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EXPLORATORY ELT SCHOOL BASED TEACHING: UMS (TESL) EXPERIENCE

Hamzah Md.Omar
Subaida Omar
Kamsilawati Karmiun
Latifah Salehoddin
Universiti Malaysia Sabah

Abstract.

This inftial inguiry focused particularly on the understanding of professional growth

among student teachers within the context of the English Language Teaching
(ELT). As a resuft, a detailed school based teaching practice program for professional
development was designed to promote "student teacher growth" and such growth
was viewed as student teacher professional growth through a learming process,
This project too, is designed to prepare student teachers for actual teaching
practice. The project was designed as a stimuius o student teacher growth, where
professional growth was seen as a form of learning. New perspectives on teacher
change and teacher professional development fiave learning as their core with
views of "teachers as learners” and "schools as learning communities”. Fach team
(3 - 5 student teachers) was reguired to establish a Professional Learning Team for
ELT. Teams were made up of all Final year student teachers and the lecturers. The
requirements of professional learning teams in the project were few, but
nevertheless demanding. These were: attendance at alf 15 periods designated
teaching hours at SMK Bandaraya, Menggatal, Sabalh; during the duration of 3
weeks, doing observation on feflow team members, writing personal teaching
reflection, participation in reguiar team meetings (weekly or fortnightly in some
cases) to discuss current English Language Teaching issues at the schooly and to
consider issues in lesson planning using improvised reflective lessan plan raised as
a case stidy project. By the end of the project. many learning teams had come to
terms with the issue of professional differences. Differenices in teaching were
accepted, but common goals for students were acknowledged.

Introduction

As a TESL lecturer in SPPS for EIT methodology courses (TT4412 - Teaching of English
Language), I believe that improvements in student teachers learning would be directly
connected to the professional growth of student teachers. The purpose of this paper is
to contribute to the discussion of a question which has underpinned a research and
development programme focusing on English Language teachers' professional growth.
This initial inquiry focused particularly on the understanding of professional growth among
student teachers within the context of the English Language Teaching (ELT). The
influences of culture, subject knowledge and pedagogy on the development of classroom
practice were identified. As a result, a detailed school based teaching practice program
for professional development was designed to promote "student teacher growth" and
such growth was viewed as teacher professional growth through a learning process.
This project too, is designed to prepare student teachers to actual teaching prior to
their teaching practice. The courses offered under the School of Education and Social
Development though sufficiently covered the various aspects of micro and macro teaching
skills, yet stilt lack in professional development component in the project, all participants
were considered part of a team. As all of them were teachers prior to their admission to
this program, they brought the wisdom of practice and knowledge of their teaching
experience. I promoted the idea that we were all researching ways to improve
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English Language learning together. There was an emphasis on the excha‘nge of ideas
with the intention of putting research into practice and classroom-testing'resear_'ch
findings. tinder this umbrella of professional development, student teachers learning
teams were formed.

j coanised that the process of change or the stimulus to grow can be
;T’Satpe?g;t dirfie?gnt things. Whereponce it was thought.that it was necessary to change
teacher's beliefs in order to bring about changes in their practtge, Guskey (19_86) found
that teachers change their beliefs through changing their practice and reflecting on the
result. His model is adapted in the following figure.

Diagram 1: The Mode! of the Process of Student Teachers Change

Change in Student
Teachers Belief &
- Atitudes

Changes in Student
Teachers Classroom
Practice

Student Teachers’
Pedagogical
Development

j esianed as a stimulus to student teacher growth, where profess'.fonal
g?:wggoﬁi :?:ndas g form of learning. The notion of ongoing and lifelong profess«_)nai
learning for teachers has been emphasised by many aqthor_s. Se;hon (_1983) emphasised
the importance of ongoing, critical refiection in teaching, in his notion of teachers as
"reflective  practitioners”. More recently, Johnson (1996), pre_s_ented a case ) for
reconceptualising teacher professional development as oppo!rtun:hes for learning” to
‘enable it to be "embedded into the ongoing work of the school" (p. 12).

New perspectives on teacher change and teacher professional development hgve
jearning as their core with views of "teachers as learners” _and schools as !earr?mg
communities”. This was the underlying principle of the project. In the next sectsor_!,
perspective on second language acquisition theories adapted for the lesson models is
highlighted.

Second Language Acquisition Theories and Practices in the Rural Areas

isitl [ i le learn a language other than
L2 acquisition can be defined as the way in which peop |
their mother tongue, inside or outside of a classroom, and 'Second Language
Acquisition’ (SLA) as the study of this (Eliis, 1997).

ing to Ellis (1997), there are external and internal factors that Enﬂuencg_t_he 12
gzéﬂzgitic?n by !eargxers. z)ne of the external factors that_ inﬂuenc_e the L2 acquisition .to
learners of the rural schools is the social milieu in which learning takes place. Social
conditions influence the opportunities that learners have to_hear and speak the language
and the attitudes that they develop towards it. It is one thing to learn a langgage \_Nhe_n
you respect and are respected by native speakers of that !aljguage. ‘Thss claim is
supported by Wrigley in her article The Challenge of Educating En._g!nsh Languag_e
Learners in Rural Areas. She pointed out that support from the native speakers is
essential to make learning the language successful. She concluded that educators in
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rural areas have tremendous challenges as they strive to meet the needs of their
language minority students. With optimistic leadership, well-trained teachers, and
informed parents who all share an expectation of success, the students are likely to
realize their potential. Every community, no matter how isolated, has creative people

and helpful resources that can improve the quality of education for English language
learners.

Another external factor is the input that learners received. How much exposure to the
language does the learner get in order to grasp the target language? Nair, mentioned in
his article studies have shown that there exist a wide gap between rural and urban
students in Malaysia in the use of English as a tool for learning and communicating. He
further states that the total absence of an English speaking environment in most rural
settings and lack of exposure to listening and speaking activities outside format teaching

hours have made the learning of English not easy and less enjoyable for the pupils as
compared to those in the urban areas.

