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Abstract
The demands of English as an international language keep increasing along 
the time. Through time, the needs for learning English vary for different 
purposes. Then, the realization comes to the surface that not all groups of 
learners need to learn general English. Thus, the design of English cours-
es is developed for specific purposes as they are best known as English for 
Specific Purpose (ESP). The needs for learning English in specific purpose 
enable English teachers to pose themselves in different challenges other than 
in formal education. This paper aims at investigating the motivation of some 
English Education Department graduates for working as English instructors 
at English courses. The qualitative data was obtained by conducting an inter-
view to some English instructors in an English course in Yogyakarta. After 
analyzing the data, it was found that despite its challenges, some English Ed-
ucation graduates prefer to work in English courses to regular schools. With 
all privileges of working in an English course, some general motives underlie 
their working preferences. Among of the factors are flexible teaching situ-
ation, more chances for improving personal competence, higher salary and 
moderate career prospect.

Keywords: English Education Department Graduates, Working Preferences, 
English Courses

INTRODUCTION
In Indonesian context, English is considered as a foreign language that should be mastered by 
students. The need for learning English is essentially affected by the advancement of technolo-
gy and more globalized era (Brown et al., 2008). Moreover, English proficiency is required in 
some affairs such as for entering universities, applying for scholarships and applying for jobs. 
This condition forces Indonesian students to learn English. Otherwise, they cannot compete 
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with others in this globalization era. Since learning English is a necessity, the nonformal educa-
tion sectors, especially English language learning centers growth rapidly across some cities in 
Indonesian including the Special Region of Yogyakarta. In line with this fact, Carron and Carr-
Hill (1991) also claimed that nonformal education programs proliferate rapidly over the past 
few decades and radically entering the field of education. The English language learning centers 
commonly have some programs such general English or conversation class, TOEFL prepara-
tion and simulation, IELTS preparation and simulation, English for kids. Even some of English 
language learning centers are available for doing translation, proofreading and interpreting.
Categorized as nonformal education, English language learning centers play an important role in 
the field of English language teaching. Many people believe that the existence English language 
learning centers contribute to the success of achieving English proficiency by providing specific 
and relevant materials, link and match of teaching methodologies and qualified teachers. Rog-
ers (2004) defined non formal education as broad and rich of knowledge, skills, attitudes and 
values which are acquired outside schools. Moreover, the terminology of non-formal education 
also refers to ‘flexible learning’, ‘alternative learning’, ‘complementary learning’, ‘supplemen-
tary education’, ‘second chance education’ and ‘extracurricular activities’(Yasunaga, 2014). 
These terms amplify the image of English language learning centers as nonformal education, 
commonly known as the place for students to upgrade their English performance after studying 
at schools. The English language learning centers also play a role as complementary learning 
or supplementary education which can support the better students’ achievement. Moreover, the 
teaching approach in English language centers seem to be different from schools since they are 
often claimed as more learner centered than most formal education institutions (Etling, 1993). 
Another feature distinguishing English language learning centers to the formal education is that 
they have more flexible learning materials. Students can request to learn only certain materials 
that they want without following the sequence/the level of the materials. Of course, there are 
also some considerations and justifications done by English language learning centers to allow 
students moving to a certain material. In line with this, Dib (1988) argued that the education 
process in non-formal education is characterized as using flexible curricula, applying flexible 
methodology and also adapting to the needs or interests of students more dominantly. English 
language learning centers can also be categorized as English for specific program in terms of 
the offered programs. Hutchinson and Waters (1987) mentioned that a course is established to 
meet the needs of various groups. In this case, English language learning centers provide any 
programs based on their students’ needs such as TOEFL/IELTS preparation program and En-
glish for kids. Thus, as an ESP, English language learning centers provide different challenges 
for English teachers to take into account (Basturkmen, 2010).
Recruitment for new teachers’ position in English language learning centers is held almost ev-
ery year in June until August. Announcement of job vacancy for English teachers is often post-
ed along with some requirements such as holding a bachelor’s degree of English department, 
getting GPA minimum 3.00/ above, and having TOEFL PBT score 500/ above or IELTS score 
5.5/ above. This situation corresponds with English department graduates who are seeking for 
a job. Meanwhile, schools as formal education also need additional English teachers to replace 
the retired teachers or furlough teachers. Recruiting new English teachers is expected to fulfill 
the vacant English teacher positions. However, issue on the decrease of English education de-
partment graduates willing to apply for school teachers’ position is getting raised. Actually, they 
have reasons why they are not really interested to apply for that position because not all teach-
ers have the same preferences in deciding where to work (Boyd et al., 2013). Moreover, to make 
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job decisions based on their preferences, teachers must feel like they already have plan and 
choices about where they want to work (Cannata & Penaloza, 2012). This is also influenced by 
their beliefs since belief is a kind of personal judgment that is subjective and experienced-based 
(Pehkonen & Pietilä, 2003; Raymond, 1997). 
Some studies investigating teachers’ job preferences have been conducted. Cannata (2010) con-
ducted a study about investigating the teacher job search process. The findings reveal that most 
of the teachers focus on district rather than the school when they are identifying the open posi-
tions. In addition, they also emphasize on their feelings and familiarity when deciding to apply 
for teacher job position. In line with this, Cannata and Penaloza (2012) conducted a study on the 
job choices and preferences of charter school teachers. The results showed that charter schools 
teachers are generally less experienced teachers with lack of certification and they have greater 
preferences for working in any schools where they agree with the school mission. In addition, 
charter school teachers also perform less preference for working a school with a great deal of 
job security. Meanwhile they tend to find schools which are close to where they live. Since the 
previous studies focus on investigating teachers job preferences generally, this study will focus 
on specifically investigating the job preferences of some English education department gradu-
ates for working as English teachers at English language learning centers rather than at schools. 
Thus, this study deals with two research questions presented as follows.

1. How do the English education department graduates compare the working situation 
between English language learning centers and schools?

2. How do the English education department graduates make judgments about their job 
preferences?

METHOD
This study employed a qualitative case study. Several reasons support this study to be classified 
as a case study. Firstly, a case study positioned the researchers to be the instrument within the 
context of a unique, special or interesting case in order to understand the social phenomena 
naturally (Creswell, 2009; Neale et al., 2006; Merriam, 2009). In this case, job preferences of 
English education department graduates become the specific case explored in this study. Anoth-
er important reason is that a case study answers “how” and “why” questions (Yin, 2003, p.1). 
Thus, this study provided two research questions in form of how and why questions. Moreover, 
this study involved four English education department graduates who are currently working as 
English teacher in one of the most popular English language learning centers in Yogyakarta. 
From the four participants, two of them were junior teachers, as they only had two years teach-
ing experiences while the rest participants were senior teachers holding for more than 5 years 
of teaching experiences. Furthermore, in terms of the teaching classification, the formers were 
responsible for beginner students while the latter handled intermediate-advanced students. The 
data were collected through semi-structured interview and questionnaire. Then, the collected 
data were analyzed by following the three steps, namely (1) data reduction, (2) data display and 
(3) drawing and verifying conclusions (Miles & Huberman, 1994).

FINDINGS AND DISCUSSION
From the interview and questionnaire, the researchers gained rich information related to the 
job preferences of some English education department graduates who are currently working as 
teachers of an English language learning center. The findings are presented in accordance with 
the two research questions mentioned earlier. 

A Case Study of English Language Learning Center Teachers
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The comparison of working at English language learning centers and schools
The result of the questionnaire led the researchers to identify what aspects considered by the 
participants to teach at the English language learning center. There were 13 statements classi-
fied into eight categories covering personal reasons (number 1, 2), teaching experience (number 
3, 4), salary (number 5, 6), career prospect (number 7, 8), time flexibility (number 9, 10), lo-
cation (number 11, 12), working workload (number 13, 14), and students’ motivation (number 
15, 16). From the eight categories, the researchers found that career prospect and location do 
not become the participants’ considerations for teaching at the English language learning center.

Table 1. The Questionnaire Results
No.	 Statements/Questions							       Responses
									         SA	 A	 D	 SD
1.	 I enjoy teaching at English language learning centers. 			   3	 1		
2.	 I am used to teach at English language learning centers.			   1	 2		
3.	 I know that teaching at English language learning centers is different		  2	 2
	 from teaching at schools.
4.	 I do not find any problems teaching English at English language learning	 1	 3	
	 centers.
5.	 English language learning centers offer attractive salary.			   1	 3		
6.	 In terms of salary, it is possible that schools and English language learning	 2	 2	
	 centers offer different salary.
7.	 English language learning centers offer potential career prospect and			   4	
	 professional development opportunity.
8.	 English language learning centers give better career prospect than schools.			   2	 2
9.	 Working time flexibility becomes my consideration to teach at English	 1	 3
	 language learning centers.
10.	 Schools have more fixed working time schedule.				    2	 2		
11.	 Location becomes my consideration to teach at English language learning		  1	 3
	  centers (e.g. your home is near your office).
12.	 I put the highest priority for working at offices near my house.				    2	 2
13.	 Workload also become my consideration to teach at English at English	 2	 2
	 language learning centers.
14.	 Commonly, schools have more complex administration.			   3	 1		
15.	 I enjoy interacting with the students at English at English language learning	 1	 3
	 centers.
16.	 Students at English at English language learning centers perform higher	 2	 2
	 learning motivation than at schools.

After doing the data analysis process, the researchers classify the eight categories into two main 
categories, namely internal factors and external factors. The internal factors refer to any factors 
coming from the participants themselves. Meanwhile, the external factors relate to any factors 
coming from the outside of the participants. In this case, the external factors become the as-
pects for comparing between the working situation at English language learning centers and at 
schools. Since career prospect and location are not considered by the participants as the reasons 
for teaching at the English language learning center, therefore, these two aspects are excluded 
in Table 2. However, those aspects are discussed at the last section.
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Table 2. Factors Influencing the Job Preferences
Internal factors		  Personal reason
				    Teaching experience
External factors		  Salary
				    Time flexibility
				    Administration systems/workload
				    Students’ motivation

The internal factors play a role as the participants’ foundation for conceptualizing their percep-
tions for comparing the working situation between at the English language learning center and 
at schools. Firstly, the personal reason relates with their own motivation for teaching English at 
their institution (English language learning center). Two participants stated that they chose the 
English language learning center because they already started teaching English since they were 
still studying in the bachelor’s degree. Thus, generally English language learning centers allow 
senior English education department students (minimum at the 5th semester) to apply for part-
time English teacher positions. Conversely, schools only employ the ones who already hold the 
bachelor’s degree (S1) for filling out the English teacher position. The rest of the participants 
only stated that they taught in the English language learning center because they want to help 
students learning English and to practice their teaching skills. 

Actually, this is not the only English language learning centers that I have 
joined. I ever taught in some other English language learning centers since I 
was in bachelor’s degree. The reason is that I want to find as many as possible 
teaching experiences since I was a student of bachelor’s degree and usually 
English language learning centers accept any senior students who are willing 
to teach English. Therefore, I choose English language learning centers to 
start my career.

Interviewee 1

Because I already worked in since I was a student of bachelor’s degree. At 
that time, my friend offered me for teaching English here. Therefore, I think 
it’s good for me to find teaching experiences here. Well I enjoyed teaching in 
this institution.

Interviewee 2

The reason why I am teaching here is that I want to help everyone to learn 
English. I want to make everyone love English.

Interviewee 3

The reason of why I work in nonformal educational institution is that this 
institution still in line with my expertise, I mean teaching English. Besides, I 
can practice what I have learned in my campus as well as get the salary from 
this institution. 

Interviewee 4

Secondly, teaching experience also becomes the factor influencing how the participants shape 
their minds about the issue of teaching English at schools and English language learning cen-
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ters. Two of the participants admitted teaching at schools while the rest did not. Those having 
experiences to teach at schools also worked as senior English teachers at English language 
learning centers. Therefore, they could give more detail comparison of their perception in 
teaching at both institutions as they already experienced teaching English in both formal ed-
ucation and nonformal education. However, the voices of the junior teachers should also be 
considered since they are fresh graduates and may have different perspective regarding to the 
job preferences.

Yes. I ever taught in two schools. One is for around 2 years while the other is 
3 years.

Interviewee 1
Never. But I have done the teaching practicum/internship teaching at a school.

Interviewee 2
Yes. I ever worked as a teaching in one of junior high schools in Yogyakarta 
for around 2 years.

Interviewee 3
Never. Ya I never worked as an English teacher at formal schools.

Interviewee 4

Moving to the external factors of choosing to teach at English learning centers rather than 
schools, the participants mostly highlighted the aspects of salary, time flexibility, and admin-
istration systems. Talking about salary, it is undeniable that that almost all of teachers around 
the world prefer to work with high salaries. The high salary becomes the significant factor in 
influencing the teacher job preferences since higher salaries perform dual benefits as retaining 
and attracting the effective distribution of teachers (Hendricks, 2015). From the four partici-
pants, most of them acknowledged that mostly English language learning centers gave higher 
salary than formal schools. Moreover, schools usually set the fixed monthly salary for their 
teachers without giving any additional fees. While, the salary system in English language learn-
ing centers is counted per meeting and is also influenced by the teachers’ performances and the 
number of classes they handle. Accordingly, schools or educational institutions’ situation such 
as pay scale, working hours, work load, class size number, attitude of students, awareness and 
mentality of parents affect the teachers job satisfaction (Chamundeswari, 2013). They also get 
additional fees if they reach the teaching target. However, the participants realized that every 
school and every English language learning center may have different salary system and dif-
ferent salary standard. It is quite hard to justify the level of English teachers’ salary between 
schools and English language learning center accurately, but at least they can compare them by 
common facts. Moreover, the workload also becomes the consideration in which most of the 
participants perceived that schools give more workload than the English language learning cen-
ter. In schools, teachers are demanded to be more responsible for taking care of their students. 
The level of teacher salary may also affect a wide range of teachers’ life situation since high 
salary improves teachers’ satisfaction of their income, reduces the possibility of holding outside 
(non-teacher) jobs, and reduces self-reported financial stress (De Ree et al., 2017).

Based on my experience, commonly English language learning center offers 
higher salary than schools. I can say this because in schools we have more 
workload than in English language learning center. In schools, we have to 
work full time and be responsible for taking care of the children such as we 
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should waiting for the children until their parents pick up them.
Interviewee 1

I think it is a bit higher in English language learning center, but ya it’s not 
that high.

Interviewee 2

In schools, the salary is commonly fixed while here the salary is based on how 
many classes that teachers handle. So it may be a bit higher than the schools.

Interviewee 3

Of course, the salary is possibly different. I may say if in a school we get Rp 
X while in English language learning center we can get three times or four 
times. Personally, I prefer the salary in nonformal education just like in this 
institution.

Interviewee 4

The second aspect is time flexibility. Most of the participants claimed that they preferred to 
teach English at English language learning center because of the time flexibility. Compared 
to schools, English language learning centers do not insist their teachers to always stay at the 
office. They only need to come to office when they have classes. 

Yes. I like to teach here because of the time flexibility. I only come to the office 
when I have the scheduled classes. It is not necessary to standby the whole 
day at the office, so it’s more efficient, I think.

Interviewee 1
Yes, of course. 

Interviewee 2
Firstly, I don’t know that English language learning center provides more 
flexible working time. But later It know it and I like it. I can do other business-
es when I don’t have classes here.

Interviewee 3
Ya I like the flexibility of the working time. Even, I have plan to work both in 
schools and in this institution (English language learning center). I can work 
the whole day at schools and I work here at evening.

Interviewee 4

The third is administration system. Both English language learning centers and schools focus 
on educational field. However, the nature of the administration system is a bit different. In this 
case, the administration system related to the working culture affects positively to the teach-
ers’ job satisfaction as well as their teaching performance (Arifin, 2015). Schools have more 
complex administration system as the teachers need to make lesson plan, syllabus, semester 
plan (program semester), annual plan (program tahunan), additional materials, attendance list, 
assessment procedure, teachers’ journal, score reports, remedial programs etc. Moreover, they 
must refer to the national curriculum. In comparison, English language learning centers man-
date simpler administration for the teachers such as lesson plan and students’ progress report. 
They do not use the national curriculum, but they design their curriculum system based on the 
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students’ needs. On this aspect, Kleis et al., (1973) claim that the learning content in nonformal 
education learning is adjusted with the students’ needs in order to maximize and achieve the 
learning goals. In addition, the number of students allowed in a class is different. Commonly, 
schools have 20-30 students for every class while the English language learning centers only 
have 7-10 students for each class. In short, job characteristics also become an important factor 
in choosing a job since they are potentially affecting worker turnover not only through prefer-
ences but also other job opportunities (Bonhomme et al., 2016).

Based on my experience, schools demand more administrations than English 
language learning center. Sometimes, the curriculum does not really match to 
the students’ development. For example, sometimes a student’s cognitive level 
is higher than materials suggested by the curriculum. As a result, we need to 
create teacher-made materials.

Interviewee 1
Well, it is quite different since commonly schools have 20-30 students for each 
class. But here, there are only 7 students allowed for a class. Besides, com-
monly we need lesson plan, syllabus, etc. while here I only need to follow the 
module suggested by this institution. It is quite simple. 

Interviewee 2
Here, any teaching materials are already prepared, so I just use it for teach-
ing. It is quite simple.

Interviewee 3
If we are teaching at schools, we have more students in a class. It will affect 
the teacher focus. I like to teach here because I only handle fewer students in 
a class and I can give more focus for each of student.

Interviewee 4

The last external factor, students’ motivation in learning, admittedly contributes to the teachers’ 
decision to teach at schools or English language learning centers. Generally, the elements of 
teaching practices such as interaction with students, professional autonomy, and self-growth 
affect to the teachers’ satisfaction. Meanwhile, the issue related to school structures and policy 
making are perceived as the teachers’ dissatisfaction (Karavas, 2010; Day, 2002; Day et al., 
2006; Shann, 1998). It could be inferred that students’ interaction with teachers revealing their 
motivation to learn English influences the teachers’ satisfaction to their job as teachers. Low 
level of job satisfaction may lead to the teachers’ motivation for leaving teaching profession 
(Skaalvik & Skaalvik, 2011). Most of the participants claimed that students in English language 
learning centers showed higher learning motivation than students in schools. Most students 
choose English language learning centers because of their motivation to learn English. On this 
issue, nonformal education seems better than formal education in term of satisfying students’ 
needs (Dib, 1988). In short, the students have higher awareness of learning English.

Based on my experience, the students here are really enthusiastic to ask for 
learning materials which are used to support their materials at schools.

