance. Besides fulfilling the three focal point criteria of verbosity, politeness and 

interpersonal relationship building, the activity also provided evidence that cultural knowledge 

was being enhanced at a deeper level among the participating students. Deardorff (2006) 

mentions that successful cultural exchanges should affect students’ attitudes (e.g., respect, 

openness, curiosity), enhance conversation skills (e.g., listening, observing) and of course, 

increase knowledge of culture (e.g., cultural self-awareness, understanding of culture, 

culturally specific information, sociolinguistic awareness). Based upon these criteria, the 

project was truly successful. 

For second language teachers, the use of telecollaborative tools, such as Zoom, can 

really change the dynamics of the classroom. It goes without saying that such technologies 

come with expected problems; however, students managed quite well, and it gave them an 

opportunity to use English outside of the classroom sans the teachers’ prying eyes. In 

consideration of this and all of the cultural doors it can open, Zoom is a tool that we can gladly 

recommend to teachers seeking to enhance their classrooms. 
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Abstract 

Virtual reality (VR) is a technology that provides an immersive and interactive environment. 
Past research has shown a large effect size of VR on the general scope of language learning 
achievement. However, there has been no specialized meta-analytic investigation on the 
effect of VR on vocabulary learning. The present meta-analytic study attempts to investigate 
deeper into the implementation of VR on vocabulary learning for a more rigorous evidence of 
the effect sizes and a further exploration of the moderating factors. From 2007 to 2020, 13 
pooled effect sizes with seven groups of moderators were identified for the meta-analysis. 
Overall, VR has a large facilitative effect on immediate vocabulary achievement (d = 1.078) 
and vocabulary retention (d = 1.953) compared to the traditional methods. The effect is varied 
in different language distance groups, target languages, education levels, intervention length, 
and target learning outcomes. VR types (e.g., game, social) and VR platforms (e.g., desktop-
based, mobile-based) provide no significant heterogenous difference on the effect. The 
present study also offers implications for teachers of how VR can be applied in teaching 
vocabulary. VR designers can identify the features that require further development in order 
to better facilitate vocabulary learning. Researchers can also review the gaps for future 
investigations.  

Keywords: virtual reality, vocabulary learning, meta-analysis 

1. Introduction 

Virtual reality (VR) is a technology that provides an immersive and interactive 
environment. VR users can create their own avatars, walk through an artificially generated 
world, and interact with various contexts or other avatars in this virtual world with a support of 
a typical headgear (Shadiev & Yang, 2020). VR has become an emerging technology that can 
revolutionize the learning and teaching experience and boost the language learning 
performance of students (Parmaxi, 2020). Wang et al. (2019) conducted a meta-analysis 
examining the effects of using VR on language learning. The results indicated the large effect 
size of using VR on language learning achievement (d = .823). In terms of vocabulary learning, 
a moderate-to-large effect of using VR was found (d = 0.739). This facilitative effect can be 
explained by the rich contextualization and multimodal inputs that a VR program provides for 
the process of learning vocabulary (Tseng et al., 2020). However, the attempt to cover a large 
and general scope of language learning of Wang et al. (2019) leads to the limited insights 
offered for a specialized discipline (e.g., vocabulary learning). A more fine-grained meta-
analysis solely investigates the effects of VR on vocabulary learning is needed to provide a 
more rigorous evidence. Furthermore, some other moderators (e.g., intervention time, 
language distance, learning platform, aspects of learning outcome) are necessary to explore. 
There are also some emerging empirical studies in 2020 updated into the examined list. Three 
research questions of the present study are presented as following: 

i. What is the overall effect size of implementing VR for immediate vocabulary learning 
achievement? 

ii. To what extent do moderator variables have an impact on immediate vocabulary learning 
achievement? 

mailto:ntngo81@gmail.com
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iii. To what extent can VR facilitate vocabulary retention of language learners? 

2. Methods 

The present meta-analytic study searched for empirical studies published in peer-reviewed 
journal articles, high impact conference proceeding papers (e.g., from IEEE), and theses and 
dissertations repository systems. The list of databases for paper screening included: 
Educational Resources Information Center, Australia Journal of Educational Technology, 
British Journal of Educational Technology, Computer Assisted Language Learning, Journal of 
Computer Assisted Learning, Language Learning & Technology, ReCall, System, Computer 
& Education, ProQuest, Google Scholar. The article pool from Wang et al. (2019) was also 
referenced to avoid the omission of qualified studies for the analysis.  

The main purpose of the study was to compare the effect on vocabulary learning 
achievement between traditional methods (e.g., flashcards, videos, lecture, reading materials) 
and VR; therefore, the collected studies must have a control group and an experimental group 
(i.e., the group with a VR application) and provide information of vocabulary achievement test. 
Other criteria for inclusion included the provision of mean, SD, t values, or F values. The 
studies conducted the non-parametric tests (e.g., Mann-Whitney U test, Wilcoxon Sign test) 
were excluded. There were three sets of key words for paper screening: (1) virtual reality 
(“virtual reality” OR “virtual” OR “virtual environment” OR “virtual world” OR “3D” OR 
“immersion”), (2) vocabulary learning (“vocabulary” OR “words” OR “lexical”), and (3) research 
design (“control” OR “experimental” OR “experiment” OR “pre-test” OR “post-test” OR 
“vocabulary test” OR “test” OR “achievement” OR “performance”). 

3. Results and Discussion 

3.1. Overall effect size for immediate vocabulary learning achievement 

The test of publication bias was conducted before examining the overall effect size of using 
VR on vocabulary achievement. The result from the Egger’s test indicated no significant 
evidence of publication bias (p > .05). To answer for the first research question, the random-
effect model was used to obtain the overall effect size. The result showed a large overall effect 
size (d = 1.078) indicating the effectiveness of implementing VR for immediate vocabulary 
learning achievement. The test of heterogeneity was significant (Q = 180.479, p < .001), 
meaning that there was a substantial variability in the outcomes between the studies, and a 
further moderator analysis should be meaningful. Table 1 presented the findings of the overall 
effect size and the heterogeneity test. 

Table 1: Overall effect size and the heterogeneity test 

 Weighted effect 
size 

95% CI 
 

Heterogeneity 

k d SE Lower Upper  Q-value df I2 

13 1.078 0.36 0.372 1.784  180.479*** 12 93.351 

 

3.2. Moderator analysis for immediate vocabulary learning achievement 

To answer the second research question, seven groups of moderators were analysed 
including language distance, target languages, education levels, intervention length, VR types, 
VR platforms, and learning outcomes. Learning modes, namely individual autonomous 
learning, collaborative learning, and teacher-centred approach, were not analysed because 
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all selected studies utilized the individual autonomous learning in the VR environment except 
one study of Tseng et al. (2020) had investigated on the collaborative learning and the teacher-
centred approach in a VR environment. Therefore, the moderator analysis would not be 
meaningful. The description of the codes was stated in the Appendix A. Appendix B provided 
the detailed results of the moderator analyses. 

First, the test of heterogeneity showed a significant difference between the two groups 
of language distance (Q = 19.116, df = 1, p < .001). The large effect size was found in the far-
distance language group (d = 1.991), but a medium negative effect size was found for the 
close-distance language group (d = -0.345). This result provided the evidence that using VR 
could better facilitate vocabulary learning of a far-distance language but not for a close-
distance language. 

Second, moderator analysis of target languages showed a significant heterogenous 
difference among four languages. English as a target language had a very large effect size (d 
= 2.116), confirming for the effective applicability of VR into teaching English vocabulary. In 
contrast, Spanish and Swedish demonstrated small to medium negative effect sizes (d = -
0.515 & d = -0.269 respectively). The reason for these negative effect sizes could also be 
explained by the close language distance of Spanish and Swedish with the first language of 
the participants (i.e., English). More investigations are needed for the case of learning 
Mandarin in a VR environment to provide a meaningful analysis. 

Third, there was a significant heterogeneous difference among the educational levels 
when learning vocabulary in a VR environment (Q = 44.509, d = 3, p < .001). Elementary 
school students would significantly receive larger effect (d = 2.897) compared to other levels 
(e.g., junior high school students: d = 0.809; college students: d = 0.714). A noticeable finding 
was that applying VR to teaching vocabulary in college level was not necessary because the 
confidence interval of the effect was found across zero. 

Fourth, the moderator analysis of intervention length revealed a significant difference 
in the heterogeneity test (Q = 5.442, df = 1, p < .05). The effect size for a short time usage 
was very large (d = 1.549). Meanwhile, the effect size of using VR for a long time was found 
equal to the traditional methods (d < .20), and the confidence interval of the effect was across 
zero. This result implied that VR is not necessary to use for a long time. 

Fifth, there was no heterogenous difference found in VR types. In addition, the 
confidence interval of the effect of VR game type was across zero showing the inconsistency 
of using VR game for vocabulary learning compared to the traditional methods. However, 
future research could explore more into this gap since only two pooled effect sizes were 
identified for the VR game type. A clear evidence was for the large effect size of the VR social 
type (d = 0.861, k = 11) for vocabulary learning. It can be assured that the VR social type can 
facilitate vocabulary learning at a significantly larger effect than the traditional methods. 

Sixth, the two types of VR platforms, namely desktop-based VR and mobile-based VR, 
showed no heterogeneous difference (Q = 0.440, df = 1, p > .05). The effect sizes were large 
in both types of VR platforms (d = 1.133; d = 0.809 respectively). Because of the lack of 
research in mobile-based VR, Tai et al. (2020) called for more studies to validate its 
effectiveness. The present meta-analysis could preliminarily show the equal positive effect of 
desktop VR and mobile VR. Future research can further investigate the mobile-based VR to 
provide more robust evidence of its applicability in vocabulary learning. 

Lastly, the heterogeneity test was significant in learning outcomes (Q = 16.468, df = 4, p 
< .01). A very large effect size was found with the meaning recognition–visual mode (d = 
2.761), indicating that using VR could facilitate language learners to recognize the words in 
textual form. However, VR was not useful in helping language learners learn the words in 
auditory form (i.e., meaning recognition–aural mode) (d = 0.062, CI = [-1.083, 1.207]). A small 
effect size of using VR was found for the meaning recall (d = 0.436). For the productive 
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learning outcome, the analysis showed a medium negative effect size (d = -0.553) of learning 
vocabulary in a VR environment.  

3.3. Effect size for vocabulary retention 

Conducting only an immediate posttest would often cause overestimation of vocabulary 
learning progress (Waring & Takaki, 2003). Therefore, several studies that provided the results 
of the delayed posttests were further meta-analyzed to determine whether using VR would be 
more efficient in helping learners retain the words. The results from the delayed posttests of 
both control and experimental groups were examined. The effect sizes were found very large 
(d = 1.953), confirming for the superior effectiveness of using VR for vocabulary retention in 
comparison to the traditional methods. Table 2 presents the result of the retention effect size. 

Table 2: Retention effect size 

 Weighted effect size 95% CI 

k d SE Lower Upper 

5 1.953 0.612 0.753 3.153 

4. Conclusion and Implications 

The present study offers insights into teaching vocabulary in a VR environment. A total of nine 
primary studies with 13 pooled effect sizes published from 2007 to 2020 were meta-analyzed. 
Overall, implementing VR has a large effect on both immediate vocabulary achievement and 
vocabulary retention compared to the traditional methods. Similar to Wang et al. (2019), VR 
is more efficient in teaching English with a large effect size. Except for this one similar finding, 
the education levels and the VR types demonstrate different moderating effects between 
language learning and vocabulary learning. While the different education levels receive equal 
impact from a VR program in terms of language learning, elementary school students are 
benefited much more significant from VR with a very large effect size in vocabulary learning. 
Moreover, the effectiveness of using VR at college level for language learning is not remained 
for vocabulary learning. Rather, implementing VR at college level for teaching vocabulary 
shows inconsistent effects compared to the traditional methods, suggesting either the 
traditional methods be more useful or activities designed for learning vocabulary in a VR 
program need further modification. In language learning, the game type of VR shows a 
superior effect in comparison to the VR social type. However, no superior role of the VR game 
is found in vocabulary learning, and the role is inconsistent since the confidence interval 
across zero. More investigations of the VR game type are needed in order to receive a more 
robust conclusion. The VR social type is largely beneficial to vocabulary learning confirmed 
by the present meta-analytic study. Other moderator variables are examined in the present 
study, namely language distance, intervention length, VR platforms, and learning outcomes. 
A VR program is more efficient in facilitating the vocabulary learning of a far-distance language 
with a very large effect size. Nevertheless, traditional methods are still more useful for the 
close-distance language. Regarding intervention length, VR is more effective for short time 
use (i.e., one time point), but the long time use of VR does not show any better effect than the 
traditional methods. The long-time studies identified in the present study utilize only the 
autonomous learning mode for which future research can further explore the effect of VR long 
time usage on vocabulary learning with the application of collaborative learning or teacher-
centered approach to understand whether VR would have a different impact. A promising 
finding is the equal usefulness of mobile-based VR and desktop-based VR which both show 
large effect on vocabulary achievement. Learners and teachers can have a flexible choice 
between desktop or mobile devices. However, there are only two studies exploring the effect 
of mobile-based VR up to 2020. More investigations are needed in future to provide a stronger 
evidence for learning vocabulary in the mobile-based VR platform. Finally, the findings show 
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that the current VR programs are efficient in helping learners recognize the target language 
visual form. Limitations are on improving learners’ listening and productive outcomes. The 
designers of a VR program can pay attention to improving the ASR system to tailor individual 
difference (Tai et al., 2020) or offering more interactive activities targeting productive learning 
outcomes. To conclude, implementing VR generally has a large effect on facilitating 
vocabulary learning, yet teachers are expected to consider teaching’s goal, students’ 
background, and VR resources in order to ensure the best learning outcomes. 
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Appendix A 

Coding scheme 

 

Variables Description 

1. Years of 
publication 

Refer to the years that the papers were officially published (e.g., 2020). 

2. Types of 
publication 

Refer to the categories where the papers were published (e.g., SSCI journal 
article, IEEE conference proceeding paper, thesis, dissertation). 

3. Language 
distance 

Refer to “the extent to which languages differ from each other” (Chiswick & 
Miller, 2008, p. 2). The coding was based on the “Index of Difficulty of 
Learning a Foreign Language (Language Scores)” (Chiswick & Miller, 2008, 
p. 12). The scores below 2.00 were coded “far” and above 2.00 were coded 
“close”. 

4. Target 
languages 

Refer to the language that the participants need to learn in the studies (e.g., 
English, Spanish, Swedish, Mandarin). 

5. Education 
levels 

Refer to the educational levels of the participants (e.g., elementary school, 
junior high school, college). The studies had participants with different 
education levels were coded as “mixed”. 

6. Learning 
modes 

Refer to the methods in which learning occurred (e.g., individual 
autonomous learning, collaborative learning (e.g., pair work), teacher-
centered learning). 

7. VR types Refer to the design of learning activities in the virtual environment. The 
design that had participants play or make decision was coded as “game”, 
and the design had participants experience social practices coded as 
“social”.  

8. VR 
platforms 

Refer to the bases where a VR application was built on (e.g., desktop-based 
VR, mobile-based VR). 

9. 
Intervention 
length 

Refer to the length of time that the intervention occurred. The intervention 
which lasted for several days to several weeks or months was coded as 
“long” and lasted for only one time point was coded as “short”. 

10. Learning 
outcomes 

Refer to the aspects of vocabulary learning knowledge was measured in the 
studies. Emerged from the selected studies, four types of learning outcomes 
were coded meaning recognition (visual mode), meaning recall, meaning 
recognition (aural mode), and productive level. 
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Appendix B 

The effect sizes and the heterogeneity tests of the moderators 

Categories k d SE 95% CI Q df 

1. Language distance 
Close 
Far 

 
5 
8 

 
-0.345 
1.991 

 
0.309 
0.436 

 
-0.951 
1.137 

 
0.260 
2.846 

19.116*** 1 

2. Target languages 
Mandarin 
English 
Spanish 
Swedish 

 
1 
7 
2 
3 

 
1.178 
2.116 
-0.515 
-0.269 

 
0.391 
0.495 
0.307 
0.465 

 
0.413 
1.146 
-1.118 
-1.179 

 
1.944 
3.085 
0.087 
0.642 

26.926*** 3 

3. Education levels 
Elementary school 
Junior high school 
College 
Mixed 

 
3 
2 
7 
1 

 
2.897 
0.809 
0.714 
-1.383 

 
0.595 
0.200 
0.403 
0.371 

 
1.730 
0.416 
-0.076 
-2.110 

 
4.064 
1.201 
1.504 
-0.655 

44.509*** 
 

3 

4. Intervention length 
Long 
Short 

 
4 
9 

 
0.153 
1.549 

 
0.299 
0.519 

 
-0.433 
0.532 

 
0.738 
2.565 

5.442* 
 

1 

5. VR types 
Game 
Social 

 
2 
11 

 
2.379 
0.861 

 
1.772 
0.378 

 
-1.094 
0.120 

 
5.852 
1.602 

0.702 1 

6. VR platforms 
Desktop-based 
Mobile-based 

 
11 
2 

 
1.133 
0.809 

 
0.446 
0.183 

 
0.259 
0.505 

 
2.006 
1.221 

0.440 
 

1 

7. Learning outcomes 
Productive 
Meaning recognition 
(aural) 
Meaning recognition 
(visual) 
Meaning recall 
Unidentified 

 
2 
3 
5 
2 
1 

 
-0.553 
0.062 
2.761 
0.436 
0.602 

 
0.808 
0.584 
0.600 
0.205 
0.229 

 
0.154 
-1.083 
1.585 
0.035 
0.154 

 
1.051 
1.207 
3.937 
0.837 
1.051 

16.468** 
 

4 

Note: k = the number of pooled effect sizes; d = Cohen’s standardized differences in mean; 
SE = standard error; CI = confidence interval; *p < .05; **p < .01; ***p < .001. 
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Abstract  

This paper outlines the role curiosity plays in language learning, and how an atmosphere of 

curiosity can be brought to digital and traditional classrooms. Constructivist learning theory 

requires students to play an active role in their studies, which can at times leave the teacher 

struggling to engage their students. Curiosity plays an important role in stimulating learner 

activity by providing an initial spark of motivation, which can lead to more active participation, 

and ultimately to better learning outcomes. Students have differing levels of interest in their 

world and their studies, thus one key role of the teacher is promoting curiosity in the classroom. 

This requires close attention at both the macro and micro levels, in both the design of the 

overall course as well as specific tasks or assignments. This paper links research in the field 

of cognitive psychology with practical application towards promoting curious inquiry in English 

classes and materials at the university level. 

Keywords: curiosity, emotion, language learning, pedagogy 

1. Introduction  

Maintaining students’ interest can be difficult, especially during tumultuous times with the 

sudden introduction of new tools – as well as the sudden move to online classes. Despite 

these logistical changes to the learning landscape in recent years, some things remain 

constant for both the language learner and the language teacher. One such constant is the 

necessity for students to be actively engaged in their learning. To put it simply, the need for 

curiosity remains.  

1.1. Defining curiosity 

Curiosity is part of what it means to be human, we are curious from the moment we open our 

eyes as babies. Our curiosity, combined with our ability to make connections between 

disparate bits of information is one of the key traits that separates us from other animals (Eyler, 

2018). Essentially curiosity is the idea that there is an "information gap" between what we 

know and what we want to know (Lowenstein, 1994). We anticipate a reward for learning 

information that closes this gap. In some cases, the reward is tangible, but it need not be. The 

simple pleasure of having our guesses about the world confirmed or refuted can act as reward 

(Cavanagh, 2016). These rewards rely on having a growth mindset, otherwise the fear of being 

wrong can override the joy that can come from having our preconceived notions challenged 

and learning something new (Dweck, 2017).     

1.2. The importance of curiosity in language learning 

To learn a language, or any other skill, the learner must be an active participant in the process 

(Eyler, 2018). In some cases, the learners are intrinsically motivated and take the initiative to 

become involved in their learning. In other cases, they may need help. Stimulating the learners' 

curiosity is one way to encourage them to become active participants, which in turn can lead 

to better learning outcomes (Doyle, et al., 2018). 
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2. Related Literature  

Grossnickle (2014) wrote extensively about the role of curiosity in educational contexts, and 

Cavanagh (2016) authored a book on the same topic. Doyle et al. (2018) and Eyler (2018) 

provide additional background on neuroprocessing activated by curiosity and its relation to the 

learning process.  

3. Methods  

The examination of the role of curiosity in the classroom started with a review of relevant 

literature, followed by the introduction of various approaches and methods in online classes 

at a Japanese university over the past year.  Qualitative data was collected using a 

combination of student surveys, as well as my own notes recording perceived reactions to 

lesson plans and materials used in class.  

4. Results and Discussion  

Despite, or perhaps because of, the sudden move to online teaching, I found that there were 

many opportunities to try new things in the classroom and students may have been more 

receptive than they may have been under usual circumstances. Though we lost face-to-face 

interaction online, new tools made injecting novelty and creating an “information gap” less time 

consuming than in the past. Based on self-reported student response and backed by my own 

observations I found three simple approaches that struck a balance between prompting 

students’ curiosity and minimizing preparation time.  

Hiding and manipulating elements on screen: Instead of playing a slideshow 

presentation of the lesson, displaying a slideshow (PowerPoint, Keynote, etc.) in edit mode 

gives more flexibility in terms of hiding and revealing elements. Using a square shape overtop 

of elements on a slide is a convenient way to hide and reveal them. Students know something 

is under the square, the question is what. As novelty is an important component of curiosity 

(Cavanagh, 2016), I try not to overuse hidden elements. A square with the same or similar 

color to that of the background can be used to hide elements for the purpose of directing 

attention elsewhere. When the objective is to draw students' attention to what they think might 

be behind the square, strong contrasting colors do the job.  

Using high quality pictures: Pictures are great ways to spark interest, generate an 

emotion, or provide additional context. Students viewing pictures on their personal devices 

have a more immersive experience compared to standard projectors or in-class displays. 

There are endless questions to ask about pictures, and there are engaging pictures available 

relating to almost any language target or topic. Sections of pictures can also be hidden and 

revealed. Using high quality pictures related to the language aims gives students the 

opportunity to make predictions and engage with the material on an emotional level, which 

then can lead to increased retention (Eyler, 2018). 

Mini-posters: In the production phase of a class, creating quick assignments based on 

the language aims of the lesson helps generate curiosity among students who are not 

physically together. Students, who are already online, can find photos to help illustrate their 

ideas while writing captions or additional information based on their language level. Rather 

than going around the class to interrogate each student on what they have done, giving 

students time to prepare an impromptu mini-poster with their ideas gives them a chance to 

relax and time to think, both of which are important for sparking students' curiosity (Cavanagh, 

2016). It also allows them to comment and take interest in their classmates' work, which can 

help create a sense of importance, by connecting the material to their classmates and the 
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larger world. This combination of importance and emotional connection can help students 

create more durable learning opportunities (Doyle, et al., 2018). I found using shared Google 

Slides via Google Classroom to be the easiest to implement, though there are other platforms 

available for students to create quick multimedia presentations.  

5. Conclusion  

Curiosity is a fundamental part of the learning process and encourages students to be curious 

but need not be overly complicated. Adapting basic classroom tools, creating a non-

threatening atmosphere, promoting a growth-mindset, leaving space for student inquiry, and 

modeling an interest in the subject matter are all ways teachers can create the conditions for 

a curious classroom and improve overall learning outcomes.   
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Abstract  

In this digital era, media savvy but not media literate can be disastrous. Data shows that 70% 
of young people around the world are online. This means that the Internet, and social media 
in particular, should be seen as an opportunity for learning and can be used as a tool for the 
new forms of literacy. Media and information literacy (MIL) encompasses the practices that 
allow people to access, critically evaluate, and create or manipulate media. Media literacy 
education is intended to promote awareness of new media influence and create an active 
stance towards both consuming and creating media. Imparting media and information literacy 
into the English language classroom to bridge the language barriers was first pilot tested. 
Incorporating media literacy in teaching listening, speaking, reading, writing and language art 
skills is aligned with the current CEFR curriculum managed to bridge the language barriers. 
MIL recognizes that students are learning in the classroom as well as outside of the classroom 
through information, media and technological platforms. It enables students to question 
critically what they have read, heard and learned. It is necessary that all peoples acquire MIL 
competencies (knowledge, skills and attitude), children and youth are at the heart of this need.  

Keywords: Media, Information, literacy  

1. Introduction 
Students spend most of their time on social media but they are not media literate. Students 
who are digital literate but not media literate can be disastrous. Introducing information and 
media literacy enables pupils to show and make correct judgements as well as to become 
skillful creators and producers of information and media messages. On top of that, students 
seldom focus on current news but are attracted to Tiktok or Youtube video creation. 
Embedding the news topic to create fun teaching and learning activities is able to bridge the 
language barriers and hence build up awareness and communication among pupils. Students 
can create meaningful content of Media and information literacy (MIL) via the Tiktok or 
Youtube video creation then.  

1.1. Media and Information Literacy  

MIL emphasizes on a critical approach to literacy. It allows learners to critically evaluate any 
media as a source and utilize media as a legitimate and productive source. In contemporary 
information societies, citizens need to be able to effectively access, organize, analyze, 
evaluate, and create a range of images, sounds and texts on a daily basis if they are to play 
a full part in society. These capabilities are referred to as ‘media and information literacy’ (MIL) 
which UNESCO define as the ability to ‘interpret and make informed judgments as users of 
information and media, as well as to become skilful creators and producers of information and 
media messages in their own right’ . Media and information literate citizens must have a good 
understanding of the functions of the media in a democratic society including a basic 
knowledge of concepts such as freedom of speech, the free press and the right to information. 
Information literacy empowers people in all walks of life to seek, evaluate, use and create 
information effectively to achieve their personal, social, occupational and educational goals. It 
is a basic human right in a digital world. 
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Media literacy is the ability to access, analyse, evaluate, and create media. It aims to empower 
citizens by providing them with the competencies (knowledge, attitude and skills) necessary 
to engage with traditional media and new technologies. The term "information literacy" 
describes a set of abilities that enables an individual to acquire, evaluate and use information. 
There are five components: identify, find, evaluate, apply, and acknowledge sources of 
information.  An infodemic is too much information including false or misleading information in 
digital and physical environments during a disease outbreak. It causes confusion and risk-
taking behaviours that can harm health. It also leads to mistrust in health authorities and 
undermines the public health response. An infodemic can intensify or lengthen outbreaks 
when people are unsure about what they need to do. 

1.2.  MIL in the English classroom  

MIL in the English classroom recognizes that students are learning in the classroom and 
beyond the classroom through information, media and technological platforms. It enables 
students to question and evaluate critically what they have read, heard and learned. With 
growing digitization – an expansion of social media and internet use – information can spread 
more rapidly. This can help to fill information voids quickly, however, it can also amplify harmful 
messages. With most people now spending more and more time on social media, it is high 
time to be discerning of what you see online. Fake news is dangerous. Studies found that false 
news spread faster on Twitter than on any social media platform. People want to share 
information that is newsworthy - in some sense the truth value is less of a concern. We are 
saturated with news, so things have to be more and more surprising or disgusting to get 
attention. The spread of fake news is like the sharing of gossip. The point about gossip is, the 
best gossip is juicy gossip - the last thing people are worried about is whether it is true or not. 
MIL is for all, yet we cannot neglect to recognize that children and youth are at the heart of 
this need. Data shows that 70% of young people around the world are online. This means that 
the Internet and social media should be seen as an opportunity for learning and can be used 
as a tool for the new forms of literacy. As the CEFR master trainer of learning material adaption 
and design, I also make sure that embedding MIL activities in the English classroom is aligned 
with the CEFR curriculum for listening, speaking, reading, writing and language arts skills. 

1.3. Mitigate learning loss 
If students acquire MIL competencies, they mitigate learning loss. Students can search and 
critically evaluate, use and contribute information and media content wisely, manage one’s 
right online, combat online hate speech, cyberbullying and ethical issues of accessing and 
use of information 

2. Related Literature  

Media could play a large role in shaping people’s perspective. News media clearly has some 
influence on people’s perspectives across a range of topics (Scheufele 2013), and it becomes 
increasingly apparent that the potential effect of the news media is now powerfully magnified 
and channeled by search engines and social networks (Winter, Kra¨mer, Appel and Schielke 
2010). 

According to Baron and Byrne (2000) there were four categories that constitute one's 
social behaviour. First, the behavior and characteristics of others, in this aspect the teacher 
plays an important role as a figure that will be able to influence the formation of students' social 
behavior because it will give a considerable influence in directing students to do something 
deed. Second, the cognitive process of memory and thought that contains the ideas, beliefs 
and considerations that form the basis of his social consciousness. Third, environmental 
factors, where  the natural environment can sometimes affect a person's social behavior. 
Finally, the cultural background was a place of behavior and social thought that happened in 
a cultural society. In the context of physical education learning the most important thing was 
to respect each other's differences. 
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Based on research results Anindhita (2016) society today was greatly facilitated by the means 
of online resources. There is a very significant contribution to the social life of the community. 
Case studies are used to get students‘ opinions on the issues. For example, Ain Husniza Saiful 
Nizam used TikTok to tell the world about a teacher’s sick joke, sparking an outcry over the 
violence faced by Malaysian girls and women. There was widespread support for her criticism 
of rape culture in the classroom. However, it also sparked a backlash against her, highlighting 
the difficulties children face in questioning inappropriate behaviour and harassment and the 
willingness of authorities to address it. Her case has been a catalyst for raising awareness 
about gender-based abuse in schools.  According to the UN Convention on the Rights of the 
Child, children need to be protected from harmful media content. Children have right to 
participate in the media and have their voices heard. It proved that MIL is very practical in the 
classroom. 

3. Methods  
This research used quantitative descriptive analysis with quantitative research approach. 
Purposive sampling was used. Data were collected by distributing questionnaires through 
Google Forms.  
 

4. Results and Discussion  
Media Literacy Survey for primary school pupils was done in several schools in Malaysia 
randomly. There are 300 respondents aged 8-12. 56.6% of the respondents were female and 
43.4% of the respondents were male. Top social media platforms the students spent the most 
time were YouTube (86.7%), WhatsApp (49.6%), TikTok (33.6%), Instagram (23%) and 
Discord (22.1%).  Their main reasons for using social media were to have fun, communicate 
with friends and family and to study or learn something new.  

Normally they find information from social media (45.1%), search engines (42.5%) and 
online encyclopaedias (25.7%). The majority (40.7%) rate themselves as average in knowing 
how to decide if the information they find is useful. The minority (20.7%) say they always check 
the information they receive as correct before sharing it. The most common methods used to 
verify information is by asking someone who knows more than them, followed by using search 
engines and checking different websites or platforms. 79.3% of them say they do not know 
how to verify information.  

The majority (46%) never share content or information they receive online. Those who 
do share it daily (15.9%) or weekly (15.9%) in order to update others, get opinions, and for the 
sake of interaction.The majority (52%) never create their own content. When asked what they 
do when they see false information in a social media post or message, the majority (42.5%) 
report it, 34.5% do nothing, 19.5% privately message the author and 20% publicly comment 
on it. 72.9% of them are at least fairly confident in their ability to judge the accuracy of news 
especially it involves no. of Covid-19 cases; dates for school reopening; MCO SOPs. There is 
no indication whether they can distinguish rapid changes in news and inaccuracies. Of the 3 
who commented that media literacy is important, the solutions they have in mind are more 
content-oriented/externally regulated (Eg. use fact-checking sites, schools should curate list 
of reliable sites) vs skills-focused/promoting student agency. 

42.9% of the respondents spend less than 4 hours on social media, 28.6% of them 
spend 4-10 hours and 10-20 hours respectively. 42.9% of them went online to solve the 
learning and life problems while 57.1% of them went online for entertainment purposes. 57.1% 
of the students felt that surfing the Internet was of utmost importance for them, 28.6% of them 
felt that it was important, 14.3% of them felt that it was not important at all. 71.4% of them will 
first confirm the news is true before posting while 28.6% will just do so occasionally. 100% of 
them agreed that fake news, deflaming rumours and malicious comments are uncivilized. They 
have such consciousness. 71.4% of the students believed that people's social media reflects 
their real life and 28.6% felt that it is not true. 100% of them did not spread news online. 28.6% 
of them chose to trust the online info completely. 42.9% of them trust the online info selectively. 
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28.6% of them do not trust the online info completely. 71.4% of them believed the discussion 
online is based on facts and 28.6% of them believed the discussion online is just catching up 
with the trend without knowing the truth. 71.4% of them objected to the uncivilised manners 
online while 28.6% could not accept the uncivilised manners. 71.4% of the students chose to 
close the window if they encountered unsuitable content online. 14.3% of them chose to open 
to view the details. 
 

Table 1: The Result Analysis of Multiple Linear Regression 

Model 1 Unstandardized 
Coefficients  

Standardised 
Coefficients  

T  Sig  

                                              B Std. Error             Beta  

(Constant) 23.261 5.051  4.605  .000  

MIL Literacy                                            .139  .115  .103  1.216  .226  

Online_Resources .591  .116  .434  5.102  .000  

 

According to the above table, multiple linear regression analysis was Y = 23.261 + 0.139X1 + 
0.591X2. This means that the constant was 23.261 where MIL literacy did not give a significant 
influence to Y because the score was 0.226>0.005. On the other hand, online resources gave 
positive influence on social behavior of 0.000<0.005. MIL significantly influenced students’ 
social behaviour and was rejected. Online resources significantly influenced students’ social 
behaviour. MIL and online resources significantly influenced students’ social behaviour. 

5. Conclusion  

The result of multiple regression analysis showed that MIL and Online Resources have 
contributed significantly to influence students’ social behaviour for 22.4%. Furthermore, the 
influence of online resources on social behaviour was 16.97% and the influence of MIL on 
students’ social behaviour was only 1.14%. Therefore, educators should embed MIL and 
create more fun learning activities to make students easier to understand the skills and they 
can be more media and information literate in the real world. 
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ABSTRACT 

 

The poor ability of public speaking of EFL students in university becomes barrier for them in 

communication especially when they talk in front of many people. This issue needs to be 

overcome so they will have better proficiency as public speaker. To cope this barrier, Virtual 

Class Drilling was applied to students in Academic Speaking class. The research question 

was formulated “How is the application of Virtual Class Drilling to Improve Public Speaking 

Skill of EFL Students in University?” The study was aimed to describe the application of 

Virtual Class Drilling to improve public speaking skill of EFL students in university by using 

action research design. Two cycles were applied in this research to 36 students of Academic 

Speaking class in English Education Department, Unversitas Muria Kudus. The result 

showed that Virtual Class Drilling significantly improved their public speaking skill with score 

average 72.57 categorized sufficient (63.2%) in the first cycle and it was strengthened in 

second cycle with better result of score average of 79.35 categorized good (82.7%). Some 

treatments given during the class drilling virtually (e.g., brainstorming activities for raising 

issue chosen, mirror rehearsal for improving verbal and non-verbal communication, and 

virtual peer-rehearsal) positively improved students’ public speaking skill. 

 

Keywords: Public speaking, Virtual class, EFL Students 

 

1. Introduction 
 

Good language skills need to be owned and learned by everyone. The abilities that students 

must have through learning Indonesian at school include four aspects of language skills, 

namely listening skills, speaking skills, reading skills, and writing skills. These four skills are 

expected to be mastered by students at a higher level. Learning English is essentially learning 

to communicate. Therefore, learning English is directed at improving students' ability to 

communicate both orally and in writing. Language consists of several communicative actions 

that can be studied intensively through practice, practice, and role playing. One of the 

important language skills taught and improved to students is speaking skill. The purpose of 

learning speaking skills is to train students to speak words orally politely, well and correctly, 

and can convey thoughts effectively in official forums or in front of many people with 

confidence. One must muster self-confidence, courage, and strength by experiencing all that 

has never been done. Every event that students go through, no matter how small, will become 

strength and courage in the future by trying all stages of learning through practice and practice 

(Novia, 2012, p.7). 