Baradan Kuppusamy (2005) said that the frenzy to catch up with English in rural
Malaysia which is dominated by the Malays is more than just palpable and nowadays
second only to the craze for English foctball and popular “Malaysian Idol” contest. He
further said that the experts had predicted on the issue of Mathematics and Science in
English that the performance of rural Malay students will drop when they are forced to
switch to English as the medium of instruction in Science and Mathematics. Even, a
school headmaster told about his fear by saying that English has to be learned as a
language, it can not be acquired by learning Science and Mathematics in English.

Heath (1982), Philips (1982) and Labov (1969) are some of the schofars who have
investigated the relationship between language, school and community and the effect of
this relationship on learning or schooling in general (in Norrizan Razali,1992). These
researchers generally describe how both the schaol and community react to each other
based on the differences in their patterns of interactional behavior and language.
Studies of Heath and Philip show how different home or community culture and
language habits can pose problems for pupils’ leamning or schooling. Norrizan Razali
(1992) takes this finding into the perspective of ESL teaching in the Malaysian context
that ESL teaching must consider the possibility that pupils in schools may come from
communities or homes that practice an entirely different pattern of language habits,
language and culture. Labov {1969) in Norrizan Razali (1992) said that children face
peer pressure in using the target language as they need to achieve acceptance by their
peers. Norrizan Razali (1992) said Malaysian pupils too have their social needs and
therefore do not escape peer pressure. The rural environment triggers peer pressure
which discourages pupils to speak English; thus pupils may refuse to learn it. Gardner
and Lambert (1972) in Norrizan {1992} proposed that integrative motivation for effective
second language learning is necessary. This may explain the lack of motivation among
many ESL students in Malaysia according to Norrizan Razali (1992). Many Malaysian
pupils, particularly in remote or rural areas, may not see the need to integrate with any
English-speaking individuals thus this cause the lack of motivation to learn the language.

The issue of English proficiency has always been of concern among Malaysian teachers,
academics, and Ministry of Education officials because students' lack of proficiency in
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English deprives them of the opportunities open to those who are able to use the
language weil. This is especially so for rural school students, whose failure rate in
national standardized English examinations is twice that of their urban counterparts.
Many rural school students have difficutty understanding English, and few are able_ to
use English in simple conversation. This study was thus part of a larger study that tried
to address the problem of how we coufd help rural school students, whose lack of
proficiency in English is primarily due to their lack of exposure to the language,
Ratnawati Mohd Asraf and Ismail Sheikh Ahmad (2003).

Pat Derbowka ef a/ said that in Saskatchewan, students with English as a second
language (ESL) are identified as those from homes, communities, or couptries where a
language other than English is the first spoken. ESL students possess varying degrees of
first language and English abilities, Many of these students begin school at the usual age
but have limited exposure to English. Others have schooling in their first language equal
to that of their English speaking peers. These local peers are found to be one of the
greatest influences on language acquisition. In many cases an ESL specialist may not be
available to assist a teacher who receives an ESL student. Therefore, the teacher needs
to understand the linguistic, social, cultural, and psychological implications for students
learning English as a second language. As well, knowledge of second language
acquisition and the effects it can have on the personal and academic development of
ESL students is essential.

Language acquisition is developmental and a continugus process. The sequence of
language acquisition is similar in afi children learning their first ianguage. The stages of
language development are closely tied to a child's conceptual and physical development.
Language acquisition is a balance between input and intake. Input is the fanguage a
person hears, and intake is how much language the person processes and acquires.
Second language acquisition is also developmental and thought to progress thro_u_gh
stages similar to learning a first language. The stages of second language acquisition
(Calgary Catholic School Board 1990, p. 2 in Pat Derbowka et al) are:

« Silent/Listening Period

This stage may last from a few hours to several months. ESL students tend to be
concerned with gathering meaning from speech and their environment rather than
speaking precisely. They need to be given many opportunities to hear the new language
system. The use of taped stories, music, shared reading, patterned work, and exposure
to good language models is beneficial during this stage.

« Early Production

During this stage, ESL students begin to communicate using one or two words, Tr_]ey
tend to understand more than they can speak. Students move beyond listening
comprehension and start interacting more with the people in their environment.
Teachers need to provide a supportive environment which encourages, but doesn't
force, students to produce language. Instructions should be simple and demonstrated.
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« Speech Emergence

Here, ESL students begin to speak in simple sentences and short dialogues. They exhibit
more confidence and a willingness to participate in a variety of activities. Teachers need
to invoive students in as many classroom activities as possible,

+ Intermediate Fluency

At this stage, ESL students engage in spontaneous dialogue and conversation. They
begin to think in the second language, and their individuat learning styles become more
evident. Teachers should continue to focus on speech production and content as well as
exposing the students to a language-rich environment.

How students progress through these stages depends on factors such as fluency in their
first language, the desire to learn English, and the learning environment. Some ESL
students may have limited language development in their first language due to
interrupted schooling or lack of schooling in their culture. If teachers are aware of
students’ previous experiences they can adjust the academic expectations to help
students develop the necessary second language skills. An environment that encourages
students to take risks will be successful in assisting ESL students to acquire language as
quickly as possible,

Jamali Ismail (1991) said that even though there is a similar condition between Li
acquisition and L2 learning in terms of exposure, the amount of exposure itself is,
indeed different. The amount received by those learning the L2 is far more limited than
that received by children acquiring the L1. In L2 learning the learner has the choice of
whether or not and to what extent, to expose him to the target language, while the L1
acquisition exposure is automatic and one can hardly imagine a normal child retreating
from language interaction. This is the case that is affecting the acquisition of the second
language in the rural Malaysia. Another factor that affects the second language learning
is that the amount of practice that a students get. In the rural areas practice outside the
classroom is very minimal as there is no need and motivation for the students to use the
language in their area and community.

Politzer (1965) in Jamali Ismail (1991) pointed out that:

1. Irrespective of the teaching methods used, language learning needs a tremendous
amount of practice and perseverance. It is impossible for one to understand a
language without listening to it a great deal and impossible for one to learn to speak
a language without speaking it.

