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ESP
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FL

Foreign Language (as opposed to SL, ie, language learned
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xv

GN

Grammar Notes (see Sections 6.2.1-2)

GT
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over the teaching of Malay. Therefore, for expediency,
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ISLPR

International Second Language Proficiency Ratings
(developed from ASLPR)
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LAP
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LP
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SW
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TIFL
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TIFL curriculum, based on those materials

TIFL Project
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TIFL Tertiary
Curriculum Materials
Project

A project to develop tertiary curriculum materials at
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of this dissertation

TL
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TN
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xvii
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University of Technology Sydney
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ABSTRACT

This dissertation evaluates the TIFL (Teaching Indonesian as a Foreign Language)
tertiary curriculum materials. The TIFL tertiary curriculum materials were produced by
a project which was initiated by the Asian Studies Council, funded by the then
Commonwealth Department of Employment, Education and Training, and implemented
at the University of New South Wales in 1992-1994. This study is the first research
related to the TIFL materials.
The TIFL materials are the most wide-ranging and comprehensive instructional
materials that have ever been produced for tertiary Indonesian. They are also highly
innovative materials for teaching Indonesian at tertiary level because they are designed
according to the communicative approach to language teaching (CLT). The available
curriculum materials in the past have been based on either the grammar-translation or
the audiolingual approach.
Communicative competence theory provides the theoretical framework for the
study. Canale and Swain’s adaptation of Hymes’ original formulation of the theory has
been accepted as the theoretical base of this study, in which communicative competence
consists of grammatical, sociocultural, discourse and strategic competence, as
overlapping and interactive rather than discrete components. The implication for
language pedagogy is that teaching communicatively entails the inclusion of skills that
were previously not included in language curriculum design. Littlewood’s identification
of four domains of skill that equate to the four components of CC has been accepted in
this study as the basis of CLT. These are skill in manipulating the linguistic system,
awareness of the social meanings of language forms and ability to choose appropriate
ones, an understanding of language forms as a communicative system, and skills and
strategies for using language to communicate meanings as effectively as possible in reallife situations. A communicative methodology (CM) has been developed by
theoreticians and practitioners to teach these skills which has five unique characteristics
that constitute innovations to the repertoire of language pedagogy. These have been
identified by Johnson and Johnson as emphasis on sociolinguistic appropriateness,
message-focus rather than focus on linguistic correctness, activation of psycholinguistic
processes favourable to language acquisition, encouragement of risk-taking rather than

xix

thoroughness and correctness, and free practice techniques to provide opportunities for
learners to marshall subskills in holistic combination. Littlewood’s and Johnson and
Johnson’s criteria have been used as the basis for evaluating the TIFL materials as
communicative teaching materials.
A critical evaluation of the materials in terms of theory was considered to be
insufficient for this study because of two considerations. First, as the design of the TIFL
project made no provision for evaluation, this was to be the first and possibly the only
investigation of it. Therefore it was thought important to provide a historical record of
how the project was conceived and implemented, and in particular how the problems
and compromises that eventuated impacted on the final result. Second, as the TIFL
materials are for classroom use, it was thought necessary to include observations of how
they are actually used in universities and of their effectiveness as communicative
curriculum materials in practice. There are thus historical and empirical as well as
theoretical aspects to the study.
The study has two research questions: (1) Do the TIFL materials embody a
coherent application of communicative competence theory and the communicative
approach to language teaching? (2) Do the TIFL materials, in use, promote
communicative teaching and learning of Indonesian?
The research design is case study method. This was chosen because it is a robust
and flexible method suited to studies such as this that are exploratory in nature, and in
which the phenomenon under investigation is embedded in a real-life situation with
many variables that cannot be controlled. A further advantage of case study method is
that it allows a variety of different types of data. In addition to the analysis of the TIFL
materials in terms of CC theory and the pedagogical practices of CLT, this study
includes data from archival materials, interviews with TIFL materials designers and
users of the TIFL materials, ie, lecturers and students from eight universities, and
classroom observations. The classroom observations include ethnographic observations
and observations using the COLT (Communicative Orientation of Language Teaching)
observation scheme. ISLPR (International Second Language Proficiency Ratings)
assessments were also obtained from students at three universities where the TIFL
materials form the basis of the Indonesian curriculum.
It is found that the materials do in the main embody a coherent application of CC
theory and CLT. The way that they are implemented at the University of NSW, where

xx

they were developed, was however found to contain elements such as drilling that are
not normal components of CM. There are a number of other findings that are of interest
as well. One is that the outcomes in terms of proficiency ratings are very similar in
three universities where the TIFL materials are used as the basis of the curriculum.
Another is that students learning Indonesian have extremely varied interests and
learning preferences, but that the thematic nature of the TIFL materials made them
acceptable to learners with a wide variety of interests and learning styles. The
implications of these findings are that the TIFL materials are highly suitable as the basis
for tertiary Indonesian programs because they produce reliable proficiency outcomes
and are well-liked by students.
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CHAPTER 1
INTRODUCTION TO THE STUDY

1.1

INTRODUCTORY STATEMENT

This dissertation is about the Teaching Indonesian as a Foreign Language (TIFL)
Tertiary Curriculum Materials Project (1992-1994), which was an attempt to influence
the teaching of the Indonesian language in Australian universities. It was one of four
projects under a bigger umbrella project called the TIFL Project. The TIFL Tertiary
Curriculum Materials Project produced a large bank of curriculum materials, which
were distributed to all Australian universities with Indonesian language programs.

The Indonesian language has been taught and learned in Australia since 1955. On the
whole, it may be argued that it has been taught with less expertise than some other
languages, such as French1. It has suffered particularly from lack of teaching resources
and lack of a strong pedagogical tradition, though it has also benefited particularly
from the contagious enthusiasm of teachers who believed strongly in the value of what
they were doing.

A glance at a map of our region will show immediately why the teaching of Indonesian
language is thought to be important to Australia. The islands of the Indonesian
archipelago are scattered along the equator in an enormous archipelago which appears

1

Proof of a long tradition of excellent French teaching can be seen in a textbook that dates from 1905,
La Première Année de Français, particularly the seventh edition, which had colour plates (Kirkman,
1915).

2

to be a kind of physical barrier between Australia and the rest of the world. In the past
Australia perceived itself as an outpost of Europe, but has come to recognise that
geography dictates that it be involved with the Asia-Pacific region. Being involved
with the nations in our geographical ‘neighborhood’ means learning to deal with the
world’s fourth largest nation, which lies just to our north. In fact, in the context of
globalisation, it is considered by many thoughtful people to be a matter of utmost
importance to our future that numbers of us be ‘Indonesia-literate’; that is, numbers of
Australians should know about Indonesia, have an understanding of Indonesian people
and be able to interact effectively with them.2

The teaching of Indonesian in Australia has been problematic in many ways. Like
other education issues, it has been affected by vicissitudes of politics and policy. It has
been signally the victim of faddishness, riding a roller-coaster between booming
demand and drastic slumps in interest – with the result that during the slumps
enterprising individuals have moved out of the field, and during the periods of demand
those working in the field have been so over-stretched trying to cope with their
mushrooming enrolments that they have had little time or energy for research and
development.