Based on initial observations on the public speaking ability of EED UMK students in 

the Academic Speaking class, it is known that the percentage of ability to convey ideas in front 

of people and official forums is still low, namely 65.27. In addition, students are also still lacking 
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in linguistic aspects which include accuracy of speech, use of pressure, tone, and rhythm of 

speaking, choice of vocabulary, views, expressions, and fluency in speaking. During the 

speaking learning process when the researcher taught, students had difficulty expressing their 

ideas through questions and answers, especially in expressing comments and answers. 

Students are still passive and do not yet have the courage to speak. They must be pointed at 

the questions to answer or speak. In speaking learning such as discussion and question and 

answer, students have difficulty in expressing their thoughts and feelings fluently. Compiling 

sentences has not been effective, compiling the flow of speech has not been cohesive and 

cohesive. Students still think for a long time when talking, while looking at texts or notes and 

have not fully concentrated in developing speaking skills. This situation hinders the 

improvement of their speaking skills in public, so a way is needed to carry out intensive 

activities that lead them to improve their public speaking skills. 

The selection of the Virtual Class Drilling technique is one way to improve students' 

speaking skills in public (public speaking). As stated by Chamot and Kupper (1989) that a 

learning strategy that allows students to develop competence in the target language is to use 

various techniques to help them understand, store, and recall new information and new skills. 

In addition, this technique is one of the strategies of the learning process that is integral to 

several language skills, such as writing, speaking, and role playing. The process of this 

learning activity allows students to express their ideas and abilities through the Virtual Class 

Drilling technique so that the learning objectives are achieved, namely improving students' 

public speaking skills. 

 

2. Public Speaking  

 Speaking is one of the important skills which has to be mastered by all students. As 

one of the major skills needed in the world communication today, speaking emphasizes in oral 

performance. It is a productive skill that can be directly and empirically observed. Brown (2004, 

p.72) states that speaking consists of some spoken components used also as the assessment. 

They are grammar, fluency, pronunciation, vocabulary use, and comprehension (content). 

Those components give a big role for non-native English speakers. According to Chaney & 

Burke (1998), speaking is the process of building and sharing meaning using verbal and non-

verbal symbols, in a variety of contexts. It is a crucial part of the language learning process, 

and it is also the one skill, which has often been neglected in English as Foreign Language 

classroom. Oral performance is a priority in everyday English communication. Speaking 

seems intuitively the most important of all the four language skills (listening, speaking, reading, 

and writing) since people who know a language are referred to as a ‘speaker’ of that language, 

as if speaking included all other skills of knowing that language (Ur, 1996). In other words, a 

learner’s end product of language learning is to be capable of speaking the target language 

fluently. Bygate (198, p.3) explains that knowing or learning a language centrally involves 

being able to ‘speak’ it, or the common claims that language pedagogy and linguistics prioritise 

the study and teaching of the vernacular. Within an applied linguistic or teacher education 

programme, the study of speech also needs to develop an understanding of pedagogical 

options in promoting oral abilities. This implies developing in students a critical awareness of 

the range of approaches for the teaching of speaking, from the more controlled, teacher-

centred approaches that are available, to the more unscripted, exploratory approaches that 

are being developed, in which the teacher’s role is more that of setting challenges, facilitating 

work, monitoring progress, and providing formative and where necessary summative 

feedback. The important focus concerns the impact of oral tasks in channelling students 

towards various aspects of spoken language and their use, notably: distinct discourse 

patterns; distinct sets of lexico-grammatical features; distinct interaction patterns; different 
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modes of processing, encouraging students to concentrate as needed on the fluency, 

accuracy, or complexity of their speech. From the learner’s perspective, speaking is the most 

complex and difficult task among the language skills since their preparations should include 

knowledge about the language and the skills involved in using it (Bygate, 1987). EFL students 

argue that within the four language skills, speaking ability is the one that the students thought 

they should improve. This what makes public speaking is important to master by students. 

Public speaking is the process of delivering topics in front of more people or the 

audiences, whether in the classroom for students or in the certain occasion (an event or in the 

working place). As a student, this ability will be very useful when they need to deal with their 

assignments from their lecturers to be presented or shared in front of the class. The success 

of a public speaking is if the message delivered can be received by others clearly. Moreale et. 

al. (2007) state that a speech will be effective when the message conveyed and understood 

successfully by the audience and a speech will be appropriate when the way he or she delivers 

matches with the context of the speech delivery. The public speaking skill depends on the 

effectiveness, and appropriateness of the speaker’s speech obtained from the manner or the 

way in delivering the message in certain setting of situation. The setting covers the situation, 

the target audience, the purpose of the speech, the issue, norms, and standards. The 

knowledge, motivation, and skills of the speaker will affect much to the successful of the 

speech delivery (Backlund, et. al., 2015). 

 

3. Virtual Class Drilling 

Drilling was a key feature of audio-lingual method which placed emphasize on repeating 

structural pattern through oral drill. It has been used in foreign language classroom for many 

years. Tice (2004) stated that drilling is effective technique in the classroom if it is used 

appropriately. Some benefits can be obtained for students when the technique is applied; 

1. Increasing accuracy, fluency, and complexity since the focus of the activity is more 
specific. 

2. An intensive practice for listening and expressing certain vocabularies or phrases.  
3. Build a positive atmosphere in the learning Speaking, especially for students who still 

have low speaking skill or confidence. 
4. Correction of pronunciation will be more concerned by the students, and it makes them 

realize the mistake then soon improve it. 
5. Students will get feedback from teachers or classmates when they produce incorrect 

pronunciation in discussion session. 
Drills are used usually at the controlled practice stage of language learning so that students 

have the opportunity to accurately try out what they have learned (Matthews, et. al., 1991, 

p.210). 

During the pandemic situation, all activities related to teaching and learning must be 

conducted virtually. This requires the teachers to modify the way they teach, especially in 

speaking. Most teaching concepts which were applied conventionally (offline) should be 

modified into online teaching. It means, the use of technology has important role in transferring 

the topic or conducting the activities. Even though online learning still becomes controversial 

concept, but many opinions argue the advantages of it. Gonzales (2010) state that there are 

some benefits found in conducting online learning. They are engaging students in online 

discussion, providing specific information for students and teacher, and supporting 

knowledge-constructing assignment. 

Almost all educational level now starts to adapt with technology use in carrying out the process 

because it contributes a high interactive and simulative experience for students. Besides, 

participants become broader since the activity has flexibility in access, distance, and medium. 
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4. Methodology 
 

The design used in this study is Classroom Action Research (CAR). Hopkins (1993) argues 

that CAR is a reflective study which has spiral cycle in doing the treatment. It begins with 

reflecting process on the teaching and learning activities impact which have been carried 

out. 

Figure 1: Spiral Classroom Action Research (Hopkins, 1993) 

 

Based on the picture above, the first step in classroom action research is to carry out planning, 

for example creating learning scenarios, observation sheets, student activities, teacher 

activities and others. Then the next step is the implementation of the action. At this stage 

observations are made. Furthermore, doing analysis and reflection. If the method used has 

been successful, conclusions can be drawn, but if the method used still needs improvement, 

further plans will be carried out. 39 students of English Education Department, Universitas 

Muria Kudus became the subject of the study, and the research was conducted in Academic 

Speaking class in semester four. 

 

5. Result and Discussion 

 

Research data was obtained through an oral speaking test in the form of speech performance 

for English Education Department students in the Academic Speaking class. The factors that 

are observed and assessed in improving speaking skills through speech performance are 

linguistic and non-linguistic factors. The assessment of the oral test observed from the 

language facilitator is how students use the accuracy of the pronunciation of the word, tone, 

and intonation, and the choice of the proper vocabularies according to the issue chosen. The 

non-linguistic factors observed were the content (detailed), eye contact, 

gestures/expressions, and fluency. Non-test assessments were carried out by observation 

and online interviews combined with the results of documentation. The student activities 

observed were the ability to build ideas, courage, creativity, and seriousness. 

After doing treatment and assessment in the first cycle, the performance of students 

was different. There was progress even it was not much. They have better intonation and 

pronunciation compared with preliminary test. However, it was not significantly improved and 

other aspects like diction, fluency, body language still need to be drilled more. From this 

result, the researcher decided to continue the treatment to the next cycle. By focusing on all 

points such as pronunciation, intonation, diction, fluency, and body language, the treatment 

was done intensively. The rehearsal activity was done in peer by reviewing each other so 

they got feedback from their partner before checked by the lecturer and accepting further 
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feedback. Some are still difficult in combining the verbal production and non-verbal 

production. Due to this factor, students were encouraged to upgrade their understanding 

about the content they deliver so the verbal production such as pronunciation, intonation, and 

diction would be improved. 

After doing the assessment in the second cycle, the performance of students was 

much better than the previous cycle. They had better pronunciation, intonation, and diction. 

Furthermore, their fluency is also improved well. Those result the increased of score average 

from students’ speech performance. This improvement motivated them to ask more feedback 

dealing with their performance to make them better. Based on the interview with the students, 

it was gained the conclusion that they were still hard to improve their body language during 

the speech performance because it broke their focus in the middle of speech delivery. 

Besides, facing camera in delivering the speech was much more difficult than facing the real 

audiences in offline meeting. They were hard to focus their eye contact to the camera and to 

maximize face expression to support their performance. 

Since the students were motivated more to get better skill and there were still some 

factors must be fixed, the researcher tried to achieve another better result for students’ skill 

by doing the third cycle. In the third cycle, the treatment focused on the body language aspect 

to support the performance. To reach the maximum result, the treatment was done directly 

virtually face to face practice via WhatsApp video call. It took time, but students got 

comprehensive input and feedback. They should put half of their body in the frame of camera 

so their performance will be seen completely. After conducting intensive treatment, the 

assessment was done to see the result. The last activity in the third cycle resulted positive 

improvement. Students got better score for their better last performance in speech delivery. 

The students coped well with the aspects that caused the difficulties in delivering the speech 

after treatment was given in the third cycle. 

Those progresses of students in all treatment indicate that their motivation in learning 

has not been gone even the learning process conducted virtually. As the result, the drilling in 

virtual class is able to improve students’ public speaking skill. The following figure shows the 

improvement of their skill through score average obtained from the assessment. 

 

Figure 2: The improvement of students’ performance in every cycle 

 

 

6. Conclusion 

Virtual class drilling becomes effective technique to keep running the Speaking class, 

especially during this pandemic era. Students feel motivated and show the improvement in 
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Public Speaking skill, especially speech delivery. Aspects which become barriers in their 

performance such as pronunciation, intonation, diction, fluency, and body language have 

been overcome well and it affects positively their self-confidence. This could be a very 

prospective issue for further research to conduct study for another public speaking skill like 

making an effective presentation. 
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Abstract  

Writing is a great way to express one’s ideas and educate oneself. As for ESL learners, writing 
is a significant element in determining their learning achievement. Recently, teachers are 
seeing a lot of poorly written essays due to poor idea in organization and content. Taking this 
problem seriously, teachers are coming up with attractive learning methods using online 
applications and interesting materials. In addition, due to the Coronavirus (COVID-19) 
pandemic, teachers are forced to use online applications to not only attract students but to 
help them understand the lesson better. The few online applications that are used widely are 
Quizizz, Kahoot!, Google Classroom, Zoom Education, Quizlet, etc. For the purpose of this 
study, researchers used COGGLE as the instructional tool to investigate its effectiveness in 
enhancing writing skill, particularly the idea in organization and content. The mind map 
constructed in COGGLE is used as a guide by the students to write an organized essay. This 
study is quantitatively done on 20 secondary students in a local secondary school in Johor. 
Students are at B1 CEFR level and to carry out the study, pre-test and post-test were used in 
control and experimental groups. At the end of the study, a questionnaire was distributed to 
gauge students’ outlook on COGGLE. After descriptively analyzing, the result shows that the 
use of COGGLE has a positive impact on students’ idea in organization and content and 
students agree that COGGLE helped them to write better.  

Keywords: Online Applications, COGGLE, Education, Writing Skill, ESL Classroom 

1. Introduction  

The Education system is undergoing rapid changes due to the converging effects of 

globalisation and the Information and Communication Technology (ICT) revolution. In 

conjunction with this revolution, educators around the world are implementing new teaching 

and learning methods incorporating ICT. Therefore, Malaysia has adopted the Common 

European Framework of Reference (CEFR) to keep up with international education standards 

(Malaysia Education Blueprint, 2013-2025). The CEFR mainly focuses on writing, speaking, 

listening and reading. Among these four skills, writing skill is the most difficult for students to 

master. According to the Cambridge Baseline Report (2013), there is a strong sign of students' 

poor writing abilities. Writing is one of the four essential basic skills of a language that helps 

to convey ideas and facts clearly (Harmer, 2010). However, many learners struggle to 

articulate creative ideas and organise them in writing. Therefore, this issue should be 

addressed immediately. According to Gardner's Multiple Intelligence Theory, each human 

being is capable of seven distinct types of knowledge (Gardner, 1989). The use of COGGLE 

(mind mapping tool) is directly related to the principle of spatial-visual intelligence, capacity to 

think in images and ideas to imagine accurately and abstractly. Incorporating COOGLE as a 

pre-writing tool helps students to unlock their personal context knowledge, make predictions 

about the facts, and develop new ideas. Therefore, this study aimed to determine the impact 

of using COGGLE to help ESL students improve their writing skills, especially in the content 
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and organisation. As a result, this approach may be a way for students to enhance their writing 

skill. The following research questions were formulated: 1) Does COGGLE improve the 

content and organisation of secondary ESL learners' writing skills? 2) What is the learner's 

perception of the use of COGGLE for learning to write? 

 

2. Related Literature  
 

2.1.  Writing  

Writing is considered the most important skill for success in and out of the classroom and it 

has received greater attention in educational programs (Nigh, 2021).Based on the results of 

local studies, researchers have found some common problems among students: struggle to 

generate ideas, have low motivation and rarely practise writing outside of class (Dar & Khan, 

2015; Qu, 2017; Qasem, & Zayid,2019; García, 2018; Fareed, Ashraf, & Bilal, 2016). 

Therefore, they face difficulty to write a good essay, and some even leave the exam hall 

without showing any attempt to answer the writing section (Erkan and Saban , 2011).  

2.2.  Technology in students’ language learning 

The integration of technology has become an important aspect of the teaching and learning 

environment to enhance language learning. Technology plays a major role in motivating and 

enhancing students' language learning (Rajendran et al., 2019). Technology tools are known 

for collaboration, networking, sharing and creating knowledge and information, and all these 

features are essential in education (Gupta & Pathania, 2020). Thus, the integration of 

technology is important for writing as it positively affects students' writing skills and improves 

their ESL writing (Bakeer, 2018; Franco-Camargo, & Camacho-Vásquez, 2018; Regan, 

Evmenova, Sacco, Schwartzer, Chirinos, & Hughes, 2019). 

2.3.  21st century learning  

Our educational strategy focuses on 21st century learning to keep up with globalisation and 

educate students to compete in the global economy. It also emphasises four skills that 

students should master: (4Cs) - communications, critical thinking, cooperation, and creativity 

(Buletin Anjakan Buletin Transformasi Pendidikan Malaysia bil 4/2015). Here, all teachers 

serve as a great support system throughout the learning session. Teachers must employ 

various approaches that are appropriate for the subject and the skills to be acquired. One way 

to motivate students to write with interactive learning tools is static graphics on the Internet 

(Shararuddin et al., 2021, 961). 

 

2.4.  The use of COGGLE to generate ideas in writing 

According to Abdul Rahaman et al. (2020), multimedia tools can facilitate the teaching and 

learning process for students. COGGLE software helps students record their thought 

processes before, during, and after writing tasks (Deegan, 2020). The mind map in COGGLE 

software is similar to traditional mind maps where the main topic is connected to the central 

topic through branches that start from the central images. Each branch is labelled with a 

keyword or image. Lesser items within each category derive from the relevant branches. 

COGGLE consists of frames of concepts connected in either radial, hierarchical, linear, or 

nonlinear ways (How to use Coggle to support team planning sessions, 2019). It is easy to 

use and it helps students generate ideas during brainstorming sessions (Ernidawati & Sutopo 

2017: Yunus & Chien, 2016). 
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3. Methods  

This study followed a quasi-experimental design. The independent variable is COGGLE, while 

the dependent variable is students' improvement in writing, focusing on content and 

organisation. A total of 20 Form 2 at BI CEFR level students from a public secondary school 

in Johor were selected as the sample for the study. There were 6 boys and 14 girls who were 

equally divided into two groups: the experimental group and the control group. A pretest, 

posttest, and questionnaire were used to collect the necessary data. This study was conducted 

for three weeks. Both instruments were validated by three senior teachers in the researchers' 

school. Only the experimental group underwent treatment twice by using COGGLE, before 

the posttest While the control group underwent the same pretest and posttest. The pretest and 

posttest questions were designed according to the revised CEFR writing format. The pretest 

and posttest scripts were scored with focus on content and organisation using a revised scale 

for Form Three Central Assessments PT3 exam. At the end of the posttest, a self-developed 

Likert scale questionnaire was distributed to find out how learners perceived the use of 

COGGLE in learning to write. The data collected from the respondents were analysed using 

descriptive analysis.       

4. Results and Discussion  

The pretest, posttest, and questionnaire data are presented in the following tables. 

 

Table 1: Marks obtained before and after treatment 

 

Table 1 shows the marks obtained by the students in the pre-test and the post-test. The red 

colour represents the experimental group while the white represents the control group. The 

researchers focused on the content and organisational part of the students' writing and 

tabulated their scores before and after the treatment. The control group showed a range of 

differences between 2 and -1 marks. In the experimental group, 1 student improved by 5 

marks. Only 1 student showed no improvement at all in the control group.     
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Table 2: Students’ responses towards the use of COGGLE 

 

In table 2, students had to answer 5 questions from a questionnaire to find out how 
they felt about COGGLE. 60% agreed that using COGGLE made writing more exciting and 
70% agreed it helped them generate ideas. 40% of the students agreed COOGLE takes up 
their time when used as a prewriting exercise. 

After analysing the data, it can be stipulated that the students in the experimental group 
showed more improvement after being introduced to COGGLE than those in the control group. 
Even though the students in the control group show some improvements, they are not as great 
as those in the experimental group. This proves that using COGGlE helps students to improve 
their writing skills, especially in terms of content and organisation and this ultimately answers 
research question 1: Does COGGLE improve the content and organisation of secondary 
school students' writing skills?  

The majority of students agree that using COGGLE makes essay writing interesting 
and helps them to generate ideas. Some students find COOGLE convenient, but some feel it 
takes too much time when used as a pre-writing activity (Muhib, Anggani & Hartano, 2014). 
This suggests that some students are more confident when writing in the traditional way 
without outline (Yunus & Chien, 2016). But overall, it can be inferred that students have a 
positive perception towards COGGLE, which answers the second research question. In 
conclusion, this study proves that COGGLE has an impact on students and helps them 
improve their writing skills. 

5. Conclusion 
  
In this study, researchers aimed to determine the impact of using COGGLE to help ESL 
students improve their writing skills, especially the content and organisation. Looking into the 
findings, it can be concluded that using COGGLE does improve students’ writing skill and 
students find it helpful to develop ideas for their writing. 
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Abstract 

The English curriculum reform along with the implementation of CEFR changed grammar 

instruction in Malaysia. Before, grammar was taught deductively with a separate grammar 

module. Currently, the curriculum advocates the inductive grammar teaching method by 

eliminating the grammar module and infusing grammar into other language skills. What are 

the attitudes and beliefs of Malaysian primary school English teachers on this change of 

grammar instruction? Which grammar teaching method do teachers prefer to use, deductive 

or inductive? This paper reports a survey on Malaysian English primary school teachers’ 

beliefs and attitudes towards this curriculum change (deductive to inductive grammar 

teaching) and the preference of teachers towards the use of grammar teaching methods 

(deductive or inductive). The results show that Malaysian English primary teachers do not 

agree with the curriculum change and prefer to use both grammar teaching methods. The 

results indicate that the English curriculum should not focus on only one grammar teaching 

method, and impacts curriculum development and teacher-training programs. 

Keywords: Grammar Teaching, Inductive, Deductive, Teacher, Preferences 

1. Introduction  

Grammar is an important element in second language learning, but there is a lack of 

consensus on how grammar should be taught (Canh & Roger, 2009). The Malaysian English 

primary school curriculum saw a reform in grammar teaching starting from year 2016 (Farehah 

& Salehhuddin, 2018). Prior to year 2016, grammar was mainly taught deductively and in 

isolation with its own learning module. After the reformation of the curriculum, teaching 

grammar inductively, infused within the teaching of the four language skills was advocated, 

eliminating grammar as a learning module. There is a change of grammar teaching in the 

primary school English curriculum from the deductive method to the inductive method.  

The rationale of this study is to understand the perception and preferences of teachers 

towards grammar teaching and how teachers are responding to the current change in 

grammar teaching. Studying the attitudes of teachers is crucial as it influences teachers’ 

motives, which translates to the success of teaching (Jackson, 1968). This is significant to 

assess the curriculum changes on whether these changes are made in the right direction. 

2. Statement of Problem 

The problem statement of this research is the area of grammar teaching methods has not 
been researched into for primary schools in Malaysia. There has been studies done on primary 
school pupils regarding grammar teaching methods in other countries, such as the Irish (Ó 
Duibhir, Ní Dhiorbháin & Cosgrove, 2016). Studies on the perspective of teachers on grammar 
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teaching methods have been done in other countries as well, such as Vietnam (Canh & Roger, 
2009). Studies regarding grammar teaching methods on secondary pupils in Malaysia have 
been done (Sulaiman, 2012). However, research on this field has not been done on the 
specific context of Malaysian primary schools. 
 

3. Objectives and Research Questions 
 

There are two research objectives for this research. The first research objective is to identify 
the beliefs and attitudes of Malaysian Primary English Language teachers towards the 
curriculum change of grammar instruction (deductive method to inductive method). The 
second research objective is to ascertain which grammar teaching method (deductive or 
inductive) is the preferred method by Malaysian English Language Primary school teachers. 
These research objectives were constructed with the idea of identifying the perspective of 
teachers and understanding the cognitive processes that govern the mind of teachers when 
they teach grammar.  

In accordance with the research objectives, two research questions were constructed. 
The first research question; what are the attitudes and beliefs of Malaysian Primary English 
Language teachers on the change of deductive grammar teaching to inductive grammar 
teaching? The second research question; which grammar teaching method (deductive or 
inductive) is the preferred method by English Language Primary school teachers in Malaysia? 

4. Related Literature 

Williams (2012) mentioned that in the process of learning grammar, inductive learning could 
be very effective. His research showed that most language learners who learn grammar 
inductively displayed an understanding of grammatical rules post-treatment. A research 
carried out on grade 5 Irish pupils showed that inductive grammar teaching resulted in an 
improvement in post-test results and engagement (Ó Duibhir, Ní Dhiorbháin & Cosgrove, 
2016). Zheng (2015) mentioned that inductive grammar teaching focusing on communicative 
language teaching can improve the motivation of learners. Krashen noted in his Affective Filter 
hypothesis (Ellis, 2006) that second language learners will benefit greatly from high motivation. 
This is especially true for young learners; it is important for a teacher to select high-motivating 
teaching strategies when teaching younger learners (Asmali, 2017).  

However, the effectiveness of inductive grammar teaching in the Malaysian upper primary 
student context has not been researched into (Sulaiman, 2012). It is also possible that 
inductive grammar teaching may not be effective for certain cases. This is supported by 
Sulaiman (2012) who noted that inductive grammar teaching is generally better for higher 
achieving students but not lower achieving students. This implies that inductive grammar 
teaching may not be suitable for all students. Thus this study intends to ascertain the 
preferences of teachers on which grammar teaching method is the more effective method. 

A survey done on Vietnam English teachers show a strong correspondence of views 
regarding the need to teach grammar explicitly and the usefulness of explaining grammatical 
rules (Canh & Rogers, 2009). Another survey carried out on learners perception towards 
grammar learning proved that learners preferred that teachers offered explicit explanations of 
grammatical rules (Nesic & Hamidoivic, 2015). A research conducted by Kubra (2015) showed 
that learners who were taught grammar deductively displayed higher proficiency in using the 
structures that were taught in grammar lessons. 

However, the contexts of these studies do not correlate with the context of the present 
study, as most research on the use of deductive grammar is done on older learners. It should 
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be noted that teaching younger learners is very different from teaching older learners. 
According to Gower, Philips and Walters (1995) teaching grammar deductively is actually not 
suitable for classroom learning environments involving younger learners. A study by Benitez-
Correa et. al (2019) mentioned that deductive grammar teaching can be problematic for 
younger learners as they do not have high metalanguage awareness. Hence the present study 
aims to gather insights on the preferences of Malaysian primary school English teachers 
regarding which grammar teaching methods are more effective in their classes. 

5. Methods 

The research methodology forms the backbone of the research in ensuring that the aim of this 

study is achieved (William, 2020). This research utilised one survey which included question 

items that cover aspects of both research question 1 and 2. The allotted time for the data 

collection process was two weeks, where the survey was distributed online to willing 

participants and their responses were obtained. Descriptive analysis and individual question 

item analysis based on percentages were carried out on the results during the data analysis 

procedure. The statistical software SPSS-IBM was used to calculate the mean, the standard 

deviation and the reliability of the results. 

5.1. Respondents 

47 willing respondents answered the survey. Eligible respondents are to meet two criteria; 

they are in-service teachers who have taught Year 4, 5 and 6 English language in Malaysia 

and have at least 5 years of teaching experience. These criteria are important as they would 

have experienced first-hand in teaching grammar amidst the curriculum change and have 

immersed themselves into the education field. Initially, the researcher had planned to obtain 

50 respondents. However, due to the limited time and resources, and the Covid-19 pandemic, 

only 47 respondents answered the survey within the timespan for the data collection (2 

weeks). 

5.2. Instruments 

A survey was used as the research instrument to answer both research question 1 and 2. The 

survey included three sections with question items that relates highly to the research 

questions. The survey was constructed online using the Google Form application and 

distributed through social media platforms (Telegram and WhatsApp) to willing respondents. 

The Alpha Cronbach reliability value of the research instrument was 0.684 for deductive-

supporting items and 0.730 for inductive-supporting items. According to Ursachi, Horodnic & 

Zait, (2013), an Alpha value of above 0.6 generally indicates an acceptable level of reliability.  

6. Results and Discussion  

Research Question 1 

The results of the survey pointed towards teachers disagreeing to the change in the 

curriculum regarding grammar teaching. This is because although teachers largely support 

infusing grammar teaching into other language skills, they wanted a separate learning 

module for grammar and preferred a separate day for grammar teaching. Table 1 shows 

the responses to questions A1, A2 and A3 which indicates the statement above. 

Table 1: Responses for Question A1, A2 and A3 
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According to table 1, most teachers agree to A2 and A3. This shows that teachers want the 

separate grammar learning module even though they agree to the infusion of grammar. This 

is supported by Kubra (2015) who mentioned that both grammar teaching methods have their 

own uses and therefore are both useful in the classroom. 

 

Research Question 2 

To answer research question 2, detailed analysis was done on five sections considering the 

use of both grammar teaching methods in the class. The five sections are; Time efficiency, 

Pupils’ interest, Ease of content delivery, Assessment, and Teachers’ personal preferences. 

 

Responses in most sections, except for time efficiency and ease of content delivery, 

showed a mixed response; teachers agree to the effectiveness of both grammar teaching 

methods. On pupils’ interest; teachers agree pupils are engaged with inductive teaching but 

agree that pupils are curious about explicit grammatical elements. For assessment; teachers 

agree that inductive teaching improves performance but do not deny the importance of 

deductive teaching for writing. On personal preferences; teachers agreed that conscious 

grammar teaching is important, but agreed that inductive teaching helps pupils practice 

grammar in communication. As for time efficiency and ease of content delivery, teachers 

agree to the benefits of deductive grammar teaching. This contradicts a statement made by 

Sheen (2003) who mentioned that both grammar teaching methods have their own advocates 

who believe one method is better than the other. 

7. Conclusion  

Through the analysis of the survey results, it can be concluded that teachers disagree with the 
change of grammar instruction and prefer using both grammar inductive and deductive 
teaching methods. Teachers actively judge classroom situations and choose the best teaching 
method (Kubra, 2015). 

Based on the results, it is recommended that the English curriculum should emphasize 

and integrate both grammar teaching methods. Recommendations also include subsequent 

research to be conducted to gain more insights and obtain a firmer generalisation.  

The results of this research imply that teachers supplement deductive teaching 
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methods with inductive learning. This implies that the English curriculum should not focus on 

one grammar teaching method. Curriculum developers should consider the attitudes and 

beliefs of teachers and place equal emphasis on both grammar teaching methods in the 

curriculum.         
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Abstract 
 

The teaching of literature, specifically short stories, in secondary ESL classrooms is often 
done with a teacher-centred approach and students often face problems in understanding the 
story because they are not able to visualise what they have read. Using Minecraft for 
Education, the teacher can aid the students to visualise the story they read, in which the 
students can build different scenes from the story and present them to their classmates. It 
would help the teachers navigate the students to understand the synopsis, plot, characters 
and settings of the story. In this study, action research was conducted, in which Minecraft for 
Education was used to visualise the short story, “Cheat!” by Allan Baillie in a Form 2 ESL 
classroom. The students were prompted with questions to test their understanding of the short 
story during the presentation stage, and three students were texted personally to look into 
their perceptions of the activity. From the teacher’s observation and reflection, the students 
were found to enjoy the lesson, had a better understanding of the story, and were able to work 
cooperatively although the lesson was conducted online. It also allowed the students to 
transform their understanding and act as collaborators in designing the learning materials to 
be used in the lesson. Such co-construction of knowledge can lead to meaningful learning 
which provides more opportunities for students to use the target language.  

Keywords: visualising literature, short story, Minecraft for Education 

1. Introduction 

In the Malaysian syllabus, the literature in English component consists of poems, short stories, 

drama and novels (Venthamani, 2004). Among all these, short stories are the most beneficial 

component to be used in ESL classrooms (Pardede, 2010). According to Hansen (2020), "a 

short story refers to a short fictional plot in prose that is shorter than a novel and typically deals 

with just a few characters. A single result expressed in just one or a few relevant episodes or 

scenes is generally concerned with the short story. " In Malaysian ESL classrooms, short 

stories are widely used because they can be adapted to teach various language skills including 

reading, writing, speaking, listening, vocabulary and grammar (Pardede, 2010).  

 However, it is commonly acknowledged that students face difficulties to understand 

the short stories because they are unable to visualise what they have read. Often time, the 

students rely on the teacher to explain the story in-depth, which means the students put 

minimal effort in decoding the text independently to make meaning. This is seen as an 

important issue to be addressed in ESL classrooms because, according to the CEFR alligned 

syllabus, students need to be able to process the language independently to attain the target 

level (B1 and B2). Therefore, it is crucial to train the students to think and construct their 

knowledge independently in ESL classrooms.  

 In this research, the focus was on the teaching of literature, in which the students were 

guided to become independent in understanding short stories by visualising them. The 

mailto:d077949@siswa.upsi.edu.my,%20e.divenes97@gmail.com


29th MELTA International Conference  
23-25 July 2021 

 

Page | 173  

 

students were put in groups of four to five students to build a scene from the assigned short 

story on Minecraft for Education. 

2. Research Objectives 

The study was conducted on the following objectives: 

i. to improve students’ ability to understand the short story by visualising them through 

Minecraft for Education 

ii. to investigate students’ perception of learning literature through Minecraft for 

Education 

3. Research Questions  

Two important research questions were addressed in this study as below: 

i. Do the students understand the short story better by visualizing it through Minecraft for 

Education? 

ii. What do the students think of learning short story through Minecraft for Education?  

4. Related Literature 

There are many benefits of visualising techniques in teaching literature. Firstly, students 

become more engaged and connected with the text or short story (Bowen, 1982). When the 

students need to plan or design a visual, they become subconsciously encouraged to read the 

texts with interest, thus they develop a better understanding of the text (Bowen, 1982; Bellver, 

1989). Secondly, visuals motivate students to learn literature, especially short stories. Many 

students dislike literature because it is lengthy and they have to encounter difficult vocabulary. 

Using visuals in such cases allows the students to build interest to learn literature (Sivapalan 

et. al., 2011). Animations, video clips, and graphics enhance students‘ interest in learning 

literature. Lastly, the students develop a deeper understanding of the text through visuals. 

Visual aids that contain sound, light and colour could stimulate students' thought processes 

and assist them in making a better meaning of the story they read (Pillai & Vengadasamy, 

2010). It gives them a clearer picture of the storyline, characters and the settings involved in 

the literary texts (Muller, 2006). 

5. Methods  

In this study, action research was adopted to achieve the objectives and answer the research 

questions. The model adopted was proposed by Kurt Lewin, the originator of action research 

in 1946. According to Lewin (1946), there are several steps as follow in conducting the plan: 
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Figure 1: Kurt Lewin’s Action Research Model (1946)

 
Source: slideshare.net (Google Image) 

Based on the model, the study was conducted in the following steps:  

1. Identifying a general or initial idea: In this phase, the problem identified was about improving 

the students' ability to understand the short story through visualising techniques. Based on the 

problem and idea, the gaming software; Minecraft for Education was chosen to be used in 

achieving the objective.  

2. Reconnaissance or fact-finding: Before implementing the technique and asking students to 

use Minecraft for Education, a needs analysis on the students’ situation was conducted. Five 

issues were observed among the students to cater to their needs and design the activity 

appropriately – students’ language proficiency, interest in gamification, availability of gadgets, 

Internet connectivity, and familiarity with Minecraft for Education.  

3. Planning: Based on the gathered information, an activity was planned to teach a selected 

short story in the Form 2 literature component, "Cheat!" by Allan Baillie using the visualising 

technique on Minecraft for Education 

4. Action: The action was implemented, in which the short story was read together, and the 

students were assigned to respective groups based on the needs analysis. Next, the students 

were briefed on the task and task sheet, and given 2 weeks to complete their designs on 

Minecraft. Then, another lesson was conducted for their presentation and further discussion 

on the short story. The students’ task sheet is shown below: 

 

Figure 2: Students' Task Sheet 
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5. Evaluation and Reflection: During the presentation stage, the teacher checked the students’ 

understanding by asking relevant questions about the story and analysed their feedbacks on 

the task sheet, thus concluded the activity. Then, three students were texted personally to 

understand their perceptions and satisfaction with the activity. 

6. Results and Discussion 

The students designed their scenes with great attention given to the characters and settings. 

This means that the students were able to understand the story independently and through 

group discussions with their friends. Some of the designs are shown below: 

 

Figure 3: Design from Group 1 

 

Figure 4: Design from Group 2 

 

Figure 5: Design from Group 3 
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Figure 6: Design from Group 4 

 

Source: Students’ Designs on Minecraft for Education 

 

During the presentation stage, a set of questions were asked to each group of the students to 

check their understanding: 

"What exactly happened in the scene? " 

"Who was involved in the scene? " 

"Where did the scene take place? " 

From the observation, it was found that the students were able to explain their chosen scenes 

in-depth based on the questions. The discussion was certainly more meaningful because the 

inputs came from the students – unlike in typical literature lessons, where the teacher would 

do most of the talking and content delivery. In this lesson, the teacher only acted as a 

moderator and facilitator to moderate the presentations.  

 Analysing the students‘ task sheets and personally approaching three students, the 

majority of the students enjoyed the activity. They indicated that the activity was fun, engaging, 

and it helped them to learn from each other. The students also stated that they had a great 

time building the chosen scenes on Minecraft for Education. In terms of understanding, all of 

them agreed to truly understand the story and they were able to remember better because 

they had visuals with them. However, one student suggested not do the activity often because 

it required him to spend more time online to do the activity.  