2. What ever the disadvantage of lower language aptitude may be, it can be overcome
by sufficient practice and exposure.

Several second language acquisition (SLA) researchers have systematically argued that

the function of L2 learners production is not only to enhance fluency and indirectly
generate more comprehensible input, but also to facilitate second language learning by
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providing learners with opportunities to produce comprehensible output, (Krashen 1985;
Long 1983; Van Patten 1990 in Ali Shehadeh (1999).

When a person jearns a second fanguage, he tends to make a connection between thfe
target language (L2) and his native language (L1). One woulq pe very comfortable if
there is some kind of similarity or even differences would make it interesting to learn the
12. A learner would use the knowledge he has in his L1 into the L2 to make_ a
generalization on the L2. This is known as ‘transfer’, A transfer can be a negative
transfer and a positive transfer.

In second language acquisition the term ‘transfer’ describes thg carryover of _previ_ous
performance or knowledge to subsequent learning. This transfer is .ﬂ_jrther cIasszﬁed into
two types which are ‘positive transfer’ and 'negative transfer’. Positive tran;fer is whe_n
the previous knowledge benefits the learning task — only when Fhe pravious |ter_n is
correctly applied to the present subject matter. Negative transfer is when t_he previous
performance or knowledge interrupts the petformance of the presgnt subjgct mattgr,
known also as ‘interference’. In the argument that the use of L1 in teaching Engiish
would interfere the acquisition of 1.2 Douglas Brown (2000) said; ‘ :
“It is exceedingly important to remember, however, that the native language of a
second language learner is often positively transferred, which case the learner benefits
from the facilitating effects of the first language”.

Diagram 2: Transfer, Overgeneralization and Interference:
Douglas Brown (2000)

{}

o] < >

Overgeneralization Interference
{L1-—L2) {(L1—L2)
(L2—L2) (L2—L1)

Cross Linguistic Influence Hypothesis believed that n?tive Ianguafge knowledgfa
would help in the second language acquisition. Conltrastive Apalysr_s Hypothesis
claimed that the principal barrier to second language acquisition is the mterfergncq of
the first language system with the second language system and that a scientific,
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structural analysis of the two languages in question would yield a taxonomy of linguistic
contrast between them which in turn would enable the linguist to predict the difficuities
a learner would encounter (Douglas Brown, 2000).

"in the comparison between native and foreign language fies the key to
ease or difficulty in foreign language learning... those elements that are
similar to the fearner’s native language will be simple for him and those
elements that are different will be difficult”,

(Lado, (1957) in Douglas Brown, 2000, Principles of Language Learning
and Teaching: p. 209)

From referring to Lado's opinion, it means that transiation is not at all bad. It is useful to
learner when they are trying to make a comparison, connection and generalization of
the L2. And by doing these activities, learning is enhanced. Learners will be engaged in
the process of trial and error and hypothesis testing. They will gradually become closer
to the system used by the native speakers of the target language. The system of the
target language that the learners make in the learning process is called the
interlanguage’ Douglas Brown (2000) and Ellis, (1997).

The term ‘interlanguage’ was introduced by an American linguist, Larry Selinker. It is
the fact that L2 learners construct a linguistic system that draws, partly on the learner’s
L1 but also different from the L2. This is a unique linguistic system, Ellis (1997). A

- system which I conclude constructed from the process of making connection and

generalization of the L2 from L1.

Odlin (1989) believed that transfer is an extremely important factor in SLA. Language
transfer which is also known as across-linguistic influence that has similarities with
between L1 and L2 enables a person to learn L2 easier. However, learners often will
make mistakes in L2 when they transfer L1 linguistic system directly to L2 that are not

- applicable and contrasting to L2. This suggests for contrastive analysis. I think, this calls

for teachers to show the contrastive aspects of L1 and L2 to students so that they will
be able to analyze and grasps the L2 correctly as to the native speaker. Teachers need
ta show the differences in grammar, form and function and meaning between the L1
and 12 through translation of an L2 text.

- For Wolfgang (1986), who made a remark against translation method, said that the

Grammar Translation Method requires students to consciously learn the linguistic rules
and structures. This conscious learning according to Krashen’s monitor theory would
hinder a person to grasps the language. He thinks that a person should learn a second
language by subconciousness (as learning L1) of the rules and structures of the L2 and
to be based on meaningful and purposeful communication with speakers of the target
language (Wolfgang (1986), p. 28)

Hawanum Hussein (May 2004), have said that Malaysian students for which English is a
second language, for effective communication, they need the knowledge of the
grammar rules that is provided by the Grammar Translation Method through its idea that
grammar rules shouid be taught explicitly. She quoted Pavel V. Sysoyev (2003) stressing
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that L2 students need to receive both form and meaning that is labeled as Integrative
Grammar Teaching. Fluency and accuracy are important and should not be; taught
separately. She suggested that teaching grammar rules should be done in more
interesting way. That is why she suggested the teaching of grammar through poems or
other literature materials.

Peter S. Dash {December, 2002), have found that many students and Korean teachers
prefer bilinguat teaching. This preference is partly because Koree_an feachers and
students feel that it is too much extra work to have to speak and listen to so much
Engtlish. The differences between English and Korean 1inguist_ics and culture are so gregt
at times that it is not possible to explain every grammar point or cultural differences in
English. Although the policy seems to be “English Only”, there had been a survey in
Kangwon that students do not speak much English because they feel that it was too
difficult and worried about making mistakes, (Dash, 2001}.