Interviewee 1
Ya, I think it is different. Since learning at schools is like a must, sometimes 
the students are bored. While in English language learning center, they come 
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here based on their willingness to learn English.
Interviewee 2

Of course, it’s different. I think the communication and interaction between 
teachers and students are more fun here (English language learning center) 
than at schools. The students who are learning here are because they really 
need and want to learn English.

Interviewee 3
Commonly students who are learning here (English language learning cen-
ter) are because they need English. The come with their willingness. Even, 
some students look more active to ask questions to me when they have some 
problems. It is really different from schools which commonly students are 
hesitate to ask questions to their teachers.

Interviewee 4

The other two aspects which were not considered by the participants as the reasons for teaching 
at English language learning centers were career opportunities and the location of workplace. 
English language learning centers give potential career prospect as well as schools. It is hard 
to justify that English language learning centers give better career prospect than schools. The 
participants gave various responses. However, most of them generally argue that both schools 
and English language learning centers provide the same potential career opportunity.

I think both schools and English language learning centers offer the same 
career opportunity. The most important thing is that the management systems 
in the institutions whether the management is subjective or objective to assess 
the teachers’ performances.

Interviewee 1
Ya. I think almost the same. But if we are working at English language learn-
ing centers, we can have more opportunity to widen relationships. For exam-
ple, we often do collaboration with other institutions to conduct TOEFL test 
and in-house training. So, we can get more challenging experiences.

Interviewee 2
We need to see from various aspects. Let say if we want to have more enjoy-
able and fun working environment, we can choose English language learning 
centers. We will get lower level of stress here than working at schools. But if 
we think about the long-term teaching career, we may choose schools.

Interviewee 3
It depends on the status of the teacher itself. If we are permanent teachers, ya 
it’s good enough, I think. But if we are only contracted teachers, I think we 
need to perform higher achievement, so we can get the permanent teachers’ 
status. This also happens for schools. So, I think both schools and English 
language learning centers have the same career prospect.

Interviewee 4

Lastly, the location did not become the participants’ reasons for teaching at English language 
learning centers although some of them like to work near with their house. In this case, they did 
not put the location as the highest consideration for choosing the workplace. 

A Case Study of English Language Learning Center Teachers
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Actually, I don’t have problems with the location of my office. But I also enjoy 
to work at office which is near to my house. However, it is not the highest 
priority.

Interviewee 1
I think it doesn’t influence my job preferences because my house is a bit far 
from this office.

Interviewee 2
Ya it is one aspect that I consider. But it is not the most important consider-
ations for me to teach here.

Interviewee 3
I think location is not the most considered aspect for me to choose a job. If 
I enjoy to work in an office, I will work there although the office is not near 
my house.

Interviewee 4

To sum up how the participants compared working as English teachers at schools and at English 
language learning centers, table 3 below presents a brief description of schools and English 
language learning centers working situation based on several aspects.

Table 3. The Comparison of Schools and English Language Learning Centers Working Situation

Aspects	 Schools	 English language learning centers
Salary	 • Fixed salary.	 • Commonly offers higher salary.
	 • No additional fees.	 • The salary is counted per meeting and based on 	
		    how many classes handled by the teachers.
		  • The salary is also based on the teachers’ teaching 
		    performances.
Time flexibility	 • Not flexible.	 • Relatively flexible.
	 • Teachers should work	 • Teachers only come to the office when they 
	   full time in a fixed working 	   have classes.
	   hour.
Administration systems/	 • Demand more complex	 • Use simpler administrations.
workload	   administrations.
	 • A class consists of 20-30	 • A class consists of 7-10 students.
	   students.	
Students’ motivation	 • Not always motivated 	 • Perform higher motivation because the students
	   because learning at schools is	   come to the English language learning center
	   an obligatory.	   based on their willingness, their needs and their 
		    wants to learn English.
		  • Students are more active to ask questions.

The judgment of the job preferences
After comparing the working situation between schools and English language learning centers, 
the participants also stated their judgment about their job preferences. They have various per-
spective in judging their job preferences. As presented in the following interview results, two 
participants judged their job preferences generally by following their passion. Meanwhile, the 
rest of the participants argued that working as teachers should be the choice of English language 
education department graduates. It is their responsibility as the graduates of a teacher training 
department. 
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In my perspective, we need to follow our passion when are choosing for a job. 
Just follow your passion because it makes you enjoy every single step of your 
working experiences. You know, some of my friends who are graduating from 
English language education department become entrepreneurships instead of 
teaching English. However, I personally recommend to the English language 
education department graduates to be teachers. Wherever we teach is okay, 
the most important thing is sharing our knowledge to our students.

Interviewee 1
I suggest to fresh graduate of English language education department to join 
many job fair events. There will be various job vacancies that they can try to 
apply. I think it’s not a must for them to choose educational job. They may 
choose any kinds of jobs as long as they enjoy it and have passion on it.

Interviewee 2
As English language education department graduates, prioritizing the jobs 
which can improve of English skills is a must. It is not only the matter of gain-
ing the high salary but also the matter of enhancing our professional skills. 
In addition, if you are fresh graduates, just find a job that you enjoy it. Later, 
you can try to be more selective to find jobs including the salary when you are 
already having a lot of working experiences and qualified professional skills.

Interviewee 3
I think working both at schools and at English language learning centers 
is good. Whenever you have chance to teach either at schools or at English 
language learning centers, just take it. Even, if you can teach both at schools 
and at English language learning centers, you are excellent. I highlight that 
the most important thing here is to be a teacher since we are the graduates of 
English language education department.

Interviewee 4

CONCLUSION
This study investigated English language education department graduates’ job preferences for 
working at English language learning centers than at schools. The findings reveal some factors 
influencing the participants’ considerations for choosing to work at English language learning 
centers. They are categorized into internal factors and external factors. The internal factors 
covering personal reasons and teaching experiences play a role as the foundation for the partic-
ipants to conceptualize their minds in comparing the working situation between at schools and 
at English language learning centers. Personal reasons refer to their willingness and their pos-
sibility to teach at the English language learning centers since they were taking their bachelor’s 
degree. Moreover, teaching experiences describe their experiences in teaching English either at 
schools or English language learning centers. Meanwhile, external factors comprising salary, 
time flexibility, administration systems/workload and students’ motivation become the aspects 
for comparing the situation between working at schools and at English language learning cen-
ters. Higher salary, less administrations, fewer number of students in a class, more flexible 
working time and higher students’ learning motivation admittedly become the participants’ con-
sideration for teaching at English language learning centers. Thus, labor market theory claims 
that the relative costs and benefits will be the consideration of teachers in making decision 
for searching a job (Petrongolo & Pissarides, 2001). Besides, the participants judge their job 
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preferences based on their passion and the linearity between their major and the job field. In 
other words, the participants work by following their passion and relating their major (English 
language education department) to their job field (as English teachers, English instructors or 
English lecturers).
As this study is quite specific and contextual, the results cannot be generalized for Indonesian, 
likewise international context. In addition, the results of this study were based on some English 
language education department graduates’ voices about their job preferences which may be 
quite subjective or personal. However, this study comes up with its contribution in form of the 
pedagogical implications. The pedagogical implication of this study is related to the issue of 
proliferating the teacher identity of English language education department graduates. The find-
ings of the study provide relevant insights for the fresh graduate of English language education 
department to be always prioritizing the English teacher/instructor/lecturer profession as their 
job choices. Lastly, the researchers suggested for further research which may focus on the issue 
of teacher identity. The topics may discuss why some English language education departments 
choose non-educational jobs and why some non-English language education departments pre-
fer to work as English teachers.
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Abstract
Cases of plagiarism exist universally. Although it is unacceptable, students 
are doing it purposively. Prior studies about students’ perception on this ac-
ademic misconduct have been done extensively, while studies about lectur-
ers’ perception with the same concern are limited. This research was done 
to fill this gap. The purpose of this study is to find out: (1) lecturer’s percep-
tion on students’ plagiarism and (2) solution to prevent students’ plagiarism. 
Two instruments were used in order to collect the data, they are plagiarism 
questionnaire and an interview guide. Both instruments are divided into two 
dimensions, namely knowledge dimension and attitude dimension. The ques-
tionnaire has 12 statements with 4 possible responses in each dimension. 
Meanwhile, there are 3 questions in the interview guide consisting of 1 ques-
tion about knowledge dimension and 2 questions about attitude dimension. 
Thirty seven English as a Foreign Language (EFL) lecturer participants from 
institutions in Indonesia joined the survey and 5 of which were selected for 
the interview session. Both results of survey and interview are positive. The 
results implied an indication of students doing academic dishonesty.

Keywords: EFL lecturers, perception, plagiarism

INTRODUCTION
Due to easy access of information by using the internet, plagiarism, one of academic miscon-
duct, might happen. Plagiarism is major “threat and challenge” generally for educational integ-
rity and quality (Park, 2003). Plagiarism is an action or instance of plagiarizing which means 
taking somebody else’s ideas or words and use them as if they were one’s owns. Saunders 
(1993), stated that plagiarism came from Latin word plagiarus which means thief or stealer. Pla-
giarism happens when one’s work or idea is taken by someone else without giving credit to the 
owner or even put a reference of it (Kramer et al., 1995). It can be summarized that plagiarism 
is an action of retrieving someone’s work and admitting it as one’s work. 
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Plagiarism has some classifications. Oakes and Kia (2004) classified plagiarism into 3 differ-
ent types, namely direct, patchwork, and paraphrase plagiarism. Later, this classification was 
further developed by Shidarta (2011) into 5 types, those are: (1) verbatim plagiarism, (2) patch-
work plagiarism, (3) paraphrase plagiarism, (4) keyword plagiarism, and (5) idea plagiarism. 
Every type has its own definition. Verbatim plagiarism, which is classified as the highest level 
of violation, is taking one’s work exactly as it is. Second, patchwork plagiarism means taking 
several ideas or work without giving credit to the owner and then remake it into one’s new idea 
or work. Third, paraphrase plagiarism means paraphrasing one’s work without giving credit. 
Keyword plagiarism is an action of stealing keywords from one’s work, then forming a new 
work without giving reference. Last, and the most hideous, is idea plagiarism. It is stealing 
one’s idea and making new, different work that is usually having different sentence or even 
keyword in this new work.
There might be various reasons why people do plagiarism. A research done by Schneider (1999) 
stated that students had less time to do their tasks and an instant “cut and paste” action started 
to be a culture. Zalnur (2012) found two factors as the reasons why university students in an 
Islamic college in Indonesia did plagiarism. Those factors were (1) the development of tech-
nology that facilitates students to access any kind of necessary information needed in order to 
finish their work quicker and (2) high volume of tasks that burden the students and urge them 
to finish as soon as possible.
Doing plagiarism is clearly unacceptable. Santosa et al. (2019) studied EFL students’ percep-
tion of plagiarism. They found out that these students were aware not to do plagiarism, but their 
lack of knowledge in doing the tasks urged them to do so. Thus, making student understands 
the concept of plagiarism, such as monitoring student’s understanding of plagiarism, should 
be done (Ali et al., 2012). Mulyana (2010), in his research, found out some ways to prevent 
plagiarism in thesis writing, they are (1) identifying any plagiarism indication in student’s task, 
(2) discussing it with the lecturer, (3) discussing the issue with the writer, (4) showing the the 
original source, and (5) asking the writer to change his/her thesis completely.
External factor provides higher opportunity to prevent this academic misconduct. Zulaekhah et 
al. (2013) advised educational-related government to give a frequent anti-plagiarism campaign 
and/or training in higher education institutions under its authority. In UK, University of Brad-
ford has implemented a new regulation to prevent plagiarism known as Plagiarism Awareness 
Programme (PAP). The Vice Dean of Student Affairs in this university, in collaboration with the 
library, has been working on this program since 2008 with a “very useful program” feedback 
from the students (George et al., 2013). 
Studies of plagiarism have been done by many researchers from time to time in many countries, 
such as in Indonesia (Absari, 2018; Mulyana, 2010; Santosa et al., 2019), New Zealand (Walk-
er, 2010), Australia (Gullifer & Tyson, 2010), USA (Scanlon, 2010), Saudi Arabia (El, Menai, 
& Bagais, 2011), Turkey (Eret & Ok, 2014), China (Hu & Lei, 2014), UK (Ashworth, Bannis-
ter, & Thorne, 1997; Larkham & Manns, 2002), and in both China and UK (Zhang et al., 2014). 
Most of these studies focused on students’ perception on plagiarism and very few on lecturers’ 
perception. Therefore, conducting a study about lecturers’ perception on students’ plagiarism 
would fill this gap of literature. This study has 2 purposes (1) gaining information about lectur-
er’s perception on their student’s plagiarism, (2) finding solutions to prevent students’ wrong-
doing. Lecturers from some universities all around Indonesia took part in the survey to provide 
information about their perception on student’s plagiarism and the solution.
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METHODS

Research design
This study employed mixed-method research design. Mixed-method research design is the com-
bination of elements in both qualitative and quantitative forms (Creswell, 2008). Specifically, 
this study employed explanatory sequential mixed-method. Explanatory Sequential (Creswell, 
2012) is a sub-part of mixed-method design that begins with quantitative data collection, and 
then followed by qualitative data collection; it is known also as two-phased model (Creswell et 
al., 2011). In this design, qualitative data collection is needed to collect more detail, explain, or 
extend the descriptive statistical data in the first phase of data collection.

Participants
This study involved 37 participants consisted of EFL lecturers from some universities in Indo-
nesia. Participants were selected by using purposive sampling, specifically homogenous sam-
pling. In the second phase of data collection (the interview), the number of participants was 
narrowed down into 5 participants. Those 5 participants were lecturers in Ganesha University 
of Education. The selection of these 5 participants was based on accessibility, time limitation, 
schedule, and supporting facility.

Data collection
Two instruments were used in order to collect the data, they are plagiarism questionnaire and 
an interview guide. Both instruments were divided into two dimensions, namely knowledge 
dimension and attitude dimension. The questionnaire was adapted from some prior studies (Eh-
rich & Howard, 2014; Ehrich et al., 2014; Shirazi et al., 2010; Sutton et al., 2012). The ques-
tionnaire was distributed online to the participants by sending the link to participants’ e-mail. 
The participants were not given specific time and deadline to fill in questionnaire. The interview 
guide was developed right after the researchers analyzed the quantitative data.

Data analysis
The responses from the questionnaire were analyzed by using categorization mean score. Strik-
ing findings resulted from the questionnaire responses were further analyzed and participants 
were selected and asked to be interviewed. Five lecturers who contributed to the striking find-
ings in the questionnaire responses were interviewed. Interactive model of analysis was used to 
analyze interview results and support the quantitative data.

FINDINGS AND DISCUSSION

Indonesian lecturers’ perception on student’s plagiarism
The results of the questionnaire were analyzed on this first phase. The score reached 40.86 out 
of 54 possible scores. The categorization of the score is shown in Table 1 below. 

Table 1. The Categorization of Mean Score of Plagiarism
	 No	 Criteria	 Score	 Qualification
	 1	 X ≥ 54	 3	 Very Positive
	 2	 54 ≥ X > 36	 2	 Positive
	 3	 36 ≥ X > 18	 1	 Negative
	 4	 X < 18	 0	 Very Negative
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The mean score for lecturer’s perception on student’s plagiarism is 40.86. The score is placed in 
the interval of 54 ≥ X > 36. Therefore, it can be categorized as a positive qualification. It means 
lecturers agreed that their students were indicated of doing plagiarism. 

From 24 statements showed in Figure 1, most lecturers gave positive response. Among those 
statements, there were 3 statements that most lecturers responded negatively. Those statements 
are statement number 9 (40.54%), 14 (48.65%), and 15 (48.65%). The positive response on 
those 3 questions did not reached 50%, which means more than half of the respondent did not 
agree with the given statement. Statement number 9 belongs to knowledge dimension while 
statement number 14 and 15 belong to attitude dimension.

Table 2. The Categorization of Mean Score in Knowledge Dimension of Plagiarism
	 No	 Criteria	 Score	 Qualification
	 1	 X ≥ 21	 3	 Very Positive
	 2	 21 ≥ X > 18	 2	 Positive
	 3	 18 ≥ X > 15	 1	 Negative
	 4	 X < 15	 0	 Very Negative

The mean score for lecturer’s perception on student’s plagiarism on knowledge dimension is 
21.19. It is placed in the interval of X ≥ 21. Therefore, it can be categorized as a very positive 
qualification. It means that the lecturers highly agreed that their students were indicated of hav-
ing less knowledge on plagiarism.
There was one question in this dimension related to statement number 9 in the questionnaire. 
The question in this dimension is, “Do you feel that you have student who think that non-print-
ed media (sound clip, movie clip, pictures, etc.) is not necessary to be put in a reference list?” 
There are five answers given from five interviewees for this question.

“Yes. Sound clip should be transcripted, then put it in student’s assignment 
and referencing it.”
“Yes … A lot of students think that way, actually.” 
“I do.” 
“Yes. Maybe an amount of students think that way, right? Because they only 
know reference for printed media only, so they thought it was nothing much.” 
“It is not just ‘I feel’. It exists hahahaha.”  
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Plagiarism knowledge, the first dimension in this study, is one’s mindset related to educational 
policy considering one’s knowledge on college’s integrity (Jordan, 2001). It can be said as a 
way of a person think of educational policy based on his/her knowledge on honesty in universi-
ty level. Based on the result of the questionnaire in this dimension, lecturers highly agreed that 
their students had less knowledge on plagiarism. It means that lecturers believe that their stu-
dents did not have any ideas of what plagiarism is. This result is in line with previous research 
conducted by Ehrich et al. (2014) indicating that university level students had less knowledge 
of academic dishonesty regardless of their ethnicity.
An interview session about lecturers’ perception on student’s plagiarism was done with the 
5 selected participants. They were asked to give their opinion about students who think that 
non-printed media (sound clip, movie clip, pictures, etc.) does not have to be included in a 
reference list. This question was adopted from a study conducted by Lukashenko et al. (2008). 
Their study found out that plagiarism may also exist in another media like image, video, or 
translated text. The EFL lecturers stated that students tend to think it is not necessary to put the 
source of the non-printed media in the reference list. One of the lecturers said:

“Because usually, in reference list, students put in researches like book or 
journal…. So when the students take, for example, learning media from You-
Tube, they usually did not put it in the reference list but they will just put the 
screenshot of it.”

He highlighted the point that students did not usually put proper reference for non-printed me-
dia. From this result, it can be concluded that students were practically doing plagiarism as they 
did not acknowledge the source of the non-printed media that they took.