7. Conclusion 

In conclusion, using Minecraft for Education as a platform to visualise the story aided students 

to become independent learners, collaborate to produce effective learning materials, and 

develop a strong understanding of the literary text read. In future, the activity could be tested 

with other literary texts to investigate the effectiveness and employed in ESL classrooms.    
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Abstract  
 

Language game plays a vital role in the fun teaching and learning of grammar. This action 
research aimed to ascertain the extent Fireman and Ladder game helped in reducing the 
prepositional errors of direction in writing among Year 5 pupils. It involved eleven Year 5 pupils 
from a primary school located in Setiawangsa, Selangor. Three interventions were conducted 
where two were conducted physically while another was conducted virtually. The instruments 
administered were tests, observations and reflective journals. Findings showed the mean of 
the pre-test administered before the interventions was 31.82%, whereas the mean of the post-
test 2 after the interventions increased to 83.52%. The difference of 51.70% showed Fireman 
and Ladder game assisted pupils to use directional prepositions correctly in writing. However, 
the improvement was only limited to the levels of remembering and understanding of 
directional prepositions where they were unable to apply it at sentence level. Additionally, one 
pupil showed negative improvement. Data analysis based on the observations made and 
reflective journals showed that several pupils including the one pupil were not able to retain 
their understanding due to lack of further reinforcement. Hence, future researchers can study 
on the application of directional prepositions at sentence level and English language teachers 
can teach grammar using learning game with reinforcement. 

Keywords: Fireman and Ladder game, directional prepositions, English, Year 5 pupils 

1. Introduction 

In Malaysia, the international language of English is the second language (L2) of most 

multilingual Malaysians. Grammar is the foundation for English as Second Language (ESL) 

pupils to become proficient in English. Hence, the English curriculum requires Malaysian ESL 

pupils to “use prepositions correctly and appropriately” (Ministry of Education [MOE], 2015, p. 

50). Directional prepositions are vital to give and apprehend directions in daily communication. 

During both practicum phases, the researcher found that the incorporation of visuals, 

music and actions highly engaged pupils with visual, musical and bodily-kinaesthetic 

intelligences as in the Multiple Intelligences (MI) theory (Zahra & Abdorreza, 2017). In 

practicum phase one, the poor selection of strategy and assessment inspired the researcher 

to use games to lower pupils’ language anxiety and to enhance learning motivation as claimed 

in the Krashen’s affective filter hypothesis (Trexie, 2016). Nonetheless, pupils were unable to 

speak and write using the correct directional preposition.  

Similar issue was prevalent during practicum phase two as pupils had prepositional errors 

which included incorrect spelling, selection and placement of preposition. In Malaysia, the 

highest frequency of prepositional errors included incorrect choice of prepositions (Norwati & 

Jayakaran, 2014). With the belief in MI theory and games, a game integrating elements of 

visuals, audios and actions was designed to address pupils with visual, auditory and 

kinaesthetic (VAK) learning styles (LS). 
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2. Related Literature  

Many English teachers experienced difficulty in teaching prepositions due to the multiple 

meanings of prepositions (Ogerta, 2012). This was no exception to the Malaysian pupils who 

also faced similar difficulties in using English prepositions (Mohideen, 1991, as cited in Beena, 

2015). They found more difficulties in using prepositions of direction than prepositions of time 

and place (Rumiyati, 2008, as cited in Jayakumar, 2015; Herdi & Nelisa, 2017). 

To improve directional prepositions, learning games were selected to motivate ESL 

learners (Gozcu & Caganaga, 2016). Games such as board games can elicit meaningful 

learning (Sainzaya et al., 2018). In Kedah, Snake and Ladder game aided Year 5 pupils to 

understand grammar better (Aishah et al., 2016). Hence, the intervention entitled Fireman and 

Ladder game was designed based on Snake and Ladder game. Snakes are replaced with 

firemen to save fire from spreading to the landmarks of Sarawak such as Fort Margherita. This 

was to align with the Unit 8 of Year 5 textbook namely Fascinating Sabah and Sarawak. 

This study focused on four directional prepositions namely ‘‘across’’, ‘‘along’’, ‘‘over’’ 

and ‘‘through’’. For the skill area, writing was selected as English prepositions are more crucial 

in the productive skills namely writing (Moreberg, 1997, as cited in Asmeza et al., 2013; 

Kabashi et al., 2014).          

3. Methods 

This study applied a convenience sampling of 11 participants which included 3 (27.27%) 

males and 8 (72.73%) females due to the pandemic issue. The participants with VAK LS were 

chosen randomly from the fifth class which can be considered as a weak class among the 

nine streamed classes according to the school administration. Additionally, all the participants 

learned English as their L2.  

Following the Kemmis and McTaggart's two cycles of action research (AR) model in 

Figure 1, this study involved two interventions which were executed in the presentation, 

practice and production stages of three grammar lessons. The first intervention in static form 

was conducted in two physical lessons while the second intervention in motion form was 

conducted in one online lesson. Instead of playing as a conventional board game, it was used 

as contextualised and interactive individual, pair, group and whole-class activities. Since 

Daouk (2013) affirmed that there was a direct relation between pupils' learning styles and 

achievement, Fireman and Ladder Game adopted the VAK elements of the Dunn and Dunn’s 

LS Model (Dunn et al., 1994). 

Figure 1: Kemmis and McTaggart’s AR model 

 

 

 

 

 

Source: Kemmis & McTaggart (1988) 

For data collection and analysis, three instruments namely tests, observations and 

reflective journals were triangulated to answer the three research questions (RQ) as shown in 

Table 1. Tests including pre-test, post-test 1 and post-test 2 were conducted and analysed 
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using descriptive statistics namely mean, range and mode through Excel. Nevertheless, post-

test 1 was not analysed due to insufficient data collection. Observations were implemented 

throughout the three intervention lessons and analysed using thematic analysis via Quirkos. 

Meanwhile, reflective journals including daily reflections, weekly journals and field notes were 

collected and analysed using content analysis.         

Table 1: Research Questions and Instruments 

 

4. Results and Discussion  

For the first RQ, the quantitative data of tests showed positive improvement in using 

directional prepositions except participant D. Based on Figure 2, the mean of two tests with 

positive difference of 51.70% indicated the positive improvement of participants. According to 

the School Examination Analysis System (SAPS), average participants scored an A as the 

mean of post-test 2 was 83.52% (MOE, 2016). For range, the higher percentage in post-test 

2 (56.25%) than pre-test (13.25%) showed the better performance of participants. The 

comparison of mode in two tests suggested double improvement. In post-test 2, there were 

three participants who shared the mode as they scored full mark which was 100%.      

Figure 2: Result of Pre-test and Post-test 2 

 

For the second RQ, the qualitative data of observations indicated the prepositional errors 

of direction were improved to a certain extent. Participants improved the incorrect spelling and 

selection in writing, but not the incorrect placement of directional prepositions at sentence 

level. This may be caused by the participants’ low English proficiency level. A study supported 

that English proficiency level affects writing performance in ESL class (Rodriguez-Sabiote et 

al., 2017). 

For the third RQ, the qualitative data of daily reflections and field notes highlighted 

participants with combination of VAK LS displayed positive attitudes and high engagement 

during the games as supported by Daouk (2013). However, the weekly journals revealed some 
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participants including participant D were unable to sustain their understanding due to the lack 

of reinforcement as inputs and practices were given only during the three intervention lessons.   

5. Conclusion  

The positive result of using Fireman and Ladder game corresponds with the use of Snake 

and Ladder game in improving grammar (Tengku & Rahmah, 2012; Junnilalita, 2015; Aishah 

et al., 2016; Sainzaya et al., 2018; Moh, 2019). Hence, the recommendation for  the use of 

games to engage VAK learners in learning grammar, to be practised among English language 

teachers. 

Nonetheless, participants’ incorrect placement of directional prepositions has led to future 

research on the application of prepositions at sentence level, to be proposed. In addition, it is 

also recommended that future research are conducted on another productive language skill 

namely speaking. Finally, it is suggested that future study involving a bigger pool of research 

participants is initiated in order to obtain a more comprehensive finding.  

In conclusion, the three RQs of using Fireman and Ladder game to improve the writing of 

directional prepositions among Year 5 pupils with combination of VAK LS were fulfilled to a 

certain extent. Participants improved their incorrect spelling and choice of directional 

prepositions in writing, but they were unable to apply directional prepositions grammatically 

correct at sentence level. It enlightened the researcher to be firm while incorporating game 

with visual, audios and movements to engage VAK pupils in learning grammar with 

reinforcement.          
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Abstract   
 

The purpose of this case study was to examine the effectiveness of incorporating classical 
background music to improve intermediate Year 6 pupil’s concentration during writing task 
production. One intermediate pupil was chosen as a sample among one Year 6 class, who 
had stable Internet connection and adequate learning devices at home, such as laptop, 
computer or mobile phone and earphone. The participant carried out four times of independent 
working time on the writing task. The first interaction was carried out without the intervention 
and the next three interactions were carried out with classical background music played at the 
20th minute of the independent working time. Observation checklist and pre- and post-
intervention surveys were administered for each interaction. The worksheets were analysed 
and follow-up interviews were held to collect data. The findings revealed that participant’s off-
task behaviour was decreasing and shorter duration were spent to complete the writing task 
when the classical music was played in the background. However, there was no significant 
improvements in scores for the writing task. Thus, incorporating classical background music 
during writing task production is effective to improve intermediate pupil’s concentration on the 
task. However, it is not effective enough to improve the pupil’s writing task performance. 

Keywords: classical background music, concentration, writing task, Limited Capacity, mixed 
methods 

1. Introduction 

This case study was focused on the effectiveness of incorporating classical background music 

(BGM) to improve intermediate Year 6 pupil’s concentration during writing task production. 

During observations from practicum experiences, researchers found out that pupils tend to 

take a longer time to work on writing task compared to reading and listening speaking tasks. 

Pupils were seen getting easily distracted and did off-task behaviours instead of the work. 

According to GOdwin, Almeda, Petroccia, Baker & Fisher (2013, p. 2-3), off-task behaviour 

occurred when pupils looked at anywhere else that is not related to the learning. These off-

task behaviours caused them to not finish the task on time. 

Thus, researcher would like to solve the problem of pupils failing to finish their writing task 

within the given time by playing BGM during the writing task, so that the pupils will be able to 

calm down and concentrate on their task. Classical music was chosen as it was discussed to 

be effective in improving learning atmosphere (Tze & Ming, 2010). However, no studies were 

specifically carried out on its effectiveness in improving pupils’ concentration to carry out 

writing task. 
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2. Related Literature 

Abundant of past studies had been investigating the effectiveness of music to alter the 

atmosphere of the classroom and improve pupils’ mood during lessons. Faus, Matas & 

Elósegui (2019) claimed that listening to music was effective to help the participants to regain 

calmness and stable emotion after going for examinations, compared to white noise. 

Szentgyorgi (2015) claimed that pop music had a greater increase of reading test score 

compared to classical music when it was played during independent reading time in an 

elementary classroom. 

Salamé and Baddeley (1989, as cited in Griffin, 2006, p. 17) warned that lyrics can be a 

distraction to pupils if they were doing “task that involves visually presented material” and they 

may divert their attention to the lyrics of the music (Grifin, 2006). Tze and Ming (2010) had 

proven that light classical music did manage to retain concentration while doing reading task. 

However, according the Limited Capacity Theory (Kahneman, 1973), the amount of 

attention to perform few cognitive tasks at the same time depends heavily on the ‘demand of 

each single activity performed in isolation’. Therefore, if listening to music considered to be a 

cognitive task too, does listening to classical BGM interferes the division of attention capacity 

towards the writing task? Thus, the findings of this study would be evaluating to what extent 

does classical BGM to be effective in improving pupil’s concentration in writing task production. 

3. Methods 

In order to answer the research question, a mixed methods approach was applied for this case 

study. It integrated both qualitative and quantitative approaches in collecting, analysing and 

synthesising the data. It conducted data collection mainly from the off-task behaviour 

observation checklist as the quantitative data and would be explained through qualitative data 

such as document analysis of the worksheet and the follow-up interview, as well as the pre- 

and post-intervention surveys. Through this design approach too, the quantitative data were 

triangulated with the qualitative data which it further strengthened the validity of the data 

gained from the instruments used. 

 The participant (given pseudonym was Jan) was an intermediate pupil who was 

selected from a Year 6 classroom from a primary national school situated in Kuala Lumpur. 

Due to the Covid-19 pandemic, Jan was selected based on her availability in online learning 

facility and having strong Internet connection to participate in the research. 

4. Findings and Discussion 

Figure 1 showed that Jan’s OTB had a noticeable declining number from the 1st interaction to 

the 4th interaction (6, 4, 3, 1). Her OTB had been decreasing since the intervention was 

applied starting from Interaction 2. She also had the highest number of OTB on Interaction 1 

(6) where the was no intervention yet. 
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Next in Table 1, Jan had spent shorter time to complete the writing task during interaction days 

where the intervention is applied (Int. 2, 3, 4 = 20, 19, 21) It also showed that Jan had spent 

the longest time to complete the writing task during the day when there is no intervention 

applied (Int. 1 = 23 minutes). 

 

Table 1: Jan's start time, end time and duration taken to complete the writing task during the 
independent working time 

Int. Start Time Pre-Survey 
Post-

Survey 
End Time 

Raw 

duration 

(min) 

Final 

duration 

(min) 

1 8:56 PM 9:06 PM 9:17 PM 9:21 PM 25 23 

2 9:12 PM 9:22 PM 9:33 PM 9:34 PM 22 20 

3 8:47 PM 8:57 PM 9:08 PM 9:05 PM 18 19 

4 9:17 PM 9:27 PM 9:38 PM 9:40 PM 23 21 

 

 Figure 2 illustrates Jan’s score in overall had mostly recorded to be lower than the 1st 

interaction (13) which had no intervention applied yet. She managed to score the highest on 

Interaction 2 (14), but Interaction 3 and 4’s scores plummeted to 9 marks and 10 marks 

respectively. 
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 In Table 2, during Interaction 1 where there was no intervention, Jan had disagreed 

that she could concentrate to do the writing task after next 10 minutes of the interaction. She 

also had gone neither agreeing or disagreeing that she feel calm in the current environment 

after next 10 minutes of the interaction as depicted in Table 3.  

 In contrast, during Interaction 2, 3, 4, where the intervention had applied after the next 

10 minutes of the interaction, Jan remained agreeing that she could concentrate to complete 

her writing task throughout the interactions, as depicted in Table 2. Meanwhile in Table 3, she 

also had remained strongly agreeing that she felt calm in the current environment throughout 

the interactions. 

Table 2: Comparison of Jan's feedback to Item 3 in pre- and post-intervention surveys 

Interaction 
I am able to concentrate in the current environment. 

Pre Post 

1 3 2 

2 3 4 

3 5 5 

4 4 4 

 

Table 3: Comparison of Jan's feedback to Item 2 in pre- and post-intervention surveys 

Interaction 
I feel calm in the current environment. 

Pre Post 

1 5 3 

2 5 5 

3 5 5 

4 4 5 

 

Lastly in the interview, Jan’s motivation to do the writing task was boosted by the classical 

BGM because “the music gave her a peaceful and relaxed feeling”. However, she claimed that 

“when there was challenging question, the classical BGM did not help her to concentrate in 

finishing the task”. Jan then positively agreed to have the classical BGM played while doing 

her work in the class in the future because she would fell “relax and peaceful” while doing the 

task.  

5. Discussion 

The findings had revealed that the participant was able to retain concentration on the task with 

the intervention applied as she had shown decreasing off-task behavior throughout the 

interactions and took shorter time to complete the writing task when the classical BGM was 

played in the background. In line with the past research done by Tze & Ming (2010) who did 

a similar study that applied classical music while doing reading task, indeed, classical music 

did help to retain concentration, due to the calming effect of the music. 

  



29th MELTA International Conference  
23-25 July 2021 

 

Page | 187  

 

 

These results could be coming from the calming and peaceful environment of the classical 

BGM as perceived by her in the interview, which made her come more motivated to focus on 

the task. This finding can be further supported to the past research done by Hallam and Price 

(1988, as cited in Merrell, 2004) who suggested that the peaceful, calming and relaxing setting 

in the classroom will be able to minimize the stress and tension level of the pupil. 

However, the finding had shown that the participant writing task scores did not have 

significant improvements when the intervention had applied, although the duration to complete 

the tasks were decreasing. The Limited Capacity Theory (1973) may explain on to why this 

had happened. Her attention capacity had reached the limit for it to be utilized for both carrying 

out the writing task and having to listen the classical music at the same time. Therefore, this 

had delimited the effectiveness of the classical BGM to improve the writing task score. 

6. Conclusion 

In overall, incorporating classical background music is effective to improve intermediate pupil’s 

concentration during writing task production, to a certain extent, in which pupil will show less 

off-task behaviour due to the calming factor of classical BGM and improve the duration to 

complete the writing task, while its effectiveness had delimited to improve the writing task 

score. 

In any case, these results can be the basic of extensive studies with more than four times 

of interactions in order to have more impactful data to the research. Another suggestion on 

how to approach this study is to compare the effectiveness of different musical instruments of 

the classical compositions for the writing task. Perhaps, findings from different musical 

instruments can make a contribution to this field of study.  
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 Abstract  

This case study explores the approaches used by three trainee teachers to improve pupils’ 
motivation to attend online classes. During the pandemic and with the circumstances faced by 
pupils, attendance has been low, beginning from the second wave that hit the country which 
eventually led to the closure of schools in affected states such as Kuala Lumpur and Selangor. 
PdPR was subsequently implemented due to the closure. Therefore, the approaches the 
teachers employed included online platforms and these were studied and analysed by 
interviewing trainee teachers. Apart from that, the teachers’ documents were also analysed 
and recorded GM sessions were also observed to meet the purpose of this study. The findings 
of this study indicate that the pupils are more engaged in asynchronous platforms instead of 
synchronous platforms such as GM because of the circumstances they face. Attendance 
across the platforms was recorded to see how far the online platforms and the teaching 
approaches were effective in motivating pupils to attend online classes during the pandemic. 

Keywords: GM (Google Meet), PdPR (Pembelajaran di Rumah) 

 

1. Introduction 

This study explores the participants’ approaches to motivating pupils to join online classes 
by looking at the online platforms and the teaching approach used. Firstly, the whole world 
has evolved because of the COVID-19 outbreak which has also affected education in many 
ways. In order to motivate pupils, Maslow’s Hierarchy of Needs in the context of online learning 
is examined. The figure is as below.  

 
Figure 1: Maslow’s Hierarchy of Needs (McLeod, 2020) 
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Firstly, system access is linked to the first level of the hierarchy (Kim, 2006, as cited in  Bishop, 
2016). Therefore, pupils’ circumstances shown from this study had placed a limit on their 
Internet access which has demotivated them. Next, the second and third levels are linked to 
the familiarity of pupils to online learning and the relationships built between pupil-teachers 
(Milheim, 2012). These two levels are associated with the main aspects that were studied for 
this study, that is, the online platforms and the teaching approaches used by the participants.  
Lastly, to see the effectiveness of the approaches used, pupils’ attendance on the platforms 
was also observed. 
 
2. Statement of the Problem 

 This study stems from the problems that arise because of the pandemic. The 
attendance of the participants’ pupils when the second wave hit the country had deteriorated 
even before online classes were implemented. Moreover, parents’ lack of readiness in 
supporting   children’s online learning had become a limitation for pupils to access the Internet 
(Koskela, et. al, 2020) for learning materials owing to low Internet connection and insufficient 
learning equipment. Therefore, pupils would easily get demotivated. The different ways used 
to make them attend classes should be studied to see the changes it could bring in making 
pupils interested in online learning. 

3. Objectives and Research Questions  

The objective of this study is to find out the online platforms and teaching approaches used 
by trainee teachers to motivate pupils to join online classes and to see their attendance at the 
said platforms. Besides, it is also to see how far the two aspects used are effective in 
motivating pupils to attend classes. Therefore, this study intends to answer the three questions 
below: 

i. What are the online platforms and teaching approaches used to encourage pupils 
to join online classes and activities? 

ii. How is the attendance and pupils’ participation in the various online platforms? 

iii. How far are the online platforms and teaching approaches effective in motivating 
pupils to attend online classes? 

 
4.    Research Methodology  

 This study follows a case study design. It focuses on trainee teachers’ experiences 
during their practicum in Kuala Lumpur. The study was carried out from the start until the end 
of their practicum which lasted three months. Besides, the data for this study was collected 
from interviews, documents analysis and observation. The pandemic had resulted in the data 
being collected through telrphone interviews and online folders when compiling the relevant 
documents. 
 
5.   Participants 
 

The participants in this study are three trainee teachers from the same teacher trainee 
institution who conducted their practicum during the pandemic and taught at different schools 
in Kuala Lumpur. Purposeful sampling was used when choosing the participants. Furthermore, 
trainee teachers were selected instead of permanent teachers because of the pandemic as 
they could be contacted more easily. The number of participants was small which is common 
for a case study. 
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6.    Instruments 
 

The three types of instruments used for the purpose of this study are interview, 
document analysis and observations. Firstly, semi-structured interviews were conducted with 
the participants through telephone calls. After that, documents such as weekly journals were 
also collected for analysis. Lastly, observations were made based on the participants’ 
recorded GM classes. It enabled the researcher to look for the approaches used by the 
participants when teaching online. 
 

7.   Findings and Discussion  

The findings of this study answer the research questions accordingly. Firstly, the online 
platforms used by the participants vary. However, the most frequently used platforms by the 
three teachers WhatsApp, Google Form and Kahoot!. The reasons for choosing the said 
platforms are the flexibility and also the pupils’ limitation in accessing some of the platforms. 
Flexibility in online platforms offers easy and comfortable learning (Khan, et al., 2020). For 
example, it was because “…they prefer asynchronous platform …” (E2) or the pupils “… share 
their gadgets …” (A1) which had driven the participants to use platforms that are flexible to 
cater to their pupils’ circumstances to motivate them.  

 Besides, from the interview and observations, it was discerned that the approaches 
used by the participants were similar to the humanistic approach such as giving pupils freedom 
to choose the time for synchronous learning and offering choice of learning platforms to 
enhance learning. Humanistic approach places importance on criteria such as freedom, 
comfort and pupils working based on their own pace. This proves that the participants had put 
their pupils at the forefront of learning as suggested by the humanistic approach in teaching 
(Western Governors University, 2020). 

 Therefore, attendance of pupils in asynchronous platforms was higher than 
synchronous platforms such as Google Meet. Moreover, the highest attendance in the 
participants’ classes was recorded from asynchronous platforms such as Google Form and 
Wordwall. The participants highlighted their pupils’ circumstances at home which match the 
concept of asynchronous learning where they can do the work given asynchronously. 
Furthermore, asynchronous platforms play an important role in countering circumstances 
(Perveen, 2016) such as shared by the participants. 

 Lastly, the online platforms and teaching approaches used were effective only to a 
certain extent, which is the pupils’ system access. The limitations faced by the pupils are 
beyond the participants’ help as the learning was done remotely. As mentioned earlier too, 
system access equals the first level of Maslow’s Hierarchy of Needs that determines the 
development of motivation of pupils in online learning context (Kim, 2006, as cited in Bishop, 
2016), followed by the other two which are dependent upon teachers. Therefore, the 
participants had put in effort in finding suitable platforms for online classes to motivate their 
pupils. 
 
8. Conclusions, Recommendations and Implications  

In conclusion, each online platform used was selected based on its flexibility and the 
prevailing circumstances of pupils. Besides, it was seen that the participants approached the 
pupils using a humanistic approach that emphasises on development of the pupils at their own 
pace and the freedom to choose how to learn. Furthermore, the attendance on the said 
platforms was differentiated by their learning types — synchronous and asynchronous mode 
of learning, whereby the latter mode recorded higher attendance.  

These aspects used were effective to a certain extent because of the circumstances 
of the pupils such as weak Internet connection and lack of learning equipment. The study can 
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be furthered and broadened by interviewing pupils to obtain their opinions on the said 
platforms. Finally, this study hopes to benefit other teachers to look for flexible platforms for 
their online teaching based on the pupils’ circumstances. 
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Abstract 

The objective of this study is to investigate difficulty among SJK(T) Indian pupils in Malaysian 
primary ESL classroom in pronouncing phoneme sounds, and the effectiveness of using 
tongue twisters as a method of teaching pronunciation. The phoneme pronunciation of four 
SJK(T) pupils were observed during a reading task while two SJK(T) teachers were surveyed 
using Google Form to gauge their perception of utilising tongue twisters as a teaching method. 
The findings were recorded using field notes and analysed using coding method. Thus, this 
paper presents and discusses descriptive analysis of the results in relation to difficulty faced 
by SJK(T) Indian pupils in pronouncing phoneme sounds and effectiveness of using tongue 
twisters as a method of teaching pronunciation.  

Keywords: phoneme sounds, pronunciation, SJK(T) Indian pupils, effectiveness, tongue 
twisters  

1. Introduction 

Malaysia is a multiracial country consisting of various ethnic groups, with the three 
major ones being Malays, Chinese and Indians, as well as other ethnic groups such as Ibans 
and Bidayuh. Therefore, it is evident the mother tongue of each group varies from each other.   

Consequently, the education platform in Malaysia is also reflective of the diversity in its 
ethnicities. There are four different types of education systems in Malaysia, including 
vernacular schools. The difference between a public school and a vernacular school is the 
choice of language used as medium of instruction. For instance, in public schools, Bahasa 
Melayu and English language are the main medium of instruction whereas vernacular schools 
like Sekolah Jenis Kebangsaan Cina (SJK(C)) and Sekolah Jenis Kebangsaan Tamil (SJK(T)) 
use their native language, Chinese and Tamil, as medium of teaching. 

This reality leads to the fact that English language is learned as a second language after the 
national language of Bahasa Melayu by SJK(T) Indian pupils, who are non-native speakers in 
English as a Second Language (ESL) primary classrooms. Therefore, this research intends to 
study the difficulty experienced by these pupils in ESL primary classrooms in pronouncing the 
phoneme sounds and the effectiveness of using tongue twisters as a method of teaching 
pronunciation. 
 
2. Related Literature 

A few research studies have been conducted on similar topics which focussed on 
factors contributing to difficulty in pronouncing the phoneme sounds. According to Gilakjani 
(2011), among the reasons ESL students have difficulties learning pronunciation are that they 
are not interested, not widely exposed to the target language, and that teachers do not 
highlight the importance of pronunciation nor have the right tools to help students learn   
pronunciation effectively. This represents one of the existing research findings on factors 
contributing to pronunciation issues among pupils in ESL classrooms. Additionally, based on 
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a local research conducted on SJK(T) Indian pupils, some English phonetic sounds are not 
present in L1 (native language). Thus, this leads to a circumstance where pupils have difficulty 
in learning English as their second language (L2), especially in pronouncing phonetic sounds 
which do not exist Tamil. Therefore, according to previous research findings on topics related 
to this study, a link can be drawn to the difficulty faced by SJK(T) Indian pupils in ESL primary 
classrooms in pronouncing phoneme sounds. Another research which discusses the use of 
tongue twisters as a method of teaching pronunciation of phoneme sounds states that it is true 
that some tongue twister productions exhibit unusual articulatory or acoustic properties. Thus, 
existing literature suggests that tongue twisters are an important factor that can positively 
influence phoneme pronunciation among pupils. In summary, previous research findings have 
provided a clear picture on aspects that can be focused on in this case study.  

3. Research Methodology 

This section focuses on the research design and provides a description of the sampling and 
instruments utilised in the study. The goals of this research were achieved through in-depth 
investigation of four SJK(T) pupils and two SJK(T) teachers to explore the causes 
of underlying principles which led to this research report to be designed as a case study. With 
regard to sampling, participants of this study were selected based on two qualitative sampling 
methods, that is, homogenous and purposeful sampling. The two instruments used to collect 
research data were observations and interview. The interview was semi-structured using 
Google Form with both open-ended and closed-ended questions.  

 

4. Findings and Discussion 

This section presents the findings and discusses the first research question (RQ1) and second 
research question (RQ2). 

Research Question 1 (RQ1):  
What are the difficulties faced by SJK(T) Indian pupils in pronouncing the phoneme 
sounds? 

Table 1: Findings obtained through observations for RQ1 

Respondents Word Original transcription 
of the word 

Respondents’ 
pronunciation 
transcription 

Code 
(phoneme 

sound) 

A Germ /dʒɜː(r)m/ /ɡɜː(r)m/ dʒ 

 House House- /haʊs/ /aʊs/ h 

 Hand Hand - /hænd/ /ænd/ h 

 Wound Wound- /wuːnd/ /waʊnd/ u 

B Her Her- /hɜː(r)/ /ə(r)/ h 

 Drain Drain- /dreɪn/ /treɪn/ d 

C Water Water- /ˈwɔːtə(r)/ /ˈɒtə(r)/ w 

 Head Head- /hed/ /ed/ h 

D Hour Hour /ˈaʊə(r)/ /ˈhaʊə(r)/ h 

 Love Love- /lʌv/ /laʊ/ v 
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Respondent A 

According to Table 1, it can be seen that this respondent has the highest number of 
mispronounced phoneme sounds. For instance, four words were mispronounced with three 
phoneme sounds which are /dʒ/, /h/ and /u/. As an evidence, the respondent pronounced the 
word germ-/dʒɜː(r)m/ as /ɡɜː(r)m/. This shows that the phoneme sound /dʒ/ was replaced with 
the /ɡ/ sound. This articulation error in pronunciation is known as substitution. “Substitution 
happens when one sound is changed for another most or all of the time” (Speech Sound 
Errors).  
 
Respondent B 

There were two phoneme sounds that were mispronounced by this respondent which 
is the /d/ and /h/ sounds. For instance, the respondent pronounced the word her /hɜː(r)/ as 
/ə(r)/ and the word drain as /dreɪn/ as /treɪn/. Thus, in this respondent’s case, the deletion and 
substitution has taken place where the /h/ sound from the word her has been deleted and the 
/d/ sound from the word drain has been substituted into /t/ sound.  

Respondent C 

Respondent C had difficulty in pronouncing two phoneme sounds which are the /w/ 
sound and /h/ sound. For example, the respondent pronounced the word water as /ˈwɔːtə(r)/ 
as /ˈɒtə(r)/ and the word head- /hed/ as /ed/. The type or articulation error that occurred in this 
case is known as deletion. Two phoneme sounds were missing in the pronunciation of two 
words where the respondent deleted the sound /w/ from the word water and the /h/ sound from 
the word head. 

Respondent D 

Respondent D also had difficulty in pronouncing two phoneme sounds like respondent 
B and C. The phoneme sounds that were mispronounced by this respondent were the /h/ 
sound and the /v/ sound. In respondent D’s case, two articulation errors can be identified which 
are addition and substitution. The respondent pronounced the word hour /ˈaʊə(r)/ as /ˈhaʊə(r)/ 
and the word love- /lʌv/ as /laʊ/. In explaining this, it is clear that the respondent added the /h/ 
sound in the word hour and substituted the /v/ sound with /aʊ/ sound in the word love.  

Hence as a whole, the findings for the first research question show that there are six 
phoneme sounds that the respondents had difficulty in pronouncing and mispronounced 
these, which are /h/ sound, /u/ sound, /d/ sound, /v/ sound, /w/ sound and /dʒ/ sound.  

 

Research Question 2 (RQ2):  
How effective is the method of using tongue twisters to teach phoneme pronunciation 
based on the SJK(T) teachers’ perception? 

Table 2: Findings obtained through Interview for RQ2 

Question Respondent Statement made by 
respondents 

Open Codes 

Q4. On a scale of 1 
to 5, how effective 
was the method?  

X 4 Satisfied 

Y 5 Very Satisfied 
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Q5. Why do you 
think teachers 
should use tongue 
twisters as a method 
of teaching 
pronunciation? 

 

X It can create interest among 
pupils.  
Creative way of teaching 
pronunciation 

• Interest 

• Creative 

Y Students repetitively 
pronounce words.  
It helps them to practice the 
pronunciation. 

• Repetitive 

• Practice 

 

The data shown in the table were collected through interview from two SJK(T) teachers 
from Sungai Petani, Kedah. The teachers are identified as Respondent X and Respondent Y 
throughout this discussion.  

Respondent X 

The respondent agreed that using tongue twisters to teach pronunciation is an effective 
method. For instance, for Q4, the respondent had voted for four out of five items as 
satisfactory. Thus, the number 4 in the scale shows that the respondent was satisfied in the 
outcome of using tongue twisters as a method to teach pronunciation. From the respondents’ 
point of view, using tongue twisters to teach pronunciation is effective as it can create interest 
among pupils and is a creative way of teaching pronunciation.  

In relation to this, Respondent A’s perception for Q5, is well supported by one of the 
articles that states “whenever you see your learners getting bored, you could use a tongue 
twister to bring in energy and add some fun to your class” (Team–C.H., 2019). 

Respondent Y 

The respondent seemed to strongly agree with the fact that using tongue twisters to 
teach pronunciation is an effective method. It is because the data collected shows that 
respondent Y voted five out of five on the satisfactory scale for Q4. Thus, choosing the fifth 
scale proves that the respondent is very satisfied with the outcome of using tongue twisters to 
teach pronunciation. The reason has been well stated by the respondent Y on behalf of the 
perception for Q4 in Q5 where the respondent believes that using tongue twisters helps to 
teach pronunciation as students repetitively pronounce words. Thus, it helps them to practise 
pronunciation.  

5. Conclusion 

In a nutshell, the aims and objective of this research report were achieved with the 
collaboration of everyone who was a part of this case study and contributed along the journey 
towards its successful completion.   

 

References 

Ivy Kho Chiann Ying - eprints.utar.edu.my. (0ad). http://eprints.utar.edu.my/264/1/EL-2011-
0805055-1.pdf.  

Johnson, L. (2019). 5 Techniques for teaching English pronunciation. ALO7 Online Tutoring. 
https://blog.alo7.com/5-techniques-for-teaching-english-pronunciation/. 

Speech Sound Errors. The most common speech errors a child is likely to make. Speech.   
(0AD). http://www.speechlanguage-resources.com/speech-sound-errors.html. 

Team– C. H. (2019). Benefits of tongue twisters. enguru. https://blog.enguruapp.com/?p=599.  

 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 196  

 

Using ‘Snake Flip Card’ to Teach S-V-O Sentence Patterns 
in Sentence Construction among Year 3 Pupils  

 
Gillian Bong Song Yiing 

Institut Pendidikan Guru Kampus Bahasa Antarabangsa (IPGKBA) 
gillian10-471@epembelajaran.edu.my  

Abstract   

This study was designed to improve Year 3 pupils’ writing skill especially in sentence 

construction by using the Snake Flip Card method. The participants of the study were two 

Year 3 pupils from my neighbouring area in Kuching due to the COVID-19 pandemic situation 

which had caused the closure of schools. In this research, the cycle of the intervention had 

been carried out twice which involved the intervening action and revised intervening action. 

Instruments used for this research were document analysis, reflective journal and interview. 

The data collected from the document analysis were supported by the teacher's reflective 

journal and interview. The findings of this research showed positive results when participants 

were able to construct simple sentences using the Snake Flip Card method. Moreover, this 

intervention was able to enhance pupils’ motivation in learning and promote fun learning in the 

classroom. The results of the study indicated pupils’ positive behaviours and responses 

towards the use of ‘Snake Flip Card’.  

Keywords: Snake Flip Card intervention, sentence construction, S-V-O sentence patterns, 

Year 3 pupils 

1. Introduction 

Being a global language, English is most widely spoken and written in almost all the 

major fields around the world. In this context, it is appropriate to say that English helps fulfil 

the needs of the people from all around the world who speak different languages (Parupalli, 

2019). According to Nguyen (2015), writing is one of the most crucial skills in studying English 

because it is an ability which converts into any career field, besides being an academic skill. 

In schools, pupils are taught to write for various purposes to prepare them for the real world, 

hence, they need to know grammatical rules in order to write a proper and complete sentence. 

This is supported by Nandy (2004) who stated that the knowledge of grammar is important 

when learning a foreign language like English because it helps us to develop greater 

awareness of meaningful language and skill in using it competently. If the pupils fail to 

construct a simple sentence, they can never meet the requirements of narrative writing. 

Therefore, this led to the research topic which is using Snake Flip Cards to teach S-V-O 

sentence patterns in sentence construction among Year 3 pupils. 

2.  Research Focus 

As mentioned above, this research focuses on the writing difficulties among Year 3 

pupils. One of the main problems in writing among pupils is the interference of their mother 

tongue. This is common in any Malaysian ESL classroom context. From the researcher’s 

practicum experiences, it was found that pupils faced problems writing in English due to their 

poor vocabulary and grammatical knowledge in English. They tend to think in their mother 

tongue when writing. Often, this leads to grammatically incorrect and disorganised sentence 

structures when they try to translate everything from their mother tongue. Hence, for pupils to 
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master good writing skill, they must have strong background knowledge about the basic 

systems of the language.  