In the last twenty years, the paradigm that has dominated the language teaching
profession is the communicative approach, also known as communicative language
teaching (CLT)3, which is proving flexible enough to accommodate not only many of
the outcomes of earlier reforms but also new developments such as interactive
2
The term ‘Indonesia-literate’ is derived from the term ‘Asia-literate’, which was coined by Stephen
Fitzgerald, and defined by him as meaning ‘a populace in which knowledge of an Asian language is
commonplace and knowledge about Asian customs, economies and societies very widespread’ (McKay,
1988: 5).
3
These two terms are used interchangeably in this dissertation.
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information technology. In the communicative approach, emphasis is on meaning, on
the sociocultural context of language, on effective interaction and on the individual
needs of learners. The impetus for research and theory development about second
language acquisition has come from the growth of the teaching of English as a second
language (ESL). Modern language departments in universities generally have been
slow in recognising the contribution applied linguistics can make to professionalising
language teaching (Barko, 1996b: 7), and this is also true for Indonesian. Inspiration
for changes in Indonesian language teaching has tended to come rather slowly through
the filter of developments in European language teaching.

Aside from the adoption of the communicative approach in one form or another by the
majority of the language teaching profession, the main development in the field of
language teaching in Australia in the 1980s and 1990s was the emergence of an
Australian national language policy, supported by both the federal and the state
governments (Barko, 1996b: 6). As part of the endeavour to implement the national
language policy, a cooperative project was undertaken between the Australian
government and Australian universities to strengthen the methodology of teaching
Indonesian, which was called the TIFL (Teaching Indonesian as a Foreign Language)
Project.

The next section describes the umbrella TIFL Project and its four sub-projects,
including the Indonesian Tertiary Curriculum Materials Project, which produced the
materials that are evaluated in this study.
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1.2

DESCRIPTION OF THE TIFL PROJECT

The TIFL Project was one of a number of initiatives conceived in a burst of creative
energy as Asia suddenly caught the nation's imagination in the late 1980s. In order to
understand the underlying ethos of the TIFL Project, it is important to be aware that it
was one of the fruits of an intergovernmental agreement signed in 1989 between
Australia's Department of Employment, Education and Training and Indonesia's
Ministry of Education and Culture. One of the goals of this intergovernmental
agreement was to promote the learning of English in Indonesia and the learning of
Indonesian in Australia. The TIFL Project was thus a manifestation of Australia's
national effort to engage with Asia.

The TIFL umbrella project and the four sub-projects which it comprised were
described in the official brochure of the project (reproduced in Appendix 1), which was
produced by the Centre for Studies of Language in Education at the Northern Territory
University. The information in that brochure will be summarised here.

The TIFL Project was originally conceived by the Asian Studies Council (ASC), which
was established by the federal government in May 1986, under the chairmanship of
Professor Stephen Fitzgerald, and lasted five years. The ASC developed a two-stage
program for promoting the study of Asian languages and Asian studies at all levels and
in all sectors of the Australian community, and established language curriculum
projects for Japanese, Chinese and Indonesian. The TIFL Project was actually
established in 1992, which was after the demise of the ASC, but the ASC had been
very much involved in the consultation and planning for the project, during which
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background papers and proposals were prepared, and meetings and seminars were
conducted in both Indonesia and Australia. The project was funded through the
Language and Literacy Branch of the Department of Employment, Education and
Training (DEET), drawing on funds allocated in the White Paper, The Australian
Language and Literacy Policy (DEET, 1991), which identified Indonesian as a
‘targeted foreign language’.

The TIFL project was coordinated through the Northern Territory University’s Centre
for Studies of Language in Education, which was directed by Professor Frances
Christie. A national Steering Committee was established to oversee and guide work
undertaken during the life of the project.

One of the aims of the TIFL umbrella project was to enable the exchange of
information, materials and scholarly effort between institutions. To this end, the
official brochure states that “it is intended that materials developed will be published
and thereby made available for wider use”.

The four sub-projects under the umbrella TIFL project are described below.

1.

Indonesian teaching materials in-service project

This project, carried out by the Northern Territory University, was to research the inservice needs of teachers of Indonesian, and develop and trial appropriate packages of
materials focusing on Indonesian teaching methodology, for use during in-service
programs and courses, or by teachers wishing to employ the materials in their
curriculum planning. These materials were to promote the professional development of
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Indonesian teachers by upgrading teaching knowledge and skills. Detailed modular
course programs were to be produced, including associated support materials. A video
series demonstrating various teaching approaches and strategies was planned.

2.

Indonesian Language Database Project

This project, which was carried out at Flinders University in South Australia, aimed to
provide a description of materials belonging to specific genres and registers of the
language, ie, medical and community health, law and business, and science and
technology. Short monographs to describe the distinct features of each of the genres
were to be produced for the above areas. It was anticipated that the monographs would,
in conjunction with the bank of materials collected, serve as a starting point to build
courses for those interested in developing Indonesian for specific purposes.

3.

Indonesian Language Proficiency Rating Scale Project

The Indonesian Language Proficiency Rating Scale Project was undertaken by the
Centre for Applied Linguistics and Languages (CALL) at Griffith University, under the
direction of Professor David Ingram and Elaine Wylie. The Project Officer was Dr
Geoff Woollams. This project was to develop a proficiency rating scale for use with
adult and adolescent learners of Indonesian as a second or foreign language. The scale
was to be developed from the Australian Second Language Proficiency Ratings
(ASLPR) (Wylie and Ingram, 1995a). Project outcomes were to include a set of
materials for use in testing learners with the ASLPR and guidelines for the use of this
scale.
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4.

Indonesian Curriculum Materials (Tertiary) Project

It is the Indonesian Tertiary Curriculum Materials Project which is the subject of this
dissertation. The aim of this project was to develop a bank of materials for teaching
Indonesian at the Introductory, Intermediate and Advanced levels of tertiary study.
The Project Coordinator was Dr David Reeve of the University of New South Wales.
The project was to be carried out by members of the Sydney Consortium for
Indonesian and Malay Studies (SCIMS), with the cooperation of Dr Jim Sneddon of
Griffith University. SCIMS is a cooperative link between staff concerned with
Indonesian at five NSW universities: the Universities of New South Wales, Sydney
Technology, Western Sydney and Wollongong (although the Universities of
Technology Sydney and Wollongong were not actually involved in the project).