Table 3. The Categorization of Mean Score in Attitude Dimension of Plagiarism
	 No	 Criteria	 Score	 Qualification
	 1	 X ≥ 21	 3	 Very Positive
	 2	 21 ≥ X > 18	 2	 Positive
	 3	 18 ≥ X > 15	 1	 Negative
	 4	 X < 15	 0	 Very Negative

The mean score for lecturers’ perception on student’s plagiarism on attitude dimension is 19.67. 
It is placed in the interval of 21 ≥ X > 18. Therefore, it can be categorized as a positive quali-
fication. It means that the lecturers agreed that their students were indicated of performing ac-
ademic misconduct, such as borrowing other’s work and reusing one’s work for the upcoming 
homework.
There were two questions in this dimension related to statement number 14 and 15 in the ques-
tionnaire. There were five slightly similar answers given from all five interviewees for each 
questions. The question related to statement number 14 is, “What would you say if your stu-
dents think that, ‘borrowing task/homework is not a plagiarism’?”

“We categorized it as a plagiarism act. The point of it is plagiarizing because 
academic honesty should let the writer mention who originally has the idea. 
So if he borrows an assignment, it means that he borrows someone else’s 
idea.” 
“I think that is cheating. That is a part of plagiarism. .... Paraphrasing is fine 
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as long as he quote his friend’s name because it is not the problem of the as-
signment, but the idea in it.” 
“Actually, there are many students do that. … If there is any student who bor-
row other student’s assignment, I have prepared the consequences.” 
“We actually expect and respect originality and creativity in university level 
of students, … If any of them borrowed an assignment, it means that the idea 
does not come from himself.” 
“If they borrow it to see, ‘Oh this is how it is done,’ that is fine. …if he just 
borrow it in order to find out, ‘How to make this assignment?’ ‘Okay so this 
is how.’ That is no big deal.”  

The second question, related to statement number 15 in the questionnaire, is, “What is your 
opinion to the students who use their old task/homework to finish their upcoming task/home-
work?” Various answers were obtained.

“That is autoplagiarising.” 
“That is a plagiarism act, in my opinion.” 
“In my opinion, those assignments will match their instructions. … It does 
not matter for me. I think that is just fine, but there will be consequence.” 
“Well, that is actually not allowed because that is considered as autoplagia-
rism, especially in academic field.”
“… Here is the thing. It depends, alright? It will depend on the subject be-
cause each has different learning purposes. … I will allow them to do so, but 
not 100% the same.”

The second dimension in this study is plagiarism attitude. Plagiarism attitude is one’s manner 
and quality control of doing assessment (Gururajan & Roberts, 2003). In other word, it means 
that plagiarism attitude is one’s way of behaving toward his/her given assessment. Based on the 
result of the questionnaire in this dimension, most of the EFL lecturers agreed that their students 
were indicated of having low manner in doing their assignment, which resulted in plagiarism. It 
means that, in general, lecturers believed that their students were indicated of doing plagiarism. 
A study conducted by Gómez et al. (2013) showed that students were behaving negatively. 
They found out that students were aware of plagiarism, thus students reduced the amount of 
text that they copied necessarily. In other words, students knew about plagiarism but they were 
doing it purposively. Students also tended to think that academic dishonesty was not against 
their ethical value (Gururajan & Roberts, 2003), but loyalty to their friends was more important 
that the ethical value (Ashworth et al., 1997). 
Positive result was showed in the survey results, specifically in plagiarism attitude dimension. 
This survey results were supported by the interview results about borrowing other’s work. One 
of the EFL lecturers said: 

“We categorized it as a plagiarism act. The point of it is plagiarizing because 
academic honesty should let the writer mention who originally has the idea. 
So if he borrows an assignment, it means that he borrows someone else’s 
idea..” 
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The results from one of the questions during the interview session supported the survey results 
about students’ plagiarism. The interview results showed that students tended to reuse his/her 
previous work or assignments. Shidarta (2011) defined this act as “auto plagiarism”, which 
means an act of reproducing one’s prior work that has been published without properly refer-
encing it. One of the EFL lecturer participants gave his thought of this matter. He said:

“Well, that is actually not allowed because that is considered as autoplagia-
rism, especially in academic field. When we have produced a work, and we 
want to take a part of it, we should refer it to ourself at that time. It is common 
for researcher to cite his own past work because, ethically speaking, it should 
be cited whatsoever.” 

Indonesian lecturer’s solution on student’s plagiarism
The practice of students’ plagiarism has been going on for years. This encouraged the research-
ers to find the solution on how to minimize students’ plagiarism. The researchers found out 2 
main solutions based on the interview session with the 5 EFL lecturers (during the second phase 
of data collection). The first solution given is stated as follow.

“…. Some students asked me, even actually I am not their thesis supervisor, 
for supervision like, ‘Sir, I want to ask. Is this one correct?’ I take it as an 
obligation as a lecturer, as a teacher. I do know how to quote, so why don’t I 
share it?”
“When lecturers teach, they should give an understanding or knowledge about 
plagiarism to their students.”

This result is in line with a prior study conducted by George et al. (2013). The results of their 
study suggested that university should initiate an intensive course for students who had done 
academic dishonesty and an introduction to plagiarism for new students in order to prevent 
them from doing plagiarism. It is necessary to give an enormous possible amount of activities, 
such as seminars, campaign, and lecturing, to ensure the students understand the academic mis-
conduct and its consequences (Ali et al., 2012).
The second solution from the EFL lecturers is making contract. A contract should be made at 
the beginning of the semester for each subject. This contract should consist of consequences or 
penalty resulted from plagiarism. One of the lecturers said:

“….What I will do is making a contract beforehand, give them instruction 
that they should make their assignment without any copy-paste from other’s 
work. If there is, if they quote something, they should put it in their reference 
list. If there is any student who borrow other student’s assignment, I have 
prepared the consequences. In case I found two or more assignments are sim-
ilar one to another, I will only score the first one. The rest of them will be 0 
whatsoever and I assume that those assignments copied the first one I read.”

“That is one strategy to change their mindset that it is not allowed to do that. 
I teach them not to borrow other student’s work.”
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The result of research conducted by Santosa et al. (2019) suggested that lecturers should make 
a contract that contains consequences properly in order to prevent students from doing plagia-
rism.

CONCLUSION
This research involved 37 participants of EFL lecturers in Indonesia. Survey and interview 
were done in order to collect the data. The result was positive, which implied that lecturers per-
ceived there was an indication of students’ academic dishonesty. The findings of the research 
discussed two parts, namely lecturers’ perception on students’ plagiarism and lecturers’ solu-
tions on students’ plagiarism.
To investigate lecturers’ perception on students’ plagiarism, an online survey was done and 
followed up by an interview. In general, positive result was gained. This result could be seen as 
how lecturers agreed that there was an indication of their students doing academic misconduct. 
The result of the interview supports the data gained from the survey. All participants agreed that 
their students were indicated of doing plagiarism.
An interview session was done in order to investigate lecturers’ opinion of the solution on stu-
dents’ plagiarism. There are two solutions to minimize students’ plagiarism resulted from the 
interview, namely 1) giving guidance and 2) making contract. The first one, giving guidance or 
supervision, this means lecturers should meet and talk to their student when they found out the 
students doing plagiarism. Lecturers should address their student about his/her misconduct and 
give advice and guidance. This is done in order to prevent the students from doing plagiarism. 
The second solution is more likely applied in the beginning of the semester, on the first meeting 
of the class. The second solution requires students to the consequences when they do plagia-
rism. By doing so, students are expected not to do academic dishonesty as they are already told 
about the penalty and consequences of doing such misconduct.
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APPENDICES

Appendix 1. The Questionnaire of Lecturer’s Perception on Students’ Plagiarism Act
				    Questionnaire of Plagiarism Perception

	 We would like to invite you to participate in this questionnaire about lecturer’s percep-
tion of student’s plagiarism act. The purpose of this questionnaire is to gain information related 
with lecturer’s perception toward student’s misbehavior.
	 This survey will be classified as secret. Your identity will not be exposed in data display. 
Your participation is voluntary.
	 Thank you.

INSTRUCTION:
1.	 Please read each statement carefully.
2.	 Choose one of four given options with a checkmark (√).
3.	 Choose 0 if you Very Disagree with the statement
4.	 Choose 1 if you Disagree with the statement
5.	 Choose 2 if you Agree with the statement
6.	 Choose 3 if you Very Agree with the statement.

NUMBER	 STATEMENT	 OPTIONS
		  0	 1	 2	 3
	 1.	 It seems that my students often copy sentences and 
		  making small changes such as replacing or changing 
		  the order of the words without referencing the source.				  
	 2.	 There is an indication that some students are making 
		  assignments by taking short phrases of 10–15 words 
		  from different sources and adding original wording 
		  – referencing the sources correctly.				  
	 3.	 I feel that some students are taking a whole paragraph, 
		  put it in quotation marks and citing the source in the 
		  text, and then listing the article in reference list.				  
	 4.	 It seems that some students retrieve ideas from 
		  published works, and then use their own words to 
		  complete their task while referencing properly.				  
	 5.	 When I give my students a task, they tend to propose 
		  an idea or view without knowing this has been 
		  proposed by others previously and so not listing relevant 
		  articles in the reference list				  
	 6.	 I think my students often read and use one’s idea from 
		  an article without checking the original source.				  
	 7.	 While accessing information from internet-based 
		  source, I believe some of my student thinks it is 
		  acceptable to copy and paste the relevant portions 
		  within quotations (without referencing original source).				 
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	 8.	 It seems that my students think of well-known facts 
	 (i.e. Jakarta is capital of Indonesia) as something that 
		  needs no reference.				  
	 9.	 My students think that printed media is the only 
		  material that requires reference.				  
	 10.	 As no copyright mentioned, my students feel free to 
		  use media from certain websites.				  
	 11.	 There is an indication that students are taking and 
		  modifying media from certain websites (pictures, 
		  clips, videos, etc.) without referencing as no copyright 
		  mentioned.				  
	 12.	 Some of my students think that buying paperwork 
		  considered as plagiarism act.				  
	 13.	 My students seem to feel aroused to plagiarize because 
		  other students are doing so.				  
	 14.	 My students think there is nothing wrong with using 
		  one’s paper with his/her permission.				  
	 15.	 “It is okay to use something I have written in the 
		  past to fulfill a new assignment,” is often thought by 
		  my students.				  
	 16.	 When my student borrowed his friend’s work and I 
		  caught him red-handed, he thinks his friend should be 
		  punished as well.				  
	 17.	 There is an indication that students justified short 
		  deadlines and heavy workload as a right to plagiarize.				  
	 18.	 There are many ways to tell things, so my students 
		  tend to think they cannot avoid using other’s words.				  
	 19.	 My students opine that using previous descriptions of 
		  a theory or concept is acceptable because they remain 
		  the same.				  
	 20.	 My student likely thinks that self-plagiarism is not 
		  exists because it is not a “stealing act” if one does it 
		  to one’s self.				  
	 21.	 Some of my students think it is fine to use their 
		  previous work to complete current task without 
		  referencing.				  
	 22.	 My students think that self-plagiarism should not have 
		  the same punishment as the other plagiarism acts.				  
	 23.	 I believe there are students who use some parts of 
		  published works to represent certain topic for their task 
		  when they are not familiar with the topic.				  
	 24.	 My students tend to think that as the paper owner 
		  gives permission, the idea of borrowing paperwork is 
		  acceptable.				  
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Appendix 2. The Interview Guide of Lecturer’s Perception on Students’ Plagiarism

1. Do you feel that you have student who think that non-printed media (sound clip, movie 
clip, pictures, etc.) is not necessary to be put in a reference list?

2. What do you say if your students think that, “borrowing task/homework is not a plagia-
rism act”?

3. What is your opinion to the students who use their old task/homework to finish their 
upcoming task/homework?
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Abstract
Mentoring in pre-service education is a key success factor, because not only 
can it transform the pre-service teacher as the mentee, but also develop the 
mentor teacher professionally. This preliminary study to find the impact of 
individual student mentoring was inspired by the awareness of its potential 
multidimensional impact for teacher professionalism. Two research questions 
guided this study. The first question is to find out the impact of this individual 
student mentoring from the student mentee’s point of view in terms of four 
dimensions, namely: psychological or emotional support, support for setting 
goals and choosing a career, academic support, and a role model. The second 
research question explores how this kind of mentoring developed the mentor 
teacher professionally. Data were collected from the students in the form of 
questionnaire and written reflection, and from the mentor teacher in the form 
of written reflection. Data were analyzed separately to attend to each research 
question. The findings show that the pre-service students experienced the four 
dimensions in their individual mentoring, while the mentor teacher devel-
oped herself professionally in three areas, which were interactional skills, 
self-awareness, and attitude. The implication of the findings is discussed at 
the end.

Keywords: Individual mentoring, teacher professionalism, pre-service teach-
er mentoring

INTRODUCTION

Mentoring: Definitions, characteristics, and value
Mentoring is not new. The term ‘mentoring’ itself is derived from ancient Greek, and refers to 
Odysseus’s counselor and advisor who took care and educated his son, Telemachus (Dutton, 
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2003 and Woodd, 1997 in Campbell et al., 2012). Mee-Lee and Bush (2003) claimed that in the 
Chinese culture, lifelong mentoring is embedded traditionally in the culture and heritage as old 
as Taoism. Jumping to the twentieth and twenty-first centuries, Crisp and Cruz (2009) wrote 
their critical review of the mentoring literature between 1990 and 2007 in response to Jacobi’s 
article in 1991, which specifically reviewed mentoring and the academic success of undergrad-
uate students. Recently, Fullan et al. (2010) explicitly described mentoring as an essential tool 
for professionalism in the new millennium.
There are several definitions of mentoring from different perspectives. Crisp and Cruz (2009) 
reported the results of more than fifty definitions with various scopes and breadth. They found 
that some of the researchers describe mentoring as a certain set of activities conducted by a 
mentor, while some others use the term “concept” or “process” in defining it. Despite the fact 
that researchers have different definitions in accordance with their respective disciplines, it is 
both interesting and necessary to limit the definitions of mentoring in the context of higher ed-
ucation, with which this article is concerned. One broad definition about mentoring in higher 
education is from Brown et al (1999 in Crisp & Cruz, 2009) and Murray (2001 in Crisp & Cruz, 
2009), while the others—a more specific one— is from Blackwell (1989 in Crisp & Cruz, 2009). 
The first definition says that mentoring is an individual relationship between an experienced 
and less experienced person in order that the less experienced can learn or develop specific 
capabilities. The latter defines mentoring as a process by which persons who have higher rank, 
special achievements and prestige instruct, counsel, guide, and facilitate the intellectual and/or 
career development of younger persons in need of encouragement and help. Besides those two, 
another definition is very explicit about mentoring between a teaching faculty member and the 
students—which becomes the working definition for this study. It defines mentoring in higher 
education as a personal and purposeful relationship between a teaching faculty member and a 
student--an undergraduate or graduate—to facilitate the student in setting goals, developing 
skills, and making successful adjustments into academic and professional roles (Moses, 1989 
in Mee-Lee & Bush, 2003). 
These definitions lead to the three characteristics of mentoring that researchers agree, despite 
the unsettled definition about mentoring for college students (Jacobi, 1991 in Crisp & Cruz, 
2009). First, mentoring relationships are focused on the mentee’s growth and accomplishment 
and include several forms of assistance. Second, mentoring covers various kinds of support 
including assistance with professional and career development, role modelling, and psycholog-
ical support. Third, mentoring relationships are personal and reciprocal. 
Meanwhile, Nora & Crisp (2007) enforced four major domains that comprise mentoring. These 
were taken from educational, psychological, and business theoretical perspectives by several 
leading researchers such as Cohen and Galbraith (1995), Kram (1988), Schockett and Har-
ing-Hidore (1985), Levinson et al. (1978), Miller (2002), and Roberts (2000) in Nora’s and 
Crisp’s (2007) work. It is apparent to see the relation between the four domains from Nora and 
Crisp that will be clarified here and the second characteristics of mentoring reviewed by Jacobi 
as mentioned earlier. Those four domains are (1) psychological or emotional support, (2) sup-
port for goal setting and choosing a career, (3) academic support aimed at advancing a student’s 
knowledge required to succeed in their chosen field, and (4) specification of a role model. 
These domains are very helpful to clarify the various definitions of mentoring, as well as to 
provide realistic description of what happens in mentoring processes so as to provide several 
forms of assistance in Jacobi’s review. First, psychological or emotional support can be provid-
ed by active, empathetic and genuine listening; understanding and accepting student’s feelings 
such as fears, distress, or uncertainty; and identifying problems and giving encouragement. In 
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order to provide psychological and moral support, it is important that mentoring is conducted 
in a safe environment as perceived by the student or mentee. Second, to provide support for 
setting goals and choosing a career path, mentoring should include assessment of student’s 
strengths, weaknesses, abilities, and interests as well as identify the needed assistance with set-
ting academic or career goals and decision making. Third, academic subject knowledge support 
aimed at advancing a student’s knowledge refers to helping the student acquire necessary skills 
and knowledge through educating, evaluating, as well as challenging the student academically. 
Lastly, providing a role model includes—on one hand—the mentor’s willingness and capabil-
ity in sharing or self-disclosing past and present life experiences, struggles, and feelings so as 
to personalize and enrich the mentor-student relationship. On the other hand, specification of 
a role model also partly depends on the student’s ability to learn from the mentor’s past and 
present life, achievements and failures.
Furthermore, several additional suggestions from other researchers were also shared by Nora 
and Crisp (2007) on what is required from a mentor to accomplish the second construct: (a) 
in-depth exploration and review of student’s interests, abilities, ideas, and beliefs; (b) stimu-
lation of critical thinking related to the student’s future and developing his/her personal and 
professional potential; (c) a reflective process; (d) requesting detailed information and offering 
specific suggestions concerning the student’s current plans and progress in achieving personal, 
educational, and career goals; (e) a respectful demand of explanations for the student’s specific 
decisions or avoidance of decisions and actions which are relevant to an adult learner; and (f) 
facilitation in realizing the student’s dream. 
While definitions about mentoring vary to some degree, it is evident that the essential value of 
mentoring has been accepted in the literature as well as in practice (Cohen, 1993 in Crisp & 
Cruz, 2009). In the context of higher education, mentoring is claimed to be effective among oth-
ers for student retention and enhanced learning strategy for undergraduate education (Mee-Lee 
& Bush, 2003), in retaining undergraduate students’ persistence in learning and in maintaining 
their high grade point average (Crisp & Cruz, 2009), as well as academic success in general 
(Campbell et al., 2012). Mentoring, furthermore, provides trust, encouragement, nurture, sup-
port, as well as challenges to enable even high achieving students to thrive (Freeman, 1999). 
Mentoring is also connected to leadership as mentoring relationship has the potential to influ-
ence the mentee’s leadership capacity (Campbell et al., 2012). 
In student teacher education, or better stated, in educating pre-service teachers—on which this 
article focuses—mentoring is definitely a very important success factor. It is an essential com-
ponent in improving  pre-service teachers’ competence to deal with academic and social issues 
that they may need to face during their initial college education, as well as to improve their com-
petence in teaching (Matsko et al., 2020; Orland-Barak & Wang, 2020; Richards, 2008; Wexler, 
2019). Mentoring can also have a very influential impact to vocational discernment (Campbell 
et al., 2012; Wexler, 2019), which is very much related to the effectiveness of the curriculum of 
a  pre-service teacher educational institution. In fact, mentoring should be integrated into our 
approach to teaching and professionalism (Fullan et al., 2010) because mentoring relationships 
between mentor teachers and student teachers are highly capable of transforming all the teach-
ers involved (Izadinia, 2015). This latter fact, especially, is very astounding since mentoring 
affects not only the mentees, but also the mentors. If so is the case, mentoring, when applied in 
such a way, is also a strategic means of teacher professional development. 