According to Yohana (2005), the problems in writing can be categorised as 

capitalisation, punctuation, inexplicability, poor organization, spelling inaccuracies and 

grammatical errors. The researcher’s observation showed that most pupils have problems in 

mechanics of writing such as the use of capitalisation and punctuation. They also face 

difficulties in constructing proper sentences as they do not know how to organise their words 

in the correct order to form a sentence. Writing in English is indeed a difficult task for the pupils 

since English is not their mother tongue. Mechanics of writing such as capitalisation, 

punctuation, spelling, sentence construction, and grammar can be confusing and tedious to 

young learners. Hence, the researcher decided to address this problem in order to help the 

pupils solve this issue. 

3.  Objective and Research Questions  

The objective of this research is to find out the effectiveness of using the Snake Flip Card 

method in teaching S-V-O sentence patterns to enhance Year 3 pupils’ ability in sentence 

construction. Consequently, this study was guided by the following research questions: 

i. Does use of the Snake Flip Card method help improve Year 3 pupils’ writing of simple 

sentences? 

ii. What are the pupils’ perceptions towards the Snake Flip Card method in teaching 

sentence construction? 

4.  Research Methodology 

The action research model chosen is Kemmis and McTaggart’s model which consists of two 

cycles. Each cycle has four steps, namely plan, act, observe and reflect. The Snake Flip Card 

intervention was introduced to help ease the pupils’ understanding in constructing simple 

sentences. This intervention is in line with Piaget’s theory of cognitive development. According 

to Piaget, primary school pupils are still at the concrete operational stage. At this stage, 

children can only apply cognitive operations to problems involving concrete objects, but not to 

problems involving abstract concepts (Presseley & McCormick, 2007). Hence, the intervention 

serves as a visual aid for pupils to visualise the components of a sentence and how it is 

developed. Figure 1 below shows the Snake Flip Card intervention. 

Figure 1: The Snake Flip Card 

 

The snake’s body was divided into three parts with different colours. “Pink” represents 

the subject in a sentence, while “yellow” represents the verb, and lastly “green” represents the 

object. The colour coding here helps to boost the pupils’ memory so that they can easily 
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remember the three main components in this S-V-O sentence pattern.  

This action research was carried out in a duration of three weeks. The intervention 

method was carried out in the first two weeks and the data were obtained through document 

analysis, reflective journal and interview with the participants. The results shown were not 

satisfactory and hence, a modified intervention was carried out in the third week. By carrying 

out another cycle of the intervention, it allowed the researcher to see if there was any 

difference between the outcomes of Cycle 1 and Cycle 2.  

The participants’ writing outcomes before and after the intervention were compared 

through document analysis and their behaviours during each lesson were jotted down in 

reflective journals. These observations were then interpreted and analysed in the findings. 

Moreover, semi-structured interviews were also conducted to provide greater flexibility for the 

participants to voice their experience freely. This is supported by Creswell (2012) whereby a 

researcher can ask open-ended questions so that the participants can best voice their 

experience unconstrained by any perspectives of the researcher(s) or past research findings. 

Each participant was interviewed individually by the researcher and the sessions were 

recorded and transcribed. The data collected gave the researcher a comprehensive insight 

into each participant’s learning.          

5.  Results and Discussion 

The findings are reported according to the research questions. For the first research 

question, all three instruments were used to gather data for the findings. The participants’ 

exercise books were collected and looked at by the researcher for document analysis. Table 

1 below shows some of the examples of the participants’ work before intervention. 

Table 1: Examples of participants’ work before intervention 

 

There were many grammatical errors made in both participants’ work as they were 

inclined to construct sentences by translating from their mother tongue. They also frequently 

forgot the use of capitalisation at the beginning of the sentence and Participant B even used 

it in the wrong part of the sentence. From the researcher’s observation, it was found that 

Participant B had the habit of writing capital ‘S’ and ‘T’ regardless of where the letters are 

situated. Moreover, the participants also forgot to use punctuations such as full stop at the end 

of the sentence.  

Hence, the Snake Flip Card intervention was carried out in order to address these 
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issues. After implementation of the intervention, these problems have slowly been tackled and 

pupils were well-engaged in completing the writing task using the empty Snake Flip Card 

template (refer to Figure 2).        

Figure 2: Participants’ writing outcomes 

 

The participants showed substantial improvement in their writing when they used the template 

to guide them. The researcher also collected the participants’ work after the intervention and 

the results were documented as below: 

Table 2: Samples of participants’ work after intervention 

 

Table 2 shows samples of participants’ work after the intervention. Participant A 

showed a significant improvement in constructing the sentences correctly using the S-V-O 

sentence pattern while Participant B still made some minor grammatical errors in the 

sentences. From the document analysis, Participant B faced difficulties in using prepositions 

in his sentences because the preposition section was not shown in the Snake Flip Card. 

Participant B was just following directly the S-V-O sentence pattern in the Snake Flip Card 

which resulted in the missing preposition in his sentence. Therefore, the intervention was 

modified in order to solve this problem. 

Another research cycle was carried out using the modified Snake Flip Card. This 

modified intervention attempted to solve problems that were faced by participants. One small 

section was added to the Snake Flip Card and was labelled as “Preposition”. So,  they were 
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required to remember the new sentence pattern SVᴾO instead of the normal SVO so that they 

can write according to the sentence pattern without any grammatical errors. The results of 

these changes were effective as both participants did not make any mistakes in their writing 

this time. 

This is also supported by the interview findings whereby the participants claimed that 

it is very easy to write in the snake template and they are able to remember the components 

of the sentence due to its colour coding. This is proven by Mariam and Muhammad (2013) 

who believe that colour is the most important visual experience to human beings as it plays a 

vital role in enhancing memory performance. In other words, children tend to have a vivid 

image in their memory when they see things that have colours. Therefore, it can be concluded 

that this intervention indeed helped improve the Year 3 pupils’ writing of simple sentences as 

all the data collected had proven its effectiveness. Thus, this had answered the first research 

question. 

As for the second research question, the main instrument used to collect data was an 

interview. During the interview, when the participants were asked whether they like to write in 

the Snake Flip Card template, they both claimed that they like it because it is very easy to 

remember and it is fun adding words into the snake’s body. One of them even claimed that 

this method is very different from how their teacher previously taught writing in school. This 

clearly shows that the participants find this intervention interesting as they have never learned 

writing using this method before.  

Furthermore, when they were asked how they feel about writing using Snake Flip Card, 

one of them felt that writing is no longer a tedious task for him because he usually does not 

like writing, especially in English. Another participant also claimed that writing is very boring 

and he prefers listening and speaking. However, after the intervention, they both claimed that 

they have started to love writing now as they are more confident in constructing their own 

sentences. The confidence in sentence writing gives them a sense of accomplishment. This 

helps to motivate them in learning as they are no longer clueless or left behind. According to 

Johnson (2017), motivation helps to enhance pupils’ learning as their own innate desires to 

perform or accomplish a task. Therefore, educators should always find ways to help pupils 

overcome their problems so that they can gain confidence in learning and thus motivate them 

to learn. Thus, the interview above had answered the second research question. 

6.  Conclusion 

In conclusion, the Snake Flip Card intervention is truly a success. Through this 

intervention, the researcher has found a better and more efficient method to teach English 

writing among Year 3 pupils. Writing by all means is a fundamental skill that should be acquired 

by pupils throughout their six years of primary education. In short, the researcher also gained 

a better understanding and insight into teaching in general throughout the entire process.          
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Abstract 

The purpose of this paper is to focus on how real-world situations can be used in language 
classrooms to drive engagement of students to acquire 21st century skills. Commonly, students 
learn the language in isolation within classroom settings or by using simulated situations. 
However, the 21st century workplace requires not only language ability but also digital 
competence and soft skills with an emphasis on 4Cs – collaboration, creativity, communication 
and critical thinking. As language teachers, it becomes our responsibility to incorporate the 
4Cs in our classrooms in order to drive student engagement. This is necessary for students to 
become involved in learning experiences that are meaningful and relevant. However, the 
challenges lie in creating these meaningful experiences and providing opportunities for 
students to contextualise language use in real-world scenarios. With this in mind, the 
researchers attempted to integrate Employer Projects into second-year courses. An action 
research was carried out and the data was primarily collected through students’ work and 
reflections as well as from employer feedback. The results showed that students in general, 
developed and solidified their teamwork, communication, critical thinking and creative thinking 
skills.  

Keywords: 21st century skills, student engagement, Employer Projects, action research 
 

1. Introduction 

The 21st century workplace offers substantial flexibility, yet presents far more challenges. As 
technology advances rapidly, the demands of the workplace shift and evolve much more 
swiftly than ever before. Consequently, higher education institutions (HEIs) are under 
increased pressure to develop curriculum and to adapt teaching and learning strategies that 
will cultivate employability skills of graduates. 21st century skills, particularly the 4Cs – 
collaboration, creativity, communication and critical thinking, have become essential in a 
rapidly changing workplace environment. The ever-changing technological and work 
environment demands graduates who are equipped with the ability to adapt and react to 
changes positively.  

In schools, language teachers integrate the 4Cs through various ways such as role-plays, and 
debates. While these activities can develop the 4Cs among students, the fact that these are 
learned in a safe classroom environment make it effective only at the lower level. On the other 
hand, in undergraduate classes, the simulated settings are at times less effective as students 
tend to question the relevance of any skill they are required to learn, and motivation to learn 
is lost if they do not see the relevance.  

In fact, research into innovative educational models shows that education is most effective 
when students analyse real-world problems and apply the theories learned to formulate 
practical solutions (Association of American Colleges and Universities, 2002). Some HEIs 
have been collaborating with companies and businesses to provide work-based learning 
experiences. However, this has been possible mainly in core subjects in engineering, IT and 
business. Unfortunately, ESL instructors have not been able to utilise these strategies to 
provide real-life experiences to learners. 
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2. Research Questions 

This paper focuses on using Employer Projects in language classrooms in HEIs to develop 
21st century skills among learners. Thus, the research questions discussed are: 

i. How can Employer Projects be incorporated in language classrooms? 
ii. Do Employer Projects help in developing the 4Cs among learners? 

 
3. Related Literature 

Research shows that at the global level, the gap between employers' expectations and 
graduates' readiness is widening. This is the result of a fast-changing workplace due to 
automation technology which will accelerate further in the next few years to affect more than 
a billion employees worldwide (Lynn-Matern, 2020). Unfortunately, HEIs are struggling to keep 
up with the pace and to tailor the courses to suit current workplace expectations. Nevertheless, 
some universities have begun to take the initiative to incorporate employability skills directly 
in the curriculum or through projects and activities. The education-university collaboration 
(EUC) provides ample opportunity in the form of experiential learning for students to be 
involved in real-world projects that will enable them to apply acquired knowledge to real-world 
situations (Lynn-Matern, 2020). In addition to internships and career talks, this experiential 
learning can also be acquired through Employer Projects.  

However, there is no commonly accepted definition of “Employer Project” or what it entails. 
According to INTI International University & Colleges (n.d.), Employer Projects offer students 
a glimpse into real challenges faced by actual businesses, in which students are required to 
work collaboratively with their peers to develop suggestions/proposals in a short period of time 
and present their ideas to representatives of the companies. These projects provide an 
opportunity to develop communication, collaboration, critical thinking and creativity skills as 
students research and analyse the challenges, discuss them with their team members and 
critically think of solutions for the identified issues.  

4. Methods 

To answer the research questions, an action research was carried out. The researchers first 
worked on selecting the most suitable course and best suited employer to work with. Once the 
employer was identified, a meeting was arranged to align the course learning outcomes with 
the employer’s expectations. Next, the employer briefed the students by outlining the 
expectations and confirming the timeline. Over the next few weeks, the students conducted 
the research online to collect data/information on issues highlighted by the employer. Finally, 
the students prepared their presentations and shared their findings and suggestions with the 
employer. 

At completion of the project, the researchers obtained student and employer feedback, as well 
as student artefacts (project work). 

5. Results and Discussion 

An analysis of student feedback and artefacts shows that students were engaged in the 
Employer Projects and were able to develop the 4Cs to a considerable extent. For instance, 
it is evident from the following feedback how being engaged in the Employer Projects was 
able to help students improve their communication and collaboration skills: 

• “This project has helped to push me in being more professional in my speech, 
conveying ideas to my teammates in a clear manner….”  

• “Participating in the employer project … taught me how to be more cooperative. It 
taught me how to compromise in order to improve our level of cooperation. …I 
realized without one another, my group mates and I would not have been able to 
complete this project.”  
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• “It also showed me that it’s important to have a good team working skills to get 
things done efficiently.”  

Next, it is evident from the student responses and artefacts that they were encouraged to think 
critically and creatively as the Employer Projects required them to come up with practical and 
creative solutions to real-world issues. 

• “After researching about intimate partner violence (IPV) in Malaysia, I am now able to 
raise more critical discussions with my peers and family.”  

• “This project has helped to push me in being more professional in my speech, 
conveying ideas to my teammates in a clear manner and analyze the points critically 
to select the best ones to elaborate on.”  

 

 

 

 
 

In addition to positive feedback from students, the employers also provided constructive 
comments. One comment from an employer reads:   

“In regards to the presentations, the students did a wonderful job. It was beyond my 
expectations. They came well prepared, having done their research with lots of 
creativity and well thought out presentations. The presenters did an amazing job 
presenting too. Overall, it was excellent!”  

Thus, feedback from the students as well as from the employer further reinforces the idea that 
students are more engaged and motivated to learn when analysing and solving real-world 
problems (Hancock, et al., 2010) 
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6. Conclusion 

Employer Projects provide an opportunity to language learners to experience real-world 
situations and enable them to work with employers in real-time. Besides, learners feel 
empowered to find solutions to real-world problems and issues. As they research the issue in 
an attempt to find suitable suggestions, they expand their knowledge on the issue as well as 
develop critical thinking. Students learn to collaborate with their peers in order to complete the 
task within the time frame given by the employer. During the sharing sessions, employers’ 
constructive feedback gives them an opportunity to experience workplace expectations and 
highlights their strengths and weaknesses. Thus, the Employer Projects provide an avenue 
for language learners to develop key employability skills. 
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Abstract  
 

Teaching of vocabulary is a challenging task for English as Second Language (ESL) teachers, 
especially for pupils with lower proficiency level. Their inability to master vocabulary in the 
intended language affects their learning in a broad spectrum. Therefore, one of the strategies 
to teach vocabulary is through pictures, which is known as Picture Word Inductive Model 
(PWIM) that has been used by educators worldwide. This study examined the effectiveness 
of PWIM in vocabulary development among Year 5 low achievers ESL learners. Qualitative 
case study was employed as the research design of this study and the methods were pre-
intervention test, post-intervention test and questionnaires. Findings revealed that there was 
s positive of PWIM on vocabulary learning. After teaching lessons with the PWIM for five 
pupils, the results showed that the pupils gained relatively higher test scores in post-
intervention test, performed more actively and found the lesson to be more enjoyable in the 
classroom. Meanwhile, the analysis of the questionnaire showed that the pupils gave positive 
responses towards the use of PWIM strategy in teaching and learning of English in general, 
and vocabulary learning, in particular. This implies that PWIM is effective in learning new 
English vocabulary of SLA (Second Language Acquisition). Some suggestion and implications 
of PWIM on education are also discussed in this paper.  

Keywords: Vocabulary learning, Picture Word Inductive Model (PWIM), low proficiency ESL 
learners; English as a Second Language  

1. Introduction  

The learning of the English language in Malaysia is so prominent that English is a compulsory 

subject in all schools in the country since the subject is taught as English as Second Language 

(ESL). Andrew (2006) and Norlida, Munirah, Christina and Amir (2004 as cited in Normazidah, 

Koo & Hazita, 2012) stated that 70% of Malaysian pupils are weak at English language and 

are below satisfactory level although they have been learning the language formally for 

approximately 11 years. Meara (1996) claimed that learners’ wide vocabulary knowledge 

highly influences second language acquisition as compared to learners with limited vocabulary 

knowledge. Therefore, Picture Word Inductive Model (PWIM) was introduced by Calhoun 

(1999) to use pictures in enhancing pupils’ vocabulary mastery while identifying the picture. 

This study intends to explore the application of PWIM method to teach pupils on how to acquire 

vocabulary knowledge in order to further improve pupils’ vocabulary writing skills. This 

descriptive study explored the use and effectiveness of PWIM among four (A, B, C, D) low 

achievers of English language in a Malaysian ESL classroom. This study was a qualitative 

study and the researcher obtained qualitative data by administering questionnaire to pupils 

while quantitative data was collected from the results of pre-intervention and post-intervention 

test. Figure 1 shows the pre-test and post test result of four respondents after receiving PWIM 

intervention. 
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Figure 1: Percentage of pre-intervention test, post-intervention test and increase in 

vocabulary recall 

 

 

Figure 1 shows that Pupil A and Pupil C are obtained similar results during pre-

intervention test and post intervention test. Both pupils were able to identify two vocabulary 

items out of eight items, as required in the question. However, after receiving the intervention, 

they managed to improve their vocabulary recall in the post-intervention test up to 50% (Table 

1). They were able to retain the verbs recalled in pre-intervention test and added four new 

verbs. Pupil A and C exhibited ability to recall the verbs taught during intervention in the post-

intervention test. Eventually, their percentage increased drastically from 25% to 75% on 

vocabulary recall after receiving the intervention. They were categorised as low achievers with 

limited vocabulary knowledge in writing but their memory retention during post-intervention 

test was proven to be better.   

Meanwhile, Pupil B was seemed to be a low achiever in ESL learning because Pupil 

B was able to identify only one verb out of eight in the pre-intervention test which was only 

about 13% and scored around 35% in total, which was lower than other pupils. Nevertheless, 

Figure 1 shows that Pupil B improved approximately 38% and retained previously identified 

verbs and recalled two more verbs in post-intervention test after receiving the intervention 

(Table 1). Pupil D performed very well in both derived vocabulary and sentence writing 

compared to Pupil A, B, and C. Figure 1 and Table 1 show Pupil D’s performance in both pre-

intervention test and post-intervention test. Pupil D was able to write four out of eight required 

vocabulary items even before receiving the intervention while managing seven out of eight 

items in post-intervention test. With reference to Figure 1, Pupil D scored excellent mark of 

95% in post-intervention test.  
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Table 1: Pre-intervention test, Post-intervention test and increase in vocabulary recall result 
comparison table of Pupil A, Pupil B, Pupil C and Pupil D 

 
 

Table 2: Close-ended questionnaire result of Pupil A, Pupil B, Pupil C and Pupil D 

 
Pupils 

Pre-
test 

Post-
test 

 
 
 
 
 

Increase in 
vocabulary 

recall 

 
Percentage (%) 

Number of 
vocabulary item 
scores obtained 
before and after 

PWIM 

 
Pre-
test 

 
Post-
test 

 
 

Increase in 
vocabulary 

recall 

 
Post-test 

 

 
Total 
marks 
(20) 

 
Total 
marks 
(100) 

Pupil A 2 6 4 words 25 75 50 18 90 

Pupil B 1 3 2 words 13 38 25 7 35 

Pupil C 2 6 4 words 25 75 50 18 90 

Pupil D 4 7 3 words 50 88 38 19 95 

No 
A. Personal opinion 

Pupils’ Opinion about the intervention 
PWIM 

Items Pupil A Pupil B Pupil C Pupil D 

1 I like to see more pictures 
during English subject. 

Agree Agree Agree Strongly 
Agree 

2 I can remember the words 
better when using pictures. 

Agree Not sure Agree Strongly 
Agree 

3 I can learn more words 
(verbs, nouns, adjectives) 
from pictures. 

 
Agree 

 
Agree 

 
Agree 

 
Agree 

4 I can learn new words from 
pictures. 

Agree Agree Agree Agree 

5 I feel motivated when 
teachers use pictures to 
teach new words. 

Agree Agree Agree Strongly 
Agree 

6 I want the teachers to use 
pictures to teach new words. 

 
Agree 

 
Agree 

 
Agree 

 
Agree 

7 I can understand the 
meaning of new words when 
explained using pictures. 

 
Agree 

 
Disagree 

 
Agree 

 
Strongly 
Agree 

8 Pictures are helpful in 
sentence writing. 

Agree Agree Agree Agree 

9 I am able to brainstorm ideas 
effectively for sentence 
writing with the use of 
pictures. 

 
Agree 

 
Agree 

 
Not sure 

 
Strongly 
Agree 

10 Learning of new words is 
effective when using pictures. 

Agree Not sure Agree Strongly 
Agree 

 B. Lesson Feedback Pupils’ Opinion about the lesson  

Items Pupil A Pupil B Pupil C Pupil D 

11 The picture used by the 
teacher is clear. 

Agree Agree Agree Agree 
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 According to Table 2, Pupil A and C agreed to the statement in Item 3 that they were 

able to learn, remember and understand the meaning of new words better when explained 

with picture stimulus (PS) according to the close-ended post-intervention test questionnaire in 

Table 2. PWIM intervention contributed in enhancing their performance in the post-intervention 

test as they could come up with five vocabulary items (Table 1) on what they can observe from 

the picture stimulus. However, Pupil C was unsure of using the words correctly in context and 

faced difficulty to brainstorm ideas using the vocabulary identified (Item 9). Moreover, Table 2 

reflects Pupil B’s perception about PWIM intervention and the whole lesson that consequently 

affected the pupil’s pre-intervention test and post-intervention test results. On a positive note, 

the pupil felt motivated to learn vocabulary through PWIM intervention and wanted to do the 

activity again in future which shows her determination in learning vocabulary although PWIM 

did not prove to be the best means of learning vocabulary based on her opinion (Item 14). 

Pupil D was highly motivated to learn vocabulary when the researcher used PS during the 

lesson. Moreover, the pupil strongly agreed to the use of picture in vocabulary teaching as 

she preferred the use of colourful pictures in expressing the meaning of vocabulary. 

2. Related Literature  

Asia countries such as China, Taiwan and Indonesia have practised PWIM since ages. 

Firstly in China, Jiang (2014) researched over 30 seventh graders in order to discover the 

positive influence of PWIM in teaching narrative writing. Similarly, in 2015 he explored the 

effect of PWIM on the vocabulary acquisition of fourth and seventh graders from mainland 

China. Although some learners believe that they are cognitively overloaded with too many new 

words which had been introduced, majority of pupils claimed that they perceived vocabulary 

knowledge better than before and they have seen the positive effect of PWIM on their English 

language learning. Additionally, research conducted in Indonesia by Nurani and Rosyada 

(2017) also collected data regarding the impact of PWIM on communicative competence of 

47 eleventh-graders in a public secondary school in Jakarta. Besides that, Harahap (2018), 

Kurniawan (2015) and Kartika (2013) also explored PWIM as an alternative teaching 

methodology for secondary school students in descriptive writing, where all pupils exhibited 

significant improvement in writing skills. Similarly, Wahyuni (2016) and Yurfalah (2014) who 

conducted studies on PWIM and vocabulary learning on local learners in their country also 

documented positive results.         

3. Methods  

The data collection procedure was carried out twice. First, the researcher used 

conventional teaching method to teach vocabulary to the participants. A date was set for pupils 

to answer the pre-intervention test. The researcher gave a brief explanation so that the 

12 I was able to write eight 
words (verbs, nouns, 
adjectives) based on the 
picture given. 

 
Agree 

 
Not sure 

 
Agree 

 
Strongly 

agree 

13 I was able to write eight 
sentences by using the 
words written from the 
picture. 

 
Agree 

 
Disagree 

 
Agree 

 
Agree 

14 I enjoyed the activity. Agree Agree Not sure Agree 

15 I want to do the activity 
again.  

Not sure Agree Agree Agree 
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respondents would be aware of the objectives of the tests and be more cooperative throughout 

the data collection procedures. After the pre-test, the researcher taught the participants 

vocabulary for sentence construction by using PWIM intervention. Subsequently, after two 

weeks of teaching, post-intervention test was conducted to test the effectiveness of the 

intervention in improving participants’ vocabulary acquisition. A likert-scale questionnaire was 

given to get pupils’ feedback regarding the intervention. 

4. Results and Discussion  

Table 2 implies that pupils’ vocabulary development is supported by the PWIM intervention as 

they all agreed that they are attracted towards pictures. According to Cohen (2012), pupils as 

young as infants to 12-year-olds are naturally attracted to pictures because pictures serve as 

the core element of cognitive processing of information recall and retention and is an effective 

tool to benefit pupils in terms of acquiring the meaning of words, remembering words and 

retaining words over time.  To support, Joyce, Weil and Calhoun (2015, as cited in Bee, 

Pandian, & Rethinasamy, 2019) propose the use of pictures for vocabulary development 

among low achievers as it has been proven to be highly effective and is revealed to be an 

attention grabber for pupils to further learn vocabulary effectively.   

In addition, PWIM also affected the pupils’ motivation in a broad spectrum. Gardner (1985, 

as cited in Pavithran, Mohamad & Yamat, 2017) explained motivation as students’ desire to 

learn a language while experiencing satisfaction in the process. Similarly, when motivation 

level of Pupil A, B, C and D post intervention was higher, the affective filter is lower, thus the 

learning of vocabulary can occur. Affective Filter Hypothesis, as proposed by Krashen (1982 

as cited in Pavithran, Mohamad & Yamat, 2017) defined Affective Filter as a block that 

prevents comprehensible language input from reaching the mental Language Acquisition 

Device, hence preventing language acquisition with three variables such as motivation, self-

confidence and anxiety as influencers of this Affective Filter. Hence, the discussion above 

justifies the positive effects of the PWIM on vocabulary learning among the low ESL learners 

in terms of vocabulary recall and motivation with regard to previous studies. The drastic 

improvement in vocabulary recall of Pupil A, B, C and D implies that PWIM has served as a 

viable method for this particular set of pupils in developing vocabulary knowledge.  

5. Conclusion  

The overall results of this study demonstrate the use of PWIM strategy in teaching writing 

to be effective in promoting vocabulary acquisition among low achievers Year 5 ESL learners. 

PWIM strategy is recommended to teach writing because it can improve the pupils’ vocabulary 

mastery that has a significant effect on their writing. As implication, this study is beneficial for 

English teachers who are dealing with low proficiency pupils. The teachers can attempt to 

incorporate this strategy into their lesson after recognising that PWIM is able to reinforce the 

teaching and learning process.  
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Abstract  

This action research attempts to improve pupils' vocabulary learning. Most ESL learners face 

difficulties in learning vocabulary due to lack of understanding of the words and also because 

they do not know how to apply the particular word in the context. As a result, it affects their 

language skills, namely listening, speaking, reading and writing skills. Thus, this research was 

conducted on 10 Year 4 pupils in a Malaysian ESL primary school using word mapping 

strategy. This research aims to explore whether the use of word mapping strategy can 

enhance vocabulary learning and intends to find out how the strategy improves pupils' 

vocabulary learning, consequently interpret pupils' perceptions towards the use of word 

mapping strategy in vocabulary learning. With this, tests, journal entries, and questionnaires 

were used to collect the data to answer the research questions and achieve the research 

objective. The findings show that most of the participants responded better in the post-

intervention test than in the pre-intervention test and indicate that the word map elements are 

useful to help Year 4 pupils understand the meaning of unfamiliar words. Furthermore, pupils 

found this strategy easy, interesting and useful to learn new words. They grasped the concept 

of using the word map by filling in the columns appropriately. It is recommended that teachers 

use word mapping strategy in teaching other language skills such as writing skills to maximise 

its use in second language learning. 

Keywords: vocabulary learning, ESL learners, vocabulary, word mapping strategy  

1. Introduction 

Without mastery of vocabulary, an individual cannot express their ideas or concepts 

effectively, hence, impedes meaningful communication. As Rohmatillah (2014) reveals, 

communication and expression of ideas would not occur effectively without adequate 

vocabulary. Pupils need to learn as much vocabulary as possible to help them convey their 

intended message.  

Most pupils cannot wholly comprehend texts and are unable to write a simple sentence.  This 

is deemed to be severe as it affects their language skills development. The researcher 

discussed this with an English teacher and found out that mother tongue interference and 

family background are pupils' obstacles in learning English. Also, pupils mismatch words in 

the rational cloze exercise and misspell words when their work is reviewed. This indicates their 

vocabulary level is below average.  

Hence, this study was undertaken to focus on pupils’ vocabulary issues as it is crucial to have 

adequate vocabulary knowledge in second language learning. It is fervently hoped that pupils 

would learn as much vocabulary as possible to enhance their language skills and become 

competent second language learners.  
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2. Related Literature  

Based on a study carried out by Wulandari et al. (2020) in Malaysia, most pupils face 

difficulties in vocabulary learning, such as a lack of understanding about using the words 

correctly and unable to differentiate the pronunciation of the words due to their mother tongue 

influence. It is stipulated by Rohmatillah (2014) that learning a foreign language is more 

demanding since the system of the target language is quite different as compared to the native 

language. It is teachers’ responsibility to find the appropriate teaching-learning method to help 

pupils improve their ability in vocabulary after identifying their difficulties in vocabulary learning 

(Aristya, 2019). Based on research conducted by Qomariyah and Nafisah (2020), and Melieta 

et al. (2016) and Utami (2017) in Indonesia, word mapping strategy positively affects pupils’ 

vocabulary mastery as they show improvement after the intervention is applied. 

3. Methods 

Word mapping strategy was employed to enhance pupils' vocabulary learning. As a visual 

organiser, it encourages vocabulary development in pupils to define words and synonyms, 

draw a picture, and construct a sentence using the word (refer to Figure 1) (Utami, 2017).  

Figure 1:  Sample of a word map 

 

 
After introducing the unfamiliar words encountered in a story, ways to use word map according 

to the sequence was demonstrated (Figure 2). Pupils were guided by asking Wh questions to 

ensure they grasp the idea of how to use it independently in learning vocabulary.  

 

 

 

 

 

 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 214  

 

Figure 2: The sequence of filling in the word map 

 

After that, pupils' data was collected using three research instruments, including tests, journal 

entries, and questionnaire, to triangulate the data. The data gathered in the tests and 

questionnaire were tabulated in Table 1 and Figure 3 respectively, while pupils' reactions and 

behaviours were noted in the instructor’s (researcher’s) journal entries (Figure 4). 

Table 1: A comparison of result in Test 1 and Test 2 

No. Participants Test 1 Test 2 

Marks Proficiency level Marks Proficiency level 

1 A 16 High 14 Intermediate 

2 B 16 High 17 High 

3 C 16 High 18 High 

4 D 10 Intermediate 12 Intermediate 

5 E 13 Intermediate 13 Intermediate 

6 F 11 Intermediate 11 Intermediate 

7 G 3 Low 9 Intermediate 

8 H 5 Low 6 Low 

9 I 7 Low 13 Intermediate 

10 J 15 Intermediate 17 High 
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 Figure 3: Data analysis of the questionnaire

 
 

Figure 4: Analysis of journal entry 

 

 

 

 

 

 

 

    

4. Results and Discussion  

Word mapping strategy was employed twice in different reading lessons. Pupils managed to 

grasp the gist of the target word by filling in the word map columns. In relation to this, Wardani 

(2015) claims that pupils will be able to categorise information and create strong connections 

between their prior knowledge and a new concept using word mapping.  

Table 2 shows that the total marks accumulated in Test 2 (130 marks) were higher than Test 

1 (112 marks). This indicates that the participants answered better in Test 2 where they gained 

a better understanding of the vocabulary after applying word mapping strategy. However, 

there was one participant who showed regression in Test 2. He claimed that he lost focus in 

reading the questions, which can be related to the limitation of the implementation of PdPR 

(teaching and learning from home) that some learners lost their motivation in learning during 

the COVID-19 pandemic (Sivanisswary & Lubna Ali, 2020). 
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Table 2: Analysis of Test 1 and Test 2 result 

No. Participants Marks Proficiency Level Marks 

Improved (+) 

/ Reduced (-) 

Test 1 Test 2 Test 1 Test 2 

1 A 16 14 High Intermediate -2 

2 B 16 17 High High +1 

3 C 16 18 High High +2 

4 D 10 12 Intermediate Intermediate +2 

5 E 13 13 Intermediate Intermediate +0 

6 F 11 11 Intermediate Intermediate +0 

7 G 3 9 Low Intermediate +6 

8 H 5 6 Low Low +1 

9 I 7 13 Low Intermediate +6 

10 J 15 17 Intermediate High +2 

Total marks 112 130  

Mean 11.2 13.0  

Standard deviation 

( σ) 

4.60 3.58  

 

Furthermore, pupils claimed that they liked using word map because it is easy for them to 

learn vocabulary and most of them like the drawing part the most. This indicates that the word 

map elements increased their interest in learning vocabulary and in enhancing their idea 

conceptualisation. They were able to foster a relationship between the vocabulary and the 

picture to convey meaning effectively.  

Figure 3 shows that six participants responded positively that word mapping helps them to 

learn vocabulary. Furthermore, one participant emphasised that he used a word map at home. 

A study by Karendra et al. (2017) proved that word mapping provided a useful way for pupils 

to have valuable practice; they can either use it inside or outside the classroom. However, it 

is useful to a certain extent as the low-proficient pupils were unable to write a sentence in the 

word map due to limited vocabulary knowledge. As Utami (2017) mentions, this strategy may 

not be appropriate for less competent pupils.   

5. Conclusion 

In conclusion, word mapping strategy is able to enhance pupils' vocabulary learning. For future 

research, using survey research is recommended if PdPR continues. This is because the 

selection of consistent research participants would affect the data reliability and validity. 

Secondly, I suggest using conversation to collect data instead of a questionnaire to receive 

more detailed feedback. Lastly, it would be interesting to adapt the word map and make it 

more appropriate to teach writing skills. 
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Abstract 

The thoughtless implementation of reward as a norm by teachers in SK X has always been a 
problem in the reinforcement of learning behaviour. Thus, this survey research attempts to 
bring understanding to the ESL teachers of primary schools through exploring the pupils’ 
perception and attitude on the effects of reward system implemented as a strategy to reinforce 
the pupils’ learning behaviours so as to enhance effective implementation of reward system 
which can appropriately motivate and enhance pupils’ behaviour. This study adopted a survey 
research design. The sample size of 30 respondents were selected among year 4 pupils using 
a simple random sampling technique. A survey questionnaire instrument is the main data 
source to gain insight into the effects of rewards on behaviour reinforcement based on the 
perceptions and attitudes of pupils. Findings revealed that most primary school teachers 
occasionally adopt reward as a strategy to reinforce learning behaviours. The pupils mostly 
perceived reward positively as they agreed that reward can help in strengthening their good 
learning behaviours. The study further revealed that the majority of the pupils will react 
positively by liking the teacher and participate well in the class, and working hard when 
rewards were applied to reinforce their learning behaviour. Based on the findings, the 
researcher recommends that teachers in SK X should remain with the adoption of rewards in 
their schools to reinforce pupils’ learning behaviour as the pupils’ perceptions and attitudes 
towards the reward system reflect significant positive effects on behaviour reinforcement 
through the use of rewards. 
 
Keywords: pupils’ perceptions and attitude, rewards system, behaviour reinforcement, 
Reinforcement Theory of Motivation 
 

1. Introduction 

In the current educational trend, assessment for learning has emerged and moved to the 
centre stage when Black and Williams (2009) found out that the intentional use of formative 
assessment in the classroom promoted learning, improve pupils’ performance and increase 
pupils’ attainment. To ensure the improvement of pupils’ behaviours in learning, rewards 
system as motivation are one of the ways adopted by most of the schools.  

The reason for many adoptive implementations is due to the findings of researchers 
whereby rewards regardless of the types are effective to motivate the pupils to perform well in 
learning (Wantina & Widya, 2019; Irawati & Syafei, 2016). Students show conformation to 
appropriate behaviours when rewarded intrinsically and extrinsically. Thus, rewards can be 
beneficial to enhance pupils’ learning behaviours. However, the statement was opposed and 
questioned by Alfie Kohn about its benefit as Kohn (1999) viewed rewards as something that 
opposed the humanity value by controlling others behaviour to a desire and treating humans 
as pets. This has caused educators to question more about the reward system and its effects 
on enhancing pupils’ behaviours. Thus, the aim of this study is to solve the doubts of educators 

mailto:melissa10-476@epembelajaran.edu.my


29th MELTA International Conference  
23-25 July 2021 

 

Page | 219  

 

on the effects of rewards system in the reinforcement of learning behaviours among year 4 
pupils in an ESL classroom, especially in SK X. 
 