Three levels were planned. At the introductory level, a program of 20 themes was
planned. Each theme was to have materials for at least 8 hours’ class work. At the
Intermediate level there were to be 14 themes, each containing materials for two
weeks’ work. At the Advanced level, materials for at least two semesters’ work were
planned, initially on the broad themes of New Order4 Politics and New Order
Economics. The development of materials was to be based on communicative
methodology. For each theme there was to be a range of communicative activities,
dialogues, grammar and sociolinguistic explanations, realia, a teachers’ guide and
audiovisual resources advice. Videos were also planned.

4
Orde Baru [New Order] was the term used by the Suharto regime to distinguish itself from the
Soekarno regime, which was termed the Orde Lama [Old Order].
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1.3

FOCUS OF THE RESEARCH

In the early 1990s, most Australian universities teaching Indonesian were using
unsuitable teaching materials designed for use in secondary schools and dating from
the 1960s and 1970s. The need for better curriculum materials had been felt for
decades. Writing in 1990, Foulcher stated:

‘It is absolutely essential that a great deal more work be put into producing effective,
Australia-based courses in Indonesian language ... The resources we have available
at present for teaching Indonesian language lag badly behind developments in the
theory of language acquisition.’ (Foulcher, 1990: 4).

The TIFL Tertiary Curriculum Materials Project aroused expectations for
improvements in tertiary Indonesian language teaching and there was great interest at
the time in the materials it produced. However, they have not to date been evaluated,
nor has any research on them been conducted. In order to understand the significance
of the project, to learn from its successes and shortcomings, and to build on the
experience it provides, an evaluation of the materials is needed. This dissertation
offers an evaluation of the TIFL tertiary curriculum materials in terms of the aims of
the project, which were to develop a bank of teaching materials for Australian
universities based on communicative methodology. The evaluation is from the
perspective of applied linguistics, specifically second language acquisition (SLA)
theory.

The following question is a major focus of the research:
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Do the TIFL curriculum materials embody a coherent application of
communicative competence theory and the communicative approach?

Because the intention is to conduct an empirical as well as a theoretical evaluation of
the materials, a second question is asked:

Do the TIFL materials, in use, promote communicative teaching and
learning of Indonesian?

Section 1.4 below explains the research approach used for the study.
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1.4

RESEARCH APPROACH

The research approach that has been chosen for the study is case study method. Case
studies are frequently used for empirical inquiries in social science research and also in
practice-oriented fields, in situations where the investigator has little control over
events, and when the focus is on a contemporary phenomenon within some real-life
context. Case study method allows a mix of quantitative and qualitative data, and suits
a study where there are many variables which cannot be isolated for research purposes.
It can be exploratory in nature and does not require the formulation of a hypothesis
(Yin, 1994). For all these reasons it seemed a highly appropriate method for this
evaluation.

Data about the conceptual development of the TIFL materials and the history of the
project were assembled from interviews and archival documents. The theoretical
evaluation rests on an analysis of the materials in comparison with communicative
competence theory and communicative methodology. The study of the application of
the materials draws on empirical data from eight teaching programs that use the TIFL
materials. These include teacher and student interviews, ISLPR (International Second
Language Proficiency Ratings)5 assessments of student proficiency, and
Communicative Orientation of Language Teaching (COLT) Observation Scheme
descriptions of lessons. The study thus contains historical, theoretical and empirical
aspects. More details about the research approach and data collection instruments are
provided in Chapter 5.

5

The ASLPR is now known as the ISLPR.
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1.5

OUTLINE OF DISSERTATION

Following this introduction, a number of background issues that are important to an
understanding of the context of the TIFL Project are explained and discussed in
Chapter 2. Section 2.1 provides a brief account of the history and nature of the
Indonesian language, particularly issues that are relevant to its study as a foreign
language. Section 2.2 places the teaching of Indonesian in a historical and global
context, with special reference to the purposes of language programs and the factors
that have hindered or promoted the learning of Indonesian as a foreign language.
Section 2.3 provides a brief outline of the political and policy developments that have
impacted on Indonesian language teaching in this country.

Chapter 3 is a history of the TIFL Tertiary Curriculum Materials Project. As this is the
first time it has been researched, it was considered important to document the sequence
of events and provide a basic historical record of the project.

In Chapter 4, a review of literature focuses on second language acquisition (SLA)
theory and research, in particular communicative competence theory, to establish the
theory that underlies communicative language teaching (CLT), as part of the
knowledge base needed to analyse the embodiment of CLT in the TIFL materials. A
number of other theoretical and research issues in SLA that are relevant to
communicative competence theory and also to the teaching of Indonesian as a foreign
language are also explored, such as form-focus vs. meaning-focus; input and
interaction; culture as a social dimension of language; and classroom SLA, a special
area of SLA of great relevance to curriculum materials for language teaching.
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Communicative methodology (CM) is a set of teaching procedures that have developed
in relation to CLT. Accordingly, Chapter 4 also contains a review of developments in
second language pedagogy and methodology, with emphasis on the practices of CM,
for the purpose of identifying, comparing and contrasting pedagogical techniques as a
further step in the process of evaluation of the TIFL curriculum materials. This
includes a review of other currently-used methodological approaches such as grammartranslation, audiolingualism, immersion and content-based approaches, and a review of
communicative curriculum design.

The research approach adopted in this study has already been described briefly in
Section 1.4. Chapter 5 sets out in greater detail the rationale for choosing case study
method for the research method in this study. Specific research procedures and data
collection instruments are described in this section, ie, the interview plans, the ISLPR
Self-Assessment Version for Indonesian, and the COLT Observation Scheme. The
limitations of the research method are also explained.

In Chapter 6, the TIFL curriculum materials are subjected to a process of description,
analysis and interpretation, to determine whether they embody communicative
competence theory and the communicative approach. Because of the size and
complexity of the bank of materials produced by the project, it was found necessary to
deal with them in stages. First an overview of the materials as artefacts is provided,
then their thematic structure is reviewed, and thirdly their content is described and
analysed in detail from the viewpoint of CLT and SLA. Lastly, the question of
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whether they are actually a bank of resources or a stand-alone curriculum is
considered.

Chapter 7 evaluates the TIFL curriculum materials in use. Because their purpose is to
be used in tertiary Indonesian language instruction, the view was taken that
investigating them in terms of theory alone would not be sufficient. Investigation in
the field was needed to obtain a holistic picture. The materials are evaluated from the
perspective of both teachers and students, based on interviews conducted at 8
universities. Results of ISLPR (International Second Language Proficiency Ratings)
proficiency assessments of students from three universities are presented. A case study
of the materials in use at the University of New South Wales, where they were
developed, is then presented. It is based on classroom observations, and includes an
analysis that uses the COLT (Communicative Orientation of Language Teaching)
instrument.