Teacher professional development
What areas can teachers develop in themselves? How do teachers develop? These two questions 
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are attended to in Freeman’s descriptive model (Foord, 2009). There are four areas that teach-
ers can develop, which are skills, knowledge, awareness, and attitude. Teachers can develop 
themselves in seven different ways, called models, in accordance with who he/she is. The seven 
models are (1) the blank slate or deficit model, in which the teacher learns from instructions; 
(2) the science model, learning from research; (3) the theory-philosophy model, learning from 
ideas; (4) the art-craft model, learning intuitively; (5) reflective teaching model, learning from 
analysing your own teaching; (6) teacher learning as personal construction model, learning as 
an adult using the constructivism perspective from self-monitoring, from being observed, or 
from helping peer teachers; and (7) using role models, learning from an inspirational example. 
This paper takes the position that mentoring can facilitate a mentor teacher to develop his/her 
awareness and attitude towards teaching, learning, the students, themselves, or their culture, as 
Foord (2009) suggested for professional development.
There is another point of view on what works for teacher professional development. When 
teacher professionalism depends on the initiative of the teacher him/herself, one can practice 
what is called independent professionalism (Richards, 2008). In doing so, the teacher engag-
es in reflection and critical review on own views of teaching, values and beliefs; practices 
self-monitoring; analyses critical incidents; changes ideas within teacher support groups; or 
does action research. When this independent professionalism concept and Fullan’s descriptive 
model are compared and contrasted, it is found that Freeman’s blank slate or deficit model does 
not explicitly belong to this independent professionalism concept—except when the learning 
from instruction is initiated by the teacher him/herself. The other teacher professional develop-
ment models above are more aligned with this independent professionalism concept. 
As far as  pre-service teacher education is concerned, mentoring is also viewed as a way to fos-
ter pre-service teacher professional development (Mena et al., 2015). Research shows several 
arguments in this matter that became the inspiration for this study. First, that psychological and 
emotional support in mentoring is important for  pre-service teacher’s professional growth and 
development of positive self-image as future teachers (Orland-Barak & Wang, 2020). Second, 
mentoring is a way of preparing (pre-service) teachers to become effective agents who are not 
only committed to making difference in young people’s lives but also skilled at pedagogical 
and partnership developments so that in turn success with students is made possible when they 
become teachers themselves (Fullan et al., 2010). 

Mentoring in reality
In reality, the implementation of mentoring has often been disappointing (Fullan et al., 2010). 
Research has been reporting the issues that make good mentoring not easy to accomplish, such 
as how to select committed mentors who understand their roles, how to assign which mentors 
to match to which mentees, how formal or informal the mentor-mentee relationship should be, 
how to reward mentors for their contribution, and how to find the time for mentoring (Little, 
1990 in Fullan et al., 2010). Other research (Jacobi, 1991 in Nora & Crisp, 2007) shared how 
colleges and universities implement mentoring in various ways, ranging from providing formal 
training for mentors—which implies that mentoring is taken seriously, to simply providing gen-
eral guidelines for meeting times, locations and frequency of interactions. Another identified 
potential problem is the possible hierarchical relationship between mentor teacher and student, 
especially in a school-based practicum in  pre-service teacher education where the mentor has 
a dual role as a mentor as well as a supervisor (Kuswandono, 2017). Publications about mento-
ring in  pre-service teacher education in Indonesia usually reveal the cases where mentoring to 
students is implemented for the sake of a very specific purpose like completing a certain task, 
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school-based practicum, micro teaching, or teaching practicum (Kuswandono, 2014; Kuswan-
dono, 2017; Perry et al., 2007; Sulistiyo et al., 2017; Timperley, 2001). Therefore, it is inferred 
that mentoring is structurally implemented only for and during a certain period of time. 
This preliminary study is inspired by the awareness of the potential multidimensional impact 
of mentoring for both the mentor and students if mentoring is implemented in such a way on 
more or less permanent basis (Izadinia, 2015; Kuswandono, 2017; Nora & Crisp, 2007; Rich-
ards, 2008; Wexler, 2019). This study argues that individual student mentoring in a pre-service 
teacher education by a mentor teacher can have impact for both involved parties’ teaching pro-
fessionalism. Therefore, two research questions guided this study. The first question is to find 
out the impact of this individual student mentoring from the student’s point of view in terms 
of the four dimensions according to Nora & Crisp (2007), namely: psychological or emotional 
support, support for goal setting and choosing a career, academic support for their successful 
study, and specification of a role model. The second research question explores how this kind 
of mentoring has developed the mentor professionally. 
It is hoped that the findings of this small-scaled study can provide some valuable feedback. 
For an English pre-service teacher education department—such as the one where this study 
is conducted—the findings can be used to review the present policy and process of mentoring 
and direct the future strategic policy of using it for teacher professionalism and comprehensive  
pre-service teacher education by making mentoring an integral part of curriculum and cam-
pus-based program (Fullan et al., 2010; Mee-Lee & Bush, 2003; Richards, 2008). As far as the  
pre-service teachers are concerned, it is hoped that the experience of having individual mento-
ring with a mentor teacher will in turn empower the mentees to become able teachers in their 
profession (Fullan et al., 2010; Mena et al., 2015; Orland-Barak & Wang, 2020; Wexler, 2019).

METHOD

Research design
This study was conducted in an undergraduate English pre-service teacher education depart-
ment of a private university in Indonesia. In the university, a guide book on how to conduct 
mentoring is delivered to every mentor in every department. Every year, a teaching faculty 
member is appointed to be dosen wali, which literally means ‘guardian lecturer’ according to 
Google Translate, but more or less functions as an ‘academic advisor’ (read: a mentor) for max-
imum 20 new students. Mentoring should be conducted regularly—at least 3 times in a semes-
ter (in the beginning, in the mid-semester, and at the end)—until the mentees graduate. During 
the classical meetings, the mentor is mainly expected to check the students’ ability to make a 
decision in taking appropriate courses in the respective semester and their later preparedness 
for mid test and final test. 
An innovation was planned to be studied after a mentor teacher had done around a dozen 
mentoring meetings classically with all 16 mentees as expected by the university guide book. 
Because of the clarity, it is decided to use the four domains of Nora & Crisp (2007) described 
above as reference for this study: the mentor studied this concept before conducting the indi-
vidual mentoring, and a questionnaire was designed to ask the students to identify which of the 
four domains comprised the individual mentoring they experienced. Those four domains are 
(1) psychological or emotional support, (2) support for goal setting and choosing a career, (3) 
academic support for their study, and (4) a role model (Nora & Crisp, 2007). It was intended 
to find out which of the four domains would be among the impact of this individual mentoring 
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between the mentor teacher and student from the student’s perspective, especially when the 
mentor was aware what should comprise the individual mentoring. 
Then, individual mentoring meetings were designed by asking the mentees to sign up in an 
informal meeting schedule with the mentor over lunch. Meal was chosen in order to help create 
a safe environment for them (Nora & Crisp, 2007; Nouwen, 1997). Students in general will 
welcome meal enthusiastically, while it is also true that a meal together is one of the most in-
timate human events that bond the people involved to become family, friends, or community 
(Nouwen, 1997). During or after lunch, the mentor would talk with the mentee casually and 
informally, starting with a simple question like, “What have you been doing lately?” 
After the individual student mentoring, both the mentor and the mentee were asked to write a 
simple reflection in their own convenience without communicating with each other. The prompt 
for the reflection was simply “What is the impact of today’s meeting for me?” The students’ 
written reflections were then studied and coded so as to categorise the findings into four do-
mains as described above as well as to crosscheck the result of the short questionnaire given to 
the students. Meanwhile, the mentor teacher’s written reflections were reviewed separately to 
find out how the individual student mentoring developed her professionally. If deemed neces-
sary, an unstructured interview with the mentor or/and mentee(s) concerned was done to clarify 
as well as confirm the data studied.

Participants and ethical considerations
The participants of this research were 16 (sixteen) student mentees and 1 (one) female teaching 
faculty member as the mentor. They belong to an undergraduate English language pre-service 
teacher education department in a private university in Indonesia. The students were in the fifth 
semester when this study took place, and had already met with the mentor in around twelve 
classical mentoring meetings. The female mentor had taught English in the university for more 
than ten years before being assigned to be a teaching faculty member of the English Language 
Education Department. All the participants willingly participated without any coercion. They 
filled out their consent form and when offered, they preferred to have their anonymity kept 
(Oliver, 2003).

Data analysis
Data were taken from two resources and in two different forms. The first kind of data was in the 
form of short reflections, written by sixteen student mentees and one mentor. The second data 
were the result of the short questionnaire completed by the sixteen mentees. 
The questionnaire result and the student’s reflection were studied and crosschecked to answer 
the first research question. Their written reflections were studied and coded in order to catego-
rise the findings into four domains as described above as well as to crosscheck the result of the 
questionnaire given to the students. The mentor’s reflections were studied to address the second 
research question on how she developed professionally after the individual mentoring with her 
students. 

FINDINGS AND DISCUSSION
The discussion of the findings will be divided into two sections. First, the findings for the first 
research questions will be reported and discussed, then the findings for the second research 
question will follow.
The impact of the individual student mentoring according to the students are shown in Figure 1.
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 Figure 1. Student’s Perspective on the Impact of Individual Mentoring

The finding satisfies the intention to see which of the four domains in Nora’s and Crisp’s (2007) 
study comprise the impact of the individual student mentoring. Most students (15 students or 
93.8% from the population) stated that this kind of mentoring provided psychological and emo-
tional support for them. Half of the population (8 students- 50%) expressed that they gained 
academic subject knowledge support, while some students (6 students-37.5%) thought they 
were given support on goal setting and career paths, and a few (4 students-25%) recognized 
the existence of a role model. The result of the questionnaire, designed in such as way so as 
to allow a student to choose more than one option in completing it, shows that in the students’ 
perspectives the individual mentoring is very fruitful because it can provide multidimensional 
impact. This finding is certainly in line with the result of Nora and Crisp’s study when they used 
the four constructs with 200 mentee participants in a two-year higher education institution in 
the south-central area of the United States in the academic year of 1997. However, there is a 
slight difference between their study and my study in terms of the finding. Their study found out 
that three of the four dimensions comprised the mentoring experiences of the mentees, which 
in sequence were educational/career goal-setting and appraisal, emotional and psychological 
support, and academic subject knowledge support aimed at advancing a student’s knowledge 
relevant to their chosen field. In my study, with less number of mentee participants and different 
research design, all the four dimensions according to the theoretical framework of mentoring 
were acknowledged to be present in the mentoring, including the existence of a role model. The 
three dimensions are the same as their finding, but in different order of importance according 
to my research finding, which in sequence are psychological and emotional support, academic 
subject knowledge support, and goal setting and career paths.
When the result of the questionnaire shown in Figure 1 was crosschecked with the students’ 
reflections, these two data matched. For example, here is an excerpt of a female student’s re-
flection, in which she explained that in her case, psychological support is the only impact that 
she had:
	

After the mentoring, I felt very relieved and helped because I have someone 
who can listen to my problems and support me. (Student V, translated) 

Other students who claimed to get both psychological and academic supports wrote in their 
reflections:
	

I can talk about my concerns. I got some advices for certain things. Having an 
adult to listen to my problem is reassuring. (Student Y)



102 saga, Vol.1(2), Agustus 2020

Mega Wati

From the mentoring process, I got support and encouragement not to give up 
on my study, despite my limitation and the nuisance that I have. (Student P, 
translated)

From the individual mentoring, I felt more relaxed and free to consult about 
my private things. And I got more support from my mentor for my academic 
life and personal matters. (Student L, translated) 

Even though not very many students—around one-third of the population—thought about hav-
ing some support on goal setting and career path, these excerpts illustrate how this kind of 
reinforcement is considered valuable:

From the mentoring session with my mentor, I found more detail about my 
goal. When I told her about my difficulty in this semester she gave me tips 
to overcome it and she supports me in my study and passion. I can get big 
picture about my goal; this is a big benefit. (Student N)

I could share my goal in the future and know things about studying further 
after my undergraduate study. Many things I shared, but the most important is 
that my mentor could help me with suggestions to pursue my graduate study. 
(Student G, translated)

Concerning the existing role model that a mentee can have from a mentoring process, this ex-
cerpt deserves special attention:

I felt re-motivated, re-spirited. I felt like I had a parent who was willing to 
listen in this (city). I become more certain with what I need to do in the near 
future. (Student D, translated, emphasis is mine) 

Even though the mentor never had any plan to position herself as a parent, the fact that this 
particular mentee caught the image of one is the result of perceived role model. Research has 
identified the emergence of a mentor as a wise person, guide, and stand-in parent in the men-
tee’s growth and development (Bierema et al., 2002). Also undeniably true is the underlying 
fact that it is possible that the mentor had subconsciously perceived mentoring relationship as 
parenting (Izadinia, 2015).
Further review of the mentee students’ reflections, moreover, has resulted in two other findings 
beyond the purpose of this study, which cannot be ignored because of their significance. The 
first came from—among others— this student who implied that the mentoring process was re-
ciprocal, and thus confirms what Jacobi (1991 in Crisp & Cruz, 2009) characterizing mentoring 
as personal and reciprocal:

It’s a beautiful chance to share and learn. I’d like to share something like 
this and hearing an encouraging response from someone else is just beautiful. 
I feel mentally a bit relief and I got an informative sharing as well. (Student 
R, emphasis is mine)
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The other was apparent from this student’s excerpt, which implied the importance of time and 
process in—especially—individual mentoring:
	

I would say that it wasn’t an instant event that happened in 2-3 hours but it 
was a long process of mentoring. I was more motivated to learn how to un-
derstand myself and other people around me through the individual sharing. 
(Student N, partly translated, emphasis is mine.)

From the mentee’s clarification and the mentor’s additional information, it turned out that she 
had also done individual mentoring with several mentee students on necessity basis, from the 
perspectives of either the mentee or the mentor who would then initiate the contact. This ‘per-
sonal chat’—in the mentor’s term—through WhatsApp took place outside the regular classical 
mentoring, and was not considered mentoring by the mentor until this was mentioned by one 
of the student participants in her reflection. Therefore, it was ecstatic and hopeful to find out 
from this mentee student that this kind of personal and individual contact through the medium 
of technology was counted as fruitful and impactful mentoring process too. 
In fact, Bierema et al. (2002) have observed the phenomenon of what they identified as E-men-
toring, the definition of which is a mutually beneficial mentor-mentee relationship mediated by 
computer technology, which provides learning, advising, encouraging, promoting, and model-
ling. This E-mentoring is often without boundary, egalitarian, and qualitatively different than 
traditional face-to-face mentoring. They further exemplified computer-mediated communica-
tion as communication facilitated by the medium of technology such as email, chat groups, and 
computer conferencing. This finding of the potential E-mentoring is very essential in tackling 
one of the problems in implementing good mentoring discussed earlier: finding time for indi-
vidual mentoring (Bierema et al., 2002; Little, 1990 in Fullan et al., 2010). If the definition of 
mentoring is expanded by including this newly proposed E-mentoring definition, it is possible 
to maintain the implementation of good mentoring, which requires frequent and regular inter-
actions between the mentor and the mentee. At least, this is what the surprising finding of this 
study suggests. 

How the mentor is developed professionally 
In this study, it is found that individual student mentoring has developed the mentor in a simi-
lar way to the one stated by Fullan et al., (2010) that while a mentee benefits greatly from the 
mentor, a mentor also learns from their mentee such things as developing new insights into their 
own teaching, building new relationships, and gaining a renewed enthusiasm and commitment 
to their profession. First, she reflected that she developed her interactional skills, especially in 
her ability to be engaged in mentoring conversations that are likely to promote the mentee’s 
personal and professional development (Timperley, 2001). Second, she developed new insights 
about each of the student mentees, which in turn renewed her enthusiasm in living her vocation. 
Each will be discussed further.
First, it is interesting to remember that teaching is an interpersonal, emotional, and social pro-
fession (Hudson, 2010). This individual student mentoring was regarded by the mentor to have 
developed her skills in developing such personal interactions which are free from the urge to 
teach and judge. As stated earlier, active, empathetic, and genuine listening is the requirement 
to provide psychological or emotional support in mentoring (Nora & Crisp, 2007). So are un-
derstanding and accepting student’s feeling, identifying problems and giving encouragement. 
This is what she thought the developed skills in her. In an unstructured interview to further re-
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view her written reflections, the mentor admitted that these acts were actually the most difficult 
for her: 

For me, who have been a teacher and parent for quite a long time, and who 
have done classical mentoring for around twelve times, to listen and ac-
cept whatever feelings they share without interrupting them to say “You are 
wrong” requires a lot of discipline. The urgency to speak more, to teach and 
give advice is probably rooted in my life as an educator. So when I found 
that they thought they received psychological support during mentoring I was 
very glad. I won over myself!

She further shared her critical self-monitoring (Foord, 2009) upon how much giving sugges-
tions she did in the mentoring, which she had regretted: she found from her end-of-mentoring 
reflections that she gave suggestions or advice to six student mentees (37.5%).
Second, as she rechecked the reflections she wrote right after each individual mentoring, the 
mentor realised that the direct impact for her was a paradigm shift about the student mentees. 
Some excerpts from her end-of-mentoring reflections illustrate this. 