Robert W. Norris (1994} had made observations on teaf:hi_ng and learning EngEish‘ in
Japan. In his article, Ueda {1979) says that this method sm;lar to Grammar Trgnslatlo_n
Methed, results in regressive eye movement and meaning_ is not u_nd§r§tood directly in
the target language. He also quoted Hino (1988:47) claiming that it flrmts Fhe speed E?t
which the student reads, induces fatigue and reduces the efficiency with which he/sh? is
able to comprehend. This method also has a bad effept on the other language skills.
Japanese students often have a tendency to use a simtlz_:lr word-by-word strategy when
listening to spoken English. This interferes understanding unless the speaker speaks
slowly.

isition in the rural
Perhaps one of the factors for the lack of second Ia_nguage acquisi
Malaysia is because the use of Grammar-Translation Method. Roi?ert Weschle_ar
(November, 1997, has said that the failure of the Grammar Translation Method in
English learning is that there are arguments saying that:

« Thinking in the mother tongue restrains thinking directly in the target language
(Rivers and Temperly (1978) in Robert Weschler (Novembe_r, 199_)7). _

« The first language only serves as a support; the more quickly it is disposed of,
the better {(Robert Weschler, November, 1997). Fossilization of an mterlanguage
will be resulted by too much reliance on the first language (Selankc_ar, (1992), in
Robert Weschler, November, 1997) Using the first language is wasting too much
valuable class time and it is better to be spent on the target language.

A factor that would effect on second language learning is moti\{a'ti_on (Jaqque_!ine Norris-
Holt, 2001). There are four feature of second language acqms!tton which ancl_ucte 'ghe
social and cultural milieu, individual learner differences, the setting or Ct_)ntext in which
learing takes palace and linguistic outcomes {Gardner 1982 in Jacqueline Norris-Holt,

2001).

What is needed in the rural schoocls of Malaysia is motivatipn, Crookes e!nd &?chmudt
{1991) in Jacqueline Norris-Holt, {2001) believed that moti_vatlon has been identified as
the learner’s orientation with regard to the goal of leaming a second language. It is
thought that students who are most successful when learning a target language are
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those who like the people that speak the language, admire the culture and have a desire
to become familiar with or even integrate into society in which the language is used
(Falk (1978) in Jacqueline Norris-Holt, 2001). This could be the case that resutted the
poor achievement in English in the rural areas. People of the rural areas do not like the
people that speak the language, do not admire the culture and have a desire to become
familiar with or even integrate into saciety in which the language is used. Most of the
peopie in rural Malaysia are farmers and fishermen and they do not have any interest in
the people of the target language. The people in the rural do not admire the culture and
have a desire to become familiar with or even integrate into society of English is
because they find that the culture of the English speaking country is overwhelming and
opposing to their culture and might not paraliel to some religious values and beliefs,

Paula Garcia and Yuly Asencion (2001) said in their journal that the study of interaction
was instigated partially by Krashen's (1982) input hypothesis, which stated that learning
takes place when the learner comprehends language at a level beyond that of his or her
current competency. They said that this theory was supported early on by Long (1983),
who showed positive effects in communicative ability when native speakers (NS)
modified their speech while conversing with non-natjve speakers (NNS), thus making
their speech comprehensible. On interaction and second language acquisition, they
further stated that Swain (1985) shifted the focus from comprehensible input to
comprehensible output, in which L2 speakers are forced to produce grammatical forms
accurately, or at least with sufficient accuracy to be understood by native speakers.
However they stated that, Sato (1986) warned against regarding interaction as the
driving force behind second language acquisition because it does not have the same
beneficial effect on all learners. Sato concluded that interaction does not positively affect
interlanguage development for all learners after a longitudinal study of two Vietnamese
boys living in the United States.

Interaction is probably the reason for the weakness in English for the rural students as
there is not much interaction opportunity of the language in the rural areas. Interaction
has been shown to have a positive effect in one arena of language acquisition in
particular: listening comprehensible (Ellis, Tanaka, & Yamazaki, 1994; Loschky, 1994;
Pica, Young & Doughty, 1997 in Paula Garcia and Yuly Asencion 2001)

Luis Hernan Poza said in Japan, the factor that has great effect on EFL learning is the
lack of speaking opportunities in an EFL setting. Learners of English in Japan find

. themselves difficult to practice the language they learn because there are not too many

speaking partner in English and there are few native English speakers to satisfy the
requirement for practice to take place,

I would say that the state of second language acquisition of students in the rural areas
i5 due to the reasons which Premavathy Gurusamy {2003) quoted that various factors
interact in several ways to affect second language learning. It is difficult to predict how
successfully an individual will learn and it is virtually impossible to describe the individual
iearner variables for second language acquisition. Several variables are interacting at the
same time for effective mastery of second language. There is always an interplay of
various varlables for eventual success in second language tearning. Even though age is
an important factor in determining success in second language learning, there is a
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gamut of other important factors like opportunities for Iear_ning L2, motivation, individual
aptitude and attitude for language learning which greatly influence the rate and success
of learning a second language.

Hyacinth Gaudart believes that the people who are suqcessfut in Iearm_n% _s&;iccc:ﬁd
language is that they learnt the language in a natura_l setting, they were in ntr;] 2 i\s/,
motivated to learn the language, they have p05|t|_ve _a‘ttltude towarf;s Iangue;_ges, er > s
a supportive language community or at least significant people in theth lv?snazi o
opposed to their learning and using the Eangyages, they nee‘d t?f use The ais?si rg Is;
and these people did not strive to obtain certificates for ?II I?'heir efforts. There isiti% Y
the love of language. His claim is supported by Krashen's views of language ac:_q_ti_ "
which is naturalistic and intrinsic motivation. Probably, second language acquisi :02 in
the rural areas in Malaysia would now be much succegsful because ther_e is z; rsaeg ! (ie
everyone to master the language as English is the medn__:m for Mathematic I-e]an : Cleand
subjects. English is thought to be the key to the future in the world of technology
computers,

Background of the Study

The School

Sekolah Menengah Kebangsaan Bandaraya Kota Kinaba!_u (_ SMKBKK ) or fqrméa‘glyJ kr?f;}:n
as Sekolah Menengah Kebangsaan Menggatal was bml_t in 1967. Then md | at . 2{
1977, the school’s new ground site was fully developed in a 30-hectgre land si uz;i1 ed :
Mite 10, off Tuaran Road, Kota Kinabalu. SMKBKK students population has reache thz
to 1,970 where the 1,181 students are the upper form and the 789 students gr(_aence
lower form of the secondary.( 577 students- Art Stre;m and 212 students- a:::;emic
Stream) They are all together consists of 9§ academic staffs and 23P l;150r1~l<::,\c_\,er5ity
staffs. In this exploratory School- Based Pro;egt conducted by the 5 ,h ni sty
Malaysia Sabah, final Year TESL students (coqssts of L!nciergraduate Teac ers)s, ach
group were given a number of students accord!ng to thelr’fprms. Each grgu::) wa egra "
around 19 students from Form One to Three with the proﬁ_c:uency level of below a_w! tge
{11 girls and 8 boys). The students’ ethnics grroups are in this schootl are mainly
Bajau, followed by Dusun and Chinese. Students’ attendance was marvelous.