Chapter 8 presents the conclusions of the study and recommendations, including
recommendations for further research, for the conduct of curriculum projects and for
teachers using the TIFL materials.
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CHAPTER 2
THE BACKGROUND TO THE STUDY

2.1

INTRODUCTION

In this chapter a number of issues that are relevant to an understanding of the significance
of the TIFL Tertiary Curriculum Materials project are examined and discussed. The aim of
this background chapter is to establish an understanding of why the TIFL Tertiary
Curriculum Materials Project was felt to be necessary and important. These reasons have
to do with the state of the teaching of Indonesian as a foreign language (TIFL) in Australia,
which is part of the global picture of TIFL as a subject of study. Indeed, a historical and
global perspective is needed to fully appreciate the significance of the TIFL Tertiary
Curriculum Materials Project.

In order to understand Indonesian language teaching, some background information on the
language itself is necessary. Section 2.2 of this chapter describes the history and nature of
the Indonesian language, with special reference to issues that are relevant to its study as a
foreign language. Indonesian is a planned language that has only been in existence since
the 1920s, but linguistically it is actually a dialect of the Malay language, which dates from
before 700 AD. Despite being the language of the world’s fourth most populous nation, it
is not a world language, for reasons that will be explained, and this is part of the reason
why there has been little research and development done on teaching it as a foreign
language. It will be argued that the main reason people have for learning Indonesian is a
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wish to interact with the people of present-day Indonesia – a premise that underlies the
development of the TIFL materials.

Section 2.3 reviews the teaching of Indonesian in historical and global context, with
consideration of the purposes and types of language programs. The most powerful
influence on the teaching of Indonesian in the English-speaking world has been the
curriculum materials developed by John Wolff at Cornell University in the 1970s, but
they are unsuitable for the Australian context. In some places where the teaching and
learning of Indonesian/Malay has the longest history, the purposes of language
programs appear to be backward-looking and not suitable for the Australian learner. A
constant theme in all sources is the dearth of curriculum materials, and it is shown that
the teaching of Indonesian has benefited in countries with circumstances advantageous
to language materials publication.

Section 2.4 provides an overview of the history of the teaching and learning of
Indonesian in Australia, including the policy developments that have impacted on
foreign language teaching in this country and particular factors that have affected
Indonesian as a subject. Interest in Indonesian language has ebbed and flowed
dramatically, reflecting changes in attitudes towards language learning generally and
also changes in the community’s perception of Indonesia. On the whole, policy
developments have favoured Indonesian, but some other factors have had a negative
effect.
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2.2

THE INDONESIAN LANGUAGE

According to Comrie (1990), Indonesian is a dialect of the Malay language. It is not the
only language spoken in Indonesia, which has around three hundred regional languages.
Malay is a member of the Austronesian language family, which includes the Polynesian,
Melanesian and Micronesian languages of the Pacific and the Formosan languages of
Taiwan. The Western Austronesian subgroup includes the languages of Indonesia,
Malaysia and the Philippines, the Chamic languages of Vietnam, and Malagasy in
Madagascar. The Malay language had its origins in the Malay Peninsula and the
adjacent coast of Sumatra, and it had also spread to coastal areas of Borneo in very
ancient times.

Alisjahbana (1976) points out that from the multitude of Austronesian languages,
Indonesian/Malaysian is the only one which has become a modern language, used not
only in administration, law, commerce, etc., but also in teaching from primary school to
university, and that this is the result of a long process which has its basis in
geographical, historical, social and cultural factors. Indonesia and Malaysia stretch out
over an area broader than the United States. This large area is divided by the sea into
thousands of islands, and the larger islands are divided by high mountain ranges into
many isolated districts. During thousands of years hundreds of language and dialects
have become established, nearly all of which belong to the Indonesian/Malaysian
branch of the greater Austronesian family. Precisely because the extensive area of
Indonesia and Malaysia is fragmented into a myriad of geographical, cultural and
linguistic units, there has been from time immemorial a need for a single common
language which could be understood not only by the natives of the archipelago but also

17

by the constant waves of foreigners. Of course, at times when the archipelago was
dominated politically and/or culturally by a foreign power, there was a prevailing
tendency for the language of that foreign power to become known to some segment of
the population, ie, Sanskrit in the Hindu period, Arabic in the age of Islam, Dutch and
English under colonialism and Japanese during the Japanese occupation. Yet because
the structure of the foreign languages differed markedly from that of the languages of
Indonesia and Malaysia and because they were comprehensible only to a small stratum
of society, there was always a second lingua franca in use by the native peoples of
Southeast Asia alongside the instrusive language. Due to its geographical location,
Malay became important as a lingua franca in Southeast Asia. Maritime trade between
India and China flowed through the Straits of Malacca between Sumatra and the Malay
Peninsula, which became entrepots as well as places for taking on supplies and carrying
out repairs. Malay, spoken on both sides of the Straits, became the lingua franca for
communication both between traders from different countries and between traders and
local populations. This is confirmed by ancient Chinese writers such as Itsing.1 Ports
appeared and eventually Malay-speaking kingdoms arose. Worsley (1994a: 1) points
out that stone inscriptions from the Srivijaya kingdom in South Sumatra dating from the
seventh century AD are evidence that before 700 AD a pattern of three types or domains
of Malay use – as mother-tongue, lingua franca and official language – was already well
established, and these three domains are still characteristic of Malay today.

As traders ventured eastward in search of the products of the Spice Islands, the
archipelago became criss-crossed with trade routes, and Malay-speaking ports sprang up

1

Kroon (1931: 109-118), quoted in Alisjahbana (1976: 32).
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throughout the region. When Francis Xavier preached in the Moluccas in the 1540s, he
did so in Malay, because that was the language which everyone understood.2 Jan
Huygen van Linschoten, a Dutch navigator, reportedly wrote in 1614 that Malay was
not merely widely known but was also considered the most prestigious of the languages
of the Orient, and that he who did not understand it was in somewhat the same position
as Dutchmen of the period who did not understand French.3 The role of Malay as a
lingua franca is also illustrated by Francois Valentjin's remark, around 1725: ‘If you can
speak Malay, you will be understood from Persia to the Philippines.’4 According to
Voorhoeve,5 there is evidence that the use of Malay was not limited to Southeast Asia
but had even spread to centers of commerce in India and South China.

Cultural influence on the Malays due to many contacts with other societies is reflected
in a rich store of borrowed words. During the Hindu-Buddhist period, probably from
the second century AD until the coming of Islam a thousand years later, Malay absorbed
many words from Sanskrit. Later, during the Islamic period, there were many
borrowings from Arabic and a significant number from Persian. Malay also readily
absorbed words from European languages, beginning with Portuguese from the
beginning of the sixteenth century (Worsley, 1994a: 2).