2. Statement of Problem 

In 2016, reward was introduced as one of the suggested practices in the policy of CEFR-
aligned SBA. Since then, reward was commonly adopted by schools, especially in SK X. 
According to the researchers’ journal reflection, reward has been a norm in SK X. Teachers 
in SK X blindly follow the implementation of rewards by other teachers without identifying the 
actual perceptions and attitudes of the pupils towards the use of reward in reinforcing learning 
behaviour which shows neglection of pupils’ voice. Therefore, this study aims to solve the 
doubt of teachers on how the pupils perceived rewards in reinforcement of learning behaviour 
and the real effects of rewards in learning behaviour reinforcement. 
 

3. Objective and Research Questions 

In this study, the main objective is to promote teachers’ understanding on the effects of reward 
system implemented in the reinforcement of learning behaviour based on pupils’ perceptions 
and attitude towards the reward system for better utilisation of reward system.  Consequently, 
the study was guided by the following research questions: 

1. To what extent do teachers apply reward in English classroom to reinforce learning 
behaviours?  

2.  Does reward help to reinforce pupils’ learning behaviours? 
a. What are the perceptions of the pupils towards the use of reward system? 
b. What are the attitudes of the pupils towards the use of reward system? 

 

4. Related Literature 

The effectiveness of learning is measured and proofed to be efficacious when the cognitive, 
motivational, emotional and social processes of pupils are stimulated which bring the result in 
behaviour change (Kalin & Jana, 2017). In the learning process, teachers are often faced with 
effective motivational strategies to adopt in order to bring about improvement and 
enhancement in pupils’ learning behaviours. Rewards can be categories into different types 
such as verbal and non-verbal. The Reinforcement Theory of Motivation is the theory behind 
the use of reward in the reinforcement of learning behaviour which proposed that behaviour 
that is followed by pleasant consequences is likely to be repeated (Skinner, 1938). According 
to previous research findings, the common results of reward are obviously motivating to the 
pupils in learning performances as studies have shown in general that reward has positive 
effects on students (Yaman & Guven, 2014; Wantina & Widya, 2019; Langa, 2014; Yunisa et 
al, 2019). However, the research findings are mainly in other countries but rarely in Malaysia. 
Therefore, the lack of research on the reward topic in Malaysia leads to this study. 
 
5. Methods 

The study adopted a quantitative methodology with the use of cross-sectional survey research 
design to examine the opinion and attitudes of respondents on the research topic. The study 
is descriptive in nature. To collect data for the study, a purposive sampling of 30 Year 4 
respondents were randomly selected from SK X to fill up a pencil-based survey questionnaire 
which was adapted from Yunisa et al. (2019) and Miller et al. (1998) validated questionnaire 
as they are the pioneer batch to have adequate experience in the implementation of reward 
system in the policy of CEFR-aligned SBA that started since 2016. After the respondents have 
completed the survey, the questionnaire will be collected. To support the findings, two 
respondents were selected among all the respondents to further follow up their experience 
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and opinion on the use of reward by their teachers in reinforcing their learning behaviour in an 
interview with four open-ended interview questions. By the end of data collection, statistical 
data were analysed in the form of descriptive statistics by using Microsoft excel, whereas the 
interview findings were analysed through coding.  
 
 
6. Results and Discussion 

The findings of the study are reported according to the research questions. As seen in table 
1, the findings from survey item 3 showed that teachers in SK X make use of reward 
occasionally to reinforce learning behaviour as 24 out of 30 representing a total of 80% of 
pupils have chosen that option. This is further supported by the finding from survey item 4 in 
figure 1 whereby all respondents are widely exposed to different types of rewards because all 
types have been experienced by more than half of the overall respondents. Thus, it is evident 
to support the researcher’s journal observation and the view of Bernstein (2021) which stated 
that reward has become a common practice in school to reinforce learning behaviours.  
 

Table 1: Pupils’ Response on the Extent of Teachers’ Application of Reward 

Extent Frequency Percentage 

Regularly 3 10% 

Occasionally 24 80% 

Rarely 3 10% 

Total 30 100% 

 
Figure 1: Pupils’ Response on the Types of Reward Applied by Teachers to Reinforce 

Learning Behaviour in ESL Classrooms 

 
 

Besides, it is evident that the pupils’ perception and attitude shows significant positive 
effects on the use of reward in reinforcing learning behaviour based on the following 
findings: 
 
The findings in table 2 show that most of the pupils perceived reward positively and are of 
the opinion that teachers should adopt reward in reinforcing learning behaviour as the mean 
score of most of the items in this construct was above 3.31 which indicates high agreement 
on the statement that the use of reward can reinforce learning behaviour. This is in line with 
the study of Langa (2014) who recommends that teachers should adopt rewards as a 
stimulator of motivation in the education process as it is efficient to shape pupils’ behaviour 
through positive strengthening.  
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Table 2: Mean rating of Pupils’ Perception of the use of Reward Systems in Reinforcing 
their Learning Behaviours. 

S/N Item Statement mean sd decision 

1 The teachers can help me to concentrate and 
pay attention all the time through the use of 
reward. 

4.2 1.03 Agreed 

2 The teachers are encouraging me to continue 
our right attitude through giving us reward. 

3.47 1.46 Agreed 

3 The teachers are encouraging me to achieve 
the desired behaviour in class through reward. 

4.13 0.86 Agreed 

4 I am happy when the teacher strives to make 
the atmosphere in the class as motivating as 
possible. 

4.17 1.12 Agreed 

5 Teachers should reward students. 4 1.34 Agreed 

6 I feel happy when the teacher rewards me for 
answering questions. 

4.7 0.79 Agreed 

7 With teachers praising me, It will help me to 
shape good learning behaviour. 

4.27 1.2 Agreed 

8 I love teachers who praise me for my correct 
behaviour. 

4 1.31 Agreed 

 
The study further revealed that majority of the pupils were more likely to react positively when 
different types of rewards were applied to reinforce their learning behaviour as shown in table 
3. This is further supported by the interview findings where respondents have the opinion that 
recognition with a reward made them feel valued or motivated to learn a behaviour. The result 
also further reinforced the findings of Emily (2012) who viewed the act of reward as to 
encourage the pupils and other pupils to develop and preserve positive behaviours so that the 
good learning behaviours are more likely to reoccur in the future. 

 
Table 3: Pupils’ Attitude after different Reward Systems is given to reinforcing Learning 

Behaviours. 

Situation 
Most chosen 

attitude 
frequency reaction 

I was given a reward based on 
cumulative points or stickers for 
participating in class. 

Like the teacher 
and participate well 

in class 
14 positive 

I got good comments on my good 
work. 

Like the teacher 
and participate well 

in class 
12 positive 

I was given credit on my excellent 
project and have my work on display. 

Work hard 13 positive 
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I was given good marks for my good 
behaviour in class. 

Work hard 13 positive 

I was praised for answering questions. 
Like the teacher 

and participate well 
in class 

10 positive 

I was rewarded with a present for 
achieving desirable behaviour in class. 

Like the teacher 
and participate well 

in class 
15 positive 

I was mentioned in assembly for my 
achievement and participation in 
English Story Telling Competition. 

Like the teacher 
and participate well 

in class 
15 positive 

My parents were informed of my good 
learning behaviour in class. 

Like the teacher 
and participate well 

in class 
15 positive 

 

7. Conclusion 

Thus, it can be reasonably concluded that most pupils in SK X have teachers who occasionally 
adopt different types of reward as a strategy to reinforce pupils’ learning behaviour. The 
findings also indicate that teachers in SK X should remain the adoption of reward in their 
schools to reinforce pupils’ learning behaviour as the pupils’ perception and attitude towards 
the reward system reflect significant positive effects on behaviour reinforcement through the 
use of reward.  
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Abstract   

Most Malaysian primary ESL pupils are weak in executing accurate grammar due to non-
authentic learning materials. This case study was conducted to explore the effectiveness of 
using songs to improve grammar skills among primary ESL learners in Malaysia. Specifically, 
it focused on improving pupils' mastery of definite and indefinite articles by using ‘Articles 
Song’ as an intervention. Data were obtained from three primary Year 5 pupils studying in 
urban Kuala Lumpur. Research instruments used were general grammar test, pre-test, post-
test, semi-structured interview, as well as field notes. This case study adapted descriptive 
analysis and triangulation, which includes pre- and post-test, semi-structured interview and 
field notes. The findings of this research showed that the most common grammar mistakes 
made by pupils are definite and indefinite articles. This research also proved that songs 
improve grammar skills as music and language acquisition are interrelated, based on 
Gardner’s Multiple Intelligences theory and previous researches. It concurred that the quality 
of songs may lower pupils’ anxiety level, increase their language input, and motivation to learn 
due to low “affective filter” based on Krashen’s Affective Filter Hypothesis. Lastly, this research 
proposed to encourage the integration of music in lessons for ESL learners and suggest 
primary school administrators to provide school facilities that support the use of music in 
teaching and learning. 

Keywords: Songs, grammar, definite and indefinite articles, Multiple Intelligences, ESL 

1. Introduction  

Grammar is necessary in language acquisition (Debata, 2013, as cited in Sujana et. al, 2020). 

Malaysian primary ESL pupils are poor in grammar (Linggir & Yamat, 2020). This is due to the 

mother tongue language system which affects the usage of English grammar among 

Malaysian pupils (Kho-Yar & Tan, 2015). Besides, traditional methods in grammar lessons 

had demotivated pupils as they were unable to apply grammar in real-life communication 

(Larsen-Freeman, 2014; Hua & Li, 2015). 

One of the solutions is to utilise songs to raise grammar competency. Supported by 

Margarita and Zhou (2019), songs include linguistic information which help pupils acquire 

knowledge indirectly.  

Most studies have focused on using songs to teach vocabulary. As Vinyets (2013) 

mentioned, songs introduce vocabulary effectively because they provide the context. After 

much reading, the researcher concluded that there are limited studies on teaching grammar 

using songs.  

This study intends to explore the impact of songs on grammar acquisition among Malaysian 

primary school ESL pupils. The most common grammar mistake among the pupils is first 

identified, and then this is followed with a discussion on the factors of effectiveness. 
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2. Related Literature 

Multiple Intelligences theorist, Gardner (1999) claimed that musical intelligence is parallel to 

linguistic intelligence. Students with musical intelligence have an advantage in reading and 

writing because similar sounds and speech are present in language.  

According to Lems (2018), songs can create a relaxing and entertaining classroom 

atmosphere in which learners lower their anxiety filter, which relates to Krashen’s (1985) 

“affective filter”  hypothesis. 

The presence of both theories in the intervention was supported by Bokiev et. al (2018) 

as they noticed that music lowers the affective filter, increases motivation to learn, and 

addresses multiple intelligences. 

Previous studies (Muhammad Noor & Nurahimah, 2015; Fazil & Said, 2020; Harun & 

Abdullah, 2020) found that common grammar mistakes made by Malaysian primary pupils 

were tenses, spelling, prepositions, subject-verb agreement, word order, and punctuation. 

3. Methods 

The research was a three-week case study on three primary Year 5 pupils in Kuala Lumpur.  

The research instruments were general grammar test, pre-test, post-test, semi-structured 

interview and field notes. The general grammar test had 15 Multiple Choice Questions on Year 

5 DSKP grammar items which helped identify the most common mistakes, which then became 

the focused grammar item of this intervention. The pre-test and post-test contained 20 MCQ 

on articles. The results were compared to determine the effectiveness of using songs to teach 

grammar. All tests were conducted using Google Forms.  

The one-to-three semi-structured interview was conducted in Malay, the pupils’ mother 

tongue. It was translated into English and the themes were identified. Field notes on 

participants’ behaviour during the intervention was written by referring to video recordings of 

the intervention. The findings from the interview and field notes supported and explained the 

effectiveness of this intervention. 

The data collection and analysis adopted a descriptive analysis and triangulation method. 

The intervention was the ‘Articles Song’. The intervention was integrated into an online lesson 

plan. A pilot study and verification by external examiners were done to validate all the tests 

and semi-structured interview questions. 

 

4. Results and Discussion  

4.1. Most common grammar mistakes made by the pupils 

Figure 1 below shows that the items most pupils answered incorrectly were common and 

proper noun, reflexive pronouns as well as definite and indefinite articles.  

The pupils expressed that they did not understand the meaning of 'common nouns' and 

'proper nouns' in the question. Since the problem lies in participants' vocabulary, it was not 

considered a grammar mistake.  

There were two questions on reflexive pronouns, but only one was answered incorrectly, so 

it was not the most common grammar mistake.  
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Figure 1: Grammar mistakes made by pupils in the general grammar test 

 
 

Therefore, indefinite and definite articles were the most common mistake made by the 

participants in this case study, making it the focused grammar item. 

It was a new finding as the common grammar mistakes reported by previous researches 

were tenses, spelling, preposition, subject-verb agreement, word order, and punctuation. 

 

4.2. How does incorporating songs into grammar lessons help primary ESL pupils 

learn more effectively? 

Figure 2: Comparison of scores between pre-test and post-test 

 
 

Figure 2 shows the improvement of Pupils A, B and C in the post-test and proved that 

incorporating songs into grammar lessons was effective. The factors behind this improvement 

were discussed by relating previous studies and theories to the findings in the interview and 

field notes. The two questions in the interview were about the pupils’ opinions towards the 

intervention and the benefits of using songs in learning grammar.  

4.2.1. Having Multiple Intelligences 

Based on the interview, Pupils B and C often listen to English songs. Field notes also noted 
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that they seemed to enjoy the intervention. Thus, they may possess high musical intelligence. 

Pupils with musical intelligence such as Pupils B and C have an advantage in acquiring 

language skills better as learners’ musical intelligence benefits their linguistic intelligence 

(Gardner, 1999; Lems, 2018).  

4.2.2. Repetition in Songs Increase Retention Rate 

Pupil A expressed that she does not enjoy songs, hence she was inferred to be not musically 

inclined. However, she agreed that she can remember grammar items better through songs. 

She could memorise the Articles Song in a short time, as seen in the field notes.  

Besides the natural quality of music that improves memory (Kusnierek, 2016), previous 

researches (Mora, 1999; Malekian, 2016) suggested that Pupil A’s retention rate was 

enhanced due to the repetitive lyrics and catchy tunes of the Articles Song. 

4.2.3. Affective Filter is Low 

In the interview, Pupil B found the intervention interesting while Pupil C said she was keen to 

learn. Both pupils’ behaviour recorded in field notes also showed that they were intrigued by 

the song.  

Utilising songs to teach language skills may lower pupils’ affective filter, enhance their 

motivation to learn, and aid in memory retention (Kara & Aksel, 2013; Putkinen et al., 2014; 

Zarzycka-Piskorz, 2016; Bokiev et al., 2018; Marsala, 2020). The responses and results of 

Pupils B and C agreed with Margarita and Zhou (2019), that songs establish a favourable 

psychological climate, reduce mental stress, and promote interest in learning English.  

4.2.4. Having Prior Knowledge 

Having prior knowledge also explained the pupils’ improvement. In the interview, all three 

pupils claimed to have sung along with songs before. This elevated their language input 

because the elements in songs appealed to their innate musical perception (Mora, 1999; 

Campbell et al., 2007; Nihada & Alisa, 2016).  

4.2.5. Song Lyrics as Effective Language Input 

In the interview, Pupil B agreed that the Articles Song helped him answer the questions. Pupil 

A also commented that songs helped her understand and remember the input better. 

As emphasised by Chuang (2016), song lyrics are the optimal language input. This makes 

learning manageable to pupils. 

5. Conclusion 

In conclusion, definite and indefinite articles were the grammar mistake that most pupils make. 

Songs do improve English grammar skills among Malaysian primary pupils because they 

benefit pupils with musical intelligence to enhance linguistic intelligence, lower affective filter, 

promote interest and motivation, and increase retention rate in learning grammar items.  

These findings should encourage primary teachers to use songs in teaching. The discussion 

should also provide references for teachers who seek support to integrate songs in English 

lessons. 
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Abstract  

As in most other parts of the world, the COVID-19 pandemic forced Malaysian teachers of all 
levels to instantly move to web-based teaching and learning since early 2020. But even after 
a year, it appears that many teachers are yet to fully utilise the digital tools provided by the 
Digital Education Learning Initiatives Malaysia (DELIMA). Hence, this paper aims at 
presenting how these applications can be—and have been—used for language teaching, 
focusing particularly on speaking skills. English Language teachers generally consider 
speaking skills to be more challenging to practise and assess than other skills, particularly at 
individual level. However, by facilitating asynchronous individualised engagement, online 
interaction actually offers an advantage over face-to-face interactions in teaching this skill. 
Google Classroom (GC) is the main application for teaching speaking, wherein Google Meet 
offers modelling and controlled practice, followed by individual practice in short videos 
submitted as GC assignments. The teacher can watch these videos asynchronously, which 
addresses the problem of monitoring individual speaking performance in large classes. 
Subsequently, grading and individualised feedback can be given to each learner, which can 
also be shared with parents as partners in Home-Based Teaching and Learning. Furthermore, 
in terms of documentation for Classroom-Based Assessment (CBA), teachers can check the 
‘Grades’ section of GC and the data can be easily integrated with the existing CBA systems 
for recording students’ progress. It is hoped that, through sharing of best practices, this paper 
would benefit English language teachers to better utilise DELIMA in these challenging times.  

Keywords: applications, digital tools, feedback, individualised instruction  

1. Introduction  

Regardless of their level of competence in online teaching and learning, the COVID-19 

lockdown has undoubtedly forced teachers all over the world to adapt to changes and 

implement home-based learning and teaching since early 2020. This shift in teaching-learning 

practices includes assessment, wherein classroom-based assessment (CBA) was expected 

to continue despite the non-physical teaching and learning environment. The Malaysian 

Ministry of Education has provided support for the shift towards online teaching and learning 

by setting up the DELIMA platform, which includes an extensive set of digital tools. However, 

the utilisation of DELIMA mostly depends on the individual teacher’s willingness to explore 

and apply the various tools. The digital tools apply to all the aspects of language teaching, but 

this paper will particularly focus on teaching speaking skills using online tools. 

2. Significance of the Study 

In general, speaking is more challenging for English language teachers to practise and assess 

than other skills, especially at an individual level when dealing with a large class. This is 

because it is extremely difficult, if not impossible, to monitor every learner’s practice and 

performance, in the time allowed. However, due to the possibility of asynchronous 
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individualised interaction for this skill, online interaction may actually offer an advantage in this 

context. It means that the pupils' practising and the teacher's monitoring do not have to happen 

at the same time. Hence, the pupils get more time to further their speaking skills and the 

teachers also get more time to guide them before the final assessment. 

3. Research Questions 

i. How can teachers guide pupils’ speaking skills during online teaching and learning?  
ii. How can teachers assess pupils’ speaking skills during online teaching and learning?  

4. Related Literature  

Many teachers considered the transition to online education as a major challenge, but this 

viewpoint is arguably less prevalent among learners who regard technology as a way of life 

(Harwati Hashim, 2018). Providing instruction and systematic guided practice for speaking 

skills are already a challenge in face-to-face interaction, considering the large class sizes that 

many teachers have to deal with, and assessment is arguably even more difficult when 

everything has to happen in real time. In an online learning environment, pupils will be able to 

participate in self-directed actions, with chances for self-paced interactions, privacy and a safe 

environment in which mistakes get corrected and detailed comments are given (Bahadofar & 

Omidvar, 2014). More significantly, online learning enables asynchronous practice and 

feedback that can be highly individualised. Feedback given by teachers will help pupils to 

increase their motivation and improve their performance on the next task (Henderson & 

Phillips, 2015). 

5. Methods  

Several digital applications may be used to teach speaking skills online. The first application 

is Google Classroom (GC). It is the main tool for uploading tasks and responses as well as 

giving feedback. Next, Google Meet (GM) or Youtube videos are used as the platform for 

instruction, specifically to model the desired output and conduct controlled practice. 

Concurrently, Youtube videos can also be used because all pupils may not be able to join 

Google Meet ‘live’. For individual speaking practice, pupils will practice the speaking task given 

on their own until they are satisfied with their effort, and then submit videos of themselves 

performing the assigned task through Google Classroom. Last but not least, the comments 

section in Google Classroom is used to give individualised feedback.  

6. Results and Discussion  

In GC, teachers may assign the speaking tasks to the pupils who would be able to read the 

instructions in the task. If desired, different tasks can be assigned to different learners, based 

on their level of proficiency, or for any other pedagogical reasons such as the variety of the 

task. Each pupil can keep track of the tasks assigned to them through their individual records 

in GC. Typically, the presentation stage or input is given through GM, along with controlled 

practice in whole-group, small-group and pair settings. This is done to help the pupils become 

more comfortable with the target language. The recording of the session is uploaded to 

YouTube for learners who depend on their parents‘ devices and are only allowed to use the 

devices after the parents’ working hours. Thus, pupils can watch the video from Youtube at 

their own time, and even join in the controlled practice, albeit not synchronously in time. Pupils 

who attended the original GM session can likewise watch the video again for revision and 

consolidation. This eliminates the need for teachers and learners to be present in the same 

space at the same time. 
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This tool enables pupils to practise their speaking tasks multiple times before submitting their 

best efforts. Since this practice is asynchronous, it essentially removes the time constraint on 

sufficient practice that would prevail in face-to-face interactions. Some of the learners may 

require assistance from their parents or older siblings to upload their video in Google 

Classroom, but many of them can do so on their own because they are so-called “digital 

natives”, having grown up with the internet and gadgets.  

Once the learners have submitted their speaking assignments, their teachers can watch the 

video and provide some feedback in the comments section. Since this is also done 

asynchronously, it frees teachers from the problem of having not enough time to pay attention 

to all the learners in a large group during physical interactions. The teacher may provide either 

standardised comments for assessment purposes or invidualised feedback for improvement, 

depending on the nature of the task. All the comments or feedback can be seen by the pupils 

as well as their parents, as their parents are considered the teacher‘s partners in Home-based 

Learning. As a result of this transparency, parents may have a greater interest in and 

investment in their children's education. 

Teachers can monitor the pupils’ progress in the ’Grades‘ section in Google Classroom 

throughout this Home-based Learning. If pupils have turned in the task, teachers would be 

able to check their work and give scores. For documentation purposes, the data on pupils’ 

task submission and their scores can be easily integrated with the existing Classroom-based 

Assessment systems for recording pupils’ progress. Teachers would be able to see if pupils 

have achieved a certain level for each skill and also their overall performance in the course.  

7. Conclusion  

The paper was intended to demonstrate how online education can actually be an advantage 

over traditional classroom-bound interactions for teaching and learning of speaking skills. The 

use of digital tools in education is essential, not only in this particular time of enforced social 

distance but also in the future in an increasingly digitalised world. Teachers should not rear 

back in horror from these changes but rather embrace the paradigmatic shift, because 

education has always been about preparing students not just for today but also for tomorrow.  
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Abstract 

Vocabulary learning is a very important aspect in the learning of the English language as it is 
closely associated with the development of the four language skills namely listening, speaking, 
reading and writing. To overcome the difficulty of learning vocabulary, a method that is 
appropriate for improving pupils’ vocabulary learning is needed. This action research is an 
attempt to study the impact of using storytelling in improving vocabulary learning of Malaysian 
Year 3 pupils. This research involved 15 pupils of a Year 3 class in a sub-urban school in 
Kuala Lumpur, Malaysia. Pupils’ work, interview and reflective journal entry were the main 
data sources employed to gain insight into the impact of using storytelling in improving pupils’ 
vocabulary learning. The findings of this research indicate that the use of storytelling has 
positive impacts in improving pupils’ vocabulary learning and managed to serve its purpose in 
terms of the linguistic and affective factor. The findings of this research would also help 
teachers in employing an effective teaching strategy by using storytelling to facilitate 
vocabulary learning of the pupils. 
 
Keywords:  storytelling, vocabulary, learning 
 

1. Introduction  

 My first phase of practicum was the period where I discovered the problem that has 
been the focus to my research. I noticed that the pupils were having problems in understanding 
and recalling the words that they have learnt and they seemed to be struggling in transferring 
new words to real life use, thus making it hard for them to use the taught words successfully. 

 Hence, one of the teaching techniques that can be used to teach English vocabulary to 
students is storytelling as it helps to develop their vocabulary via contextual clues by making 
connections between the words they already know with the new unknown word (Krashen & 
Mason, 2019; Hilal & Abdulkadir, 2014). However, there remains a gap and uncertainty on the 
use of storytelling in the vocabulary teaching-learning within the Malaysian context as 
storytelling appears not to have been widely researched in the Malaysian context. Hence, this 
research has been conducted to study the use of storytelling in improving Year 3 pupils’ 
vocabulary learning.  
 
2. Research Focus 

Vocabulary learning has always been a concern as it greatly affects pupils’ ability to 
master the language. Reflecting on my experience, the teaching and learning could not be 
carried out well as the pupils were not able to understand even simple range of vocabulary. It 
is also pointed out by Ting and Li (2019), and Nor, Maslawati, Melor and Azizah (2017) that 
many of the Malaysian primary pupils were not able to master the use of the English language 
upon completing primary school despite the six years spent on learning the language. 
Therefore, this research was carried out in the hope of finding out the impact of using 
storytelling as a teaching and learning activity to improve pupils’ English vocabulary learning 
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in the Malaysian context as well as solving the issues pertaining to pupils’ vocabulary learning 
by using storytelling as the intervention. 
 
3. Objective and Research Questions 

The objective of this research is to determine whether the use of storytelling helps to improve 
vocabulary learning of Year 3 pupils. This research also seeks to address the following 
questions: 

i. Does the use of storytelling help to improve vocabulary learning of Year 3 pupils? 
ii. How does the use of storytelling help to improve vocabulary learning of Year 3 pupils? 

 
4. Research Methodology 

 
4.1. Participants 
 
The participants of this research are the pupils of an intermediate proficiency from a Year 3 
classroom in a sub-urban primary school in Kuala Lumpur. A review of their exercise books 
and class works, PBD report as well as discussion with the class English teacher were 
conducted to determine their current vocabulary knowledge and level of proficiency.  
 
 However, it must be noted that this research was carried out during the COVID-19 
pandemic. During the second cycle of implementation, only about 15 pupils turned up during 
the lesson due to the constraints of online learning. Reasons for not turning up include poor 
internet connection and lack of accessibility to the gadgets. 
 
4.2. Intervention 
 
In accordance to Kurt Lewin’s (1946) Action Research Model, there were four main steps in 
conducting this research. There were two types of teaching methods used during the 
implementation of this research. The conventional teaching method was based on the three-
phase sequence namely presentation, practice and production in which the presented 
grammar item was followed by controlled practice and practice in different context (Page & 
Mede, 2018) whereas the intervention teaching method was based on the storytelling steps 
suggested by Wright (2009) and the key characteristics of storytelling presented by Webb and 
Nation (2017). Accordingly, pupils’ work, interviews and informal conversations as well as 
reflective journal entry were utilized to gain data on pupils’ improvement when storytelling is 
being employed to teach vocabulary. Then, the data collected was analysed using thematic 
analysis to find out the improvement in pupils’ vocabulary learning.  

 
 

5. Research Findings 

Research Question 1: Does the use of storytelling help to improve vocabulary learning 
of Year 3 pupils? 
 
Table 1 and Figure 1 present the result of the analysis of the pupils’ works. 
 

Table 1: Summary of the analysis of pupils’ works performance 

Aspect Level of achievement No. of pupils 

Form Good 5 
Satisfactory 8 

Weak 2 
Meaning Good 9 

Satisfactory 4 
Weak 2 
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Use Good 3 
Satisfactory 6 

Weak 6 

 
 

Figure 2: Analysis of pupils’ works performance 
 

 
 

Based on Table 1 and Figure 1, it could be deduced that the use of storytelling mostly helped 
to improve pupils’ vocabulary learning in terms of the meaning followed by the form and the 
use. This could be seen when the highest number of pupils accumulated around the ‘good’ 
level of achievement was found to be for the aspect of meaning with a total of nine pupils.  
 
Research Question 2: How does the use of storytelling help to improve vocabulary 
learning of Year 3 pupils? 
 
Based on the interview conducted, all the three respondents agreed that the use of storytelling 
helped to improve their vocabulary learning. Several reasons were given by the respondents. 
Table 2 shows the emerging themes based on their responses obtained from the interview 
that helped to provide insight in relation to the research question. 
 

Table 2: Emerging themes from the analysis of the interviews 

No. Category of themes Sample responses 

 
1 

 
Providing contextual 

support 

“Bila Miss baca cerita tu, boleh faham la macam mana 
nak guna perkataan tu. Sebab dia macam ada contoh 

ayat”. 
(When you tell the story, I am able to understand on how 
to use the word. Because it has examples of sentence 

structure.) 

 
 

2 

 
 

Providing linguistics 
support 

“Gambar dalam cerita tu bagi saya lagi faham”. 
(Pictures/illustration in the story help me to understand 

better.) 
“Lagi faham bila Miss buat gaya”. 

(It helped me to understand better when you do the 
gestures.) 

 
3 

 
Increasing motivation 

“Best. Sebab saya suka dengar cerita” 
(It’s good! Because I like listening to stories) 
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 Based on Table 2, the three emerging themes are providing contextual support, 
providing linguistics support and increasing motivation. According to the responses of the 
respondents, it can be inferred that the storytelling helped to improve their vocabulary learning 
in a way that it provides context, incorporates visuals and gestures and offers fun learning. 
These allow effective language learning to take place where input is provided and made 
comprehensible in a low-anxiety situation. These findings supported that the use of storytelling 
help to change the difficult ideas into easy ones and make the abstract language teachable, 
provide comprehensible input, facilitate dual coding and reduce the affective filter (Farzaneh 
& Mahmood, 2016; Albaladejo, Coyle & de Larios, 2018; Krashen, 1982).  
 
 The analysis of the reflective journal entries was also done to supplement the data 
obtained from the interview. Table 3 presents emerging themes obtained from the analysis of 
the reflective journal excerpts that helped in providing relations to the research question. 
 
 

Table 3: Emerging themes from the analysis of the reflective journal entry 

No. Category of themes Sample responses 

1 Encourage active 
participation 

They were very excited to answer the prompted 
questions. 

 

2 

 

Suitable selection of 
stories 

Some pupils seemed clueless and could not recall some 
details about the story when being asked. Perhaps, the 

story was too long that make it hard for them to 
remember (too many details to be remembered) or the 

sentence structure was a bit unfamiliar to them. 

 
 Based on Table 3, the use of storytelling can be considered as having a positive impact 
on pupils’ vocabulary learning as it encourages active participation amongst the pupils. 
However, despite the positive responses gained from the pupils, there were also some 
setbacks encountered during the implementation of the intervention. As can be seen from the 
excerpt of the journal entry, some pupils seemed to have difficulty in remembering certain 
details in the story. This finding correlated with a claim made by Weih (2015) which indicated 
that selection of stories requires teachers to pay attention to the stories that hold the most 
potential for providing reading pleasure and purpose for the students.  
 
6. Suggestion and Further Action  
 With the proven results presented earlier, it could be suggested that similar research 
could be carried out with Level 2 pupils as well as pupils with low and high proficiency level. It 
could be done by selecting stories based on pupils’ age and pupils’ range of proficiency 
(Martin, 2004; as cited in Safaa, 2015). Apart from that, the employment of storytelling in the 
future research could be approached by using digital story due to the digitalisation of teaching 
and learning (Arumugam & Arfa, 2020).  
 
 To conclude, the use of storytelling could be considered as one of the alternatives in 
teaching vocabulary to the pupils. The results and findings of this research would help to 
provide teachers with the strategies that are suitable to teach English vocabulary using 
storytelling in the Malaysian context. However, it is no doubt that the use of other methods are 
also important to maximise pupils’ potential of learning. 
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Abstract  
 

This study aims to determine the effectiveness of the multimodal approach in helping year 
three pupils of Malaysian primary ESL classroom use possessive pronouns correctly. The 
study involves six research participants of Year 3 pupils from a school located in Kuala 
Lumpur. The instruments used in the research are pre-intervention and post-intervention tests, 
weekly reflective journals, and semi-structured interviews. This research also integrates the 
use of the action research model by Carr & Kemmis (1986). Thus, at least two teaching 
sessions occur, one which is the conventional lesson and the other one is the intervention 
lesson. The data analysis results from both tests show the mean score of 4.83 for the pre-
intervention test and 9 for the post-intervention test. The difference in the mean score between 
both tests shows an increase of 4.17. The data indicates that the research finding results lead 
to a positive outcome in which multimodal approach helps Year 3 pupils use possessive 
pronouns correctly. 

Keywords: Malaysian primary ESL pupils, multimodal approach, possessive pronouns.   

1. Introduction  

Many students, as I have observed in my teaching, struggle with grammar while learning 

English. As proposed in the curriculum and assessment standard document published by 

Malaysia’s ministry of education, lower primary pupils learned grammar subliminally, resulting 

in limited knowledge of grammar concepts. The pupils often misuse pronouns and learning 

how to use possessive pronouns correctly appears to be a constant challenge for them. The 

examples of pupils' wrong use of possessive pronouns are repeatedly seen in their written 

works. Therefore, this study aims to propose a new approach to help pupils understand 

possessive pronouns, namely, by integrating a multimodal approach.  

2. Related Literature  

The term "multimodal approach" refers to the use of multiple modes to teach concepts. 

Modes are channels of information such as pictures, video, audio, music, and gestures. The 

selection of this method is based on the fact that the pupils in the class were of mixed abilities 

and learning styles. Furthermore, based on the observation of pupils' classroom behaviour, 

they tend to be more active in the class when a variety of teaching modes are used. Thus, the 

multimodal approach can be a technique to cater to all the pupils' learning styles to better 

understand the use of possessive pronouns correctly as May (2019) suggested that 

multimodal learning engages the brain in multiple learning styles at once using various media. 

The proposed study aspires to see if the use of a multimodal approach helps pupils understand 

the concept of possessive pronouns better.     
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3. Methods  

The research participants were Year 3 pupils from a Malaysian ESL classroom. Initially, the 

researcher intended to include a larger number of research participants but due to the COVID-

19 pandemic which led to remote learning, only six research participants were shortlisted. The 

participants were selected based on their poor performance at the pre-intervention test on 

possessive pronouns as well as their technological preparedness and internet accessibility. 

The participants were both male and female with Malay origin from low socioeconomic status. 

They have no exposure to the English language other than their English lessons. The 

researcher wanted to help them in using possessive pronouns correctly. The intervention 

integrated was based on a multimodal approach. For a whole lesson plan, multimodality took 

place in different steps and stages. For instance, during set induction, sounds and pictures 

were included. Meanwhile, for the presentation stage, song and video were involved. At the 

same time, game-like quizzes and action gestures were also incorporated in the production 

stage. Besides the interventions, the other methods used for data collection were semi-

structured interviews and reflective journals. The results of the study were derived from a 

comparative analysis of the mean scores of pre-intervention and post-intervention tests, 

considering the pupils’ behaviour as documented in the reflective journal, and by analysing 

the emerging themes from their interviews. 

4. Results and Discussion  

4.1. Interview 

The result of the interview is analysed based on the emerging themes in the table below: 

Table 1: Emerging factors from the interview conducted 
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As seen in the table, more than half of the participants found that integrating multimodal 

approach makes their lessons fun, interesting, exciting, which caters to their learning styles 

and facilitates their understanding of possessive pronouns. Chen and Fu (2003) highlighted 

that multimodal presentation of information makes pupils feel that it is easy to learn and can 

maintain their attention span, which benefits the learning process and increases the learners’ 

learning performance. Because the intervention allowed them to focus on both the fun and the 

purpose of the lesson, the majority of the students were able to accurately state the use of 

each possessive pronoun.  