The Learning Teams

Each team (3 - 5 student teachers) was required to establish a ProfessuorgallLsfrrgnsg
Team for ELT. Teams were made up of al! Final year sta_Jdent teachgrs and the fe ur ert
The requirements of professional learning teams in the _pr0]ect _werf . ?;Va'chin
nevertheless demanding. These were: attendance e'at all 10 perto_ds designate ; domg
hours at SMK Bandaraya, Menggatal, Sabah; during the dgratlon of _3 wee t“S" atiorg1
observation on fellow team members, writing p_ersonal teaching re_flectlon, par ;CIIE[E; on
in regular team meetings (weekly or fortnightly in some cgses) tt_) discuss c:Jrrep ragised
Language Teaching issues at the school; and to consider issues in lesson planning

as a case study project.
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The major data source for examining professional learning growth was the teams’ folios.
The folio consists of school background, the fesson plans (planned and revised), student
teachers’ reflection, lesson observations and assessment entries. They were also asked
to write "case study/significant event” folic entries where they reflected on current
English language/English literature teaching issues in their classrooms. These folio
entries were collected during the three weeks period of the project (15 entries, 10 for
English Language and 5 for English Literature teaching across the three weeks). They

were provided with a proforma for this purpose, together with folio-keeping hints and
suggestions for writing the reflections,

The Four Phases of Lesson Planning

The four phases lesson planning as suggested by Celce Murianne (2000) was adapted
for this project. It is aimed to produce high interactive classroom interaction befitting
the communicative language teaching that the Malaysian schools are adopting in their

current teaching scenario. Each phase as they are realized during the project Is
explained below: :

i) Informational /Motivational Phase

Most of the activities in this phase were of motivational. This was to motivate the
students to take part in the lesson. Motivation at the beginning of the lesson was very
vital as Crookes and Schmidt {(1991) in Lightbown and Spada (2003: 57) explained that
it had been observed that remarks teachers made about the forthcoming activities could
lead to higher levels of interest on the part of the students. Motivated students were
usually those who participated actively in class, expressed subject matter, and studied a
great deal. Characteristics such as these were easily recognized. If teachers could make
the classrooms places where students enjoyed coming because the content was
interesting and relevant to their age and level of ability, where the learning goals were
challenging yet manageable and clear, and where the atmosphere was supportive and

non-threatening, teachers could make positive contribution to students’ motivation to
learn.

Motivation decided the extent of active, personal engagement in the fearning. A study
conducted by Oxford and Nyikos in 1989 (Scarcella and Oxford, 1992: 52) showed that
the degree of motivation was the most powerful influence on how and when students

used language learning strategies, the techniques the students employed to take charge
and improve their own progress.

Motivation had both external, behavioral characteristics and an internal, attitudinal
structure. Three behavioral features of motivation were: decision, persistence, and
activity level. The students decided to choose, pay attention to, and engage, in one
activity but not others; persisted over an extended time and returned to the activity
after any interruptions; and maintained a high activity level. The internal structure of
motivation was just as important and included these four attitudinal factors:
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1. Inferest in the subject or process, based on existing attitudes, experience,
and background knowledge on the part of the learner; A

2. Relevance, which involved the perception that personal peeds :?uc as
achievement, affiliation with other people, and power were being met;

3. Fxpectancy of success or failure; ;md

4, Qutcomes, the extrinsic or intrinsic rewards felt by the learner.

- i itudinal — issing or negative, averall
If any of these factors — behavioral or attitudinal — was m j or ;
motivs;tion of the learner is weakened. If language ciassrpom activities were perceived
as uninteresting or irrelevant, the learner might decidf_‘, with a greater or lesser degree
of conscious choice, to tune out to reduce the level of involvement.

The principal way that teachers could influence learners’ motivatiqn was by makingdﬂ-:ﬁ
classroom a supportive environment in which_ students were stimulated, engdage :
activities, which are appropriate to their age, mterests and cultural b'aciggroun 5, ani‘:,I
most importantly, where students could experience SUCCess. _Thls in tuz;?sco;

contribute to positive motivation, leading to still greater success (Lightbown and Spada,

2003).
i) Input/Control

i term used to mean the language that the students heard or read {Harmer,
IZ%%%t)IS It:§ut was of two kinds: roughly tuned input and finely tuned input. Th?| f_(t)rme;
was language, which the students could more or less unde_rstand even thougr;‘ I Ituwad
above their own productive level. The teacher was thg major source of roug dyf r;;
input, and so were the reading and listening texts, which the teacher provnde orth i
students. At lower levels such material was likely to be rou_gh!y-tunegi in the way fa
was suggested and so whilst teachers training studenfrs in the skills necessary o;
reading and listening in English, teachers were also exposing them to _Ianguage, r?omg:hor
which might form part of their acquired language store. Finely tuned input, on ttedo tes ]
hand, was language, which had been precisely selected to be at exactly the studen

level.

i i h listening and sometimes
Nobody learned a language without a lot of mp_ut throqg_ _
througﬁ reading. Students might simply imitate bits of this input, usually imperfect at
first. They might also use it to develop ‘cognitive hypotheses’ about how the language
worked {Davies & Pearse, 2002: 105).