Following the division of the Malay world into Dutch and British colonies in the 19th
century, Dutch became the official language in Indonesia, used for the purposes of
government and higher learning, and knowledge of Dutch was necessary for gaining
higher education, employment and social status. Many educated indigenous
2

Drewes (1948), quoted in Alisjahbana (1976: 34).
Mentioned by Alisjahbana (1976: 33) – no reference given.
4
Quoted in Budiarta (1995).
5
Voorhoeve (1955: 7), quoted in Alisjahbana (1976: 33).
3
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Indonesians spoke and wrote to each other in Dutch. Attitudes to Malay were negative
and its status was inferior. However, many Dutch civil servants did learn Malay, which
was used in the lower levels of the Dutch colonial administration, and from 1853
Malay-language primary schools were established to fill the need for lower rank
administrative personnel (Angelino, 1931).6

According to Steinhauer (1998), the relationship between the Dutch colonial regime and
the spread of Malay in the Dutch East Indies is very close. In the second half of the
19th century the colonization of the world by European powers increased and
intensified, and in line with this trend, Dutch colonial rule in Indonesia became more
intensive, more direct and more varied. But the Dutch could not carry out their
government programs without involving the Indonesian population as a workforce, so
from the middle of the 19th century, education of the indigenous people became part of
the colonial government's activities. Angelino (1931) explains that it was thought that
Indonesian children could learn better in their own languages. However, it was
eventually found too expensive to develop complete education systems in the many
local languages. Two views competed about whether Indonesian children should learn
Dutch, but a negative view prevailed. It was thought that if the Indonesians obtained
'modern' knowledge through learning Dutch, they would become unsettled. Therefore
the Malay language, which from the beginning had been the main language of
communication between the Dutch and the local populations, was chosen as the
language of instruction in most state educational institutions (although the elite sent

6

This education took place not only in Malay but in other native languages, such as Javanese and
Sundanese -- depending on the mother tongue of the pupils.
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their children to the prestigious Dutch-native-schools.) This policy was to contribute
to the acceptance of Indonesian as the national language at a later date.

In the 1920s, Indonesian nationalists realised that a common language was a necessity
for nationhood. Dutch was rejected because it was hardly spoken outside of the
educated class, and it was neither an indigenous language nor a world language like
English. Malay was the obvious choice, because it was widely spoken as a language of
trade and religion and had been a medium of instruction in schools. In addition,
because it was the first language of a relatively small number of people, less than 10%
of the population, it was not viewed as the property of one cultural or ethnic group,
unlike the regional languages; therefore, its adoption as a national language would not
arouse regional jealousies. In 1928, at the Second Indonesian Youth Congress, Malay
was, for the first time, called Indonesian (Bahasa Indonesia) and proclaimed as the
'language of unity' (Alisjahbana, 1976: 39).

During the Japanese occupation (1942-1944) the Japanese authorities banned the use of
Dutch, but because their own language was virtually unknown, they were compelled to
make use of Indonesian as the practical language for communication throughout the
country. Indonesian also became the medium of instruction in all schools and higher
education institutions. The Japanese were so fully bent on mobilising the total energies
of the Indonesian people for the ‘Greater East Asian War’ that they penetrated to the
most remote villages, using Indonesian wherever they went. The language spread
rapidly. As the fighting continued, and the number of Indonesian-speaking Indonesians
rose, a feeling of mutual solidarity grew ever deeper and stronger. The Indonesian
language became a symbol of national unity (Ibid.: 40-41).
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After independence was proclaimed on 14 August 1945, Indonesian became the official
language of the new Republic of Indonesia. The Indonesian government, especially the
New Order government of the Soeharto regime, has emphasised the development of
Indonesian as a vehicle for education and national communication.

In 1975, the Pusat Pembinaan dan Pengembangan Bahasa (PPPB) [Centre for
Language Development], was established as an arm of the Indonesian Ministry of
Education and Culture. The work of developing terminology and standardising the
language, begun before independence and continued during the Japanese occupation,
has continued since independence and still continues (Alisjahbana, 1976: 41-42; Anwar,
1985: 75-107; Hill, 1994: 37-47; Hooker, 1993: 272-293). The PPPB is a well-funded
and very active body. It publishes a large range of scholarly works, in particular
dictionaries and grammars and a series of bulletins on correct usage. It holds large
national language congresses every five years, in addition to numerous other seminars,
workshops and promotional campaigns, and has a well-run library.

It is estimated that the number of speakers of Malay in the Dutch East Indies at the time
of the Youth Pledge in 1928 was half a million or just under 5% of the population. The
1971 census showed that about 41% of Indonesians spoke Indonesian, while 59% did
not. The 1980 census, which had slightly different questions, found that more than 90
million, or 61% of the population, could speak Indonesian, though only about 18
million spoke it at home (taken as indicating that they used it as their L1). In 1980 the
PPPB also undertook a survey of bilingualism in Indonesia. In 13 large urban centres
throughout Indonesia 5.2% of people over the age of 24 used Indonesian as L1, while
among children (7 - 15 years) the figures was 23.7%. The 1990 census found that
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nearly 29 million people (15% of the population) used Indonesian as their daily
language. 27 million or 17% stated that they could not speak Indonesian. Those who
could speak Indonesian, though they did not use it every day, numbered 107 million
(almost 68%) (Worsley, 1994a: 5-6). Thus the percentage of the population which can
speak Indonesian has continued to increase.

Indonesia is a nation of polyglots. It is quite normal for people to speak three or more
languages. There are regional languages with large populations of L1 speakers.
Javanese has about 59 million speakers, followed by Sundanese with more than 22
million. There are 21 other languages that have more than 100,000 speakers each.
Generally, those Indonesians who do not acquire Indonesian informally at home learn it
at school as a second language. Apart from the initial three years of education, when
the regional language may be the medium of education, all education is in Indonesian.
This amounts to a national immersion program. All Indonesians who have had a full
secondary education can be said to be proficient in Indonesian language. English is
taught as the second language (L3 for most learners) in schools; in other words, nearly
all school children are exposed to English during their schooling (Worsley, 1994a: 6).

Indonesian and regional languages are not used interchangeably. The tendency is to use
Indonesian in more modern and public activities, while the regional activities are used
in the more traditional and regional aspects of life. However, in cities, because the
population is more ethnically mixed, Indonesian is used far more in daily life than it is
in rural areas (Ibid.: 7).

23

Woollams sets out clearly the implications for teachers and learners that arise from the
nature of the Indonesian language and culture in his introduction to the Indonesian
version of the Indonesian Second Language Proficiency Ratings (Ingram et al., 1995:
12-15). Briefly, these issues include the notion of ‘standard’ Indonesian vs. the
influence of regional languages; the great importance attached to relative social status in
interactions; the importance of an understanding of sociocultural phenomena as a
component of proficiency; the phenomenon of fronting of salient or ‘topical’
participants in discourse; the reliance in spoken Indonesian on contextual clues and
shared information – leading to absence of redundancy and shorter utterances; and
extensive use in modern Indonesian of complex derivational morphological devices.