Even though I thought he was an introvert, he talked a lot with me... (The 5th 
reflection)

How could she survive this kind of abuse and still become intact? (The 12th 
reflection)

I never would have thought that she had a dream to continue her study! (The 
16th reflection)

She knew a lot more things about and from the student mentees—something that she had never 
experienced before in teaching this group of students in several classes nor in previous classical 
mentoring—so that she suddenly saw a different person in each of her mentees: she discovered 
many virtues that made her appreciate the person more. She noticed how they know what they 
like doing and therefore have gained practical as well as deep knowledge in those things; they 
have the ability to analyse their own successes and failures and learn from them as well; they 
are compassionate to their family and friends; they actually work hard in their life because they 
have a part-time job while they are studying; they have some traumatic experience in their child-
hood, the effect of which they can identify and attempt to manage up to the present; and they 
have a dream for their future. This finding is deemed valuable by the mentor teacher because 
learning about the student mentees softened her heart and humbled her. As a teacher or a teach-
ing faculty member, she realized that subconsciously she had put herself in a higher position 
than the student’s in terms of academic achievement as well as of life experience (Kuswandono, 
2017). When she talked heart to heart with an individual student in this non-classical mentoring, 
however, she was humbled to admit that she “learned a lot from this younger, less academically 
abled, and inexperienced person”. From this realization, she felt that her enthusiasm in fulfilling 
her vocation as a teacher was renewed and confirmed.
The finding is in line with the concept of Freeman’s descriptive model (Foord, 2009), which 
identified the four areas teachers can develop professionally. The mentor teacher in this study 
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has developed three of the four possible areas: her skills, awareness, and attitude. She could 
share that she developed her interactional skills, she showed some awareness about herself, and 
she developed her attitude toward herself, her mentees, and her vocation as a teacher. Moreover, 
had she been more gentle with herself, she would have also admitted that she developed her 
knowledge too about some principles of mentoring. All in all, this study confirmed that individ-
ual student mentoring can have the impact for teacher professionalism, especially independent 
professionalism (Richards, 2008) in which the mentor herself as a teacher has been engaged in 
(1) reflection and critical review on her own values and beliefs; and (2) practices self-monitor-
ing.

CONCLUSION
To conclude, this study has confirmed what is believed about individual student mentoring in 
English pre-service teacher education: that individual mentoring is impactful for teacher pro-
fessionalism. The findings of this particular study—which are not supposed to be generalized—
show that through individual mentoring in a safe environment,  pre-service teachers received 
psychological and emotional support, academic support, support for goal setting and choosing 
a career, and a role model. These supports and role model are important for pre-service teach-
ers’ personal and professional growth that make success with their future students possible. 
Moreover, the mentor teacher reflected that she also developed independent professionalism 
in three of the four possible areas, which were interactional skills, awareness, and attitude. An 
unexpected finding also suggested that the use of technology in mentoring, or in another word: 
E-mentoring, is fruitful in making sure the existence of absolute interactions and process for 
effective mentoring. Considering the value of individual mentoring in pre-service education 
as suggested by this study, it is recommended that the existing policy and implementation of 
mentoring in an English pre-service teacher education is reviewed and enhanced for the sake 
of teacher professional development for both parties involved. It is also realized, however, that 
this recommendation certainly invites a more thorough study.
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Abstract
The 21st century skills include collaboration and teamwork, creativity and 
imagination, critical thinking, and problem solving. In writing classes col-
laborative brainstorming is one of many activities that can be conducted by 
teachers to help students develop their 21st century skills. It is because col-
laborative brainstorming makes students think critically and creatively, work 
better in groups, and solve problems collaboratively. This study investigated 
students’ perceptions on the use of collaborative brainstorming in an aca-
demic writing class and its effectiveness in the students’ eyes in writing. The 
participants of this study were thirty-three English Language Education Pro-
gram (ELEP) students who were taking Academic Writing class. The data 
were analyzed qualitatively, supported by open ended questionnaires and 
semi-structured interviews. The results of the data analysis exposed to prove 
that collaborative brainstorming helps students in academic writing projects. 
Finally, this study indicates the importance of classroom interaction during 
classroom learning activities. This study also suggests a strategy to overcome 
students’ minor participation during group discussions.

Keywords: collaborative brainstorming, idea generation, idea stimulation, 
initiator

INTRODUCTION
Brainstorming is a creative thinking activity as an attempt to get ideas before creating some-
thing as the product (Ning-Fang, 2013). This creative activity uses many methods in terms of 
getting ideas such as mind-mapping, noting, outlining and many others. However, finding ideas 
for a paper is not always easy as ever imagined. Some students need baits in order to pick an 
idea in their work. Therefore, I believe sources that have rich information such as journals, 
books, and experiences are likely to help them to get inspiration in writing an essay. Group 
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discussions also tend to be helpful for some students because their peers’ comments may lead 
them to an idea to develop the paper. 
In Monguea’s and Morr’s (1999) study, Osborn stated about rivalry in the group discussion that 
may stimulate the creative thinking activity. He added that the friendly rivalry is important to 
increase the motivation in creating ideas. It is called rivalry because the activity involves cri-
tiques and comments in order to make the productivity of the discussion work better. Although 
it involves rivalry among the students, the activity should be conducive in order to avoid anx-
iety and increase the relaxed circumstances instead. The other thing that should be considered 
in the activity is that group brainstorming contains free-wheeling ideas. It means that everyone 
can bring anything related to the main topic to the group discussion. There will be plenty of 
ideas in the discussion because the ideas come from more than one student. The advantages are, 
for the group, they can sort the ideas and pick the best topic, and for each member, the com-
ments during brainstorming sessions can stimulate them to think broader to get more ideas for 
their projects.
Despite plenty of statements that support the idea of collaborative brainstorming, the activity, 
I believe, is not always supportive for some types of students. Students are different from one 
to another, so teachers cannot generalize that all students can get the benefits of idea genera-
tion through collaborative brainstorming. This research was an attempt to get students’ opinion 
about the benefit of collaborative brainstorming in an Academic Writing class. 
The objective of the research was to investigate the effectiveness of conducting collaborative 
brainstorming in an Academic Writing class. This study was aimed to give an insight to the 
teachers about students’ perception toward teachers’ certain approaches in the class, which is 
building students essay’s brainstorm in a group discussion. The result of the effectiveness of 
collaborative brainstorming will likely to change the way teachers provide a platform for stu-
dents to get ideas, especially in their Academic Writing classes. Therefore, this study addressed 
these questions 1) what are the students’ perceptions toward the effectiveness of collaborative 
brainstorming in their Academic Writing class, and 2) what are the negative sides of collabora-
tive brainstorming in Academic Writing class.

Brainstorming
According to Jossey-Bass and Pfeiffer (1998), Osborn firstly invented brainstorming activity 
in 1938 and applied it in the company that he headed. He called it “organized ideation” and the 
participants referred to their attempts to using brain in order to storm the problem. That is why 
the “organized ideation” is called brainstorm. Brainstorming is a creative technique of a group 
of people or individual person to generate ideas to find the solution of problems. Therefore, 
brainstorming in academic matters is a creative activity as an attempt to find ideas that students 
do to produce essays, crafts and many others for their projects. 

Collaborative brainstorming
A recent talk in the faculty conference of a private university in Central Java, Newton (2018) 
discussed the 21st century teaching style. Most of the time, he talked about interactive learning 
environments that should be built by the teacher in the classroom. Collaborative brainstorming 
can be one of the activities that support the idea of 21st century skills. A study from Jossey-Bass 
and Pfeiffer (1998) mentioned Addams’ four requirements in idea generation in collaborative 
brainstorming. According to him, there are four essential criteria to brainstorming sessions. 
Firstly, there is no criticism, evaluation, judgment, or defense of ideas. Critiques that are deliv-
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ered in a negative way may lead to uncomfortable situations in the brainstorming session, and it 
may cause members to be reluctant to be active in the group brainstorming activity. The second 
is free-wheeling and free association is encouraged. The wilder the idea is, the better solution 
it will be. Brainstorming essentially looks for a solution, and wild ideas may lead to creative 
inputs. The third criterion is quantity is more desired than quality. The amount of ideas takes 
an important part in collaborative brainstorming. It is because every member can give inputs 
toward the group discussion, and the plenty of ideas provide choices for the group to choose 
the best idea to pick for the group’s project. The last one is building on ideas is encouraged. 
Critiques and negative comments are not allowed in the discussion, but positive comments and 
advice toward the member’s idea are helpful and it is a part of the creative process in order to 
find the best idea.
Collaborative brainstorming helps students who are lower achievers to understand the material. 
I believe it is because students with high grade point average (GPA) tend to be quick in under-
standing the materials. They can be the ones in the group who initiate the discussion and come 
up with insights and ideas. Nevertheless, the students who are lower achievers can also be the 
ones with ideas although they might need a bait. The way of the brainstorming towards a topic 
stimulates students of lower achievers to have a part in the discussion. Collaborative writing is 
not always stimulating for every student to be enthusiastic in the group work (Paulus, 2002). 
However, students are different from one to another, so teachers cannot generalize that all stu-
dents can get benefit in the group discussion. In this study, the students who worked better in-
dividually were likely the initiators of the group discussion, which means they helped students 
who were lower achievers in the group. They gave advice or inputs to the other members of the 
group. 

The negative sides of collaborative brainstorming
Despite all the positive ideas of brainstorming, a study by Goldenberg and Wiley (2010) revealed 
that there are several factors which made collaborative brainstorming may lead to failures in 
finding ideas. One of the factors is the fear of negative evaluation. The productivity of the col-
laborative brainstorming session will likely decrease when members of the group are concerned 
about the other members’ reaction toward their ideas (Schiavo, Mencarini, & Zancanaro 2016). 
The second barrier in collaborative brainstorming is being interrupted when reporting the ideas. 
This matter is called production blocking (Schiavo et al., 2016), when members forget about 
their ideas before they express them or are distracted because they are listening to others. The 
other obstacle of collaborative brainstorming is cognitive inertia (Reinig & Briggs, 2008). It 
happens when people get stuck with a limited idea during the ideation or brainstorming. This is 
likely to block the production of a creative thinking activity, and it may cause the ideation fails.

Academic writing
Academic Writing is a course that plays an essential role in English language education pro-
gram. The course requires students to think critically in order to find an intriguing issue as the 
topic of their writing. Academic Writing is a course that is familiar with writing processes. That 
is why the students should be familiar with the fundamental things in the writing processes such 
as formality, objectivity, and complexity in order to use the language precisely and accurately 
(Abdulkareem, 2013). Academic writing is also the development indicator of students’ learning 
during their college life. That is why teachers need to encourage students’ positive attitudes 
towards the basic factors in academic writing. 
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Academic Writing Classes in a private university in Central Java also require students to be 
familiar in formality in writing essays. These classes sharpen students’ writing skills by helping 
them in making paragraphs containing academic issues in a formal way. 

Collaborative brainstorming in academic writing at ELE program in a private university 
in Central Java
Usually, Academic Writing projects are individual works, and it ends with an individual final 
essay. There are only a few projects that need group discussions. However, the collaborative 
brainstorming session seems to be helpful for students who need baits in order to pick the best 
ideas that fit into their main topic in Academic Writing projects. As mentioned in the previous 
paragraphs, collaborative brainstorming helps students to stimulate their creative thinking ca-
pacity considering that there will be plenty of ideas that are expressed by each group member. 
Osborn, in Goldenberg’s (2010) research, stated that the group brainstorming session is effec-
tive as a supplement of individual works.

METHOD

The context of the study 
This research was conducted at the English Language Education Program (ELEP), Faculty of 
Language and Arts (FLA), of a private university in Central Java, focusing on the English Lan-
guage Education Program using the qualitative approach. The students who took the Academic 
Writing classes were expected to be able to answer questions based on their experiences in 
finding ideas in the classes. This research analyzed cognitive processes during students’ brain-
storming sessions.

Participants
The participants of this study were from two classes (Class A and B) out of the five Academic 
Writing classes. The participants were mostly students in the 2016 batch. Before filling the 
questionnaires, the participants were asked to fill in the consent form to ask for their permission 
and willingness to be the participants of the study. In class A, 20 responses were derived from 
the questionnaires that were given to the students. In class B, 13 responses were derived. The 
total number of responses was 33. Therefore, it was considered as enough for this study. 

Data collection instruments
The data were collected using semi-structured interviews and questionnaires, the questions giv-
en were the same for each student. The interview allowed flexibility to elicit certain questions 
that were not relevant for some interviewees. Students were given the questionnaires first in or-
der to check students’ opinions in general. There were six questions to ask students’ perceptions 
on collaborative works in Academic Writing Class. Then the worth digging deeper answers 
were selected. 

Data analysis procedures
After the data from questionnaires were collected, the answers were grouped into three based 
on students’ responses which were pros, cons, and abstain. Then students with answers from 
questionnaires that were worth digging deeper through the interview were selected. There were 
two students who participated as the interviewees in this study.  Their answers in the interview 
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were coded based on similar categories and then discussed based on the theories that support 
the findings.

FINDINGS AND DISCUSSION
In the third semester, Academic Writing’s students in a private university in Central Java con-
ducted group projects. It was quite intriguing to see how group work helped students in aca-
demic writing. I tried to dig this issue deeper through questionnaires and interviews to students 
to see their perspectives. The findings include the students’ points of view of the use of collabo-
rative brainstorming in order to write an essay in Academic Writing classes during this semester 
and their strategy dealing with various learning styles as the two main points of this research.

Students’ perceptions toward collaborative learning
It was essential to know whether the students liked to work collaboratively or not before I dug 
deeper to the other section of the effectiveness of Collaborative Brainstorming. This question 
was asked to know how effective collaborative brainstorming was for them. The results are 
various, but most students agreed with collaborative brainstorming when they were working on 
writing projects, and some of them did not. It is because students have different learning styles, 
needs and interests in learning English (Yilmaz-Soylu & Akkoyunlu, 2009). As the result of 
this study, there were three types of students’ perceptions towards collaborative brainstorming 
in Academic Writing classes. The first one is students agreed that Collaborative Brainstorming 
helped them in their Academic Writing class especially when they were about to do group proj-
ects. The second perception is students thought that collaborative brainstorming was not effec-
tive to help them in the Academic Writing course. The third is students thought that there were 
possibilities that Collaborative Brainstorming might be helpful or not. They think that certain 
conditions might block the idea production during brainstorming sessions. Table 1 shows the 
percentage of students’ perception of Collaborative Brainstorming.

Table 1. Academic Writing Students’ Perceptions toward Collaborative Brainstorming

Students’ perception	 Participants 	 Percentage 
#1	 22	 67 %
Collaborative Brainstorming is really helpful	
#2	 6	 18 %
Collaborative Brainstorming caused confusion and is not 
effective for Academic Writing tasks	
#3	 5	 15 %
Collaborative is effective in some conditions and can be 
ineffective too.	
Total	 33	 100

The positive sides of collaborative brainstorming
As mentioned earlier in this paper, collaborative brainstorming can bring positive impacts as 
the other members can stimulate students to think broader. A question asking about other mem-
bers’ contribution was asked, specifically about how their comments helped the students to 
think creatively that made collaborative brainstorming more effective. The result is, from the 
total of 33 respondents, there were 26 students who agreed with the effectiveness of collabora-
tive brainstorming and four against the idea of the effectiveness of collaborative brainstorming. 
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It means that 86% of Academic Writing students agreed that collaborative brainstorming was 
helpful for them.

Better comprehension and skills improvement
Most of the students believed that working with peers might help them in mastering the mate-
rials that made it easier for them to get an idea in idea generation. In the interview session, Stu-
dent A said that collaborative brainstorming helped her to improve her speaking skill, writing 
skill and reading skill. The same perspective was expressed by Student K.

Excerpt 1:
“Collaborative works help students to learn better with friends because some-
times friends’ explanations are simpler than teachers’”. (Student K’s Opinion, 
July 9, 2018)

Student K also said that if there was someone who was clever in the group, it helped a lot since 
the other students’ comprehension got enhanced. This was supported by Student K’s statement.

Excerpt 2:
“So, in my group, every member is really active to speak up their mind and 
we often use English during our brainstorming session. For me, this is really 
helpful to enhance our speaking skill, because some of the members of the 
group have a good proficiency in speaking in English. Our writing skill also 
gets improved because when we find difficulties in our homework our friends 
tend to help us in finding a solution for our individual projects.” (Student K’s 
Opinion, July 9, 2018)

Student K’s statement shows that collaborative brainstorming sessions were not only benefi-
cial for the group projects, but also for each member individually. It was not only helpful for 
the idea generation but also helped the improvement of the skills in English such as speaking, 
writing, reading and listening. 

Producing more ideas
In the questionnaire, the effectiveness of collaborative brainstorming in Academic Writing 
classes was also questioned. Student A answered, “Collaborative Brainstorming in Academic 
Writing is effective if the members actively involved into the discussion because it can produce 
more ideas and makes the work easier.” According to student A’s statement, collaborative brain-
storming was an effective way to help students to get more ideas in Academic Writing projects.

Stimulating critical thinking	
Student N also thought that collaborative brainstorming was helpful for his individual projects. 
In the group discussion, her friends often stimulated her to think broader about the topic, so it 
helped her to find a better idea for the projects. Hearing others’ ideas should allow group mem-
bers to explore new categories that otherwise might have not been explored...piggybacking 
might occur where one builds ideas off another group members’ ideas (Kohn & Smith, 2010).  
The following is Student N’s statement.
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Excerpt 3:
“My friends’ comments are really helpful for me. It is because sometimes 
their comments help me think broader especially from other perspectives 
about certain ideas. So that the discussion will be more active than if I do it 
myself.” (Student N’s Opinion, July 9, 2018)

However, when asked about stimulating students’ critical thinking, Student K said that he was a 
passive group member that he preferred to be quiet and listened to others while he was prepar-
ing his idea that might support the collaborative brainstorming session. Although he said that 
his ideas were not always picked into the main topic, at least it made the discussion more active 
than if he kept quiet during the brainstorming session. He pointed out about being an initiator in 
a group discussion, and his statements clearly said that he was not an initiator of a group work. 
This answer represents the most answers in the interviews and questionnaires. 

The negative sides of collaborative brainstorming
Although the majority of the participants of the study agreed with the effectiveness of Collabo-
rative Brainstorming in Academic Writing class in ELEP, of a private university in Central Java, 
the fact that collaborative brainstorming has negative sides is still undeniable. For example, stu-
dent J said that collaborative brainstorming was not easy to do because she thought that to share 
ideas and build a topic was not applicable. She added that working with peers to combine one’s 
idea to another was tiring. It is because sometimes each student has different perspectives to-
ward the materials, and it may cause misunderstanding during the group work. She added more 
about it that sharing ideas once made her group confused on how they developed their ideas into 
a paragraph.  Moreover, if there were group members who were passive in the group discussion, 
it may lead the discussion to nowhere, which means the group may ‘suffer’ from lacking ideas. 
The theory of Schiavo et al. (2016) says about the conditions of a group that may lead the group 
into production blocking or lack of ideas during the brainstorming session. In his research he 
said that a group of people who do not know well might in fact encounter a number of cooper-
ation barriers (Schiavo et al., 2016).  The other factor that is considered as the negative side of 
Collaborative Brainstorming is that students have different learning styles. There are students 
who work better individually in their academic project. This might be a problem when the stu-
dents who work better individually cannot mingle with other students. By means they tend to be 
strict with their ideas, and it makes them tend to force their idea to be used in the group works. 
This issue is supported by Student E’s comment.