4.2. Tests 

The findings of both tests are compared in the graph below: 

 

Figure 1: Result comparison of both tests 

Source: Comparison of Pre-intervention Test and Post-intervention Test 

Based on the graph, the performances of all the research participants improved significantly 

in their post-intervention test. Pupil A, for example, increased his score from 50% (Pre-

Intervention Test) to 100% (Post-Intervention Test). The improvement in the result is seen in 

all the participants. Thus, the data demonstrated that the multimodal approach effectively 

helped pupils in using possessive pronouns correctly. The findings uphold the view by 

Pourhossein et al. (2011) that, multimodal resources are essential to engage students' 

attention to improve their performance. 

4.3. Journal  

Based on the reflective journal findings, the researcher identified improvement in pupils' 

behaviour in the classroom. They were much more attentive and excited during the lessons. 

They also actively participated in the production stage, where the quiz-like game was 

integrated. Their reflective journals contain the evidence.  

5. Conclusion  

Overall, it can be concluded that the multimodal approach effectively helped pupils in 
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learning how to use possessive pronouns correctly. The effects include the teaching caters to 

pupils' learning styles and facilitates their understanding while being fun, engaging, and 

attractive. Lazear (2008) authenticated the same idea stating that pupils genuinely understand 

something when they learn it in varied ways.  
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Abstract  

Learning English language focuses on four fundamental skills which are listening, reading, 

speaking and writing. English language writing has always been a problem for second 

language learners to master (Pek & Mee, 2015). However, it can still be acquired through 

suitable teaching approaches planned according to pupils’ needs and proficiency level. The 

21st century learning requires the inclusion of fun and meaningful learning. This study is aimed 

at investigating the effectiveness of shape poems in improving Year 5 pupils’ writing skills. 

The application of shape poems is studied to find out its efficacy in solving the major writing 

issues among Year 5 pupils which are sentence construction and punctuation. The data was 

collected using six pupils from Year 5 Hebat as the participants for this research, which 

consists of four males and two females. Pre-intervention test and post-intervention test, 

observation and interview were used as the instruments to carry out this research. The 

qualitative and quantitative data collected through the instruments was analysed through 

thematic analysis and triangulation method. The findings revealed that shape poems can be 

used to improve Year 5 pupils’ writing skills. The study suggests some recommendations for 

the future researcher, in order to improve the quality of this research in future.  

Keywords: shape poems, sentence construction, punctuation   

1. Introduction  

Writing is a part of communication. Aziz (2018) reported that there was an increase in the 

percentage of passes in the English comprehension paper from 82.6% in 2016 to 85.6% in 

2017. However, there was a decrease in the English Writing paper which is from 77.0% in 

2016 to 73.6% in 2017.  

In conjunction with the Malaysia Education Blueprint (2013-2025), by the Ministry of 

Education (2013), ESL educators have to equip themselves with various approaches to 

accommodate teaching English as a second language, which includes shape poems. Beyzaee 

& Keyvanlood (2015) stated that shape poems or also known as concrete poems or imaginary 

poems require an understanding of the visual aspect of it, which is achieved through 

cooperation of concrete elements and techniques. 

2. Related Literature  

Poems can be used as a medium that can develop Year 5 pupils’ writing skills. Poem is a 

literature material that moves a reader, physically or emotionally, very rarely (Yakich, 2013). 

When pupils are able to relate their emotions to the poems written, they will be able to store 

the structure of the writing, in their memory, which can be used in their next writing.  Dzhukelov 

(2014) explained that poems are very entertaining to deal with while students constantly work 

on all skills simultaneously, even though they are not conscious about it sometimes.  
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3. Methods 

The research participants were of Year Five pupils from 5 Hebat, the class that the researcher 
had taught for Practicum Phase Two. Four male and two female pupils were chosen as 
participants for this research. Pupils who were low proficient and faced difficulties in writing 
were selected for this action research as participants. The intervention was carried out during 
the production stage, as pupils were required to draw their favourite character from ‘Unit:10 
The Peach Boy’ and choose suitable sentences from the options given to match their favourite 
character. During the first cycle, pupils were required to design traditional poems. The data 
was collected using pre-intervention test and post-intervention test, observation and interview. 
Thus, the data was analysed using the thematic analysis and triangulation method. 

4. Results and Discussion  

4.1.  Pre-intervention test and post-intervention test 

The tables below show the comparison of pre-intervention test and post-intervention test     

conducted during Cycle 1 and Cycle 2.  

Table 1: Marks gained by participants during pre-intervention and post-intervention tests 

for Cycle 1 

Participants Test marks (%) 

Pre-intervention test Post-intervention test 

1 5 10 

2 10 20 

3 10 10 

4 20 25 

5 10 15 

6 5 10 

Total 60 90 

Mean 10 15 

 

Table 2: Marks gained by participants during pre-intervention and post-intervention tests 

for Cycle 2. 

Participants Test marks (%) 

Pre-intervention test Post-intervention test 

1 10 80 

2 20 50 

3 10 75 

4 30 95 

5 15 65 

6 10 55 

Total 95 420 

Mean 15.8 70 

 

According to the data on Table 2, the sum of marks obtained by the participants for 

pre-intervention test was only 95%, while for post-intervention test was 420%. The mean 

score for pre-intervention test and post-intervention test were 15.8% and 70% respectively. 
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The mean value gathered for post-intervention test after Cycle 1 was 15% which shows 

that the lesson without intervention. It suggests that using traditional poetry was not 

effective for the pupils to improve their writing skills. 

Based on Table 2, for Participant 1, the marks for post-intervention test had gradually 

increased from only 10% during pre-intervention test to 80% Meanwhile, Participant 2 

obtained 20% for pre-intervention test, but improved to 50% for post-intervention test after 

intervention. On the other hand, Participant 3 and Participant 4 scored 75% and 95% 

respectively for post-intervention test. Participant 5 scored 15% for pre-intervention test, 

but improved to 65% for post-intervention test. Simultaneously, Participant 6 obtained 55% 

for post-intervention test, from 10% marks for pre-intervention test.  

 

4.2. Observation 

Below is the summary of the data gained through the observation checklist by the researcher 

for Cycle 1 and Cycle 2. 

Table 3: Summary of researcher’s observation for Cycle 1 

       Actions 

 

 

Participants 

Participants 

respond to 

the stimulus 

given. 

Participants 

participate 

actively 

throughout 

the lesson. 

Participants’ 

facial 

expression 

during 

intervention. 

Participants 

pay attention 

to the lesson. 

Participants 

do other 

activities 

during the 

intervention. 

1 X / X X X 

2 X X X / / 

3 X X X / / 

4 / / X X X 

5 X X X / / 

6 / X X X X 

 

Table 4: Summary of researcher’s observation for Cycle 2 

       Actions 

 

Participants 

Participants 

give respond 

to the 

stimulus 

given. 

Participants 

participate 

actively 

throughout 

the lesson. 

Participants’ 

facial 

expression 

during 

intervention. 

Participants 

pay attention 

to the lesson. 

Participants 

do other 

activities 

during the 

intervention. 

1 / / X / X 

2 / X / / X 

3 / / / / X 

4 / / / / X 

5 / / X / X 

6 / X / / X 

 

Based on the summary of the researcher’s observation in Table 3 and Table 4, all the 

participants responded contrastingly to both cycles conducted.  
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While conducting Cycle 2, the participants were observed to be showing positive 

responses. Most of them responded well to the stimulus given, which is shape poems. All the 

participants participated actively throughout the lesson, except for Participant 2 and 

Participant 6. According to the data in Table 2, Participant 1 and Participant 5 seemed to be 

uninterested towards the intervention. Although some were uninterested in English language 

and writing skills, all of them were attentive throughout the lesson. The researcher was glad 

that none of the participants did any other activities during the intervention. 

4.3.  Interview 

      The table below shows the researcher’s interview on participants’ background. 

Table 5: Researcher’s interview on participants’ background 

Interview 

questions 

 

Participants 

Where do 

you live? 

What is your 

first 

language? 

Is English 

language your 

second 

language? 

How often do 

you speak 

English at 

home and 

school? 

How often do 

you read 

English 

language 

books? 

1 Rural Malay Yes Seldom Seldom 

2 Rural Malay Yes Seldom Seldom 

3 Rural Malay Yes Seldom Seldom 

4 Urban Malay Yes Seldom Seldom 

5 Urban Malay Yes Seldom Seldom 

6 Rural Malay Yes Seldom Seldom 

 

According to the data in Table 5, only two participants live in urban area, while the rest live 

in rural area. Next, all the participants’ first language or mother tongue was Malay language. 

In addition, their second language was English language. All of them agreed that they seldom 

speak in English language at home and school. The researcher also knew that all the 

participants seldom read English language books. The table below shows the researcher’s 

interview on the problem statement. 

Table 6: Researcher’s interview on problem statement 

Interview  

questions 

 

 

Participants 

Why don't you 

speak English 

language often 

at home and 

school? 

Do you like 

writing in English 

language? Why? 

How well are you 

exposed to 

English 

vocabulary?  

How do you prefer to 

learn English 

language? 

1 Less proficient No/It’s difficult. Less Interesting activities 

2 Mother tongue No/It’s difficult. Less Singing 

3 Understanding No/It’s difficult. Less Gadgets 

4 Less proficient No/It’s difficult. Less Gadgets 

5 Understanding No/It’s difficult. Less Interesting activities 

6 Understanding No/It’s difficult. Less Gadgets 
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When asked why they do not speak English, they answered that they were unable to 

understand it, and they lacked proficiency. Furthermore, all the participants responded that 

they did not like writing in English language as they found it difficult. They also added that they 

were less exposed to English language vocabulary. Through the interview, it was found that 

pupils preferred learning English language using gadgets, interesting activities and singing. 

The table below shows the researcher’s interview after Cycle 1. 

Table 7: Researcher’s interview on the effectiveness of Cycle 1 

Interview 

questions 

 

 

Participants 

Do you like 

designing 

poems? 

What do you 

like about 

poems? 

What do you 

dislike about 

poems? 

Do you think 

poems can 

help improve 

your writing 

skills? Why? 

Would you 

like to design 

poems again? 

1 No - It’s long No / It’s hard No 

2 No - Can’t 

understand 

No / It’s 

confusing 

No 

3 No - Can’t 

understand 

No / It’s 

confusing 

No 

4 No - Can’t 

understand 

No / It’s hard No 

5 No - It’s long No / It’s hard No 

6 No - Can’t 

understand 

No / It’s hard No 

 

Based on the data tabulated in Table 7, all of the participants did not like designing poems. 

Most of them mentioned that they were not able to understand the poems, and the rest 

answered that they found poems very long. The participants disagreed that poems can 

improve their writing and stated that they would not like to design poems again. The table 

below shows the researcher’s interview after Cycle 2. 

Table 8: Researcher’s interview on the effectiveness of Cycle 2 

Interview 

questions 

 

 

Participants 

Do you like 

designing 

shape 

poems? 

What do you 

like about 

shape 

poems? 

What do you 

dislike about 

shape 

poems? 

Do you think 

shape poems 

can help 

improve your 

writing skills? 

Why? 

Would you 

like to design 

shape poems 

again? 

1 Yes Infusion of 

arts 

Time 

constraint  

Yes / It’s fun. Yes 

2 Yes Infusion of 

arts 

Time 

constraint  

Yes / Able to 

relate to the 

main idea. 

Yes 

3 Yes Infusion of 

arts 

Time 

constraint  

Yes / It’s fun. Yes 

4 Yes Infusion of 

arts 

Time 

constraint  

Yes / It’s fun. Yes 
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5 Yes Infusion of 

arts 

Time 

constraint  

Yes / Able to 

relate to the 

main idea. 

Yes 

6 Yes Infusion of 

arts 

Time 

constraint  

Yes / Able to 

relate to the 

main idea. 

Yes 

 

From the data tabulated in Table 8, it can be seen that all the pupils liked designing shape 

poems. All of them liked the infusion of arts during the learning process. The only issue they 

had was time constraint. All of them agreed that shape poems can improve their writing skills, 

as it was fun and they were able to relate to the main idea. They were eager to design shape 

poems again.  

5. Conclusion  

Overall, this research can be reflected through three different stages which are pre-research, 

while-research and post-research. Before beginning the research, the researcher determined 

the English language proficiency of Year 5 Hebat pupils by checking their exercise books and 

interviewing teachers before choosing a number of them as his participants. While conducting 

the research, the researcher did gain a lot of insightful experiences due to virtual teaching and 

learning. To overcome the issue of internet connection, the researcher had to fix a lesson 

schedule. Participants also had issues with their devices, as most of them did not own a laptop. 

The researcher gained a lot of skills throughout the research such as creativity, 

resourcefulness, flexibility and critical thinking. The knowledge and experiences gained by 

conducting this research helped to build his professionalism. 
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Abstract    

This study was carried out to explore the use of ‘learning by doing’ approach to improve Year 

4 pupils’ ability in using prepositions of place in writing correctly. This study employed both 

quantitative and qualitative research methodology in action research design. Six participants 

from a primary school in Petaling Jaya were selected for the study. The research was 

completed in two cycles based on the Kemmis and McTaggart’s Action Research Model. The 

data was collected through tests, informal conversations with the pupils and samples of pupils’ 

work. Results have shown that all of the participants had positive experiences with the 

activities integrated in ‘learning by doing’ approach which are hands-on and digital game-

based learning. It has also been observed that, by providing sufficient activities to practise the 

language and encouraging active learning, the pupils’ ability in using prepositions of place in 

writing have improved tremendously. This approach has successfully encouraged the 

teaching and learning process towards pupil-centered learning and achieved the idea where 

they learn more when they actually “do” the tasks given. Overall, the findings of this research 

have shown that ‘learning by doing’ approach offers a meaningful and engaging experience 

in language learning for the pupils. Therefore, teachers should consider incorporating ‘learning 

by doing’ approach in teaching English language skills. Indirectly, it will help to change the 

pupils’ view in learning English language and overcome the language difficulties faced by the 

pupils.  

Keywords: action research, learning by doing, prepositions of place, writing and grammar 

skills, Year 4 pupils 

1. Introduction  

Children are known as learners who are naturally curious, love to play, and need a variety 

of tasks to avoid of being bored (UNICEF, 2018). Hence, the learning needs should be 

considered in designing teaching approach. If a selected approach does not suit with the 

pupils’ learning preferences, they will not engage in the lesson. Without active engagement, 

learning does not take place. Since my research participants consist of young learners from 

Year 4 primary school, it is important to select a fun and meaningful approach when teaching 

grammar. Uysal and Yavuz (2016) proposed that, since young learners have a lot of energy 

but minimum concentration, it is better to engage them in active tasks. Based on this condition, 

the researcher decided to use ‘learning by doing’ approach to help her Year 4 pupils use 

prepositions of place in writing correctly. This approach involves hands-on and digital game-

based learning activities. Learning-by-doing means learning from experiences resulting 

directly from one's actions (Mekonnen, 2020). 

2. Research Focus 
The focus of this research is to explore the use of ‘learning by doing’ approach in helping 

Year 4 pupils to comprehend the concept of prepositions of place easily (on, above, inside, 
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opposite, near and below) and able to apply it in writing correctly. Based on observation on 

pupils’ quiz result and the informal conversations the researcher had with some of the pupils, 

it was found that they have issue in this particular language area.  Khalida and Azlina (2019) 

pointed out that the main reason for the pupils to have problems in learning prepositions of 

place is their lack of understanding the context in using appropriate prepositions and they do 

not know which preposition to use. Besides that, Anjayani (2016) mentioned that prepositions 

play a crucial role in ESL primary classroom, and it can be used in writing, particularly those 

involving descriptions. The statements above indicate that prepositions form a solid foundation 

that all ESL young learners should acquire so as they can use it in their writing. 

 

3. Research Objectives and Research Questions 

The objectives of this research are: 

i. To identify if ‘learning by doing’ approach can assist Year 4 pupils in correct use of 
prepositions of place in writing. 

ii. To improve the pupils’ ability in using prepositions of place in writing through ‘learning 
by doing’ approach. 

 
Based on the above research objectives, following two research questions have been 
formulated to conduct the study:  

i. Does the ‘learning by doing’ approach assist Year 4 pupils in correctly using 
prepositions of place in writing? 

ii. How can I improve the pupils’ ability in using prepositions of place in writing through 
‘learning by doing’ approach? 
 

4. Research Methodology 
 

4.1. Participants 

The research participants were Year 4 pupils studying in one Malaysian primary school in 

Petaling Jaya, which is SK Taman Dato Harun 1. The researcher picked the participants based 

on purposive sampling. Purposive sampling is widely used in research for identification and 

selection of information-rich cases related to the phenomenon of interest (Horwitz et al., 2015). 

In this research context, participants were selected based on their quiz result. 6 participants 

were chosen considering that they can give the best input. The criteria involved were pupils 

who achieved low and moderate scores in the quiz given on prepositions of place.  

4.2. Action carried out/Intervention 

The intervention lesson started off with the introduction of prepositions of place using the 

interactive video (Figure 1).  After that, in hands-on activity, the pupils practised and learned 

different uses of each preposition of place in a meaningful context (Figure 2). Then, they were 

required to further practise the correct sentence pattern with prepositions of place in digital 

game-based learning activities (Figure 3).  Since this study employed Kemmis and 

McTaggart’s Action Research Model (1988), a second cycle was further conducted. 
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Figure 1: Interactive video on prepositions of place 

 

Figure 2: Hands-on activity
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Figure 3: Digital game-based learning activities 
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The data for this research was collected using various methods which allowed for 

triangulation. It combined quantitative element supported with qualitative approach to 

strengthen the reliability and validity of the data. The results obtained in each test were 

compared through their mean scores. The data was then supported with informal 

conversations with the pupils. By having informal conversations with the participants, they 

become more open and authentic in sharing what they feel. The data obtained was analysed 

through thematic analysis which involves the process of identifying patterns or themes within 

qualitative data. In addition, the samples of the pupils’ work were also used as a validating 

instrument to reinforce the findings of the test results and informal conversations with the 

pupils. The samples of pupils’ work were analysed using a checklist. This allowed the 

researcher to track the pupils’ progress over time. 

5. Research Findings 

Research question 1: Does the ‘learning by doing’ approach assist Year 4 pupils in 

correctly using prepositions of place in writing? 

The findings demonstrate that learning by doing approach helps the pupils to use 

prepositions of place in writing correctly. Table 1, Table 2 and Figure 4 show the participants’ 

achievements in each test.  

Table 1: Participants’ scores in Test 1 and Test 2 

Participants Test 1 

(After 

conventional 

lesson) 

Test 2 

(After intervention 

lesson-first cycle) 

Differences 

 

A 4 6 +2 

B 4 6 +2 

C 2 6 +4 

D 4 6 +2 

E 4 6 +2 

F 6 9 +3 

Total score 24 39 +15 

Mean 4 6.5 +2.5 
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Table 2: Participants’ scores in Test 2 and Test 3 

 

 

Figure 4: Participants’ scores in each test 

 

 

The comparison of mean scores reveals that Test 3 (11.5) was higher than Test 1 (4) and 

Test 2 (6.5). This indicates that the achievement of the participants was generally better in 

Test 3 as compared to Test 1 and Test 2. Figure 4 shows that all of the participants had 

improved tremendously in comprehending the concept of prepositions of place and using it in 

writing. The statistical results strongly indicate that the participants had experienced a positive 

improvement after the implementation of ‘learning by doing’ approach in the first and second 

cycle. In order to get in-depth information about the revised intervention given in second cycle, 

I had informal conversations with one of the participants.  

Researcher :  Does the ‘sorting game’ (Figure 5) help you to construct sentences with 

prepositions of place correctly?  

Participant B: Yes. The labels help me. It is easier. When I want to arrange it, I just follow 

the labels.  
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Participants' scores in each test

Test 1 Test 2 Test 3

Participants Test 24 
(After intervention 
lesson-first cycle) 

Test 3 
(After revised 
intervention 

lesson-second 
cycle) 

Differences 
 

A 6 11 +5 

B 6 12 +6 

C 6 11 +5 

D 6 11 +5 

E 6 12 +6 

F 9 12 +3 

Total score 39 69 +30 



29th MELTA International Conference  
23-25 July 2021 

 

Page | 254  

 

 

Figure 5: Sample of participant’s answer in digital game-based learning (sorting game) 

 

During the informal conversations with Participant B, the participant responded positively 

towards the labels placed in the ‘sorting game’ (Figure 5). The labels have helped her to 

familiarize with the pattern on how to form a sentence with preposition of place in it. In teaching 

young children, repetition, familiarisation of the content and the structure are significant 

(Mohamed, 2020). It can be concluded that this revised intervention allows the learner to follow 

the correct sentence pattern and practise a required area of grammar. The participant’s 

samples of answer in Test 1 and Test 3 were compared in order to look at the improvement 

made (Figure 6 and Figure 7).  

Before intervention: 

Figure 6: Sample of participant’s answer in Section B (Test 1) 

 
After intervention (second cycle): 

Figure 7: Sample of participant’s answer in Section B (Test 3) 

  
Based on the sample of participant’s answer shown in Figure 6, few errors were detected such 

as incomplete sentences and wrong selection of prepositions of place. However, after the 
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implementation of revised intervention in the second cycle, she improved her ability to use 

prepositions of place in writing correctly (Figure 7). Therefore, it can be concluded that, the 

revised intervention given was very helpful as she was able to write error free sentences and 

select the correct prepositions of place. 

Research Question 2: How can I improve the pupils’ ability in using prepositions of 

place in writing through ‘learning by doing’ approach? 

It was observed that, by providing sufficient activities to practise the language and 

encouraging active learning, the pupils’ ability in using prepositions of place in writing improved 

positively.  

Provide sufficient activities to practise the language 

Each task assisted them to recognise and practise the structural pattern in writing using 

prepositions of place. During the informal conversations with the researcher, Participant B 

mentioned that, “the games helped me to remember the correct way to construct 

sentences…At first I did not get all the questions correct. So, I played the games many times 

until I get all correct”. Based on the responses given, the activities provided encouraged the 

learner to focus on accuracy. This finding agrees with previous findings indicating that 

increased accuracy is one of the ways in which a learner’s language improves, so there is a 

need to focus on accuracy at certain stages of the lesson (McDonough & Sato, 2019). 

Furthermore, samples of the participants' work (Figure 8) also indicate that they have ‘fully 

met’ the lesson objectives. 

Figure 8: Samples of participants’ work (hands-on activity) 

 

 

 

 

 

 

 

 

 

Encourage active learning 

All the participants responded positively about the tasks given indicating that they learned 

easily, that the activities were enjoyable, they accomplished the objectives and they wished to 

have more activities like that (Table 3).  
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Table 3: Participants’ responses towards the activities given 

Participants Intervention lesson 

A Suka sebab aktiviti pertama tu ada banyak gambar yang boleh 
gunting-gunting dan tampal. Aktiviti yang online tu pun saya suka 
sebab boleh main banyak kali kalau salah 
[I like it because in the first activity, there are a lot of pictures that we 
can cut and paste. I like the online activities as well because I can 
play many times even though I make mistakes.] 

B Seronokk…saya suka dua-dua aktiviti.  
[Fun... I love both activities] 

C Best…Kalau boleh miss beri lah lagi aktiviti games banyak-banyak.. 
[Best... I would like to have more games like this] 

D Saya paling suka aktiviti yang tampal-tampal gambar tu…bantu saya 
faham…. 
[I llike the cut and paste activity. It helps me to understand] 

E Sukaa.. saya suka games...kalau salah pun saya boleh cuba banyak 
kali…  
[I like games...I can try it many times even though I make mistakes.] 

F Suka..sebab ada banyak gambar dan games 
[I like... because there are games and pictures] 

 

The responses given from Participant A and Participant E (Table 3) indicate that they were 

not afraid to make mistakes because they could keep on trying. Therefore, it can be seen that 

by encouraging active learning, this approach provides a safe environment for the participants 

to explore and practise the language area. This finding supports the idea that providing safe 

environment for learners to experiment with the language area may help build the confidence 

particularly among learners who are not risk takers (UNICEF, 2018). 

6. Reflection 

Overall, the findings of this research demonstrate that ‘learning by doing’ approach offers 

a meaningful and engaging experience in language learning for the pupils. It established that 

students learn more when they actually “do” the tasks given. English learning, especially 

grammar and writing skills, is always perceived as difficult and boring by most of the Malaysian 

pupils. Hence, teachers should consider incorporating ‘learning by doing’ approach in teaching 

English language skills wherever applicable. It will significantly help to change the pupils’ views 

about learning English language and overcome the language difficulties faced by them. 

7. Suggestion and Further Action  

A similar study might be conducted on students with special needs, such as ADHD 

(Attention Deficit Hyperactivity Disorder). Pupils with ADHD have difficulty managing their 

tasks because they have a short attention span and are often distracted (Barnett, 2017). As a 

result, while teaching language to students with ADHD, the use of a "learning by doing" 

approach can be considered. With hands-on and digital game-based learning activities in this 

approach, there are possibilities for pupils to stay on task with improved focus and an 

increased task completion rate.  
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Abstract 

This case study aims to identify the effectiveness in using movie songs to teach pronunciation 
skills among young ESL learners. Pronunciation can affect comprehension during speaking 
activities in class, and left unchecked, it can certainly impact their communication in the future. 
The target participants were three year 3 pupils. Due to the pandemic, the research was 
conducted online. An informal interview, an observation checklist, and document analysis 
were used to collect data. The researcher conducted a lesson to collect data using the 
mentioned instruments. Behaviours, expressions, and the way the participants responded 
during the lesson that integrated movie songs were recorded and observed using a checklist. 
It was found that most participants enjoyed the activities and responded well during the lesson. 
There was also evidence of improvement in pronunciation skills. The reinforcement task was 
also found to help the learners improve their pronunciation skills. 
 
Keywords: pronunciation skills, movie songs, pandemic. 
 

1. Introduction 

Pronunciation is vital for effective communication but not all people are aware of its 
importance. Manik (2015) cautions that when pronunciation is not developed, it will lead to 
misunderstandings. Gilakjani (2016) opines that pronunciation is the most difficult skill to learn 
and it is also time-consuming. In Malaysia, students need to work on their pronunciation 
because they need to sit for an oral examination where pronunciation and intonation is tested 
(Pillai & Jayapalan, 2010).  
 
2. Statement of Problem 

A review of reflection journals maintained by the researcher during past practicum experiences 
revealed that speaking activities were frequently conducted and this included the use of 
‘Chinese Whisper’. It was observed that while the pupils were passing messages from one 
person to another, the final content of the message delivered was incomprehensible. Pupils 
could not pronounce words properly and as a result the wrong message was conveyed.  
 
3. Objective and Research Questions 

The first objective was to identify movie songs which were popular among Year 3 pupils so 
that the right song could be integrated within the lesson. Next, the objective was to determine 
if the use of movie songs helped in improving pronunciation skills among year 3 pupils. Lastly, 
the study examined to what extent the use of movie songs in the English language classroom 
helped students improve their pronunciation skills.  
      
4. Research Methodology 

 A case study approach was chosen for the research design because the aim was to 
explicitly investigate a problem which involved the target participants.   
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 Before the study began, the researcher received permission from IPGKBA to carry out 
the study. A lesson was conducted with the participants, using the movie song “Let It Go”. 
During the lesson, data was collected using three different instruments. Furthermore, data was 
also collected by observing the behaviour and observable improvements in pronunciation 
skills through a variety of reinforcement tasks.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                           
 
5. Participants/Respondents/Samples  

The participants were chosen among children in a housing area in Kuala Terengganu. Due to 
the pandemic, the participants were chosen based on the convenience of data collection.  

Three 9-year-old participants were selected. The participants were mostly from the 
semi-urban area. They were familiar with movies and movie songs. They were all Malays, two 
female, and one male participant. The proficiency level of the three participants was at an 
intermediate level which meant that they were able to communicate in English. 
 
6. Instruments 
 
Three instruments were used to answer the research questions. The first instrument was a set 
of interview questions. The interview was conducted informally with the participants to gain 
information about the preferred movie song and the exposure they had to movie songs. With 
the data collected there, the researcher determined one movie song most favoured to be 
integrated with the lesson to teach pronunciation skills. 
 Second, an observation checklist was developed. This instrument was used during the 
lesson. Data was collected by referring to the checklist that guided the observation of 
behaviours, expressions, and participation.  
 Lastly, a document analysis was carried out. At the end of the lesson, a reinforcement 
task was included to test the improvement of the pronunciation skills among the pupils. The 
data was analysed based on the task to observe the improvement of the participants in the 
targeted skill. 
 
7. Findings and Discussion 

Familiarity with movie songs 

Through the interview conducted, it was found that the participants were familiar with movie 
songs and were able to name the movie songs they knew. Moreover, through the use of the 
observation checklist, it was found that the participants enjoyed listening to the song as they 
were familiar with it. They were also eager to participate in lessons using songs they knew as 
it motivated them to gain more knowledge on pronunciation. They sang along with songs which 
were played to help them with their pronunciation. The participants preferred the same movie 
song which was ‘Let It Go’ from the movie ‘Frozen’. This song was used in the lesson as it 
was most favoured by the participants. This song by Menzel (2013) is a sample of a song 
which is equally popular among both children and adults, and therefore is an ideal option for 
English lessons (Kennedy, 2014). During the lesson, it was found that the participants 
engaged well with the movie song chosen as they were familiar with it. This was also true in 
the case of one participant who was not a fan of English movie songs. The song includes fun 
and interesting elements that appeal to the participants. 
 
Fun and interesting element of the movie song 
 
The participants found the movie song appealing during the lesson as they felt excited to learn. 
It helped them a lot in learning to pronounce as they found singing the song fun compared to 
traditional lessons. This is supported by Narat Winiyakul (2009), in Pimsamarn (2011) who 
observed that soundtracks were interesting options in language lessons. 
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Repetitive mode 

During the lesson, it was observed that the participants were able to pronounce words 
correctly after the song was repeated several times. The words which the participants were 
unable to pronounce were identified beforehand. Then, through the song, the participants 
listened attentively to the words. They were able to acquire correct pronunciation after being 
exposed to the song many times. Also, the lyrics were repetitive, making it easy for the 
participants to remember the correct pronunciation of the words. The lesson provided 
evidence that the participants were able to remember and apply the correct pronunciation 
even after the lesson was over. It also proved that the movie song actually helped them to 
learn correct pronunciation. 
 
8. Conclusion 

It can be concluded that pupils can learn correct English pronunciation through the integration 
of movie songs during lessons. Songs can be a fun and interesting tool that motivates pupils 
to learn.  

Future research in the area should consider using movie songs with a larger group of 
participants. The study contributes to an understanding of the importance of implementing fun 
lessons through the use of authentic material. The integration of movie songs can certainly 
motivate pupils and help them improve their pronunciation skills.  
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Abstract  

Due to the outbreak of COVID-19, face-to-face teaching had to be shifted to online teaching 
and learning (OTL) from 4th of February 2020 in Malaysia. Primary TESL teachers, thus, had 
to face new challenges such as the changing of roles, platforms and environment which 
required them to acquire knowledge and skills to enhance their online teaching. A study was 
carried out among TESL teacher trainees (N=108) in IPGKBA to find out their readiness for 
online teaching during the Movement Control Order (MCO). The study also collected data on 
the online tools and methods that were utilised and the factors that posed challenges in online 
teaching. The main research tool used was an online questionnaire with the data analysed 
using a quantitative approach. The findings show that the TESL teacher trainees in IPGKBA 
demonstrated a high level of readiness in online teaching. This finding of this research is 
expected to raise awareness among teachers towards the importance of preparation towards 
unexpected situations like the sudden need for online education and also for the need to 
provide support in terms of funding and trainings. 

Keywords: readiness, online teaching, COVID-19, questionnaire, support 

 

1. Introduction 

Distance education has been around for almost 2 centuries. It evolved from an educational 
approach with teaching instructions given outside the classroom during World War 1 to a new 
approach used to provide equality in education (The Association for Educational 
Communications and Technology, 2001). In the current context, distance education is used in 
higher education with the aid of technology to encourage collaborative learning among 
learners (Wang and Steele, 2015).  

2. Statement of Problem 

Due to the rapid spread of the coronavirus disease (COVID-19), the Prime Minister of Malaysia 
announced a Movement Control Order (MCO) in March 2020 and most educational institutions 
were forced to close. During the outbreak, the higher education institutions were required to 
assess the faculties and students’ readiness to carry out online education. However, there is 
almost no research carried out among primary teachers to assess their readiness for online 
teaching.  

Besides, when home-based learning initiatives were introduced, the teachers had a hard time 
trying to keep track of their lessons. Sazuliana Sanif (2020) pointed out that teachers faced 
some difficulties to make adjustments to online education. Therefore, this research was carried 
out to further look into the aspects that are related to online teaching.  
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3. Objectives and Research Questions 

The objectives of this study are:  

i. To survey on the teaching tools and methods that are used by the TESL teacher 
trainees in IPGKBA during MCO.  

ii. To survey on TESL teacher trainees’ perspective on their readiness for online teaching.  
iii. To find out the factors that affect teacher trainees’ implementation of online teaching 

during MCO.  

The research questions of this study are:   

i. What are the teaching tools and teaching methods commonly adopted by the TESL 
teacher trainees in IPGKBA during MCO?  

ii. How do TESL teacher trainees in IPGKBA perceive their readiness for online teaching?  
iii. What are the factors that can negatively affect TESL teacher trainees’ readiness for 

online teaching during MCO? 
 

4. Research Methodology  
 

4.1. Sampling 

This research adopted a quantitative design among 108 preservice teachers from the TESL 
programme in IPGKBA. All respondents had carried out online teaching for their practicum 
during MCO. This sampling size as suggested by Krejcie and Morgan (1970) for 150 people 
in the target population, can be capped at 108 respondents. The researcher had applied a 
purposive sampling to choose a sample that suited the objectives of this research.   

4.2. Instruments 

To collect data, a link for the questionnaire was sent through social media. A pilot test 
implemented had indicated that the instrument had surpassed the reliability value to be used 
in actual research. The respondents were given two weeks to complete the questionnaire. 
Then the data were analysed quantitatively using SPSS. The 5-point Likert scale was graded 
by giving a numerical score to each degree (never=1, seldom=2, about half of the time=3, 
usually=4, always=5).  

5. Findings and Discussion  

The research data collected from 108 respondents were analysed to answer all 3 research 
questions.  

5.1. Teaching tools and Teaching Methods that are Used by TESL Teacher Trainees 

Based on figure 1, four teaching tools were commonly used among the respondents during 
practicum: quiz makers, online videos, social media and online communication tools. 
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Figure 1: Teaching Tools Used by Teacher Trainees: Percentage (%) 

 

As per figure 2, the three methods that were used by more than half the respondents were 
online classroom, game-based learning and presentation.  

Figure 2: Teaching Methods Utilized by Teacher Trainees: Percentage (%) 

 

According to the findings, we can see that the teacher trainees were exposed to online 
teaching tools and methods that require interactions. Through interaction, learner-centred 
education can be practised so the pupils can actively learn and collaborate.   

5.2. TESL Teacher Trainees’ Readiness in Carrying Out Online Teaching in Primary 
ESL Classrooms 

The levels of perceived teacher trainees’ readiness were determined based on the mean 
scores of the responses and were classified into three levels: 1.00-2.49 indicates low level, 
2.50-3.49 indicates moderate level, and 3.50-5.00 indicates high level of readiness (Hamed 
Al-Awidi & Fayiz Aldhafeeri, 2017). 

The data for the first group which have 12 items are presented in Table 1. Teacher trainees 
exhibited a high level of technical readiness for 11/12 items, showing that teacher trainees 
have near to no technical problem. The lowest mean score is for the item related to attending 
seminars or workshops on online teaching (M=2.89).  

Table 1: Means and standard deviations for the survey items teachers’ technical readiness 

 Survey Items Mean SD 

A1  I have access to a computer with the necessary software 
installed. 

4.58 0.582 
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A2 I have obtained access to a computer or laptop and 
Internet connection at home. 

4.53 0.826 

A3 I have access to a computer in school with a stable Internet 
connection. 

3.60 1.394 

A4 I have one of these browsers: Mozilla Firefox, Google 
Chrome, Internet Explorer 

4.86 0.347 

A5 I have a virus protection in my computer or laptop. 4.17 1.172 

B1 I know how to turn on and shut down the computer 
properly. 