One of the implications of the characteristics of Indonesian is that although learners of
Indonesian as a FL have communicative competence in their native language, there is
no reason to assume that they will be able to translate this ability into successful
interactions with native speakers of Indonesian. As one example of many that could be
given, frankness and directness are not really impressive qualities in the eyes of many
Indonesians. They are more likely to be interpreted as indicating naivety or lack of
sensitivity (Geertz, 1976; Wierzbicka, 1991). Turn-taking is another example.
Indonesians allow much longer silences between turns and do not say 'er' and 'um' to
hold their place, so it is easy for the unaware L2 speaker to 'rush in' and fill what they
perceive as a gap that in reality is not one, and thus appear too forceful and dominating.

The most salient example, well known to Indonesianists, is the word for 'you'. Having
to say 'you' in Indonesian presents a virtual minefield of hazards, for there are dozens of
ways of expressing the second person pronoun, all of which are significant in terms of
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mutual status, formality, assumed intimacy or commonality, and the like. Indonesians
themselves find the expression of a second person pronoun highly problematic and use
strategies to avoid it. For example, Anwar expends three pages on this topic (Anwar:
1985: 148-151). The second person pronoun is a good example of the problems
teachers of Indonesian face in trying to transmit an understanding of sociolinguistic
appropriacy to Australian students. In recent years the second person pronoun Anda
was popularised in Indonesia as an egalitarian solution to the problem. Anda was gladly
seized on by Australian teachers of Indonesian as the answer to their prayers in respect
to this difficult pronoun. However, it turns out that a teacher addressing a student (and
vice versa) is one of the instances where Anda is not appropriate, and its overuse by
Australian teachers was much criticised by Indonesian observers.

There is a great difference between spoken and written (or formal and informal)
Indonesian. Halim writes:
‘Observation of Bahasa Indonesia reveals that written Bahasa Indonesia differs from
spoken Bahasa Indonesia to such an extent that an attempt to account for both by a
single unified approach would be extremely complex, if not impossible.’ (Halim,
1974: 9)

This is of course true of every language, but with regard to Indonesian it has come to be
realised in recent years that the difference amounts virtually to diglossia. Sneddon
states:
‘The linguistic situation in Indonesia is one of diglossia, in which the language of
everyday social interaction is significantly different from the formal variety of the
language. Despite the significance of knowledge of Indonesian in Australia almost no
resources have yet gone into the study and description of the informal variety of the
language. Attempts to teach informal Indonesian are frustrated by the fact that few
Australian teachers have anything approaching adequate knowledge of it (Sneddon,
1990: 99) and by the absence of available descriptions from which they can draw
information.’ (Sneddon, 2001: 81)
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Turner (1996) reports on a study he conducted with third-year post-Year 12
undergraduate students (ie, with eight years of language learning behind them) who
failed completely to decode a couple of sentences from a popular Indonesian sitcom.
He argues that ‘by producing speakers of Indonesian whose breadth of language does
not extend to popular culture as expressed in high-rating television programs we are
clearly not fulfilling the needs of our students.’ Sneddon makes the same point:

‘Of the major Asian languages taught in Australia, Indonesian is the only one which
exists in a diglossic situation, in which the language of everyday conversation is
significantly different from the formal language. Indonesian language teaching in
Australia concentrates on the ‘high’ form of the language; in most schools and
universities the everyday variety is dealt with either superficially or not at all. As a
result, most Australian learners develop no proficiency in this variety. … Using
language appropriate to the situation is essential to ‘good manners’ and effective
communication. Hence it is important to incorporate teaching of informal language
into Indonesian courses, particularly the variety spoken by the Jakartan middle-class,
which is acquiring status as a standard colloquial form of the language.’ (Sneddon,
2001: 81).

However, the matter is complex. Indonesians – and some Australian teachers of
Indonesian, too – tend to be very concerned about the possibility that if foreigners learn
the informal code they will misuse it when they go to Indonesia; eg, Budiharto (1995)
mentions this danger in a discussion about the importance of sociolinguistics in
Indonesian language teaching; and Fanany made the point strongly in a paper recently
(Fanany, 2000).

Indonesian people often think or say that their verbal behaviour is different from what
they can be observed to do, which non-Indonesians can find a source of frustration. It is
nevertheless important to pay attention to the 'unrealistic' prescriptive pronouncements
of native speakers, because they offer insights into their way of thinking. When people
say and do different things, it may not be obtuseness or hypocrisy that is the cause; there
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may be an underlying sociocultural reason for the behaviour that is so much a part of the
culture that it is not consciously perceived. Because Indonesians tend to avoid any
confronting behaviour (Aziz, 2001), it can take a very long time for a foreigner to work
out that their ways of thinking in some ways are extremely different from Western ways
of thinking, and that some of these differences are culturally non-negotiable. Schiffman
(1994), in a discussion of language policy in Southeast Asian nations, observes that
diglossia and multiglossia7 are common in Southeast Asian nations and their existence
can be seen as representing deep-seated cultural behaviour towards language in this
region.

The author’s view on this issue is that it is more sensible to introduce students to the
existence of different registers and try to inculcate some sensitivity to register, than to
avoid informal registers in order that students will not learn ‘non-standard forms’. If
students only learn a bowdlerised version of the language, when they go to Indonesia
they can barely understand a word of everyday speech. They come back resentful
because their teachers hadn’t taught them the ‘real’ language they would need – and,
more to the point, they are likely to fall into the dangerous error of thinking that they
can seem fluent by using the informal register on all occasions.

In sum, Indonesian is a new language that has only been in existence since 1928,
although it is actually a form of Malay – a very old language, far older than English, and
at one time extremely widely spoken. Most 'native speakers' have learned it as L2. It is

7

Diglossia is a characteristic of individual speakers of a language, whereas multiglossia is a characteristic
of linguistic communities in which more than one language is spoken and the various languages have
different domains. Such domain distribution is deeply rooted in Indonesian society and in Southeast
Asian society generally. It could be argued that register diglossia is also deeply rooted in Indonesian
linguistic behaviour.
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a language that has had to develop with incredible speed into one capable of expressing
ideas in administration, education, law, commerce and science, and it is consequently in
a continuous state of change and development – which is a source of problems for
teachers and learners of Indonesian as a foreign language. It is a language which can be
very easily learned in its most basic ‘lingua franca’ form, but which becomes
bewilderingly subtle and complex the further the learner goes, due to the presence of
diglossia and other sociolinguistic features.