Excerpt 4:
“My friend is really good in English. He is always giving good ideas during 
our group work. But he rarely listens to our opinions toward an issue. He al-
ways revises the group work into his own version” (Student E’s Opinion on 
an Interview, July 13, 2018)

Overcoming passive group members 
Paulus (2002) in his research mentioned that although brainstorming methods are effective, 
the level of enthusiasm of each student cannot be justified. As mentioned before, there are re-
sponses of the students who are against the collaborative brainstorming showing that although 
the numbers of the students who agree with the effectiveness of collaborative brainstorming is 
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bigger than the students who are against the idea, there is still a problem inside the collaborative 
brainstorming method.
In the interview, Student J said that the other members who were passive during a brainstorm-
ing session might cause a production block, and it made other members that used to be active 
became reluctant to speak up their mind. That is why a group needs an initiator to help the other 
members become active during the discussion. In this situation an initiator can be a moderator 
in a discussion. Initiators serve as discussion leaders who are responsible not only for guiding 
the participants through the discussion, but also for looking after the group dynamics to ensure 
all participants join in the discussion (Wong, 2008). It means that an initiator leads the way 
where the discussion flows, especially when the idea gets too broad. In the course of encour-
aging someone to voice his opinion, the moderator must do so without making the individual 
uneasy and having the other participants realize that one of their peers has been singled out and 
placed in an uncomfortable position (Folch-Lyon; Trost, 2015). An initiator can be the one who 
opens the discussion, so it means that an initiator comes up to the discussion with an idea. The 
group leader takes an approach to motivate members through an inspiring vision enhance group 
creativity and stimulate other members to contribute ideas to the group (De Dreu, Nijstad & van 
Knippenberg, 2015).
There were several thoughts about the initiator in a group discussion based on the results of the 
questionnaires and interview. The results were also various since there were different perspec-
tives amongst students. Student Y said that the initiator could be helpful especially if the other 
members were reluctant to speak up their mind. So, the initiator is the one who opens their mind 
and starts the discussion with an idea. Student D said that the one who became dominant in a 
group discussion could lead the group to reach the goal if the other members were cooperative. 
However, there were plenty of responses against the use of initiators in a group. It is because 
sometimes the initiator tended to be dominating the group that made other members unwilling 
to be cooperative during the group discussion. The following is Student K’s response.

Excerpt 5:
“There is a student in my group who is really good in English. He is really 
smart and creative, but it gets a bit disturbing when he dominates the discus-
sion. We actually want to contribute for our group, but when our idea was not 
fit with his perspective, he will never use it. Once he ever revises our work 
and makes it to his version, which is better than ours, we admit, but I feel 
uneasy that he always works “alone”.” (Student K’s Opinion on an Interview, 
July 13, 2018)

Folch-Lyon and Trost (2015) in their research discussed a lot of group discussion. They said 
that a group can find difficulties if there are members that contribute too little or being too dom-
inating during group sessions. They added that the leader of the group should be responsive 
during the discussion to avoid an uncomfortable situation that might lead to production block.
Kohn and Smith (2010) stated that group members who tend to be passive may cause pro-
ductivity deficit. They said group members who worry that their contributions are evaluated 
might feel apprehensive about volunteering wild ideas, thus lowering productivity. Responding 
to passive students’ issue, Schiavo et al. (2016) mentioned the use of facilitator (or initiator) 
during brainstorming session to increase the groups’ motivation to ensure that all team members 
contribute, giving everyone a chance to participate in the discussion. The following is Student 
S’ response.
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Excerpt 6:
“Almost every group has members who are passive during the brainstorming 
sessions, and I think the one who becomes the initiator in a group can be re-
ally helpful since they may inspire the passive students to participate more in 
a discussion.” (Student S’ Opinion, July 9, 2018)

Student M also had the same perspective with Student S about the role of initiator in the Col-
laborative Brainstorming session, as stated below.

Excerpt 7:
“The one who becomes initiator does help the discussion, he or she takes a big 
role in a group since they can inspire others when they are lacking of ideas.” 
(Student S’ Opinion, July 9, 2018)

From these findings, students believed that collaborative brainstorming worked better with an 
initiator who could lead the discussion and created ideas which might inspire other members to 
think of other ideas related to the topic.  Not only generating ideas, initiators also took a big role 
in leading the discussion in order to make sure that all members got involved into the discussion 
because some students who were considered as the passive ones needed to be approached in 
order to encourage them during the brainstorming sessions. 

CONCLUSION
Based on the collected data, it was proven that some students believed that collaborative brain-
storming could help them in a better lesson comprehension, producing more ideas, and stimulat-
ing critical thinking. This was supported by the students’ comments on the questionnaires based 
on their experiences in group ideation. As mentioned before, 67% of the students agreed that 
collaborative brainstorming was effective for them. The second reaction was students’ negative 
comments about how collaborative brainstorming conducted in their Academic Writing classes. 
They said students’ different learning styles might cause production block since it might cause 
misunderstanding among the members of the group.
From the respondents’ comments on the questionnaire and interviews, a way to overcome the 
negative sides of brainstorming appeared, that was to provide an initiator for each group. There-
fore, initiators function as the leaders of the groups to lead the discussions as what a moderator 
does, but the initiators work more actively because they are involved in the discussions during 
brainstorming sessions. Initiators also work as the ones who come up with an idea to avoid idea 
lacking. They provide an issue to discuss or make a statement that may stimulate other members 
to think broader. Not every student, in this study, could be an initiator that is why the teacher 
should take an action to involve in the discussions in order to facilitate the students on how they 
brainstorm a topic. Here, a teacher can be an initiator too. The point is that teachers avoid being 
the center of learning activity, instead, teachers can make an active interaction in the classroom 
and make sure that every student participates actively.
Future researches can do similar research on collaborative brainstorming for different writ-
ing classes, like Creative Writing, Procedural Writing, or Narrative Writing. More participants 
should be asked as the respondents of the research, so that better and more general results can 
be derived from this field.
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Abstract
The language used in advertisements can reflect social and cultural perspec-
tives. Specific words and sentences used by a cosmetic company can attract 
consumers to buy and consume a product. The language can also change peo-
ple’s perspective about life and the way they experience it. Cosmetic products 
have changed women’s perspective toward the standard of beauty. The beau-
ty standard is submitted through the persuasive language and the display of 
beautiful models in the advertisements. It is a common issue that the concept 
of being a beautiful woman is to have white and glowing skin. Because of 
this, women buy and use many whitening products to beautify themselves. 
The language of advertisement ‘colonizes’ women and kills the concept of a 
woman’s nature. It subordinates some women who keep their natural looks 
by not using any whitening products. However, women should be aware of 
this problem and not be affected by the language of advertisement so that they 
can accept themselves for who they are. Feminist critical discourse analysis 
helps this research to analyze and criticize the beauty standard that has been 
imposed on women through the language. In the end, women’s awareness is 
needed to resist the beauty standard as a gender stereotype constructed by 
society.

Keywords: Feminist critical discourse analysis, the language of advertise-
ment, whitening cosmetic product

INTRODUCTION
Language does not only function as the media of information, but it can allow people to do 
things (Gee, 2011). It persuades people and changes their perspective about something. As it is 
in whitening cosmetic product advertisements, the persuasive words strongly influence women 
to change their appearance to look more beautiful. Women have become so occupied beautify-
ing themselves. They become a target for the cosmetic market that ‘creates’ beautiful women 
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with a certain standard: to have white and glowing skin. A lot of whitening cosmetic product 
industries are growing fast around the world. They become bigger and bigger with the help of 
mass media, especially through advertisements. In Indonesia, the cosmetic advertisements usu-
ally show attractive models and words that are persuasive to women. Indonesian women gener-
ally want to have white skin like western people. Colonialization has changed the Indonesians’ 
way of thinking. They think that white people are better than Indonesians. Their skin, eyes and 
hair color are perceived to be much more beautiful than Indonesians. Therefore, today women 
want to have a perfect look: to have white skin, blonde hair, and blue eyes.
Feminist critical discourse analysis (CDA), as can be seen from its political perspective on gen-
der, involves the critique of the interrelationship of gender, power, and ideology in discourse 
(Lazar, 2005). According to Fairclough (2003), discourse is part of social action because it con-
sists of writing and speaking which reflect both acting and interacting. It implies that words can 
become media of interaction between the actor and the target, that is, between companies and 
consumers. Words which are presented in writing can inform things and also persuade people. 
In whitening cosmetic product advertisements, the persuasive language used by the companies 
marginalizes and puts gender stereotype on women, indoctrinating the idea that women have to 
be pretty. Thus, feminist CDA seeks to criticize the power of language as the reflection of social 
oppression toward women’s natural looks.
In advertisements, there is a problem-solution relation indicated in the sentences (Fairclough, 
2003). The text deals with customers’ problems first, including their needs and desire, before 
providing a solution through the products offered. The text is also rich in meaning. It does not 
only contain letters but also semiotic modalities, such as visual images, layouts, gestures, and 
sounds (Lazar, 2005). There will be different strategic and communicative actions used by the 
advertisement companies to attract consumers’ attention. The authors have the authority to 
create stories and to present women as either the subject or the object of oppression. So, the au-
thors, or the cosmetic companies, make use of the female language. It uses some words related 
to women’s beauty to attract their attention. It is as if the language used by those companies is 
women’s voice that speaks to other persons of the same gender, so that they can be influenced 
through its persuasion.
Meanwhile, it is reflected from the language of advertisement that a woman’s body is not seen 
as a natural entity, but as a social construction (Davis et al., 2006). A problem arises when a 
woman is forced to have a good physical appearance rather than rational thought and skill. Be-
cause of social construction, women try to improve their looks to get social approval through 
medical interventions. Medical treatments, such as the use of whitening cosmetic products, help 
women to be a perfect figure in society.
However, women have different types of body maintenance. Since westernization gained dom-
inance, body maintenance has seemed to be universal. The use of cosmetics, hair removal, 
and hairstyling, for instance, have become a daily activity for western women, and it becomes 
unacceptable if they do not do it (Davis et al., 2006). This condition creates a stigma that wom-
en must have perfect body appearances. They should keep their physical appearances. Being 
hairy for women is even seen as being lazy, dirty and unattractive. Through feminist critical 
discourse analysis, men’s privilege can be resisted. Critical discourse analysis then becomes a 
part of an emancipatory critical social science to achieve social order through a critique of dis-
course (Lazar, 2005). It is to resist the disempowerment of women in discourse. Lazar (2005) 
also explains that the focus of feminist CDA is on how gender ideology and gendered relations 
of power are (re)produced, negotiated and contested in representations of social practices, in 
social relationships between people, and people’s social and personal identities in texts and talk. 
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So, text analysis can reveal the marginalization of women’s natural looks. It presents how the 
patriarchy or society still dominates women through the role of language.

METHODS

Research Design
This research applies a descriptive qualitative method to explore and describe the use of persua-
sive language and display in whitening cosmetic product advertisements. The analysis of this 
research shows the discussion of the social problem, which is the use of persuasive language 
in constructing the beauty standard for women. To support the analysis, the writer uses a socio-
logical approach. According to Saukko (2003) the function of the sociological approach is to 
clarify the empowering and disempowering aspects of discourses both from personal as well as 
social points of view. It helps the writer analyze the social phenomenon, namely the influence 
of whitening cosmetic product’s language for women’s beauty standards.

Data collection
The researcher looked for three famous whitening cosmetic product advertisements from the 
internet (POND’S, GARNIER, and L’OREAL) that use good persuasive words for beauty and 
show a flawless-skinned woman as their model. The researcher chose those western brands 
to show how the companies set the beauty standard based on western standards and hired the 
flawless-skinned Asian models and actresses to be their brand ambassadors for their products 
and to prove the effectiveness of the products for Asians’ skin type.

Data analysis
Feminist critical discourse analysis (CDA) was utilized to analyze the disempowerment of 
women through the discourse. In the beginning, the researcher reconstructed the background 
and impact of language use in whitening cosmetic products. Secondly, the problem was identi-
fied, and the research question was formulated. Later, the writer identified the theory that was 
used for analyzing the data, namely feminist CDA. 

FINDINGS AND DISCUSSION

Feminist critical discourse analysis to the language use and display in whitening cosmetic 
product advertisements 
This research focused on the analysis of the three whitening cosmetic product advertisements 
below:
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Figure 1. POND’S advertisement. Adapted from Pond’s white beauty face wash - Radio [Video file], by 
Umrigar, K., 2012, Retrieved March 5, 2020, from https://youtu.be/bjWlxv3h0U0.

Figure 2. GARNIER advertisement. Adapted from Review Garnier BB Cream, Retrieved March 5, 2020, from 
https://www.sweetsharing.com/review-garnier-bb-cream/amp/

Figure 3. L’OREAL advertisement. Adapted from Skin care L’OREAL PARIS, Retrieved March 5, 2020, from 
https://www.lorealparis.com.my/products/skin-care
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The three advertisements (ads) used language to build a topic. The language defined and pro-
duced knowledge to the objects, in this case, the cosmetics products. The language directed the 
way how the products were discussed meaningfully and rationally. The language influenced 
how an idea was practiced and used to manage behavior, in this case, the consumers’ behavior. 
The sentences used in the whitening cosmetic product advertisements (POND’S, GARNIER, 
and L’OREAL) are in the form of active voice. The words used were mostly verbs and adjec-
tives. The verbs were increase, value, switch to, get, celebrate, fade out, and even out. The 
adjectives were fairer, soft, perfect and glowing. The positive and attractive choice of verbs and 
adjectives strengthened the quality of the products. They used verbs to describe the benefits of 
the products, and adjectives to convince women to buy the products for their quality (soft) and 
the result (they can make women’s faces fairer, perfect and glowing). They set the perspective 
that the products were effective to create the perfect condition of the skin. The actor in the ac-
tive sentences was not presented directly. Therefore, who is and what is being communicated in 
the language were not explicitly stated (Gee, 2011). As shown in Figure 1, it was the company 
that spoke to the consumers through the use of persuasive language in order to attract women’s 
attention to buy and use their product; If you value your face, should you be washing it with 
soap? Switch to Pond’s White Beauty Facewash with 50% white cream actives and get fairer 
skin right from the first wash. 
The company also tried to put attention to women’s skin through their advice to use POND’S 
White Beauty Facewash instead of common soap. The advice was also supported by provid-
ing the result of using the whitening product even from the first use; get fairer skin right from 
the first wash. The sentence, Unlike soap, it’s soft on your face too, shows the strong quality 
of POND’S compared to common soap. Being similar to POND’S advertisement, GARNIER 
and L’OREAL also presented the same purpose, that was, to invite women to leave their old 
appearances, to lose the dark spots and celebrate the new skin perfection. The advertisements 
promised the consumers the skin perfection as what it was expressed by the models of the three 
ads through their flawless and light skinned faces. 
Next, the three advertisements explained the benefits of their products without mentioning the 
target. However, their representation of a woman’s image implicitly showed the target readers 
the image of an ideal woman. The advertisements placed POND’S, GARNIER and L’OREAL 
as high-quality cosmetic products. Therefore, they did not directly invite the consumers to buy 
their products. It was an indirect invitation from the use of persuasive languages. The L’ORE-
AL White Perfect used the phrase Dermatologically Tested- Tested on Asian skin in the last line 
to strengthen the quality of the product which means that it was made using in-depth research 
and high technological equipment. The result was also listed there: it was tested on Asian skin. 
Those words gave the impression that L’OREAL was a modern and sophisticated company 
with reliable dermatologists. GARNIER also presented the Asian model, the Indian woman, to 
prove the effectiveness of the product. It was aimed at the Asians to show the effectiveness of 
the product for the Asian skin type, which is a relatively darker one, to be made more glowing.
The use of ‘you’ in the POND’S ad showed the interpersonal function of the sentence. It con-
vinced the customers to buy their product by asking them about their old habits and then per-
suaded them to leave it. The phrases ‘dark out, white in’, ‘Increase your face value’, indicated 
that having a fairer white face will make a woman more beautiful and admirable. The last line, 
‘Give your face the value it deserves’, implied that a non-white face is not valuable and unin-
teresting. A white face was much better. As Figure 3 shows, the first line phrase, Glowing skin 
in 5 days could describe that you can get beauty instantly. Beauty was when your skin was free 
from dark spots. The use of women’s images in the ads also indicated that women were the 
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icons of beauty. As the icons of beauty, these women should have white and smooth skin. White 
and smooth skin was considered as the superior kind of skin; skin that based on these three ads 
must be owned by all women. 
These three ads also tried to create their own truth through the language. According to Foucault 
(1990), based on the principle of exteriority, there is a hidden game of power relations behind 
the language. He said that power relations are both intentional and non-subjective. No power is 
exercised without a series of aims and objectives. Where there is power, there is resistance, and 
yet, rather consequently, this resistance is never in a position of exteriority to power. Thus, the 
three ads must have certain aims and objectives. The three ads aimed to put power on women 
and society. The power is used to change the beauty concept of women and marginalized those 
who are not included in that concept. 
From the analysis of the advertisements’ language above, it reflected the representation of wom-
en as the subject of beauty. It constructed a mindset for women that they could have beautiful 
and fair skin if they used certain whitening products and cream. This mindset was easily used 
by the companies since the stereotype of becoming a beautiful woman has been constructed 
repeatedly and many times before. Women get pressured by society to be attractive so they can 
be rewarded with marriage and motherhood (Denmark & Paludi, 2008). Thus, women seem to 
be in the race to look attractive. It is the society that even put feminine characteristics in a girl’s 
toy (Denmark & Paludi, 2008). The cosmetic companies provided a ‘toy’, that is the whitening 
cosmetic products, with all of the feminine language so that the women can be persuaded to use 
the products. This condition made women dream of having beautiful skin, and that was when 
cosmetic products took advantage of it.
Meanwhile, this condition has been criticized by feminists who want to subvert the social con-
struction for women. The concept of having a beautiful face, white, fair, and bright skin as the 
physical appearance should be eliminated. It is paradoxical if the physical appearance becomes 
the determination of women’s identity. The whitening cosmetic products above were not spec-
ified for women of certain ages. It was for women of all ages. From this situation, it can be 
inferred that the aged women should also possess a perfect look or physical appearance. The 
social views about the beauty standard have made middle-aged women dissatisfied with their 
appearance (Denmark & Paludi, 2008). Based on this social phenomenon, the cosmetic compa-
ny arranges good persuasive language to convince the all-age women to have flawless beauty. 
Women got brain-washed by the companies’ advertisements so that they prioritize physical 
appearance over their skill.
So, persuasive language changes women’s mind and behavior. It affects women’s apprecia-
tion for their bodies. Along with the cosmetic product advertisements, there will be a question 
toward the construction of womanhood. It is the power of society in constructing a woman’s 
standard of beauty that can kill the essential meaning of being a woman. A woman is no longer 
appreciated because of their ability and skill, but due to their physical appearances only. For 
this condition, women should have an awareness of their bodies. There must be appreciation 
too from society toward women’s natural looks. Gender stereotype of what looks beautiful and 
perfect for women should be dismissed eventually.