i is in mind, in our lesson, where input was concerned, ar}d the teachers
gs:::ggdtmgst of it. We did not ask any of the students t_o prepare the mput as we hs:]dt
understood that they will not have much time to go looking for .the materials we mig
want them to get ready with. Apart from that, we prepared the input beforgr}qnd _astvr:ii
assume it would guarantee the smoothness of the Iesspns. Most of the actuwtlgs in fl1
phase were therefore of focused ones. The input provided was pr_esumed tp e use )l.(lt
for the students to be able to able to complete th(_e communicative tasks in tr!:e neto
phase. To guarantee the students receiving the input, we had to _deci?\g ov; :
approach the teaching and learning of the language. _One way of do!ng tth is :V?;ien éf
di'viding the classroom activities into two broad categories: those that give the stu
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language /nput; and those, which encourage them to produce language output (Harmer,
2000). We assumed that students learned the language they received - language was in
some way being ‘put into’ the students and that they will decide whether they want to
receive it. Somehow it was enough just to expose students to language input, teachers
also needed to provide opportunities for them to activate this knowledge, for it was only
when students were producing language that they can select from the input they had
received. Language production allowed the students to rehearse language used in
classroom conditions, whilst receiving feedback from the teachers, which allowed them
to adjust their perceptions of the language input they had received,

The language output could be divided into two distinct sub-categories — practice and
communicative output (Harmer, 2000). In practice, students were asked to use new
items of language of different contexts. Activities were designed, which promoted the
use of specific language or tasks. The aim was to give students chance to rehearse
language structures and functions so that they might focus on items that they wish to
internalize more completely than before, whilst at the same time being engaged in
meaningful and motivating activities. Practice output therefore marked some kind of a
halfway stage between input and communicative output.

On the contrary, communicative output referred to activities in which students used the
language as a vehicle for communication because their main purpose is to complete

some kind of communicative task. It became an instrument of communication rather
than being an end in itself.

iif) Focus/Working

In this phase the students were required to work on their own, Therefore the activities
designed were of unfocused ones where the students had greater control on them. We
had assigned the students to work in pairs and in groups most of the times. We
preferred the students to work in this type of groupings as they could interact with
group members to complete the tasks assigned for them.

Communicative approach was mainly implemented in this particular phase. The focused
was on communicative activities and the concentration on languyage as a mean of
communication. This was due to its aims were overtly communicative and great
emphasis was placed on training the students to use language for communication.

We put the students in pairs to provide them opportunities to verbally communicate with
each other. Pair work seemed to be a good idea because it immediately increases the
amount of students practice. It allowed the students to use language and also
encouraged students” co-operation, which was itself important for the atmosphere of the
class and for the motivation it gave to learning with others. Since the teacher as the
controller was no longer oppressively presented the students can help each other to use
and learn language. The teacher will still be able to act as an aSsessor, prompter or

resource. With pair work, then, the students can practice language use and joint
learning,
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Apart from pair work, students also worked in grc;u;lnjs{,a asfmentionfdjggtﬂ;esr.i r?;:f v:\;c:rz(k
ive | reasons. ;
seems to be an extremely attractive idea for a number o _ _ erk
i i j f student talking time and we could pla
we could mention the increase in the amount 0 e
i ities i to really use the language
hasis on the opportunities it gave students | _
Z;nnzmunicate with each other. When all the students in a gfout;? wen_aﬂ:vg;lgagt)ttﬁgretah:é
i they will be communicating wi :
to produce a mind map, for example, _ 0 ne
i i Students will be teaching a
mportantly co-operating among themselves_. _ _
[ggrrr?'m’g iFr)t the gsl"oup exhibiting a degree of self-refiance that simply was not possible
when the teacher was acting as a controller.

In some ways group work was more dynamic than pairh work: there weri rrm;r:sgﬁ?tl;’e ;c)t:c
i i i herefore, there was a greate

react with and against in a group and, tl . v
i i t least one member of the group w

discussion. There was a greater chance that a st on oup Wil b

i king in groups was potentially
able to solve a problem when it arose, and wor Y e
i ing i i latter put a greater demand on the
relaxing than working in pairs, for the s
i It was also true to say tha

ility to co-operate closely with only om_e_other person. :

girjout; work tagks could often be more exciting and dynamig than some pair work tasks.

That was why we preferred to use group work most of the times.

On the contrary, we found out during the group or pair discussion, the st}.ldeitsE r:wl):lelwd
prefer to use their mother tongue instead of the Ianguagektheg wereple“jxcr);l(n\?vas thg usé
i i i nd grou
Tt was one of the biggest problems in the use of pair work a ) N e

i i I groups. It sometimes seemed that they
of mother tongue by students in monohngqa ! : thay ey

il i i English. They would only used Eng
are unable or unwilling to take part in activities in ( gieh
i i the other hand, did not stop the
asking assistance from the teacher. We, on ot 5

‘f’:::lnusing St?heir mother tongue because we seen it had some good contribution to the
completing the task assigned to them.

It is true that if students were speaking in their own Ianguagte; rather ::?E( E;gg;i?eg:r:??
icati ivi iously the activity was fai . If,
an oral communicative activity then obvious _ ‘ e
i i to reading comprehension questions,
however, students were compating their answers to O e

i - i e in pairs then the occasional use -
or trying to do a vocabulary-matching exercis pal oné Lo
rating exclusively on English,

er tongue need not concern us. They were concen

g:'\?:!tri'f Fa bit gf their own language helped them to do this in a relaxed way that was all to

the good.
iv) Transfer/Application

' activiti tation in front of the class.
is phase, most of the students’ activities were presen
Iwneﬂ::asqti)ired them to do the presentation so as to build in them the conﬁdencelto speal;
the language in front of the class and therefore they will be able to use the languag
when communicating with other students.

! i he ways in making them to want to
dents’ presentation could be seen as one of t |
igéak by Esing the language. In this phase, we couttd oti;servg m;t;:tiirg htqhn?nztﬁe?::
‘nut into’ them in

were able to use the language that had been 'pu _ ‘ _

ternalized what was given
. This was when we evaluate whether they _had in

lci?rsizg the Input/ Focus Phase. As mentioned earlier, input should be followed by
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communicative output. During a communicative activity a student’s output and th

degree of success that output achieved might provide valuable information about tha
fanguage, which was then internalized.