Alhough Indonesian is the language of the world's fourth most populous nation, yet
today Indonesian/Malay is not a world language; in fact, outside Australia it is one of
the less commonly taught languages. Indonesian does not have the attraction of a large
body of literature like Javanese, the language that is spoken as L1 by the majority of
Indonesians, with a large, well-preserved body of literature spanning ten centuries, or
even classical Malay, which also has a large body of literature. This means that it lacks
appeal as a vehicle of high culture and partly explains why is not widely taught, and
why there has been little research and development done on teaching it as a foreign
language.

The importance of Indonesian lies in its role as the public language of the nation of
Indonesia, and that is why the main motivation for people to learn Indonesian is to
interact with the people of modern Indonesia. This fact has powerful implications for
the teaching of Indonesian as a foreign language. It makes the communicative approach
particularly appropriate for the teaching of Indonesian to Australians, for whom
Indonesia is a problematic neighbour and for whom the existence of a corps of speakers
of Indonesian with ability to communicate effectively, with sociolinguistic
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appropriateness, will always be a valuable asset in such important areas as trade,
diplomacy, military preparedness and strategic assessment.
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2.3

INDONESIAN LANGUAGE TEACHING IN HISTORICAL AND GLOBAL
CONTEXT

2.3.1 Introduction

In the light of the information about the Indonesian language provided in the previous
section, it is not surprising that virtually nothing appears to have been published in
monograph form or even in academic journals on the subject of Indonesian language
teaching as a historical or world-wide phenomenon. The main sources of information
are conference papers from the Kongres Bahasa Nasional, held every five years by the
PBBB; and the Kongres Internasional Pengajaran Bahasa Indonesia untuk Penutur
Asing (KIPBIPA) [International Congress on the Teaching of Indonesian to Speakers of
Other Languages], which have been held four times in Indonesia. Many of the
KIPBIPA papers have described the teaching of Indonesian in the authors’ respective
countries (eg, Adelaar, 1995; Sato, 1995; Vanicek, 1995). Most of the papers presented
by foreigners to the Kongres Bahasa Nasional have been invited papers on the topic of
‘the state of Indonesian language teaching in my country’ (eg, Chung, 1998; Kwee,
1988; Nothofer and Pradopo, 1988; Read, 1998).

It is striking that, for the most part, the authors of these conference papers give little
information on the purposes of their programs, the curriculum materials used or the
methodology employed. One surmises that they take their purposes for granted; are not
particularly proud of the materials they use; and either have little explicit knowledge of
methodology or do not regard it as a matter of much import. Nevertheless, some
inferences can be drawn from the information that is available.
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According to Alwi (Alwi, 1995), Indonesian as a FL is taught in at least 29 countries, ie,
Australia, Austria, Canada, China, Czechoslovakia, Denmark, Egypt, France, Germany,
India, Italy, Japan, Malaysia, the Netherlands, New Zealand, Norway, Papua New
Guinea, Russia, Saudi Arabia, Singapore, South Korea, Suriname, Sweden, Switzerland,
the Philippines, UK, USA, the Vatican and Vietnam. Thailand can be added to his list
(Nimmanupap, 1998).

Although many of these papers are very interesting, the historical and global survey
presented here is limited to case studies of a few countries where aspects of Indonesian
language teaching have relevance to the Australian context. On grounds of irrelevance
to the Australian context many countries have been excluded, eg, Saudi Arabia, where
Indonesian is mainly taught to background speakers; Suriname, where it is taught as a
heritage language; the Vatican, where it is taught to priests for professional purposes;
and Russia, where instruction appears to emphasise phonology (evidently the sound
system of the Indonesian language presents great difficulty to Russian learners, which is
not the case with anglophones). The first three countries that are discussed below are
the US, the Netherlands and the UK, because they have had the strongest influence on
the teaching of Indonesian in Australia. Three other Western countries – France, Italy
and Germany – are included because they highlight different approaches to the teaching
of Indonesian. Lastly, we look at two contrasting Asian countries, Japan and China.
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2.3.2 The United States

The United States was the first of the English-speaking nations to teach Indonesian,
although, according to Soemarmo (1988), no historical account of Indonesian language
teaching there has been written. Furthermore, the US has had considerable influence on
the teaching of Indonesian world-wide. John Wolff’s audiolingual curriculum materials
(eg, Wolff, 1975, 1979) were an immense advance on earlier materials, but have
eventually come to exercise a stranglehold on pedagogical development in Indonesian
language instruction in the US.

According to Collins (1998), in 1805 an account of the experiences of David Woodard
was published, including a Malay vocabulary. David Woodard was a Bostonian who
was shipwrecked and imprisoned for nearly two years in Donggala, Central Sulawesi.
His dictionary attests the use of Malay in a coastal area of Sulawesi that was outside
colonial influence at that time. However, American interest in the Malay language
really only began with the expansion of American power in the Pacific at the end of the
nineteenth century. Charles Payson Gurley Scott's etymological study 'The Malayan
Words in English', which was published in the Journal of the American Oriental Society
in 1886 and 1887, was an example of quality scientific research. At about the same
time Cornell University offered Malay as a subject, but it lapsed.

American interest in the study of Malay was not reawakened until World War II. In
1943, the American War Department published Malay: A Guide to the Spoken
Language. The teaching of Malay language was pioneered in the US by Professor
Isidore Dyen in 1948 at Yale University in the United States. But academic study of
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Indonesian can be said to have actually begun in 1952 when Professor John Echols set
up an Indonesian program as part of the Southeast Asian Studies Program (SEAP) at
Cornell University. Besides Cornell and Yale, Indonesian is also now taught at the
universities of Arizona State, California (Berkeley),8 Hawaii, Michigan, Northern
Illinois, Ohio, Oregon, Washington and Wisconsin (Ibid.).

Soemarmo (1988) reports a survey of teachers and learners of Indonesian, which found
that in the whole of the US there were no more than 100 learners of Indonesian
language in any one year, and there had been little change in numbers over the previous
decade. Furthermore, Soemarmo found that most teachers of Indonesian were using
Wolff's teaching materials (Wolff et al., 1984 and 1986), which were based on
audiolingual methodology, because no textbooks based on newer methodology were
available. According to Somarmo, the goals of Indonesian teaching in the US are
strongly focused towards conversational ability and reading ability. He reports that the
level of achievement of students of Indonesian in the US is very satisfying, in that after
9 months of study most learners can function in Indonesian – which, he emphasises, is
not true of other FL teaching and learning in the US. However, he expresses a wish for
higher proficiency, particularly in advanced students. He presses for the development
of new Indonesian teaching materials along the line of English-language ESL materials,
an indication that he is aware of the limitations of the Wolff materials, which will be
discussed below.