CONCLUSION
From the three advertisements, it can be concluded that the idea of being white or having fair 
skin is a kind of social construction. There is a hegemony that has presented white women as the 
most beautiful people. The language used in the advertisements has the power to change people 
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especially women’s way of thinking. Language can create power which makes people shift their 
mindset and stay under hegemony and gender stereotype unconsciously.
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Abstract
This study aimed to explore how grammar assessment in the EFL classroom was 
implemented at the English Department of the State Islamic University of Ar-Ra-
niry (UIN Ar-Raniry). The researcher investigated learners’ perspectives regard-
ing the congruence of the grammar assessment with the planned learning, assess-
ment authenticity, transparency, and their capability in the classroom. A total of 
69 fourth-year students of the English Department responded to the questionnaire 
with 24 five-point Likert scale items. The quantitative data of Students’ Percep-
tions of Assessment Questionnaire (SPAQ) items were descriptively analysed 
using the SPSS16 program. The result offers significant insights into the ways 
students viewed classroom-based grammar assessments. It was shown that stu-
dents perceived a slight congruence between grammar assessment and planned 
learning, as well as inadequate transparency regarding the purpose, authenticity, 
and assessment forms. Moreover, the result indicates that their perceived capabil-
ity in taking the assessment was rather unsatisfactory.

Keywords: Students’ Perception, Grammar, Assessment, Language Learn-
ing, Classroom Assessment

INTRODUCTION
The role of grammar in language acquisition has remained relatively significant. Grammar is 
deemed to be worthy of study – to the extent that in the Middle Ages in Europe, it was thought to 
be the foundation of all knowledge and the gateway to sacred and secular understanding (Hillocks 
and Smith, 1991). As it notably contributes to the success of language learning program, class-
room-based grammar instruction must be taken into serious account with regard to its task de-
sign, teaching process and most importantly, classroom assessment. Purpura (2004) stated that the 
grammar-translation approach which was included in a summative assessment had become more 
about learning a set of linguistic rules than about learning to use the language for a communicative 
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purpose. This type of assessment regularly asks students to choose correct grammatical forms by 
answering multiple-choice questions. Such tests can be useful for measuring students’ knowledge 
of language forms. However, instructors need to revisit and consider the goal of language learning, 
in which learners should aspire to be fluent communicators by displaying authentic language use, 
rather than become “grammar nazis”. Students should be ready to use their English to communi-
cate in a real-life situation and perform superb communication skills. Therefore, an appropriate 
grammar assessment will significantly influence the favourable target of language learning. Black 
and William (1998) reviewed more than 250 articles and books to examine the effect of formative 
assessment on students’ performance. They found that employing different methods to assess 
students during the course would enhance students’ success. The works on formative assessment 
suggest that new approaches to increase valuable feedback will change classroom practices and 
bring adjustment in learning and teaching.
At the English Department of UIN Ar-Raniry, the lecturers had a wide variety of grammar 
assessments. Some lecturers provided authentic material and delivered precious feedback to 
the students, while others still performed a grammar-translation method and designed a dys-
functional evaluation in the classroom. This distinction reflects the assumption on whether the 
assessment is used to improve language instructions or maintain the repeated latent routines. 
Struyven, Dochy, and Janssens (2005) claimed that the experience of learning that was dimin-
ished by assessment methods were perceived to be inappropriate. Hence, students’ perceptions 
need to be investigated, especially on whether the assessment forms are congruent with the 
validity, authenticity and transparency of the test. Further, students’ awareness of their capabil-
ities is also needed to design better grammar teaching and learning instruction. Therefore, the 
significance of the present study relies on learners’ perceptions towards the implementation of 
grammar assessment, which must be taken into consideration by educational authorities and 
instructors to indicate the quality of grammar teaching and learning.
It is no doubt that students’ perception is relevant to the success of classroom assessment. Thus, 
this paper aims to gain insights into the perspectives of English Department students of the State 
Islamic University of Ar-Raniry on their grammar assessment. There are several reasons why 
students’ perception is of great significance for classroom assessment. First, evaluating assess-
ment procedures is one viable way to determine the right path to the goal of the teaching-learning 
process. Since students are the primary information source for evaluating assessment procedures, 
thus the quality of assessment methods implemented in the classroom can be observed from their 
attitudes and viewpoints. As quoted from Rowntree’s (1987, p.1) work, if “we wish to discover 
the truth about an educational system, we must first look to its assessment procedures”. Second, 
students’ involvement in classroom assessments makes the learning process more meaningful. For 
instance, if students are aware that the assessments given to them are not congruent to the goal of 
language learning, they will supposedly speak up their voice to the teachers. As Dhindsa, Omar, 
and Waldrip (2007) noted, by examining students’ perceptions of the assessment, it stimulates 
teachers to develop an authentic and realistic approach for evaluation in the future.
Additionally, the information gained from students’ perception about grammar assessment will not 
only encourage and accommodate teachers to demonstrate appropriate classroom assessment activ-
ities but also boost students’ achievement. Further, students’ perceptions of assessments will affect 
their learning approach and will change the extent to which they are successful in their classrooms 
(Mussawy, 2009). For example, the empirical research done by Alkharusi, Aldhafri, Alnabhani, and 
Alkalbani (2014) has proved that students’ perceptions towards classroom assessment practices can 
be associated with students’ academic progression on self-efficacy. By collecting data from 1,457 
secondary school students and 99 teachers, their research has gained pleasant collaboration between 
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the teaching staff and students to improve the quality of teaching-learning. The study suggests that 
a shared understanding exists among the faculty members and students concerning the primary pur-
pose of classroom assessment, improving instruction and increasing learning.
Classroom assessment holds an essential part in language teaching and learning. Assessment, de-
fined as “a systematic process for gathering data about student achievement,” is an integral com-
ponent of education (Dhindsa, Omar, and Waldrip, 2007, p.1261). Udoukpong and Okon (2012) 
explained that information gathered in assessments and evaluations is used to shape strategies for 
improvement at each level of the education system. Specifically, at the classroom level, teachers 
may collect information on students’ understanding of the instruction and adjust teaching to meet 
identified learning needs. On the other hand, Black and William (1998) asserted that assessment is 
more of collaborative activities between teachers and students. They defined assessment broadly 
as a term which includes all activities teachers and students undertake to get information that can 
be used analytically to alter teaching and learning. This definition considers proper assessment 
that involves continuing preparation, practice, and evaluation to be an essential component of 
language learning.
A related study was conducted by Cheng, Wu, and Liu (2015) by involving 620 university stu-
dents from three universities to investigate the relationship between students’ perceptions of as-
sessment tasks and classroom assessment environment within the context of teaching English as a 
foreign language (EFL) in China. The instrument that was used to measure students’ perceptions 
of the classroom assessment environment was designed based on Dorman and Knightley’s (2006) 
Perceptions of Assessment Tasks Inventory (PATI) and Alkharusi’s (2011) scale. From the results, 
it can be inferred that there was a match between assessment and learning from these students’ 
point of view.  Yet, the students were scarcely involved in determining the criteria of evaluation 
which led to the performance-based assessment.
Another research on students’ perceptions of assessment was investigated by Al Kadri, Al-Moam-
ary, Magzoub, Roberts, and van der Vleuten (2011). Fourteen students and eight clinical supervi-
sors from Sydney Medical School and twelve students and thirteen clinical supervisors from King 
Saud bin Abdulaziz University were involved in qualitative semi-structured interviews. In their 
study, it can be concluded that cultural differences and emotions can affect students’ perceptions 
towards the implementation of assessment in the classroom and their learning styles.
In addition to those previous studies, this research aims to explore the perceptions of undergradu-
ate students in the English Department of the State Islamic University of Ar-Raniry on the gram-
mar assessment given by their lecturers. This research, further, investigates the students’ aware-
ness of the grammar teaching-learning process and how the experiences led to their successful 
language learning.

METHOD

Research design
Prior to undertaking the investigation, ethical clearance was obtained from fourth-year English 
Department students of the State Islamic University of Ar-Raniry, Banda Aceh. This study em-
ployed total sampling. The participants were selected because they had been taught by and 
acquainted with more grammar lecturers in the department than their juniors. Seventy-four 
students who were divided into three groups were given a questionnaire. Sixty-nine of them 
returned the questionnaire. When filling in the questionnaire, the participants were assisted by 
the researcher in order to avoid any misconception or misunderstanding of the questions.
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Instrument  
The researcher selected the Student Perceptions of Assessment Questionnaire (SPAQ) as the 
instrument of the research. It was adopted from the questionnaire developed by Dorman and 
Knightley’s (2006) Perceptions of Assessment Tasks Inventory (PATI), with 24 items included. 
The instrument was used to inquire about students’ perceptions in five dimensions (scales). The 
questionnaire was divided into five subscales. The five subscales and their respective descriptions 
are: Scale 1 (Items 1-5) measures the element of congruence with planned learning; Scale 2 (Items 
6-10) measures authenticity; Scale 3 (Items 11-15) measures student consultation; Scale 4 (Items 
15-20) measures transparency; and Scale 5 (Items 21-24) measures student capabilities. 
 
Procedure
The researcher used a quantitative method to investigate the learners’ perceptions of grammar 
assessment at the English Department of the State Islamic University of Ar-Raniry. The instru-
ment investigated both students’ perceptions and opinions. More specifically, with 24 five-point 
Likert scale items, it was used to investigate learners’ perspectives regarding the congruence 
of the teaching-learning plan, assessment authenticity, transparency, consultation, and students’ 
capability in the classroom. The items on the scale were coded as Strongly Disagree, Disagree, 
Undecided, Agree, and Strongly Agree. The questionnaire was distributed in three different 
classes. All classes were provided with the same instructions by the researcher to avoid error 
and misunderstanding. Statistical significance was analysed using the SPSS16 program.

Research question
In particular, this research aims to address one main research question:
How do students in the English Department of State Islamic University of Ar-Raniry perceive 
their classroom-based grammar assessment with regard to the congruence with the planned 
learning, assessment authenticity, transparency, students’ consultation, and their capability in 
the classroom?

FINDINGS AND DISCUSSION
The data were analyzed using descriptive statistics to demonstrate the overall perception of 
students based on the five-scale (24 items) assessment questionnaire. Those five scales were: 
congruence with planned learning, assessment authenticity, students’ consultation about assess-
ment, transparency of assessment, and students’ capabilities.

Table 1. Congruence with Planned Learning
Items on Questionnaire	 N	 Mean	 Std. Deviation
1. My assessment in grammar class tests	 69	 2.93	 1.15
    what I memorize.
2. My assessment in grammar class tests	 69	 2.61	 1.07
    what I understand.
3. My assignments are about what I have done	 69	 2.26	 1.12
    in class.
4. How I am assessed is similar to what I do in class.	 69	 2.51	 .95
5. I am assessed on what the teacher has taught me.	 69	 2.57	 1.09
Valid N (listwise)	 69	 2.57	

From the table, students’ responses to the item 1 and item 2 show a slight variance. The value 
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for question 1 (‘what students memorize’) is a little bit higher than ‘what students understand’ 
in question 2, with the mean score comparison of 2.93 > 2.61. It indicates that students per-
ceived the assessment given in the classroom as only a measure of memorization rather than a 
measure of understanding. Interestingly, there was no significant difference between item 4 and 
item 5. In other words, students admitted that they were assessed based on what teachers had 
taught them and given similar tasks in accordance with what they had done in the class.

Table 2. The Authenticity
Items on Questionnaire	 N	 Mean	 Std. Deviation
6. I am asked to apply my learning to real	 69	 1.99	 .88
    life situations.
7. My grammar class assessment tasks are useful	 69	 1.90	 .83
    for everyday life.
8. I find my grammar class tasks are	 69	 1.93	 .75
    relevant to what I do outside of class.	
9. Assessment in grammar class tests my ability to	 69	 2.01	 .88
    apply what I know to real-life problems.
10. Assessment in grammar class examines my	 69	 2.29	 .97
      ability to answer everyday questions
11. I can show others that my learning has helped	 69	 2.13	 .92
      me do things.
Valid N (listwise)	 69	 2.04	

Among the 5 Likert scales, none of the items of authenticity questionnaire reached half of it. It 
means that the assessment of grammar class in the English department of UIN Ar-Raniry was 
perceived as irrelevant by the students. Despite no significant mean score among the items, the 
highest mean score was (M=2.29) from item number 10, which indicates that the assessment 
given in the classroom was to examine students’ ability to answer everyday questions. Further, 
statistical tests revealed that Item 7 was the one having the lowest score (M= 1.90). This implies 
that little of the grammar assessment was viewed to bring benefits to students’ daily commu-
nication. This particular item investigates whether students were facilitated by the assessment 
to use correct grammar in productive skills like speaking and writing. If the students perceived 
that the test given was not authentic, it means that the real purpose of studying grammar was 
slightly spoiled.

Table 3. Student Consultation
Items on Questionnaire	 N	 Mean	 Std. Deviation
12. In grammar class I am clear about the types	 69	 1.70	 .81
      of assessment being used.
13. I am aware how my assessment will be marked.	 69	 1.70	 .73
14. My teacher has explained to me how each type	 69	 1.74	 .87
      of assessment is to be used.
15. I can have a say in how I will be assessed in 	 69	 1.80	 .85
      grammar class
Valid N (listwise)	 69	 1.73	

Table 3 shows a shallow rate of students’ consultation in the grammar classroom assessment. 
The mean scores of items 12 and 13 (M=1.70) hint that students were not aware of the types 
of assessment being used by the teachers and how they would be graded. Meanwhile, the other 
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two items marginally averaged higher at M=1.74 and M=1.80. This means that teachers had 
given students little chance to decide how they would be assessed and they had limited partici-
pation in grammar classroom assessment.

Table 4. Transparency
Items on Questionnaire	 N	 Mean	 Std. Deviation
16. I understand what is needed in all grammar	 69	 2.10	 1.10
      class tasks.
17. I am told in advance when I am being assessed.	 69	 1.88	 .96
18. I am told in advance on what I am being assessed.	 69	 2.26	 1.17
19. I am clear about what my teacher wants in my	 69	 1.77	 .81
      assessment tasks.
20. I know how a particular assessment task will	 69	 1.67	 .70
      be marked.
Valid N (listwise)	 69	 1.94	

Overall, the transparency of grammar classroom assessment in the English Department of UIN 
Ar-Raniry was rather unsatisfactory. All of the questionnaire items of transparency were rated 
below average. One positive point was gained from item 18, which somewhat became the most 
striking one. The item’s mean score indicates that the students were informed about what they 
were being assessed. However, item 20 tells us that students barely knew how specific assess-
ment tasks would be graded.

Table 5. Students Capabilities
Items on Questionnaire	 N	 Mean	 Std. Deviation
21. I can complete the assessment tasks by	 69	 2.28	 1.32
      the given time.
22. I am given a choice of assessment tasks.	 69	 1.68	 .83
23. I am given assessment tasks that suit my ability.	 69	 1.64	 .77
24. When I am confused about an assessment task,	 69	 1.61	 .73
      I am given another way to answer it.
Valid N (listwise)	 69	 1.80	

Table 5 presents the information related to students’ capabilities in the grammar class. It can 
be seen from the low mean scores of items 22, 23, and 24 (M=1.68, M=1.64, M=1.61) that the 
students were hardly given choices of assessment tasks suitable with their ability. Also, there 
were limited options for students to accomplish the tasks when they faced difficulties during the 
grammar teaching-learning process. However, a slightly higher mean (2.28) in item 21 suggests 
that students may be able to finish the tasks and homework given at a proper time even though 
the teachers gave them few choices of tasks in the grammar class.  
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Table 6. Averaged Mean Scores of Overall Students’ Responses on 5-Scale Assessment Questionnaire
The Students’ Perception of 	 Total
Assessment Questionnaire (SPAQ)	 Mean
Congruence with Planned Learning	 2.57
Authenticity of Assessment	 2.04
Student Consultation about Assessment	 1.73
Transparency of Assessment	 1.94
Students’ Capabilities	 1.80

Based on the averaged mean scores of overall students’ responses on five-scale assessment 
questionnaire in Table 6, none of them reaches a maximum averaged score of 5. However, the 
study shows that students perceived ‘congruence with planned learning’ to have the highest 
mean (M = 2.57) compared to the other four scales. Students in this case realized that they were 
assessed based on what they had learned and taught. When students become aware that what 
they are learning in the class will be tested on assessment tasks, they become more enthusiastic 
about investing time and energy in teaching-learning activities (Brookhart & Bronowicz, 2003; 
McMillan, 2000). Besides, drawn from table 6, students perceived the ‘authenticity of gram-
mar assessment’ (M = 2.04) to be comparatively lower in score than ‘congruence with planned 
learning’.
In other words, they were tested in accordance with what they had understood and learnt. How-
ever, the usefulness of grammar learning for everyday life was still lacking. Therefore, it is im-
perative that teachers and staff who are involved in the assessment decision process understand 
what real-life situations students are really concerned with. In terms of student consultation, the 
scale was marked as having the lowest averaged score (M=1.73). This suggests that students 
viewed rather negatively the types of assessment being used in their class and indicates that 
they could barely have a say in how they would be assessed in their classes. Additionally, based 
on students’ responses, the average mean score shows that students received limited instruc-
tion about the use of various assessment forms in their classes. Struyven, Dochy, and Janssens 
(2005) reported that there is a strong relationship between student perceptions of assessments 
and how they approach learning. In addition to that, they also highlighted the significance of 
focusing more on students’ role because when students feel included in the decision making of 
assessment modes, they become more eager to participate in the teaching-learning activities.
Regarding the capabilities of students in performing in the assessment tasks, students perceived 
their assessment tasks to be slightly higher than student consultation (M = 1.80). This implies 
that a few students may probably finish their assessment tasks at the given time. Yet, they were 
less likely to be given the choices of assessment formats and alternatives to approach a question 
when they were confused. Finally, the transparency was perceived to be a little more favourable 
(M=1.94) compared to consultation and student capabilities, despite the fact that it was still 
far from the maximum score. Thus, it is essential to attribute more information about how the 
assessments were designed and how teachers marked them.