4.88 0.327 

B2 I know how to resolve common hardware or software 
problems or I can access a technical support in case I 
encounter a problem. 

3.81 1.098 

B3 I have an email address and I can open / send an email 
with file attachments. 

4.86 0.347 

B4 I know how to surf the Internet and navigate the web pages 
(go to next, or previous page). 

4.87 0.337 

B5 I know how to download files using any browsers (Internet 
explorer, Google Chrome...). 

4.85 0.357 

B6 I know how to use asynchronous tools (e.g., jamboard, chat 
tools,) effectively. 

4.42 0.685 

B7 I have attended seminars / workshops related to online 
learning activities. 

2.89 1.416 

The data for the second group which have 7 items are presented in Table 2. Teacher trainees 
have exhibited a high level of readiness for teaching attitude. The lowest mean score item is 
related to establishing an effective environment for more interaction (M=3.92). The highest 
mean score was on the item “I am flexible in dealing with students' needs” (M=4.45).  

Table 2: Means and standard deviations for the survey items teacher trainees’ attitude 

 Survey Items Mean SD 

C1 I use strategies to encourage active learning. interaction, 
participation and collaboration among students. 

4.26 0.702 

C2 I am flexible in dealing with students' needs (due dates, 
absences, tests). 

4.45 0.647 

C3 I provide timely, constructive feedback to students about 
assignments and questions. 

4.15 0.795 

C4 I am able to establish an effective environment for student-
teacher and student-student interaction. 

3.92 0.810 

C5 My interest in online teaching is motivated by the flexibility 
it will give me to decide when I do my work. 

4.00 0.927 
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C6 I am committed to teaching. 4.34 0.672 

C7 I am able to create schedules for myself and stick to them. 4.00 0.797 

The data of the third group which have 6 items are presented in Table 3. Teacher trainees 
exhibit a high level of readiness in terms of institutional support for most items. The item with 
the highest mean score was on “There is commitment of the authorities in IPGKBA to use 
technology to achieve strategic academic goals” (M=4.27). The lowest mean score was 
related to creating a budget for implementing e-learning (M=3.11).  

Table 3: Means and standard deviations for the survey items support received from IPGKBA 

 Survey Items Mean SD 

D1 An e-learning initiative is aligned with the IPGKBA’s 
mission. 

3.94 0.789 

D2 There is commitment of the authorities in IPGKBA to use 
technology to achieve strategic academic goals. 

4.27 0.769 

D3 IPGKBA has employed or assigned an academically 
capable and/ or experienced faculty to oversee the 
implementation of the e-learning environment. 

3.65 1.008 

D4 IPGKBA provides or is willing to provide teacher trainees 
with professional development opportunities to assist them 
in improving their online teaching. 

3.69 1.001 

D5 IPBKBA is willing to create a budget for implementing e-
learning. 

3.11 0.941 

D6 IPGKBA has a well-developed technical infrastructure. 3.13 0.987 

A high level of readiness enables teacher trainees to adapt to various unpredictable situations. 
According to Wang and Steele (2015), technology can bring together ideas from diverse 
sources and provoke critical discussion. In the midst of MCO period, “the COVID-19 pandemic 
had challenged the traditional mode of teaching to face-to-face interaction” (Huang, 2020), yet 
it is the perfect timing for teachers to practice using their technical skills on online teaching. 
Furthermore, with increased exploitation of salient technology, educational institutions “are 
required to provide excellent support to teachers and students to increase their comfortability” 
(Huang, 2020). Thus, teacher trainees are well-supported in online education until the end of 
their academic career. 

5.3.  Factors Affecting TESL Teacher Trainees’ Readiness for Online Teaching 
Negatively during MCO 

Based on table 4, there are 8 main factors that have negatively affected the teacher trainees 
when they carried out online teaching.  

Pupils’ Participation (50.68%) topped the list while among the 37 respondents, 16 respondents 
had linked this problem to poor internet connection, no gadget to join online lessons and lack 
of motivation among young learners. Distractions (41.10%). In this survey, 14 respondents 
stated that the home environment and their responsibilities as a part of the family had become 
the distractions during practicum. According to Friedman (2020), 
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“While studying or working from home, there can be more distractions than usual, especially 
with family and possibly younger siblings around, says Reggie Smith III, CEO and executive 
director of the non-profit United States Distance Learning Association.” 

Among the 26 respondents, 18 of them complained about the lack of internet connection or 
Internet access (35.62%) that either the teacher trainees or the pupils had faced due to their 
living area or the internet service they were using. Seven respondents mentioned unstable 
internet caused them to frequently disconnect from the online applications, lag and teaching 
not carried out smoothly.   According to Friedman (2020), “technical issues are bound to 
happen in an online-only environment”. Thus, among the 13 respondents, three have stated 
that technical issues were one of the biggest challenges for online teaching at 17.81%.  

Eleven respondents had stated that preparations, specifically materials selection, and 
assessment required much effort and were time consuming while the remaining two factors 
are difficulties due to issues related to the pupils. Another eleven respondents mentioned 
problems related to the access to gadgets (phone and laptop) and lack of computer literacy.  

Table 4: Number and percentage of Types of Difficulties Faced by Teacher Trainees during 
Online Teaching 

Aspects N (total=73) Percentage (%) 

1. Pupils’ participation 37 50.68 

2. Distractions 30 41.10 

3. Internet access 26 35.62 

4. Technical issue 13 17.81 

5. Preparation for the coming 
lessons 

9 12.33 

6. Access to gadgets 8 10.96 

7. Lack of computer literacy 3 4.11 

8. Assessment 3 4.11 

Internet connection issues had been reported repetitively due to weather changes, living areas 
and the network services. It is an indicator that the solutions to this problem can support 
education innovations mentioned in by Ministry of Education (2013), “ICT should be fully 
embedded throughout the curriculum of the education system. The Ministry will focus on 
scaling up ICT usage among students and teachers and also continue to expand efforts 
around distance and self-paced learning” 

Besides, many young learners do not have access to gadgets.  Some parents had found 
alternatives like lending their gadgets to their children. However, this has to be done under 
conditions like use of gadgets under parents’ supervision. This can be challenging as 
according to Brenneman (2020), low-income parents are required to work outside the home 
or have limited technological proficiency to support students’ needs.  

6. Conclusion, Recommendations, and Implications 

Without prior notice about the teaching shifted to online platforms, the teacher trainees in 
IPGKBA had demonstrated a high level of readiness and technology literacy in online 
teaching. This research has highlighted the importance of preparation for unpredictable 
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situations. Besides, there should always be communications and collaborations among all 
stakeholders. According to Siemens (2005), “the connections between humans are as crucial 
as seeking connections within online knowledge and information”. Thirdly, this research alerts 
the authorities upon the importance of support in developing the latest curriculum. Thus, in 
coming research, there should be more detailed research to evaluate the support provided to 
the primary teachers.  
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Abstract  

This action research aimed to help Year 3 pupils improve their consonant-consonant-vowel-
consonant (CCVC) monosyllabic words pronunciation through the Drive-Thru Blending game. 
My research conducted on four Year 3 suburban area primary school pupils of Kuala Lumpur. 
In this research, three teaching sessions were carried out, conventional lesson, intervening 
action, the Drive-Thru Blending game and revised intervening action, revised Drive-Thru 
Blending game. Instruments used for the research were observation checklists, tests and 
interviews. Observation checklists conducted throughout the conventional lesson and four 
teaching interventions. Test 1, Test 2 and Test 3 consists of 10 CCVC words which had to 
pronounce by research participants. Tests rubrics and evaluation forms used to record the 
performance of the research participants on the tests. These two instruments aimed to know 
the mastering level of the participants. Interviews conducted before and after interventions to 
get feedback from research participants on their interests and mastering level and determine 
how the Drive-Thru Blending game is effective in improving the pronunciation of CCVC words. 
The findings of this research show positive results when participants were able to pronounce 
CCVC words. This action research also brings impact to me in improving teaching skills and 
hence to help the pupils to improve their pronunciation of CCVC monosyllabic words. Overall, 
the Drive-Thru Blending game had successfully helped research participants to improve their 
pronunciation of CCVC monosyllabic words. 

 
Keywords: pronunciation, CCVC monosyllabic words, Drive-Thru Blending game, simulation 
of previous experiences 

 

1. Introduction  

 To produce Malaysia’s future pillars who can communicate with others confidently and 
appropriately in any situations (KPM, 2018), speaking skills is emphasised in English 
Language Curriculum in Primary Schools. Shtern (2017) mentioned that pronunciation and 
clear understanding of English speech are two skills that complement each other. Without 
correct pronunciation, miscommunication will occur. 

During the practicums, I realized most of the Year 3 pupils had difficulties in pronouncing 
consonant-consonant-vowel-consonant (CCVC) monosyllabic words.  Absence of fun learning 
strategies in the class led the pupils to not open their mind to learn phonics. Thus, English 
teachers play important roles in studying the problems faced by pupils while pronouncing 
CCVC words as well as appropriate teaching methods or techniques in line with 21st-century 
education world trends to help pupils improve CCVC monosyllabic words’ pronunciation. 

2. Research Focus  

This research focused on strategies to help Year 3 pupils overcome CCVC words 
pronunciation problems because understandable pronunciation is one of the basic 
requirements of language users’ competence and also one of the most important features of 
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language instruction (Pourthosein Gilakjani, 2016). Failure of mastering pronunciation skills at 
an early stage will bring many problems for pupils in the English learning journey. Pupils will 
feel inferior and lack of sense of belonging as they are unable to communicate with others in 
the proper English language. 

After identifying the problems, I created Drive-Thru Blending game to help Year 3 pupils 
improve their CCVC words’ pronunciation. According to Kolb’s Experiential Learning Theory 
(ELT) (1984), knowledge is created through the transformation of experience. Through the 
experience of moving a toy car like a roller coaster while pronouncing the letter-sound, the 
pupils can observe and reflect from the experience to form abstract concepts.   

3. Research Objectives and Research Questions 

The objectives of this research are to: 

a) determine the effectiveness of using the Drive-Thru Blending game in improving the 
pronunciation of CCVC monosyllabic words among Year 3 pupils. 

b) determine how the Drive-Thru Blending game improve pupils’ pronunciation of CCVC 
monosyllabic words. 

The research questions for this research are as stated below: 

a) Does Drive-Thru Blending game help improve pupils’ pronunciation of CCVC 
monosyllabic words? 

b) How does Drive-Thru Blending game improve pupils’ pronunciation of CCVC 
monosyllabic words? 

4. Methodology  
 

4.1. Participants  

This research involved Year 3 pupils in a National school (SK) in the suburban area of Kuala 
Lumpur. I took only four pupils as research participants due to the online learning caused by 
the Covid-19 pandemic. Among all of them, three were Malay and one was Chinese. Three of 
them were boys and one was a girl. They were from low-income families. They were visual 
and kinaesthetic learners. They were low proficiency level pupils who weak in CCVC words’ 
pronunciation. This target group chose based on interview result with the experienced teacher 
who had experience in teaching them. 

4.2. Action Carried Out  

After identified the problems faced by pupils, I planned action by applying Kurt Lewin’s (1948) 
model to help pupils improve CCVC words’ pronunciation. I created Drive-Thru Blending 
game. Figure 1 shows steps of playing the Drive-Thru Blending game. While driving through, 
participants pronounce each letter sound. The speed of driving through increased until 
blending the letter sounds into a word.  
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Figure 1: Steps of playing the Drive-Thru Blending game 

 

In the second intervention, this game was related to their real-life experience, playing roller 
coaster. I made the relation between the speed and sound passengers made when a roller 
coaster moving uphill, downhill and on a straightway with the triangle formation. While moving 
toy cars, pupils imagined and related it with the speed of a roller coaster and sound heard. 
Figure 2 illustrates the steps of actions based on Kurt Lewin’s model (1948). 

Figure 2: Steps of Actions based on Kurt Lewin’s model (1984) 

 

Tests, observation checklist and interview were selected as data collection methods to 
triangulate the data collected. Tests with 10 CCVC words were given after conventional and 
intervention lessons for the participants to pronounce. Research participants’ performances 
evaluated based on rubrics prepared. During the lessons, observation checklists were carried 
out. The data of tests and observation checklists were analysed to determine the effectiveness 
of the game in improving CCVC words’ pronunciation. Interviews were carried out after the 
lessons and analysed based on audio transcripts of the interviews to determine how the Drive-
Thru Blending game improve pupils’ CCVC monosyllabic words’ pronunciation.  
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5. Findings 
  

5.1. Does Drive-Thru Blending game help improve pupils’ pronunciation of CCVC 
monosyllabic words? 

Yes, CCVC monosyllabic words’ pronunciation among Year 3 pupils can be improved through 
the Drive-Thru Blending game. Based on the comparison of scores in Test 1, Test 2 and Test 
3 (Table 1), three research participants showed a drastic improvement in Test 2 and Test 3, 
except Pupil D. Four of them showed positive average improvement after the intervention 
lessons. 

Table 1: Comparison of scores between Test 1, Test 2 and Test 3 for CCVC Monosyllabic 
words Pronunciation 

 

Besides, observation results (Table 2) shows that all research participants improved in CCVC 
monosyllabic words pronunciation, more willingness to speak in English and confidence level 
when speaking in English improved through the use of the Drive-Thru Blending game. This is 
in line with the research of Lusi Susanti (2019), interesting game can improve students’ 
pronunciation skills.  

Table 2: Comparison of observation data 
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Moreover, research participants gave positive responses that they can pronounce CCVC 
monosyllabic words accurately, fluently and confidently without guidance in the interview 
session after the interventions.  

In short, Drive-thru Blending game can improve the pronunciation skills in pronouncing CCVC 
monosyllabic words. 

5.2. How does the Drive-Thru Blending game improve pupils’ pronunciation of CCVC 
monosyllabic words? 

This can be answered through the findings from interview results. Table 3 shows that Pupil A 
and Pupil C dislike the usual ways of teaching pronunciation but showed interest and 
enthusiasm to learn CCVC words’ pronunciation after conducting the intervention lessons.  

Table 3: Transcripts of the interviews of Pupil A and Pupil C for the first question 
 

 

The research participants’ action while asking them to pronounce CCVC words (Table 3 & 4), 
moving heads up and down like moving a toy car or roller coaster, showed the Drive-Thru 
Blending game has helped them improved their pronunciation of CCVC words.  

Table 4: Transcripts of the interviews of Pupil A and Pupil C for the third question 
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Table 5: Fourth question transcripts of the interviews of Pupil A and Pupil C 

 

In conclusion, the use of the Drive-Thru Blending game can improve research participants’ 
pronunciation by increasing their interest and confidence in pronouncing CCVC monosyllabic 
words. 

6. Conclusion 

After conducting the analysis and discussion on the use of the Drive-Thru Blending game, I 
found that this method is very effective in helping pupils to improve CCVC monosyllabic words 
pronunciation. 

As remarked by Suyansah Swanto and Wardatul Akman Din (2014), repetition is important in 
‘wiring’ a person’s brain. Repetition of using the same methods such as the Drive-Thru 
Blending game while learning sound blending will make the pupils ‘wiring’ and connecting the 
ideas on how to pronounce the monosyllabic words accurately and fluently. In short, teachers 
can use drilling and memorising skills, not drilling and memorising the vocabulary, sentences 
or texts but the concepts and techniques.  

Drive-Thru Blending helped pupils learn phonics through concrete experiences. Through the 
game, participants were able to observe and reflect on the experience of assuming their toy 
car as a roller coaster, driving through and pronouncing the sound letters like the sound heard 
when playing roller coaster and speed of the roller coaster at different points. Thus, it 
effectively reduced the cognitive load and working memory of the pupils in learning 
pronunciation (Morey,2014). When learning pronunciation through the Drive-Thru Blending 
game, the pupils would feel comfortable, friendly and interesting in the lessons. Therefore, 
pupils’ affective filter was lower, more input was allowed to pass through (Krashen, 1986). 
Pupils absorbed the inputs easier.  
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Abstract 
 

Numerous studies have identified the roles of pictures in the comprehension of vocabulary 
among students. Since vocabulary is the key to language learning, understanding vocabulary 
is crucial to the success of language learning. However, some pupils struggled to grasp the 
meaning of the words when the teachers solely explained the vocabulary intended without the 
help of teaching aids, especially for pupils with low proficiency. Therefore, this qualitative case 
study focused on the effectiveness of using pictures as a vocabulary understanding tool for 
Year 5 pupils in the ESL class. Krashen’s Input Hypothesis, Swain’s Output Hypothesis and 
Estes’ Vocabulary Acquisition Model were adopted as the theoretical framework that links the 
pupils’ understanding in vocabulary learning through pictures. The final data were analyzed 
where the overall findings revealed that: i) Pictures are effective to be used as tools in 
understanding vocabulary and ii) Pictures enhance pupils’ active engagement throughout the 
lessons in understanding vocabulary. However, the study also reveals the potential 
hinderance towards the effectiveness of using pictures in vocabulary understanding among 
the Year 5 pupils. The implication of this study is to further implement pictures in vocabulary 
understanding as it benefits both teachers and pupils. 
 
Keywords:  Vocabulary, pictures, understanding 
 
 
1. Introduction 

 
Vocabulary is the main key to English language learning which obliges the teachers to 

promote fun yet accurate learning so that the pupils can develop the language. Thus, this 
study proposed the use of pictures in vocabulary understanding among Year 5 pupils in the 
ESL classroom. As indicated by Burton (n.d as cited in Ghulam et al. 2015), "visual aids are 
those sensory objects or images which initiate or stimulate and support learning" (p. 226). 
Here, pictures help the pupils to understand the meaning of the vocabulary better than just 
from teachers explaining it orally for them to make sense of the vocabulary learned. 

 
Himayatus (2009) has claimed that pictures could improve the pupils' motivation, attract the 
pupils' attention, help the pupils to memorize the vocabulary as well as make the teaching and 
learning activities interesting. Pictures play a crucial role when learning vocabulary to avoid 
misunderstandings, illustrate something and help students understand the meaning of the 
vocabulary. Therefore this study was done to determine the relevance of using pictures to 
understand vocabulary. 

 
1.1. Statement of problem 
 
Despite the importance of understanding vocabulary, there were pupils who struggled to make 
sense of the language since they have limited knowledge of it which hinders their ability in 
comprehending the vocabulary introduced. There are three primary reasons for the difficulty 
of understanding vocabulary: (i) English language is not being exposed and used enough by 
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the learners (Amelia & Mohamad Jafree, 2018), (2) The view that knowledge is all about 
memorizing and ignoring the understanding (Alqahtani, 2015) and (3) The written form is 
different from the spoken form (Dahlia, 2016). As students have difficulty in expressing their 
knowledge, it prevents the achievement of the teacher's planned objectives. 
 
1.2. Objectives and research questions  

 
This study aims to seek the effectiveness of the use of pictures in understanding vocabulary 
among Year 5 pupils in the ESL classroom. The objectives are (i) to determine whether the 
use of pictures help in understanding the vocabulary and (ii) to examine to what extent does 
the use of pictures improve the pupils' vocabulary comprehension. Hence, this study is 
conducted in order to know the benefits and weaknesses of using pictures in understanding 
vocabulary among Year 5 pupils in the ESL classroom which posits the following research 
questions: 
 

i) How do pictures help in understanding vocabulary among the pupils? 
ii) To what extent does the use of pictures supports the understanding of vocabulary? 

 
2. Research Methodology  
 
This qualitative case study attempted to explore in-depth the effectiveness of using pictures 
in vocabulary understanding among Year 5 primary school pupils and their teacher's ability to 
utilize them in the ESL classroom. The data were analyzed based on the research procedures 
and the process of data analysis by Creswell (2014) to ensure the procedures had been 
properly organized so that it answered the research questions laid out. 
 
2.1. Participants 
  
The participants were three selected Year 5 students, with different backgrounds and 
proficiency levels. Besides, three trainee teachers who studied at the International Languages 
Teacher Training Institute (IPBA) and had been exposed to the use of pictures in the 
classroom or at least had utilized it once during the teaching and learning session were 
chosen. 
 
2.2. Instruments 

The three instruments used in this study were interview, observation and document analysis. 
The interview was done through Google Meet due to the movement restrictions order that  
occurred. The purpose of the interview was to find out the effectiveness as well the 
participants’ opinions on pictures used in comprehending the vocabulary introduced. 
Observations of the teaching and learning sessions were to take note any remarkable actions 
or behaviours when using pictures in vocabulary understanding. Document analysis of the 
pupils' works was carried out to analyse pupils’ output on the use of pictures in comprehending 
the vocabulary introduced. 
 
3. Findings and Discussion  

The findings in answering the research questions on the effectiveness of using pictures in 
understanding vocabulary among Year 5 primary pupils in the ESL classroom were as follows. 

 

3.1. RQ 1 How do pictures help in understanding vocabulary among the pupils? 

The data collected prove that pictures help to improve understanding among the students. 
Based on the interviews conducted, the trainee teachers stated that they used pictures as 
tools to facilitate students’ understanding towards the meaning of vocabulary taught. The 
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teachers also stated that they used pictures to include multiple intelligence in the classroom 
as it helped students in connecting the meaning of words to pictures as they were able to 
visualize and make sense of the vocabulary. Whereas the pupil participants stated that 
pictures were interesting and motivated them to learn. The understanding could be seen 
through observations where the participants were able to answer the questions asked by the 
researcher and some of them were able to get perfect score of the exercise given as shown 
in the Table 1 and Table 2 below. 
 

Table 1: Results by participants 
Participant 1 Participant 3

Question Answer Correct Question Answer Correct

flood ✔ flood ✔

tsunami ✔ tsunami ✔

earthquake ✔ landslides ✖

volcano ✔ volcano ✔

landslides ✔ earthquake ✖

drought ✔ drought ✔

Partcipant 2

Question Answer Correct

flood ✔

tsunami ✔

earthquake ✔

volcano ✔

landslides ✔

drought ✔  

Table 2: Two out of three participants who achieved perfect score in the exercise given 

 

The use of images helped teachers to give lessons and also fostered a better understanding 
of the new vocabulary presented to students. Ferlazzo (2012) declared that “using photos with 
English-Language Learners (ELLs) can be enormously effective in helping them learn far more 
than a thousand words” (para. 1).  
 
Furthermore, the use of images also enhanced student engagement during the lessons. This 
can be seen during the observations where students demonstrated positive reactions and a 
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better focus as they were enthusiastic throughout the lessons. It portrayed that the utilization 
of pictures in vocabulary learning encouraged the participants’ engagement in the lesson 
which prevented one-way interaction in the teaching and learning sessions. 
 
3.2. RQ2: To what extent does the use of cartoon supports the understanding of 

vocabulary? 
  
Based on the data collected, teachers agreed that there were difficulties in searching for 
suitable pictures that were able to accommodate all the pupils’ needs. Furthermore, too many 
pictures used might confuse the pupils as they needed to match pictures with the words and 
understand the meaning. This has led the teachers to find other approaches to explain certain 
vocabulary that could not be explained through pictures. Thus, these hindered the 
effectiveness of using pictures in vocabulary understanding as there are limitations when using 
them. 
 
4. Conclusion, Recommendation and Implication  
 
On the basis of this study, it can be concluded that images particularly interesting and colored 
ones help to understand the vocabulary better as they improve the motivation of students to 
learn the English language. However, there are some recommendations for teachers who 
need to teach in context and use images in various ways such as games and flashcards. 
Ultimately, with appropriate techniques, using pictures in class assists teachers to teach 
vocabulary and achieve objectives. Finally, the implication of this study is that appropriate and 
interesting pictures can be found in one click and that pictures can foster a fresh and fun 
lesson while obtaining new skills in teaching. 
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Abstract  

This article aims to explore the use of ‘Wheel of Learning’ as a teaching aid that involves 

innovative uses of a multi-layered and colour-coded wheel-shaped graphic organiser in the 

teaching of creative writing for Malaysian ESL learners. Most Malaysian ESL learners are 

anxious to do creative writing because of two major problems: lack of ideas and lack of 

vocabularies. How to overcome these two problems? ‘Wheel of Learning’ is the answer. It can 

be used to guide learners through the process of brainstorming ideas and learning the 

vocabularies needed for creative writing. The use of ‘Wheel of Learning’ was carried out with 

15 learners of 4 Science in Syed Ibrahim Secondary School. Firstly, they learnt the synonyms 

and idioms of 6 feelings using ‘Wheel of Learning’. Secondly, they brainstormed ideas in the 

form of the incidents or activities related to each feeling. This is a qualitative research where 

the 15 students involved were observed during the class and interviewed in a focus group. 

Their essays were also compared in a pre-test and a post-test. The results showed that the 

use of ‘Wheel of Learning’ has great impacts on enhancing students’ ability to organise their 

ideas and learn vocabularies for creative writing. They could write longer in the post-test. They 

also enjoyed the 4Cs (Communication, Collaboration, Creativity and Critical Thinking) 

incorporated in the lessons using ‘Wheel of Learning’. This teaching aid is especially effective 

for English language teachers to teach learners to describe their feelings and incidents 

involved in their stories. 

Keywords: writing apprehension, creative writing, feelings 

1. Introduction 

In the latest SPM English papers aligned to the CEFR (Common European Framework of 
Reference for Languages), candidates are given a choice to write a story in Part 3 of Paper 2 
(Writing). The task to write a story is a form of creative writing which requires the candidates 
to brainstorm and include creative use of dictions and figurative or idiomatic expressions. 
However, most Malaysian ESL learners experience writing apprehension when they are asked 
to perform the task of creative writing. According to Lin and Rankin-Brown, writing 
apprehension is a state of confusion and anxiety towards writing which happens when learners 
do not know ‘what to write’ and ‘how to write’ (2006). To overcome writing apprehension, 
Wheel of Learning is recommended as an effective graphic organiser to help learners in the 
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process of brainstorming the high-level vocabularies and figurative/idiomatic expressions 
needed for creative writing. 

1.1 The Old Way - Using the Table  

It is believed that organising ideas into table form allows learners to see the ideas clearly (see 

Figure 1.0). So a lot of teachers like to give the learners a list of synonyms and figurative or 

idiomatic expressions, ask the learners to memorise and then apply them in their story. 

 

Table 1: List of Feelings with their corresponding synonyms and figurative/idiomatic 

expressions 

Feelings Synonyms Figurative/ Idiomatic Expressions 

Happy blissful, delighted, elated, 

joyful, overjoyed, thrilled 

● I was on cloud nine. 
● I felt like singing and dancing to a happy 

tune all day long. 

Sad anguished, depressed, 

miserable, 

joyless, unhappy, 

heartbroken 

● I locked myself in the room, crying and 
refusing to speak to anyone. 

● I felt my world going to pieces. 

Shy bashful, diffident, reserved, 

timid 

self-conscious, embarrassed 

● I was blushing that I didn’t dare to look 
at him. 

● I kept hoping that a hole would open in 
the floor and swallow me. 

Angry annoyed, furious, enraged, 

irritated, outraged, infuriated 

● I was consumed by bitterness and 
anger. 

● I felt like screaming at the top of my 
lungs. 

Nervous anxious, worried, stressed, 

tensed up, freak out, 

panicky 

● I stared in disbelief. 
● I remained speechless for a long time. 

Shocked astonished, surprised, 

stunned,  

dumbfounded, astounded, 

dazed 

● My heart was beating so fast that I could 
hardly breathe. 

● I felt like having butterflies in my 
stomach. 

Source: Step by Step Model Compositions for SPM 1119 English (2004) 

 

However, this method has some downsides. Firstly, the expansion of ideas for creative writing, 

from word level to sentence level cannot be clearly shown. Secondly, the conventional table 

drawn on the board is not colour-coded. This could demotivate the learners from even trying 

to remember the vocabularies, let alone apply them in their writings. 

1.2. The Innovative Way – Using the Wheel 

As I was exploring a more interesting way to help my learners remember the high-level 

vocabularies that can make their writings more interesting, I came across The Feeling Wheel. 
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Figure 1: The Feeling Wheel 

 

Source: http://www.fengshuidana.com/2013/12/29/the-feeling-wheel-your-emotional-

expressiveness/ 

This colour-coded and multi-layered wheel instantly grabbed my attention and inspired me to 

improvise the wheel to become a simpler ‘Wheel of Learning’ (as shown in Figure 2). The main 

reason why I felt the need to modify The Feeling Wheel (as shown in Figure 1) was because 

I wanted to teach my learners idiomatic/figurative expressions too in addition to synonyms of 

the feelings. After removing the dividers in each section, the innermost layer could be used to 

write the words that the learners had already known to describe feelings (eg. Happy, Sad, 

Angry), while the second layer could be used to write the synonyms, and the outermost layer 

could be used to write the idiomatic/figurative expressions.  

Figure 2: Wheel of Learning 

 

http://www.fengshuidana.com/2013/12/29/the-feeling-wheel-your-emotional-expressiveness/
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There are some advantages of using ‘Wheel of Learning’ in teaching creative writing. Firstly, 

it instantly grabs attention because it is colourful. Secondly, it helps students to see the 

expansion of ideas for creative writing, from word to sentence level. 

2. Related Literature  

The use of ‘Wheel of Learning’ to teach creative writing is based on the following three 

theories. 

2.2. Discovery technique 

            "What I like (about the Wheel) is I can discuss together (with my friends) and  

            share some ideas (in groups) that we came up with ourselves in the Wheel activity."  

         (Learner 1 / focus group).  

The use of ‘Wheel of Learning’ may appear like a non-communicative approach in teaching 

English as a second language to some. This is because, as Harmer (1991: 50) puts it, 

introducing new language is often viewed as a type of activity that is non-communicative since 

it usually has the teacher working with "controlled techniques" such as drilling and repetition. 

However, the wheel can be put into use to teach more communicative activities that fits the 

current trend of teaching English as a second language. This technique is called the Discovery 

Technique. Harmer (1991: 71) describes this technique as a way to allow learners to hold 

power over their learning at a much earlier stage of a lesson.  

The ‘Wheel of Learning’ was put into use by using the Discovery Technique during the first 

lesson. Learners had already written a story in the pre-test. However, they only had an 

average vocabulary range to present in their writings. Most of them did not write about the 

characters’ feelings, and their ideas were not sufficiently elaborated. By using the ‘Wheel of 

Learning’, I managed to elicit not only synonyms but also short phrases and sayings related 

to specific feelings. This allowed the learners to expand their writings even more in the post-

test.  

2.2 Collaborative Learning 
 

            "I like when we have to stick the answer in the Wheel, and we can do it together  

            by ourselves with friends as that is more fun."                                                 

                  (Learner 10 / focus group) 

The use of ‘Wheel of Learning’ reduces learner apprehension towards writing. According to 
Krashen’s Comprehension Hypotheses, “a strong affective filter (e.g. high anxiety) will prevent 
input from reaching those parts of the brain that promote language acquisition (1985). As the 
students had all the words and expressions organised in the colourful ‘Wheel of Learning’, 
they felt less anxious about the writing task in the post-test. It was also a chance for them to 
be involved in collaborative learning, where they worked together with their friends to come 
out with the words and expressions to build the wheel. This is also parallel with Vygotsky’s 
‘scaffolding’ theory, where the assistance one learner gets from another person (e.g. teachers, 
relatives, classmates) enables him or her to perform a learning task. 
 
2.3. The use of colours 

 
       "The colourful wheel helps me to remember many new words. I can use the words  
       in the wheel to make my essay more interesting."  
                                                      (Learner 6 / focus group) 
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Another essential criteria of the ‘Wheel of Learning’ is that it incorporates the use of colours to 
aid in memorizing new input. This is because colours can potentially have a strong influence 
on students' memory performance by enhancing their attentional arousal level. Each section 
and sub-section has a new colour to enhance the process of helping students receive new 
input. Research on memory has shown that the use of colour has the potential to heighten the 
chances of encoding, storing and retrieving stimuli in a successful manner. A paper by Mariam 
and Faiz (2013: 4) found that colours have the ability to "enhance the relationship between 
arousal and memory."  

3. Method  
 

This is a qualitative research where the 15 students involved were observed over three 
lessons in terms of their reactions and participation in the class after a pre-test to write a story 
entitled ‘Sports Day’. In the first lesson, learners learnt the synonyms and idioms of 6 feelings 
by building the big ‘Wheel of Feelings’ through an interactive matching activity. In the second 
lesson, learners did a vocabulary revision in groups of 4 using smaller wheels and 
brainstormed ideas for events related to each feeling. In the third lesson, learners wrote an 
essay using the lexical items and ideas brainstormed. After the three lessons had been carried 
out, the learners were interviewed in a focus group. They were also asked to write another 
story of the same title ‘Sports Day’ in a post-test. The quality and length of their essays written 
in the pretest were compared with the essays produced in the post-test.  

4. Results and Discussion  

The study shows that the use of ‘Wheel of Learning’ has great versatility to help learners to 
learn vocabulary and organise their ideas for creative writing. It also enhanced learner 
confidence and creativity in writing. In addition, learners could easily see the organisation of 
the feeling-related dictions and expressions that they may use in their creative writing, from 
word level to sentence level by using ‘Wheel of Learning’. In the post-test, learners could write 
faster and longer. They also enjoyed the interactive process of building the wheel to learn the 
synonyms and idiomatic expressions for 6 feelings together as a class. Most importantly, the 
colour-coded sections of the wheel helped the learners in the process of remembering the 
synonyms and idioms for 6 feelings easily. 
 
5. Conclusion  
 

This study shows that the use of the Wheel of Learning is effective in relieving writing 
apprehension among Malaysian ESL learners. ‘Wheel of Learning’ can potentially be used to 
teach other ways of brainstorming ideas and vocabularies for creative writing, such as by using 
5 senses and weathers, as well as to mind-map key points of articles. 
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Abstract 

With the implementation of home-based teaching and learning in Malaysia due to the COVID-
19 pandemic, English teachers have had to modify their teaching styles to be more practical 
and pupil-friendly. Teaching English to Year 1 pupils via Google Meet (GM) requires the 
teacher’s creativity to grab and hold their attention throughout the lesson. Various measures 
can be taken to support the basic interaction through GM. The most basic one is to distribute 
a set of modules to the pupils via “drive-through” arrangements. However, teachers can also 
use digital tools in tandem with these modules to provide additional scaffolding for the pupils, 
for instance using Interactive Slides. Pop-up words and pictures in Interactive Slides are used 
to introduce English words to the lower primary learners. Significantly, these words and 
pictures are thoughtfully selected in order to guide learners to “think in English” instead of 
providing the direct translation in their first language during GM interactions. Each page of the 
Interactive Slides is designed to repeat and reuse the words in the module provided, so that 
the learners do not feel left out during the lesson. Learners will experience quite a similar 
environment to the physical classroom since the teacher will allow them to grasp the input 
before proceeding and also will ask related questions in between the display of Interactive 
Slides. Moreover, the movable GIFs, familiar cartoon characters and colourful images are 
placed to create an encouraging and motivating learning environment for learners since they 
tend to have a short attention span.  

Keywords: Teaching and Learning at Home 

 

1. Introduction  

As a basic component of any language, vocabulary or lexis is an indispensable part of 
language teaching and learning, particularly at the beginner stage. Apart from varied methods 
of introducing new vocabulary, using and reinforcing the vocabulary learnt is also crucial in 
order to help learners incorporate the new language into their mental lexicon. In this aspect, 
the Home-based learning implemented during the COVID pandemic offers an opportunity to 
utilise new technologies for this purpose. 

2. Related Literature 

Introducing English words to the lower primary school learners requires a clear focus on 
the selected target words at the level of orthography, i.e. the individual letters. According to 
Pelli et.al (2003) a word is unreadable unless its letters are separately identifiable. In addition, 
word recognition is a central, presumably neural, event taking place in the eyes, optic nerves, 
and brain (Gough, 2016). This is equally as applicable for reading digital print online as it is 
for traditional reading of materials in hard copy.  