During the group presentation, we assist the students by helping them with appropriat
vocabulary and sentence structures. Language was a complex phenomenon, an
language learning was correspondingly complex activity. Many factors contribute
towards the success or failure of the individual language learmner. One of the mos
important was probably the confidence the student had in his or her ability to succeed i
the task. It was true that teachers frequently undermined this confidence b
emphasizing the difficulties the students faced. Probably even more important, however

in undermining the students’ confidence, was the teacher over-zealous correction o
mistakes.

The fact that confusions would arise did not mean they should remain uncorrected, bu
it was important for the teacher to understand and to feel deeply, that mistakes were
inevitable and a natural part of the learning process. It was important for the teacher tc
transmit this attitude to students. The student who was afraid of mistakes and remainec

silent would learn comparatively little. The student who understood that learning involve
making mistakes, was more likely to make progress.

It was usually sufficient if the student made mistake and the teacher decided it was

worth correcting immediately to stop the student either by facial expression or a hanc
gesture. Before doing anything else the teacher should pause and wait. If the studen

could correct him or herself nothing more needed to be said. The main principle of
correcting was that seif-correction was best.

On the contrary, the best aid language usage was a combination of various types of
language assistance. This encourages students to stretch their linguistic abilities just
when they need to do so. It occurred in the Language-promoting interaction, which was
defined as interaction that facilitated language development. If the immediate linguistic
context was facilitative, if was so not because it encouraged a particular type of English

input or output, but rather because it assisted students precisely when they require this
assistance (Scarcella & Oxford, 1992).

Findings

Each learning team was unique in terms of team members, size and operation. Some
teams met on a daily basis, others met less frequently. Some conducted formal, planned
meetings, others conducted informal meetings, some a combination of the two. They
completed similar teaching tasks at the school, for example the observation task, the
assessment, the teaching, etc. They confronted similar issues, such as how to plan
appropriate activities for their students’ learning in light of the students' current needs.
There were highs and lows in terms of energy and enthusiasm. These were in part due
to the ongoing demands and constraints in teaching in a non scheduled time in a
secondary school (they were asked to teach in the weak students in the afternoon) , and
in part created by the subject academic requirements, in particular the project
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development commitments and lectures (they are in the midst of their final semester
and they still have to attend their lectures for other subjects).

personally, we feel that the duration for the school-based project should be extended
to more than three weeks. Though we were only given three weeks to conduct this
project, we still managed to teach all fifteen lessons as planned. This is our group’s
personal victory. But we are not satisfied with the students’ attendance to the classes.
As we have mentioned earlier on that most of the students were either invoived with the
sports practice or other extra curriculum activities. Therefore most of the group work
activities were affected but we still managed to conduct them with the remaining few
students. We would like to offer some suggestions to enhance better achievement of the
school-based project in the future. We feel that the duration of the project should be
longer, at least a month” (T2/cs/para4).

Early in the project, they were enthusiastic, yet somewhat overwhelmed by the
requirements of project participation, especially the use of innovative lesson plan format
that differed from the normal P-P-P format (refer appendix). Many of them were looking
for "answers” or “instructions" to follow when teaching English Language and English
Literature. Student diagnostic test at this early stage provided an understanding of
students' performance that was both exciting and daunting for teachers. Their leaders
were concentrating on teamwork and equipment management issues.

By mid-project period, the teaching and learning of ELT had become the professional
learning teams' focus of discussion and analysis. They began to disclose their ideas and
approaches. It became evident in the reflections that disclosed a collection of individuals
with different teaching approaches. At the time, this was an uncomfortable notion for
many teams. The learning teams appreciated the impetus of the project in preparing
them for the real experience. They left the project being invigorated or enthused after
the project and increasing their sharing of ideas, experimenting with their practice and
incorporating new technigues. Several teams reported having difficulties as a result of a
member who was not enthusiastic about the project. These issues were discussed
regularly at coordinator meetings, with sharing of useful strategies.

By the end of the project, many learning teams had come to terms with the issue of
professional differences. They were functioning as collegial units with lively professional
discourse as portrayed during their project presentation. Differences in teaching were
accepted, but common goals for student§ were acknowledged.

“Qverall the school-based project was an exciting and memorable experience for us. All
of the hard work we endured was worthwhile, as it will serve as a platform for some of
us who have not taught in secondary before. We had the opportunity to work
collaboratively for one last time before we went out for our teaching practice.”

This was an even greater concern to teams, as there was a feeling that these they
required more induction to “catch up" with the understandings about teaching and
learning of English Language as a second language in the non-supportive areas. This
made many teams aware of just how much their understandings and practices had
changed. Their reflections on student learning and subsequent planning were also issues
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at thi's time and the greater the discrepancy between the knowledge and relevan
experience of "new" and "old" teachers became as aptly put by one of teams below:

"Though we were all _experienceci teachers in the field of teaching, there is still a whol
IoF to learn and experience. As quoted from a Chinese proverb, “A journey of a thousarx
miles must begin with a single step”. And we take this project as one of those singl

steps which we hoped could help us to venture more into the t i i
(T1/cs/para.2) eaching profession.

The coqrdinator was a great source of support for them in identifying strategies fo
addressing this challenge. Students' improvement continued to delight and inspire them
It was often the stimulus to change their practice. The use of open-ended questions ha:
been detailed as a major stated change in teachers' practice, and it was the evidence o
the effect of these being highly visible to student teachers that encouraged them f
make further use of this lesson plan strategy.

Several. teams commented that the collegiality within their professional learning tean
made it increasingly easier to share their “failures” as well as their successes
Constructive comments were given by each member of the group after each lesson
After each lesson, they discussed the strengths and weaknesses of the lesson especialh
by looking into the lesson plan itself. A diversity of approaches was recognised an

v«_‘:llued, leading to trust and support, risk-taking and a greater appreciation o
differences,

Summary

In_ summary, data from the folios confirm that preparation for professional developmen
stmulated growth among the student teachers in the following areas (see below for the
full illustration of the said areas):

+ knowledge;

» teaching practice;

« attitudes to, and confidence with ELT; and
« teamwork and collegiality.