CONCLUSION
Given that the study examining students’ views on grammar assessment by using the SPAQ is 
still rare, the result of this quantitative research presents considerable insights into the ways 
students perceive grammar in the classroom assessments. The findings conclude that, while 
grammar assessments demonstrated congruence with planned learning and transparency, there 
was still a long way to go for further development, for instance by increasing the authenticity 
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of assessment tasks and involving students in the decision process. Through unraveling the 
multi-dimensional nature of student perceptions, this study helps readers appreciate not only 
the prominent character of classroom-based grammar assessments but much more beyond that. 
However, due to the cross-sectional data and geographically homogeneous student sample, the 
result of the current study should be interpreted with caution. Therefore, it is suggested that 
future researchers obtain a larger sample of students from various levels and regions to build a 
complete picture of student perceptions of language assessments, especially grammar assess-
ments.
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APPENDIX

Students’ Perceptions of Assessment Questionnaire (SPAQ)
This questionnaire aims to explore your perceptions as an English Department student of the 
State Islamic University of Ar-Raniry. Please read the following statements carefully and tick 
the boxes with the item numbers that apply to your perspective (5= strongly agree, 4= agree, 3= 
neutral, 2= disagree, 1= strongly disagree).

Congruence with planned	 1= 	 2= 	 3= 	 4= 	 5= 
learning 	 strongly 	disagree	 neutral	 agree	 strongly
	 disagree				    agree
1. My assessment in grammar class tests 
    what I memorize.
2. My assessment in grammar class tests 
    what I understand.
3. My assignments are about what I have 
    done in class.
4. How I am assessed is similar to what I 
    do in class.
5. I am assessed on what the teacher has 
    taught me.

Authenticity
6. I am asked to apply my learning to real 
    life situations.
7. My grammar class assessment tasks are 
    useful for everyday life.
8. I find my grammar class tasks are relevant 
    to what I do outside of class.
9. Assessment in grammar class tests my ability 
    to apply what I know to real-life problems.
10. Assessment in grammar class examines my 
      ability to answer everyday questions
11. I can show others that my learning has 
     helped me do things.

Student Consultation
12. In grammar class I am clear about the types 
      of assessment being used.	



136 saga, Vol.1(2), Agustus 2020

Fadhlur Rahman

13. I am aware how my assessment will be marked.					   
14. My teacher has explained to me how each 
      type of assessment is to be used.
15. I can have a say in how I will be assessed 
      in grammar class.

Transparency
16. I understand what is needed in all grammar 
      class tasks.	
17. I am told in advance when I am being 
      assessed.
18. I am told in advance on what I am being 
      assessed.
19. I am clear about what my teacher wants in 
     my assessment tasks.
20. I know how a particular assessment task 
     will be marked.

Students Capabilities
21. I can complete the assessment tasks by 
      the given time.
22. I am given a choice of assessment tasks.					   
23. I am given assessment tasks that suit 
      my ability.
24. When I am confused about an assessment 
      task, I am given another way to answer it.
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Abstract
Reading comprehension means the ability to know the meaning of the in-
formation provided in the reading text. This comprehension is influenced by 
various aspects. This research focused on the use of reading strategy as one of 
many aspects that affect reading comprehension. The researcher determined 
to investigate the effectiveness of the 3-2-1 strategy when employed in read-
ing comprehension especially on narrative text. This research aimed at inves-
tigating the effect of using 3-2-1 strategy on students’ reading comprehension 
achievement. The design of this research was a quasi-experimental research. 
The participants were the eighth grade students of junior high school. The 
result in the form of post-test scores was analysed by using Independence 
sample t-test in SPSS computing system. Based on the calculation of the data 
analysis, the significant value was 0.046 which was less than 0.05 (p<0.05). 
The result indicated that there was a significant difference. Therefore, it can 
be concluded that the 3-2-1 strategy gave a significant effect on the students’ 
reading comprehension achievement.

Keywords: Metacognitive reading strategy, 3-2-1 strategy

INTRODUCTION
Reading comprehension means the ability to know the meaning of the information provided in 
the reading text. To comprehend the text, the readers should understand about word meaning, 
sentence meaning, paragraph meaning, and also the text meaning. Zoghi, Mustapha, Rizan, and 
Maasum (2010) stated that reading comprehension is the process of unlocking meaning from 
connected text. It means that comprehension occurs when readers can successfully know what 
they are reading. The process in which readers can comprehend a text is complex (Gurning & 
Siregar, 2017; Zygouris-Coe, Wiggins & Smith, 2004). Readers should recognize various text 
genres and understand how to interact with the text. This complex process causes readers espe-
cially those who are struggling in reading fail to comprehend the text. 
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There are various aspects that affect reading comprehension. Those aspects are background 
knowledge, vocabulary, active reading skills, reading strategies, and critical thinking. This re-
search focused on the use of reading strategy as one of many aspects that affect reading com-
prehension. This is in line with Alsamadani (2011) who said that the use of strategy affects 
reading comprehension positively. There are so many strategies that can be applied in reading; 
they can be divided into cognitive strategies such as skimming, scanning, reasoning, analys-
ing and summarizing, and metacognitive strategies such as planning for learning, monitoring 
comprehension, evaluating learning achievement and assessing strategy use (Boghian, 2016; 
Madhumathi & Ghosh, 2012). This fact leads many researchers to determine a strategy to be 
used as an attempt to diminish the failure in reading comprehension. 
The effectiveness of the 3-2-1 strategy appears to be interesting to investigate because accord-
ing to Zygouris-Coe et al. (2004) it is an active and meaningful strategy that aids students’ en-
gagement and interaction with the text in order to construct their comprehension. Furthermore, 
it is a multi-strategy that involves more than one strategy (Alsamadani, 2011). It encompasses 
the occurrence of transactional literature discussion and includes monitoring comprehension 
strategies. Monitoring comprehension strategies include setting purpose for reading and pre-
viewing text (Mistar, Zuhairi & Yanti, 2016). Due to this, the 3-2-1 strategy may be good to 
be applied in classroom reading because it can help students to build their comprehension and 
active participation in reading. 
The current study investigated the effect of using strategy in reading especially 3-2-1 strategy. 
The strategy was proposed by Zygouris-Coe et al. (2004). It could increase students’ engage-
ment and participation and also could lead them to get full understanding of the text and how 
to relate it to their prior knowledge. However, a research related to the use of 3-2-1 strategy at 
junior high school students has been under-explored. Dealing with the text genre, the applica-
tion of 3-2-1 strategy in narrative reading had been conducted by one previous study. The strat-
egy is also assumed to be more effective to conduct along with cooperative learning approach. 
Therefore, this current study was done further in relation to the use of 3-2-1 strategy at junior 
high school level which concerned in narrative text and cooperative learning approach as an 
attempt to fill the gap. 

Reading comprehension
Cognition is the ability to process information through perception. Brandimonte, Bruno, and 
Collina (2006) define cognition as not only a process, but a mental process. It allows individ-
ual to acquire knowledge through the information received from different sources. Cognitive 
process is the process of acquiring knowledge through thought, experiences and sense. It in-
volves perception, attention, memory coding, thought and learning (Brandimonte et al., 2006). 
Reading as a cognitive process involves a cycle information processing. In reading, cognition 
is needed to understand written information to reach comprehension.
Reading is a complex process of understanding a text. This is in accordance with Pang, Mua-
ka’s, Bernhardt’s, and Kamil’s (2003) idea that within its complexity reading involves percep-
tion and thought. The complexity contains guessing, predicting, checking, and asking question 
to the readers themselves (Grellet, 1996). Zoghi et al. (2010) define reading as an interaction 
between reader and text. Readers should interact with the text since they should develop, modi-
fy and even reflect on all or some of the ideas displayed in the text (Anastasiou, & Griva, 2009). 
According to Lipson and Cooper (2002), to understand what we read is the aim of reading. 
While reading, readers are expected to understand the text well and make sense of what they 
read. When readers succeed in extracting ideas and obtaining information from reading text, 
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reading comprehension is achieved. In other words, reading and comprehension are always 
related to each other. Therefore, an active interaction between the reader and the text is needed 
to construct comprehension about the text meaning.

Types of reading comprehension aspects 
There are some aspects related to reading comprehension. First, word comprehension, it deals 
with the understanding of word meaning from the text. Grellet (1996) stated that reading in-
volves not only intellect, emotion, and prior knowledge but also word recognition. Word com-
prehension is the basic unit of reading comprehension that should be mastered by students in 
order to help them achieve reading comprehension. This comprehension is fully supported by 
the vocabulary that students have. The more vocabulary they have, the easier they comprehend 
the word.. Second, sentence comprehension, it deals with comprehending every word that is 
structured in a sentence and then understanding the whole sentence. A sentence has meaning 
and contains the writer’s thought. However, it is necessary to deal with the structure and mean-
ing of the sentences (Grellet, 1996).
Third, paragraph comprehension deals with understanding the meaning of a paragraph which 
consists of topic sentence, supporting details or supporting sentences and concluding sentence. 
Grellet (1996) stated that the structure of longer unit such as paragraph must be understood to 
make reading efficient. Students are required to understand a paragraph to find the topic idea 
in topic sentence, the explanation in supporting sentence and the summary of a paragraph in 
concluding sentence. Fourth, text comprehension is understanding the meaning from the whole 
text. Text comprehension is an essential part of both language and other subjects that students 
should understand its type well in order to have good results (Bartha & Ferenczi, 2009). When 
the readers have a good comprehension in the text, they will be able to know the whole topic 
of the text.

3-2-1 strategy
Teaching reading comprehension needs appropriate strategies. One of the strategies is 3-2-1 
strategy. It refers to a strategy that assigns students to be critical by thinking independently and 
engage with the text (Zygouris-Coe et al., 2004). Alsamadani (2011) defines 3-2-1 strategy as a 
multi strategy that involves more than one strategy. It encompasses the occurrence of transac-
tional literature discussion and includes monitoring comprehension strategies. 
Transactional Literature Discussion (TLD) provides opportunity for integrated reading and 
talking session in which the interaction between the reader and the text happens (Dugan, 1997). 
TLD plays role on students’ engagement in meaning making. TLD underlies on three theory; 
first, the theory of reader response which says that meaning constructed by readers when they 
response to a text and then reflect on their responses; second, the theory that literacy is best de-
velops through social interaction and dialogue with others; third, TLD builds on evidence that 
reading and writing are reciprocal process (Dugan 1997). In classroom context, the interaction 
occurs between the teacher and the students, the students and other students and the students 
with the text. 
Pitts (1983) says that comprehension monitoring is the ability to monitor and judges ones’ 
understanding. It also involves taking monitoring (fix-up) strategies when necessary. Baker & 
Brown (1980) suggested a list of comprehension monitoring strategies such as: 1) identifying 
the important aspects of a message, 2) focusing attention on the major content and 3) engaging 
in self-questioning to determine whether goals are being achieved. Monitoring comprehension 
strategies are used in a process in which readers understand what they are reading. The three 
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mentioned strategies are embodied in the implementation of 3-2-1 strategy instruction and man-
ifested in 3-2-1 chart.
As stated by Zygouris-Coe et al. (2004), 3-2-1 strategy is a strategy that requires students to 
summarize the text idea by using 3-2-1 chart while they read a text. Mistar et al. (2016) state 
that an effective reading strategy can help readers to be able to gain better comprehension. By 
making summary of the text idea students will be easier to understand the meaning of the text. 
Moreover, the 3-2-1 strategy has been proved to be effective in boosting reading comprehension 
(Alsamadani, 2011). Therefore, the 3-2-1 strategy was used in this research because it helped 
the readers to recall their understanding and construct their comprehension. The readers were 
provided by a 3-2-1 chart consisting of 3 things they discovered from the text, 2 interesting 
things they discovered from the text and 1 question they still have about the text.

METHOD
This research was a quasi- experimental research with post-test only design. The aim of this re-
search was to investigate whether or not there was a significant statistical difference in reading 
comprehension scores between the mean score of students who taught by using 3-2-1 strategy 
and those who did not. Based on the findings of the previous research on the effectiveness of 
3-2-1 strategy in improving comprehension, the current study tested the following hypothesis: 
there is a significant effect of using 3-2-1 strategy on students’ reading comprehension achieve-
ment. This research was conducted at SMP Negeri 5 Jember where teaching reading using 
3-2-1 strategy has never been implemented. The population of this research was all the eighth 
grade students of SMP Negeri 5 Jember. The samples were selected by considering the result of 
homogeneity test. The total number of the participants in this research was 66 students; 28 in 
experimental group and 38 in control group. The data collected in this research was in the form 
of reading comprehension test, interview and documentation. The result of reading comprehen-
sion test was then analysed by using Independent t-test formula in SPSS computing system with 
5% significant level.

FINDINGS AND DISCUSSION
The researcher conducted a post-test to measure students’ reading comprehension achievement 
after teaching the same material to both groups twice. The result of post test scores of experi-
mental group was 77.14 and the control group was 71.05. This result indicated that there was a 
mean difference between the two groups. Then, to answer the research question, an Independent 
sample t-test was conducted to know whether there was a significant different or not.
The result of the Independent sample t-test showed that to = 2.036 with 0.046 significance val-
ue (Sig. 2-tailed), df = 64. The value of ttable (df = 64) was 1.669. It revealed that to> ttable 
(2.036>1.669) and the significance value 0.046 < 0.05 (p<0.05). The result proved that there 
was a significant mean difference between the two groups (experimental and control groups). 
The result indicated that the 3-2-1 strategy helped students achieved reading comprehension. 
According to Zygouris-Coe et al. (2004), teacher’s role and students understanding constructed 
in reading are the key factors that affect students’ comprehension. Therefore, this finding led to 
the idea about how the 3-2-1 strategy could be successful in assisting students’ reading compre-
hension achievement.
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The students filled the first element of the chart mostly by describing the personality or the ap-
pearance of the characters. The students analysed the characters and the setting of the story and 
then wrote the result of their analysis in the chart as their 3 discoveries from the text. By filling 
the first element, the students gained advantages in constructing early comprehension of the 
story because they had analysed the characters and the setting of the story. In line with Dymock 
(2007), in order to enhance story comprehension, students can be taught to analyse character, 
plot, theme and setting of the story. On the other hand, students faced difficulty on constructing 
sentences because they lack of vocabulary. Kusiska, Clarry and Urai (2014) acknowledged that 
the students they studied were lack of vocabulary and then suggested a directly or indirectly vo-
cabulary teaching to the students. In this research, to solve the problem, the teacher guided the 
students by asking what they want to write and then giving suggestion of the sentences. In the 
group, there were also some students who tend to copy the other member’s discoveries. There-
fore, prompting was done by the teacher to the students who copied their friends’ discoveries 
to check their comprehension, the result showed that the students were actually understand the 
story but they were less able in English writing so that they just copied their friend’s discoveries.
There were various responses on the second element of 3-2-1 chart from the students. This 
happened because as stated by Zygouris-Coe et al. (2004) there were endless possibilities for 
students sharing what interested them in the text. In this research, the responses were mostly 
dominated by the problem happened in the text and the moral value of the text. The students 
looked at the complication part of the story and then identified the problems that happened 
to the characters of the story. They inferred the moral value of the story by understanding the 
whole story. The students’ different responses were brought out to the discussion session by the 
teacher. The teacher facilitated the discussion by collecting those perceptions and discussed it 
to make conclusion. The students were benefited by knowing what appealed to be interesting 
by their friends and realize that it helped them to get deeper understanding of the story. Zy-
gouris-Coe et al. (2004) stated that the discussion within the use of 3-2-1 strategy motivates 
students as it is based on their ideas they found, addressed, and brought to class.
The last element of the chart requires students to generate a question which can help to estab-
lish their comprehension. There were three findings about students-generated question. First, 
the students generated a question about something that the answer needed to be inferred from 
the text. This kind of question was called as comprehensive question; it needed interpretation 
of statements (Miciano, 2004). Second, the students generated a question that the answer was 
explicitly stated in the text. This kind of question called as recall question. Miciano (2004) 
explained that the students prefer to generate recall questions because they are easier to form. 
Third, the students did not generate any questions. The students faced difficulties in generating 
question because there might be some factors that affect it so that the question part was left 
blank. The factors could be, in Miciano (2004), the students skills, level, and responsibility for 
learning. In this research, the level of the students indicated the difficulties that students faced 
in generating question. Besides, the students showed improvement in generating question in the 
second meeting although the sentence still grammatically incorrect.
In contrast to the control group, after asking the students to discuss the text within group, the 
researcher conduct question and answer session by asking them the content of the story fol-
lowed by finding unfamiliar words. The question answer strategy which was usually taught in 
the teaching and learning process was no longer interesting for the students. Therefore, it made 
the students less engaged. At the end of the question and answer session, the students were 
asked to do the reading comprehension test. Therefore, there was no pause occur to construct 
understanding before completing the reading comprehension exercise.
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CONCLUSION
Based on the data analysis, hypothesis verification, and discussion in the previous chapter, it 
can be concluded that there is a significant effect of using 3-2-1 Strategy on the eighth grade 
students’ reading comprehension achievement at SMP Negeri 5 Jember. The result of this re-
search, hopefully, may be used as a consideration to teach reading comprehension by using 3-2-
1 strategy because it was proved to be effective strategy. This strategy helps students to become 
active and meaningful reader. It is also suggested to be taught along with vocabulary teaching 
directly or indirectly. The English teachers are suggested to apply this strategy in their teaching 
and learning process of English. 
The strategy helps students to become engaged with the text and activate their metacognition 
ability. This strategy is also flexible to help them facilitate their reading by generating their own 
chart. Therefore, the students are suggested to apply this strategy in their reading activity. Final-
ly, the findings of this research can be used as the information or reference to conduct a further 
research dealing with similar problems by using different research design or the same research 
design with different text genre and different level of subjects and schools. Future researchers 
are suggested to conduct a classroom action research to know whether the use of 3-2-1 strategy 
can improve students’ reading comprehension achievement.
Although this research has reached its aim, there were some unavoidable limitations and short-
comings. First, the research was conducted in two eighth grade classes which have lasted after 
two times of treatment. Conducting the treatment twice was not enough for the researcher to 
observe the students’ reading achievement. It would be better if it was done in a longer time. 
Second, since the students were all the eighth grade students with a limitation in vocabulary, 
there was a difficulty to fill 3-2-1 chart using their own words. It would be better to teach vo-
cabulary to help students filling the chart in their own words. Third, students were not quite 
capable to write grammatically correct sentences. There were some grammatical errors in their 
3-2-1 chart. Therefore, teaching grammar is also needed to enable students to fill the chart using 
grammatically correct sentences.
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