In efficient reading instruction, learners require one coherent body of sufficient input in 
each lesson to enable them to recognize the spelling of target words and to construe the 
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meaning of each word. In light of this, it is essential that teachers make the students' time in 
the classroom (Google Meet) as productive as possible. By being clear about what language 
teachers want their students to learn and providing them with time to 'recycle' English across 
a range of contexts before they are expected to use it or produce it on their own, teachers can 
help make their students' acquisition of English as successful as possible (Standish, 2020). 
Recycling a set of target words throughout an English lesson provides abundant scaffolding 
for the learners and further practice on their own provides ample time to familiarize themselves 
with the target words. This is significant because the process of word recognition is widely 
accepted as being time-dependent, in that the more the time spent with a word, the faster it 
would be recognized. A limited set of target words also applies the principle of quality over 
quantity, since 8 words introduced in a one-hour lesson and repeated in subsequent practice 
would result in each word having more time invested in it compared to introducing 20 words 
in an attempt to broaden the learner’s vocabulary.        

The principle of recycling language is also supported by research. Lynch & Maclean (2000) 
compared the performances of two learners at markedly different levels of English proficiency 
and found that both benefited from the opportunity to recycle communicative content as they 
repeated tasks. It is theorized that learners will utilize language input provided optimally for 
acquisition when the focus is on the content and their understanding is supported by a clear 
context and visual aids. This can be done by exposing learners to authentic uses of English, 
modelling standard language forms as well as developing familiarity with the sound, rhythm 
and patterns of English (Standish, 2020). 
 
3. Methods 

The ‘combo’ of interactive slides + module (ISMod) system was implemented throughout 
Teaching and Learning at Home using Whatsapp and Google Meet as the mediums of 
interaction. The modules were distributed to the learners before the MCO 3.0 announcement 
and for absentees during that time period, their parents could collect the module via drive-
through arrangements at the school’s guard house. Two classes of Year 1 learners were 
involved. The main objective was to ensure the learners could have an interactive learning 
environment. The learners were provided with tasks that involved Listening, Speaking, 
Reading and Writing skills using the Google Form link after the Google Meet interactions 
ended. Once tasks were completed and submitted, the learners’ work could be accessed 
through the associated Google Drive folder for the purpose of assessment and feedback. 
 
4. Results and Discussion 

Overall, the effect of implementing ISMod was that learners enjoyed the lessons and were 
able to produce the target words in the proper context. This is due to the systematic nature of 
the lesson, wherein learners are first introduced to the target words one by one through the 
Interactive Slides and subsequently gain familiarity with the new words through activities in 
the module such as having a mini dictation game, Simon counts, and identifying directions. 
These activities act as a form of repetition drill by recycling the words learnt. Admittedly, the 
number of learners submitting their tasks is still inconsistent, but learners did consistently 
participate actively throughout the lesson. Although this cannot be described as a spectacular 
success, it is still considered a positive and encouraging result when the age of the learners 
is taken into account, with their limited exposure to the formal teaching and learning 
environment of school.  
 
5. Conclusion 

In summary, ISMod allowed young learners to learn independently despite limited parental 
guidance. The system is practical and pupil friendly, and most importantly it has eased these 
young learners’ initiation into a formal educational context despite the challenges of disrupted 
schooling and other problems associated with Home-based Learning. 
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Abstract  

Gamification take place when game elements are added into non-game contexts.  This study 
was designed to explore the use of ‘The Adventure of Dinosaur’ board game as a type of 
educational activity in creating a positive learning and engaging behaviour in a primary ESL 
classroom. The research was based on Kemmis and McTaggart’s 4-step action research 
model which involved: plan, implement, observe, and reflect.  The research was conducted in 
3 cycles. The data were derived from 28 Year Five pupils from a Chinese primary school in 
Malacca. Findings shown that that the use of the board game had resulted in positive 
behaviour, motivation, teamwork and improved the language performance of the pupils. Pupils 
were excited to engage in the lessons and tried their best to participate to collect points for 
their groups. The points were added to their group’s leader board and then it was later 
transferred into the numbers of chances to throw a dice to play the board game at the end of 
the week. The number of pupils submitting the homework and classroom assessment had 
showed improvements as they progressed in the learning. The study had given me the 
opportunity to engage the millennium children in their learning and explore the digital natives’ 
preference to learning via gamified lessons.  

Keywords: gamification, board game, action research  

1. Introduction  

Educational gamification arouses great interest among educators and is a growing trend 

(Turan, Z et al, 2016) as the new-technology potentials for motivating students to learn is 

gamification, which can be defined as “the use of game-design elements in non-game 

contexts” (Deterding et al., 2011: 9). Via gamification, teachers can provide incentives for 

expected behaviours in education and to ensure that these behaviours help students to reach 

intended learning outcomes (Lee & Hammer, 2011; Simões, Redondo, & Vilas, 2013). With 

suitable planning and implementation, gamification can be conducted in the classroom to 

create a positive fun learning environment that enables learners to participate actively.  

2021 was a special year for all the pupils as this was the first time in the history that the 

pupils did not have physical reopening of schools. Instead, virtual teaching and learning from 

home (PdPR) was conducted to deliver lessons to the pupils. I noticed that my pupils were not 

engaged and lacked motivation in completing their homework and answering questions in the 

virtual lessons. Kapp (2012) argued that the most valuable reasons to encourage gamification 

in education are its stimulating elements, such as immediate feedback, feeling of achievement, 

challenge and defeating. Hence, I started implementing gamification in my classroom.   

2. Related Literature  
 

Gamification can play an important role in education, considering that student motivation has 

long been recognized as central for learning (Weiner, 1990). Research analysis (Rental el. all, 

1992) reached the following conclusion: ‘Every study examined indicated that the game-based 
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approach produced significant knowledge-level increases over the conventional case-based 

teaching methods.’ Some literature has further demonstrated that the use of gamification in 

education increases motivation towards and participation in a course (Hakulinen, Auvinen & 

Korhonen, 2015; Lee & Hammer, 2011; Muntean, 2011) It was able to generate a sense of 

empowerment among the pupils in their way of working to achieve tasks, making them more 

attractive and promoting cooperative work, effort, and other positive values typical of games. 

Alsawaier (2018) also suggested that gamification of refers to the use of gaming techniques 

to engage people, motivate their action, and promote learning and problem solving. Thus, if 

gamification is implemented in a proper manner, it can lead to positive outcomes in the 

classroom.   

3. Methods  

The research was conducted in a Chinese primary school in Melaka. 28 Year 5 pupils were 

selected to join the research. They were 16 boys and 12 girls with mixed abilities in their English 

language proficiency.  

3.1. Data Collection Methods 

I had used the following methods to collect the data.  

 
Table 1: Summary of methods data collections and data analysis  

Methods  of data collection Codes Data Analysis  

Pupils’ reflective forms PR/(pupil’s code) Bar Chart  

Teacher Reflection Journal TRJ:(number of lesson) Categorize  

Video Recording  VR: (number of lesson) Categorize 

 Classroom Assessment CR Bar Chart 

Pupils Homework Checklist  PHL Bar Chart 

 

Extended engagement and reflection, continual observation, and triangulation enhanced the 

credibility of the research.  

3.2. Action Plan  

I adapted the action research model of Kemmis and McTaggart (1988) -- plan, act, observe, 

reflect; and then, moved on to plan for the next cycle (Figure 1).  

Figure 1: Action Research Steps (Kemmis & McTaggart, 1988) 
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In the first cycle, I started by using a new board game that I designed ‘The Adventure of 

Dinasour‘ . Tokens were used to add and deduct the group’s scores. Pupils need to behave 

positively to receive scores for their group that later turned into the number of chances to 

spin the wheel of fortune at the end of each week. However, I observed that pupils cannot 

see their scores as I add and deduct the scores hence lack of immediate responses from 

the pupils. I reflected and started with Cycle 2 where all the leaderboard and wheel of 

fortunate were fitted in a single powerpoint slide. It was noted that the board game had 

became smaller and the pupils can’t see it clearly. Therefore, I came out with Cycle 3 with 

leaderboard being separated and were able to see the ranking of the group every time. The 

application ‘Wheel of Name‘ that had various background music was used to create a more 

exciting and fun environment for the pupils.  

Figure 2: ‘The Adventure of Dinasour‘ Board Game 

 

4. Results and Discussion  

The implementation of ‘The Adventure of Dinosaur’ board game was for 10 weeks. The 

following are the data that was collected as findings in the in the present research that 

indicated the positive impacts of gamification in education.  

4.1. Encourage Positive Behaviours 

It was noted that the pupils were able to stay focused and pay attention during the lesson after 

the implementation of the research. Negative behaviours such as talking, disturbing the 

classmates, and scolding the friends were no longer a big issue during the lesson. The finding 

was further justified in my teacher’s reflective journal, it stated that ‘I noticed that the pupils 

were reminding each other to keep quiet in the lesson.’ (TJ/05) while one of the pupil’s remarks 

is congruent to the finding: ‘If we are not quiet, teacher will reduce our marks.’ (PRF/04). 

85.71% or 24 out of 28 pupils also agreed that they were well behaved during the period the 

action research was being implemented.  

Table 2： Percentage of Pupils Agree That They Are More Willing to Behave In The Class 
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4.2. Motivation to learn 

When the research was conducted, the pupils were very eager and excited to have English 

language lessons. They were willing to participate and engage in most of the activities in the 

lessons. It was also recorded in my teacher reflective journal, stated that ‘The pupils were 

raising their hands actively to answer the questions when I told them marks will be rewarded. 

Even the weaker ones like xxx, started asking her friends how to answer the question. (TJ/10)’ 

One of the pupils also claimed that he was more motivated to answer questions in the class, 

‘I can help my group get more marks, of course I need to raise my hand to give answers.’ 

(PRF/08). The submission of homework also increased from 35.71% to 85.71%.  

Table 3: Percentage of Pupils Sunmitted The Work

 

4.3.  Teamwork 

Each pupil was assigned to a group. In the beginning, the pupils were not willing to support or 

help their friends in the task. However, as time progressed with hidden extra marks for 

teamwork, I notice that the pupils had more team spirit. It was recorded in my journal that ‘Out 

of my expectation, the pupils started this active discussion on how to read the passage. They 

helped each other to pronounce some of the vocabularies that the other group members do 

not know without being reminded to do so. ‘(TJ/12). One of my group leaders also said that ‘I 

teach my friend, he understands it, I am happy, can help to add marks to our group. ’(PRF/14). 

89.29% of the pupils were convinced that they had more teamwork spirit during the lessons.  

 

Table 4: Percentage of Pupils Agree That They Can Work Together Better 
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4.4.  Improvement in the Classroom Assessment 

Each pupil was evaluated for each lesson according to the 4 English Language. One of the 

pupils wrote in her reflective form, claiming that ‘What teacher said, I can understand and learn 

better.’ (PRF/27) The Classroom Assessment of the pupils had showed drastic improvement 

where there were 10.71 % pupils who had moved toward Performance Level 6 as compared 

to last year where there was no pupil who had reached that level.  

Table 5: Performance Level for Year 5 Pupils  

 

5. Conclusion  

In conclusion, ‘The Adventure of Dinosaur’ Board Game is a great example of gamification in 

education. It was able to arouse the interest of the pupils in learning in both virtual and 

physical lessons. With greater interest of the pupils towards their English language lessons, 

much more can be done to help the pupils to improve their English language proficiency.  
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Abstract  

Electronic Visual and Audio (EVA) is a modernized self-directed listening practice aimed at 

assisting learners in learning English language skills, specifically listening, using cutting-edge 

technology such as the Quick Response (QR) code and mobile applications. The existence of 

EVA has eliminated the need for students to solely rely on teachers to play listening audio in 

the class using old-fashioned and traditional radio or computers. The invention of this tool 

comes at a crucial time in the era of pandemic outbreaks, when teaching and learning sessions 

are increasingly taking place remotely and online. Students can now practice listening skills at 

their own pace by scanning the code that triggers the video and audio, and then answering 

the questions that follow using their smartphones, earphones, and internet mobile data/home 

wireless. Another important feature of this self-directed listening practice is the ‘EVA 

community' platform, which allows users to engage with the global context in line with the 21st 

century learning. EVA users can share their thoughts and opinions on the Higher Order 

Thinking Skills (HOTS) questions related to the topics given in the practices. This is done not 

only to encourage learners to participate actively in their learning, but also to help them 

understand other people's perspectives on the issues that are being discussed in the practice. 

Keywords: listening practices, mobile learning, Quick Response Code (QR code), self-
directed tool, video media 

1. Introduction  

Learners acquire new languages in today's world not only through formal education in 

schools, but also through informal learning using internet materials and platforms. Learners 

can now be self-directed in learning because of their unlimited access to learning materials to 

practice their language skills. To make the most of educational technology, Malaysian 

Education Blueprint for Higher Education (2015-2025) recommends that the current 

educational system should actively pursue technologies and innovation that are relevant to 

learners' needs, as well as those that allow for greater personalisation of learning experiences. 

Malaysian students must be proficient in both Bahasa Melayu and English in order to thrive. 

The role of activities in English language classrooms cannot be neglected in upskilling 

Malaysian students. 

For decades, teachers had to rely on radios to deliver listening lessons, in which they would 

play cassettes or CDs for pupils to listen to. During listening activities, teachers or even 

students had difficulty selecting specific tracks on cassettes or CDs (e.g., replay or pause the 

audio). With the current mode of learning during the COVID19 pandemic outbreak, where 

everything is conducted remotely via online, listening lessons are becoming more difficult and 

challenging. 
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To overcome the challenges faced in conducting listening activities in the ESL context, 

Electronic Visual & Audio (EVA), a self-directed listening tool is designed and developed. EVA 

allows learners to become independent in performing their listening activities with little 

guidance and less teacher-centered input. Using their own smartphones, earphones or 

headphones and internet mobile data, learners can now perform listening practices at their 

own pace. By scanning codes in the application that trigger the selected video in YouTube, 

learners are automatically directed to the video media materials on the screen of their 

smartphone to assist them in completing the desired language practice. This modern 

technology in teaching and learning allows students to watch the entire video even when the 

internet connection is slow. This feature provides the opportunities for students not only to 

watch the videos, but also to replay, pause or even stop them according to their own pace. 

This is important in ensuring that the lessons exclusively cater to the students’ varied needs 

and abilities in understanding a listening material.  

1.1 What is EVA? 

EVA is a smart listening app specifically developed to suit the 21st century learning style 

of the millennials. The main aim of developing this app was to replace and modernise the 

traditional audio only approach of conducting English listening lessons that would use radio, 

laptop and speakers in the English language classroom. The value aspect learnt from the 

listening materials is also embedded in the application to make it relevant to the current 

revolution of Education 5.0 by integrating higher order thinking skills (HOTS) questions in the 

application.  

Figure 1 shows the EVA interface, which displays the instructions to the users, the difficulty 

levels that users can select based on their pace and the play mode that users want it to be.  

Figure 1: Interface of EVA 

 

Source: Electronic Visual & Audio (EVA) applications 

After listening to the audio and video materials and attempting the practices, the users of EVA 

are expected to discuss their ideas online in a virtual forum site using interactive features 

offered by Quick Response (QR) Code. It brings students to the virtual discussion forum called 

‘EVA Community’ where all users of EVA around the globe who are using the same platform 

can interact with each other. This feature not only allows exchange of ideas among its users, 

but also encourages participation of low motivation learners who are usually reluctant to speak 

openly in a traditional classroom. The virtual forum site is depicted in Figure 2 below; 
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Figure 2: EVA Virtual forum site (EVA community) 

 

  

Source: Electronic Visual & Audio (EVA) applications 

 

1.2 Differences of EVA with current listening applications  

EVA differs from other existing modules in a number of areas, making it more pertinent and 

effective for students in the 21st century. The differences between EVA and other modules are 

summarised in Table 1. 

Table 1: Differences between EVA and other existing listening applications 
 

Current Listening Modules EVA 

Requires tools to operate like 
radios/laptops where teachers played 
cassettes or CDs 

Use handheld devices  
(It can be accessed via smartphone 
or tablet) 

Students rely on teachers to play, 
replay, pause the audio at any segment 
that they need 

Students have the freedom to 
replay/pause the video clips 
according to their individual needs 

The materials are recorded, and 
scripted 

The materials are authentic and 
relevant to the students’ interest 

Teacher-directed learning 
(Practices are carried out in the 
classroom) 

Independent learning.  
Students can do the practice on their 
own. (Answers are revealed at the 
end of the practice)  

Dry and daunting Fun, interactive and engaging 

2.  Design and Development of EVA  

The EVA application is developed in five phases (Analysis, Design, Development, 
Implementation, and Evaluation) and is based on Gruba's (1997) video media theory. EVA is 
a cutting-edge smart listening application that uses Quick Response (QR) codes and video 
media to provide learners with an interactive experience of a real-world environment while 
practicing their listening skills. Another highlight of design of this application is, it takes 
advantage of students' interest to use visual media in mobile devices. It also offers a global 
virtual platform for the learners named EVA community. Mobile learning makes learning more 
engaging, flexible and interactive as students are not restricted by the confines of the 
traditional classroom settings or the old-fashioned desktop computer technology (Kukulsa-
Hulme & Traxler, 2007). 
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3. Conclusion  

The use of mobile application is considered as relevant for listening lessons in the 21st 
century classroom since it allows students to get access to the videos online without having 
to wait for the teachers to play the audio or video in the class. It prepares the learners to be 
autonomous as they need not solely rely on the teachers in their learning. The positive 
experience of the students with this application suggests that, use of mobile devices with the 
combination of audio and video provides more effective opportunities to practice listening. 

 
It is recommended that future research should investigate the challenges faced by 21st 

century learners in using mobile applications as well as the effectiveness of this application 
on the students' proficiency in English language.   
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Abstract  
 

Padlet Visual Cue Strategy (also known as PVC Strategy) was used as an intervention to 

address the problem of frequent grammatical errors on subject-verb agreement made by 

Malaysian college students. The objective of the research was twofold: first, to investigate 

whether PVC Strategy would enhance students’ subject-verb agreement performance in 

writing and second, to identify students’ perceptions on the use of PVC Strategy in relation to 

grammar learning.   The innovation of PVC Strategy was derived from the WS Strategy 

(Khong, 2021), which is an effective spelling instruction in making word-meaning connections 

for ESL learners.  In contrast to WS Strategy, PVC Strategy aids learners to improve their 

grammar performance in subject-verb agreement by getting them to produce visual cues to 

consolidate word-form and word-meaning connections.  The participants were 22 mixed 

proficiency college students who sat for a university entrance exam known Malaysian 

University English Test or MUET. The PVC Strategy intervention was implemented in a 30-

minute online writing lesson using Padlet, a digital tool for four consecutive weeks.  Learning 

outcomes were measured by means of pre- and posttests, while students’ perceptions of PVC 

Strategy were gathered by questionnaire and Mentimeter Word Cloud.  The findings suggest 

that the use of PVC Strategy promotes improvement in ESL learners’ subject-verb agreement 

in writing and has a direct positive impact in enhancing language learning. 

Keywords: PVC Strategy, Padlet, subject-verb agreement, visualization cues, word-form and 
word-meaning connections 

2. Introduction  

Writing is the most challenging language skill in the Malaysian University English Test (MUET), 

which is a formally taught subject at all form six colleges in Malaysia to prepare students for 

their university admission. However, it was found that Malaysian college students had a major 

fault with the usage of subject-verb agreement in writing.  Despite having learnt the general 

rules of subject-verb agreement in their primary and secondary education, they tended to 

make frequent mistakes in general rules of subject-verb agreement.  Errors in Subject-Verb 

Agreement are the most common or prevailing errors of tertiary students in their English writing 

(Charanjit et.al., 2017).  The problem might occur due to the lack of inmost knowledge of the 

subject-verb agreement rules, for example, the irregularity of plural subjects in English 

grammar.  Besides, it could be affected by the interference of their mother tongue. Therefore, 

in line with the emerging educational needs  during the COVID-19 pandemic, this study was 

carried out to promote an effective visual-cue based grammar instruction for virtual learning 

using Padlet among ESL educators, teachers, parents and students through Padlet Visual 

Cue Strategy (also known as PVC Strategy).   

mailto:seemoi2015@gmail.com
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3. Significance of Study 

According to Stapa and Izahar (2010), subject-verb agreement is crucial to express ideas 

especially in ESL writing; the students really need to master this rule in order to write effectively 

or else they will continue making the errors in their tertiary education. It may lead to negative 

impact in students’ academic achievement and their employment opportunities in the future.  

Thus, PVC Strategy was innovated to address the students’ problem in subject-verb 

agreement, focusing on the singular or plural present tense verbs.  This study aimed to 

investigate whether PVC Strategy would enhance students’ subject-verb agreement 

performance in writing.  At the same time, it aimed to identify students’ perceptions on the use 

of PVC Strategy in relation to grammar learning.  

4. Research Questions 

The following research questions guided this study,  

i. Does PVC Strategy help enhance students’ subject-verb agreement performance in 
writing? 

ii. What are the students’ perceptions on the use of PVC Strategy in relation to grammar 
learning? 

5. Related Literature  

4.1. Using Padlet as a Virtual Learning Platform for English Writing 

Padlet (http://Padlet.com) is a versatile free online web space that serves as a visually 

attractive tool for teachers or groups of students to present ideas in a way which can be edited, 

kept private to a user, or shared with specific individuals, or made public.  Awaludin et.al. 

(2017) reported that undergraduate students achieved better grades in English writing after 

the integration of Padlet in their classroom. Padlet provides essential features such as 

collaboration, providing and receiving feedback, equal opportunities for participation, enough 

time to think and correct their mistakes, inserting photos and other documents, and 

exchanging information.  It offers learners a joyful learning environment. Haris et.al. (2017) in 

their study also concluded that the use of Padlet is effective in enhancing students’ 

performance in language learning.  Apart from that, Padlet can be a source for teaching and 

learning writing via online (Ali et.al., 2018).    

4.2. Using Visual learning and Visualization as learning strategies 

Using visual learning enables learners to be exposed to the natural setup of the environment 

and the media, which constitute as vital elements in gaining interest, maintaining attention and 

helping the learner to grasp the gist of the language (Philominraj et.al., 2017).  This is 

supported by Sharti and Buza (2017) who stated that the use of visualization in teaching and 

learning process has positive impact in developing the critical thinking of students and their 

overall performance. The visualization motivates students to learn, making them more 

cooperative and developing their skills for critical approach.  Yong (2020) also added that there 

is a positive correlation between the use of visualisation and engagement with narrative writing 

and higher levels of classroom enthusiasm and participation.   

5. Methods 

5.1. Participants   

The participants were 22 mixed-proficiency college students who sat for a university entrance 
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exam known as Malaysian University English Test (MUET). They were given a 30-minute 

online writing lesson using PVC Strategy for four consecutive weeks.  

5.2. Padlet Visual Cue Strategy (PVC Strategy)  

The idea of PVC Strategy innovation was derived from WS Strategy, an effective spelling 

instruction using visualization cues in making word-meaning connections for ESL learners 

(Khong, 2021). In contrast to WS Strategy, using Padlet as a virtual learning platform, PVC 

Strategy aids learners to improve their grammar in subject-verb agreement by getting them to 

produce visual cues to consolidate word-form and word-meaning connections. 

5.2.1. Steps of PVC Strategy Intervention 

There are five crucial steps in the implementation of PVC Strategy. The steps are shown in 

Table 1. 

                     Table 1: Steps of PVC Strategy Intervention 

Step Instruction Illustration Purpose 

1 Write a sentence with the 
correct subject and verb, for 
example, ‘Stress affects people 
of all ages.’ 
 

 

To discover the 
error made 
before 

2 Circle the subject and the verb 
with a red pen and label each 
circle with S1 (singular subject), 
V1 (singular verb), S>1 (plural 
subject) or V>1 (plural verb).  

To visualize and 
increase 
memory 
retention 

3 Draw a two-pointed arrow to link 
the circles and write an upper 
case ‘A’ above it.  
 
  

To make word-
form 
connections 

4 Create an illustration that 
reflects the meaning of the 
sentence.  

 

To stimulate the 
learner’s 
interest, develop 
creativity and 
make word-
meaning 
connections 

5 Upload the PVC illustration on 
Padlet.   
 
 
  

To share ideas 
and 
encourage 
interaction  

6 Respond to the teacher’s or 
peers’ comments on the posted 
PVC illustration.  
 
  

To consolidate 
comprehension 
and 
collaborative 
learning 

5.3. Instruments 

Learning outcomes were measured by means of pre- and posttests, while students’ 

perceptions of PVC Strategy were gathered by questionnaire and Mentimeter word cloud.   
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6. Results and Discussion  

The research questions were answered as the findings of the study showed very positive and 

encouraging results. 

Table 2: Mean scores obtained from the pre-test and post-test 

 Instrument No. of Participant Mean Score 

 Pre-test 22 20.73 

 Post-test 22 27.14 

 Difference +6.41 

 

The mean scores of the pre-test and the post-test for the participants shown in Table 2 above 

indicated an increase of 6.41 points. It showed that PVC Strategy helped the students improve 

their subject-verb agreement performance in writing effectively.   

Figure 1: Mean scores obtained from students’ responses to questionnaire 

 

 

 

 

 

 

Overall, as depicted in Figure 1, the mean scores of students’ responses to ten items of the 

questionnaire were higher than 3.2, indicating the highest level of agreement for each item - 

‘strongly agree’.  The results indicated that PVC strategy offered an effective way to enhance 

their learning in subject-verb agreement in many aspects, i.e. memory retention, learning 

interest, discovery of errors, making connections, fun learning, engagement, collaborative 

learning, creativity, comprehension and mastery learning.      

Figure 2: Students’ responses on Mentimeter Word Cloud 

 

 

 

 

 

 

The effectiveness of PVC Strategy was reflected in the frequent words and phrases added on 

the Mentimeter word clouds as displayed in Figure 2.  The words and phrases, ‘collaborative’, 

‚fun’, ‘engaging’, ‘make connections’, ‘interesting’, ‘easy to understand’, ‘easy to learn’, 

‘motivating’, ‘resourceful’, etc., are arranged in a descendent order according to the frequency 

of common words or phrases added.  It can be inferred that the students are positively inclined 

towards the use of PVC Strategy in relation to grammar learning.   
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7. Conclusion  

The findings suggest that PVC Strategy can be used as an effective visual-cue-based 

grammar instruction to help enhance ESL learners’ language learning in a virtual learning 

environment.  In short, the use of PVC Strategy promotes improvement in ESL learners’ 

subject-verb agreement in writing and has a direct positive impact on language learning.  It is 

recommended that PVC Strategy can be used as a versatile language learning instruction in 

Language Art lessons for learners with other learning problems in either primary or lower 

secondary education in the ESL or the Malay language context.     
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Abstract 

EAP3 (reads: EAP cubed) stands for English for Academic Purposes via Projects and 

Process Writing. It is a method utilised for the teaching and learning of English for Academic 

Purposes (EAP) for college or university students. At USIM, English for Academic Purposes 

BIA3012 course is a compulsory course introduced with the aim to develop students’ English 

proficiency and provide students with appropriate skills demanded in completing academic 

tasks at the tertiary level. Rooted in the theories of constructivism and cooperative learning, 

EAP3 comprises the application of the project-based learning (PBL) method, coupled with the 

process writing approach. This innovation showcases the integration of both approaches in 

the implementation of EAP. The main assessment made is on students’ writing projects 

whereby students will undergo the process writing approach to complete the task. The PBL 

element is elucidated through the anatomy or structure of the Research Writing Project based 

on Grant (2002). Additionally, EAP3 presents the experience of a writing journey—generating 

ideas, focusing, reviewing, evaluating, structuring, drafting—a multi-faceted and non-linear 

nature of writing. Every stage may proceed back and forth depending on the needs of the 

students. Along the way, the instructor will provide guidance and support in multiple ways. In 

unison, EAP3 offers an engaging, and meaningful way of learning a ‘dry’ and difficult course, 

together with a step-by-step, gradual and progressive process of producing academic writing 

suited for 21st century learning at the tertiary level.  

Keywords: English for Academic Purposes, process writing, Project-Based Learning 

 

1. Introduction 

Being proficient in writing is important at the tertiary level due to its nature of academic 

setting. Students are expected to produce a variety of written texts like essays, reports, thesis 

and other communicative genres. The skill is especially vital for students to fulfil academic 

tasks effectively. Having good writing skills is also an advantage for graduates to join the 

workforce where they are required to deal with reports, memo, minutes of meeting and others. 

At the college or university level, academic writing is usually taught in the English for Academic 

Purposes (EAP) course. Due to its nature and content, EAP is often viewed as being a 

daunting, dry, difficult and dull course by both teachers and students (McLarty, 2013). Thus, 

through the use of EAP3, both the writing and other skills can be gracefully introduced in the 

teaching of EAP. 
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2. What is EAP3? 

EAP3 adopts the constructivism and cooperative learning paradigms. It comprises the 

applications of Project-based learning (PBL) method and Process Writing approach. The 

combination of the method and approach in EAP3 is found to be effective for the EAP course 

in USIM.  

Rooted in the theories of constructivism and cooperative learning, PBL has strong 

theoretical support for successful achievement. PBL is “a teaching method that encourages 

learning by actively engaging in real-world and personally meaningful projects” (True 

Education Partnerships, n.d.). It is a “model that organises learning around projects” (Thomas, 

2000, p.1) and has gradually become an appealing instructional method due to its strength in 

encouraging students to become active constructors of knowledge in their learning process.  

In essence, projects are defined as complex tasks, based on thought-provoking questions or 

problems, involving students in the design, problem-solving, decision making or exploratory 

activities; providing students the chance to work fairly autonomously throughout a period of 

time frame; and concludes with realistic products or presentations (Jones, Rasmussen, & 

Moffitt, 1997; Thomas, Mergendoller, & Michaelson, 1999).  

3. Why PBL? 

PBL involves a variety of individual or cooperative tasks such as developing a research 

plan and questions, and implementing the plan through empirical or document research that 

includes collecting, analysing, and reporting data orally and/or in writing (Hazlina Abdullah, 

Hazleena Baharun & Mohd Azmir Mohd Nizah, 2011). 

PBL is known to promote critical and creative thinking skills. Other major advantages 

include opportunities that it provides for intrinsically motivating students to learn, cultivating 

problem-solving, and fostering self-reliant and cooperative working skills. PBL allows students 

to engage in comprehensive, in-depth learning of a subject matter (Krajcik, Blumenfeld, Marx, 

& Soloway, 1994; Vithal, Christiansen, & Skovsmose, 1995). 

PBL has been widely used by many researchers in various fields such as Science 

(Krajcik et al., 1994), Mathematics (Renuka, Christiansen, & Skovsmose, 1995) and language 

(Beckett, 1999). Students are pushed to consider broader perspectives as lessons progress. 

Findings from other studies also reported notable improvements in students’ learning of new 

concepts. In particular, these studies highlight that students were able to learn new concepts 

faster, retained them longer and were able to use the knowledge in class discussions.  

4. Features of PBL 

According to Grant (2002), as shown in Table 1, there are some common features in 

the implementation of PBL, which include: 

a. An introduction to the activity 
b. A task 
c. A process  
d. Resources 
e. Scaffolding and guidance 
f. Cooperative/ Collaborative learning 
g. Reflection  
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Table 1: The Structure/Anatomy of EAP Research Project 

 

 
 
 
 

Grant (2020) features of PBL 
Projects 

  

Introduction 
This section is “to set the 
stage” or “anchor the activity” 
(Grant, 2002). It will also aid in 
the motivational aspect.  

 
 

 

Task 
The task serves to explain 
what should be accomplished, 
and it should be appealing, 
stimulating, yet doable. 
 
Cooperative/Collaborative 
Learning 
By working in groups, learners 
experienced the 
cooperative/collaborative 
learning and also benefitted 
from the peer/group review 
sessions. 
 
Guidance & Scaffolding 
This is to provide assistance 
to learners whereby according 
to Grant (2002), it can include 
student-teacher interactions, 
practice worksheets, peer 
counselling, project templates 
etc. In this EAP research 
project, students worked in 
their respective groups with 
the help of a teacher. 
 
Resources 
Resources supply data to be 
used such as hyperlink texts, 
scientific probes, 
eyewitnesses (Grant, 2002). 
Again, in this invention project, 
learners worked in their 
respective groups with the 
help of a lecturer/facilitator.   
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Process 
This includes the essential 
stages needed to fulfil the task 
assigned. The process should 
incorporate “activities that 
require higher-level thinking, 
such as analysis, synthesis 
and evaluation of information” 
(Grant, 2002). 
 
Guidance & Scaffolding 
This is to provide assistance 
to learners whereby according 
to Grant (2002), it can include 
student-teacher interactions, 
practice worksheets, peer 
counselling, project templates 
etc. In this EAP research 
project, learners worked in 
their respective groups with 
the help of a 
lecturer/facilitator. 
 
Resources 
Resources supply data to be 
used such as hyperlink texts, 
scientific probes, 
eyewitnesses (Grant, 2002). 
Again, in this invention project, 
learners worked in their 
respective groups with the 
help of a lecturer/facilitator.   

 
 

 
  

Reflection 
A good project-based learning 
ensures a chance for “closure, 
debriefing or reflection” 
(Grant, 2002). 
 
In the EAP research project, 
the showcase of students 
work at the dedicated blog has 
provided the platform to do so, 
apart from the in-class 
discussion and consultation 
sessions. 

 

Another important element in EAP3 is the inclusion of Process Writing which emphasises the 

technical elements of the writing skills. 
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5. Process Writing 

There are two approaches in teaching writing namely the product and the process 

approaches. The former primarily focuses on the end product and how it “should look like” 

(Brown, 1994, p. 320) while the latter centres on what writers go through as they write. In other 

words, the core of process approach lies on the writing process itself, not solely the product 

produced (Chunling & Guoping, 2009). Figure 1 shows the model of writing (White & Arndt, 

1991, p. 4). It clearly depicts the multifaceted elements of the writing process. 

 

Figure 1: A model of writing (White & Arndt, 1991, p. 4) 

 

 Because of its intricacy, it is suitable to apply the process writing approach in teaching 

the EAP course where students need to write an academic article as the main assessment. 

Guiding students through the process writing approach is commendable because students get 

to experience the whole development from start till the end. The model of writing (see Figure 

1) is organised into 3 stages (Hazlina Abdullah et. al., 2020) as described in Table 2. 

Table 2:  Three phases implemented in the EAP classroom 

Stage Activity Model of 
Writing 

Description 

Pre-
writing 

1. Open reading 
2. Getting ideas together 
3. Making plans / rough 

outlines / notes 

Generating 
ideas 
Focusing 
Structuring 

Students do open reading from the 
themes of the textbook. 
 
Students prepare a rough outline 
(A template is provided) and 
present the idea to the class and 
the teacher. 

Writing & 
Rewriting 

4. Making a first draft 
(concentrating on 
WHAT to say) 

5. Revising / re-planning / 
redrafting 
(concentrating on 
HOW to say it) 

Drafting Students will need to use the skills 
and knowledge they learn in the 
weekly lessons such as 
paraphrasing, summarising, thesis 
statement, topic sentence, good 
introduction, good conclusion. 

Checking 6. Editing and 
proofreading (accuracy 
of grammar / 
punctuation/ spelling) 

Evaluating  
Reviewing 

Students-teacher consultation 
session. 
 
Student-student interactions. 
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Students will need to consider the 
coherence and cohesion of their 
essays. 
 
Teachers evaluate the finalised 
written work. 

 

Through the progressive process writing, teachers can assist students through the 

process of how to learn (Gerstein, 2017) and train them to refine their processes of thinking 

and writing together with all the skills required. In the process approach, writing is perceived 

as a non-linear process, going backward and forward depending on the needs of the students. 

Due to the dynamic process that this approach creates, students are more likely to exercise 

their creativity via communication, critical thinking, problem-solving and life-long learning skills 

which are enhanced through this learning method. Hence, using EAP3 is a great way to teach 

and learn EAP. 

Conclusion 

The incorporation of PBL and the Writing Process approach complements each other 

in making the course holistic. Here, it is demonstrated that PBL functions as an enrichment 

and enhancement of positive attitudes through its collaborative activities. Whereas the Writing 

Process helps students to attain new knowledge on the strategies of effective writing skill. As 

such, EAP3 is a great way to teach EAP which steers students to survive in the 21st century 

learning, as shown in figure 2.  

Figure 2 
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