Diagram 3: Illustrative Quotes for Aspects of Growth of

Aspect of
Growth

Professional Learning Teams

INustrative Qu
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Teaching
practice

Teamwork

and

collegiality

Teaching
practice
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Teamwork
and
collegiality

We are glad that we had the opportunity to conduct this school-based
project as it has helped us a lot especially in providing us with some
insights towards improving our teaching skills. We were taught the
different approaches to language teaching and were also given a
chance to have a first-hand experience to try them out.

g 20

Overall the school-based project was an exciting and memorable
experience for us. Al of the hard work we endured was worthwhile, as
it will serve as a platform for some of us who have not taught in
secondary before. We had the opportunity to work collaboratively for
one last time before we went out for our teaching practice.

We are glad that we had the opportunity to conduct this school-based .
project as it has helped us a lot especially in providing us with some :
insights towards improving our teaching skills. We were taught the.
different approaches to language teaching and were also given a:
first-hand experience to try them out

Overall the school-based projeck was an exciting and memorable
experience for us. All of the hard work we endured was worthwhile, as .
it will serve as a platform for some of us who have not taught in’
secondary before. We had the opportunity to work collaboratively for
one last time before we went out for our teaching practice.
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Appendi

TT 4413 KAEDAH PENGAJARAN BAHASA INGGERIS
DAILY LESSON PLAN FORMAT

A) Class Background

Class
Time
Date
Enrolment

B) Language Teaching-Learning Content

Domain {Areas of Language Use)
Theme

Topic

Language Focus/Content
Background Knowledge

{Grammar, word list, sound system}
{Those previously taught language skills,
content, etc)

Learning Outcomes (As specified in the syllabus)

Specification As specified in the syllabus specification)

General Objective At the end of the lesson, students will be

ableto ...

Specific Objectives As the lesson progresses:

a)
b)
)

C) Educational Emphases
Educational Emphases :

TS/KA/MI/LHTL/PFRW/VCE/Ctx/FS/ICT/Cct/A&E

1.



D. LESSON PROCEDURE

Stage/time

Content

Feacher's
Activities

Students’
Activities

Generic
Skills

Expected
Qutcome

Introduction

Advance
organizer —
the whole
lesson
image

Information/Motivational

Induct
students
into the
lesson

What do
you do?

What do
they do?

Educational
Emphases

What do
you
expect to
happen?

Input/Control

-Authentic
materials
used
-Focus on
language
content

Focus/Working

Focus on
language
skills
development

Transfer/Application

Application
of skill
learnt

' Sesetengah

Closure

Summing up
the lesson

Lesson Review:

{Tracing the lesson development and its outcome in term of teaching and learning)
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Pengenalan

Pendidikan Jasmani di sekolah-sekolah secara umumnya diajar selama empat puluh minit, dua
kali seminggu untuk pelajar Tingkatan 1 hingga 5. Dalam jangka masa yang singkat ini, tidak
banyak yang dapat dilakukan oleh seseorang guru. Tambahan pula, tempat yang terhad,
peralatan dan kelas yang terdiri daripada 36 hingga 40 pelajar, dilema pengurusan pelajar
untuk memastikan penglibatan mereka yang maksimum sentiasa wujud.

Dalam usaha memaksimumkan masa melakukan aktiviti dalam sesebuah pengajaran, para guru
Pendidikan Jasmani di sekolzh hanya berupaya memberikan sedikit kebebasan kepada pelajar
untuk membuat keputusan apa yang perlu dibuat atau bagaimana untuk membuatnya. Bagi
sesetengah guruy gaya arahan yang berupaya menghasifkan tahap yang tinggi dalam
keseragaman, penyesuaian dan kecekapan dalam menggunakan masa, sering digunakan untuk
mencapai objektif bagl mengajar sesuatu kemahiran yang khusus dalam jangka masa yang
singkat.

Kerap kali digunakan dalam arahan secara ramai, gaya arahan memerfukan kesemua pelajar
melakukan tugasan yang sama pada kadar yang sama. Guru, terdahulu menerangkan dan
mendemonstrasikan tugasan yang dikehendaki. Isyarat arahan akan diberikan umpamanya,
suara, wisel dan pelajar-pelajar melakukan setiap pergerakan atau aktiviti secara massa.
Contoh-contoh gaya ini boleh difihat dalam kelas-kelas tarian, gimnastik, kalis tenik, aerobik,
olahraga, dan latih tubi kemahiran sukan.

remaja mungkin memerlukan guru untuk menstrukiurkan pengalaman
pembelajaran mereka dengan membuat semua keputusan seperti apa yang akan dibuat, ke
mana akan pergi, bila untuk mula dan berhenti dan bagaimana hendak membuatnya, jumiah
pengulangan dan untuk berapa lama , dan kualiti persembahan. Apabila seseorang pelajar itu
semakin dewasa, mereka perlu diajar dan disediakan peluang-peluang untuk melibatkan dalam
proses membuat keputusan. Pelajar sepatutnya diberikan jumlah kebebasan yang berlainan
untuk bertindak balas, bergantung kepada objektif pembelajaran dan pelbagai tahap kebolehan.

Rencana ini akan melihat dua alternatif gaya pengajaren daripada Mosston dan Ashworth
(1994) Spectrum of Teaching Styles: practice and reciprocal. Kedua-dua gaya tersebut boleh
digunakan oleh guru-guru Pendidikan Jasmani di sekolah untuk menggalakkan pembelajaran
dan memenuhi keperluan pembesaran. Oleh kerana tiada terdapat satu gaya arahan yang
sempurna, seseorang guru perlu mempunyai reperfoire dalam gaya pengajaran untuk mencapai
sesuatu objektif {Joyce & Weil,1986 ).

Tinjauan Penyelidikan
Seperti gaya arahan, kedua-dua gaya latihan dan gaya bergandingan adalah di bawah

kumpulan reproduksi dalam spektrum pengajaran. Gaya-gaya di dalam kumpulan int mewakili
pilihan yang menggalakkan perolehan dan replika kepada pengetahuan dan kemahiran lampau.
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