Soemarmo is the only writer who has reported research on students of Indonesian. He
surveyed 80 American students of Indonesian by mail and got 69 responses, ie 86%. He

8

Now also in Los Angeles.
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found that 67% of students were born in the US, while the rest were Americans born
overseas or foreign students studying Southeast Asian studies or international politics.
92% of learners had studied another language previous to learning Indonesian. 54% had
never been to Indonesia. 62% were males and 38% female. The disciplines represented
were as follows:

Southeast Asian studies

33%

Anthropology

22%

History, politics, economics or linguistics

24%

Other fields

21%

There were few from business studies. Soemarmo states that students of business
studies tend to select Japanese or Arabic rather than Indonesian.

Reasons given by students for learning Indonesian were as follows:

9

To be able to speak Indonesian

83%

Plan to visit Indonesia

75%

To read Indonesian books and newspapers

63%

To learn about Indonesian culture

57%

Need Indonesian for their work

43%

To write letters in Indonesian

40%

To fulfill course requirements

38%9

Have Indonesian friends or family connections

17%

These responses reflect the requirement of many American universities for a unit of language study as
part of an undergraduate degree.
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To do research in Indonesia

16%

To be able to do academic writing in Indonesian

13%

Less than half of the respondents envisaged using their language in activities that would
require use of the language for genuine, meaningful communication for practical
purposes, if we ignore the 83% who ticked the response ‘want to be able to speak
Indonesian’, which is unspecific. The majority of answers appear to indicate an attitude
towards Indonesia as an object of interest or study rather than an environment in which
to operate or a community of people with whom the learners planned to interact. It will
be shown in Section 7.2 that the attitudes of Australian university students in 1998 are
markedly different than those of these American students a decade earlier.

Mackie (1991) reports that in the US the scope for undergraduate language courses is
relatively limited (unlike Australia), but the demand at the postgraduate level is quite
substantial. Cornell and Wisconsin have good though overworked language teachers,
but few others have any comparable strength. However, the pooling of resources that
has resulted in the annual Southeast Asian Studies Summer Institute (SEASSI) courses
has gone some distance towards meeting the most immediate needs, and further
experiments along these lines are more likely than introducing new courses in the
conventional university language departments (eg, the Consortium of Teachers of
Indonesian (COTI). This means, however, that only an infinitesimal proportion of
American undergraduates have an opportunity to take courses on Southeast Asian
languages and literature.
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Further, the emphasis on graduate studies in the US greatly influences the overall level
of teaching and research on Asian countries, leading to a generally more specialist
orientation. This specialist orientation is a problem for Southeast Asianists in the US
because they are often working in universities with no area studies programs and they
are expected to publish in mainstream disciplinary journals of direct interest to their
colleagues in the discipline. The 'hegemonic grip' of disciplines is greater in the US
than in Europe or Japan (Ibid.).

Wolff's teaching materials, which appeared from 1975 (eg, Wolff, 1975) have had a
profound affect on the teaching of Indonesian in the United States and elsewhere. They
are based on audiolingual methodology, but also have extensive grammar notes and
sentence-based exercises, as well as reading passages. Prior to the Australian TIFL
materials that are the subject of this study, they were the most complete course materials
for learning Indonesian in existence. Indeed, they constitute a gigantic and original
contribution to Indonesian language teaching, because of their comprehensiveness and
their emphasis on the spoken language.

As curriculum materials for Australian students, the Cornell materials are not very
suitable, being now out of date in terms of content and methodology. They are strongly
audiolinguistic in their approach.10 The major course materials, a three-volume set with
audio-tapes, Beginning Indonesian through Self-Instruction (Wolff et al., 1984 and
1986), were designed mainly for the use of postgraduate students enrolled in the Falcon
program, a one-year intensive program of Indonesian at Cornell University, which relies
heavily, though not exclusively, on the use of the language laboratory. These materials

10

The strengths and limitations of the audiolingual approach are discussed in detail in Section 4.3.2.
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move very slowly, with great attention to detail and many exercises. Used in the way in
which they were intended, they would constitute a superb introduction to the language.
However, they assume a mature, motivated, painstaking learner with a lot of time
available, presumably a graduate student. The accompanying audio tapes are very
expensive to purchase, and can only be ordered direct from Cornell University. The
price of a complete set of tapes (vol. 1 and 2) at time of writing is US$ 441, not
including handling and postage. The result of this high cost is that the audio tapes have
not been much used in Australia. The materials have a generally strong focus on
informal language, and give the impression that they have been designed with the needs
of anthropological and sociological researchers in mind. Other Cornell materials, such
as Indonesian Readings (Wolff, 1978) and Formal Indonesian (Wolff, 1986) are of
interest to scholars but of even less use as curriculum materials nowadays, being quite
limited and out of date in content, so that they are for the most part dry and unappealing.

Figure 1 reproduces an excerpt (in actual size) from Beginning Indonesian through
Self-Instruction, which illustrates some of the problems of the materials for Australian
users. The intonation coding is not very useful without the accompanying audio tapes;
the topic of the dialogue would not be very meaningful to Australian undergraduate
learners; and the language is in some aspects rather out of date. Furthermore, the
quality of the print is not very good, and the small-sized sans serif font in a very
cramped format is difficult to read.

New materials with more up-to-date and engaging reading material have recently been
developed at the University of Hawaii. The University of Hawaii is a designated
National Foreign Language Resource Centre and receives funding from the US
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Figure 1 – Sample page of Beginning Indonesian through Self-Instruction (Wolff et
al., 1984 and 1986: Book 3, p. 412)

Please see print copy for Figure 1
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Department of Education. Participation by two of the authors, Ellen Rafferty and James
Collins, in an American Council for the Teaching of Foreign Languages (ACTFL)
workshop on generic reading proficiency guidelines convinced them of the need to
develop reading materials for the teaching of Indonesian. They have produced a two
level set of Indonesian ‘competency-based reading materials for Indonesian’ titled Nah,
baca! (Rafferty et al., 1997). Each level consists of three volumes containing reading
materials, student workbook and teacher’s edition. The first level consists of realia and
real-life readings such as maps, advertisements, invitations, business letters, greeting
cards, receipts and the like. They were designed to achieve some overlap with topics
covered in Beginning Indonesian through Self-Instruction (Wolff et al., 1984, 1986).
The workbook contains text-handling tasks such as filling out tables, comprehension
questions, multiple-choice or fill-the-blank questions, as well as role-play scenarios,
writing tasks and discussion tasks. The selection of reading texts in the second book
was guided by three principles: to obtain level-appropriate material, to reflect the
diversity of contemporary Indonesian society and to pique the interest of university
students. The authors also tried to include a variety of voices/publishers and a variety of
genres. The teacher’s edition contains instructions for pre-reading activities, split
readings, scanning exercises, pair-work activities, and other activities as well as the
ones in the student workbooks. The goal of Nah, baca! is to develop independent
readers who can transfer the skills they acquire to Indonesian materials that are of
interest to them. These materials are much more modern and engaging than the Wolff
materials, though they are designed to supplement, not replace them. Although
described as ‘competency-based’, the Nah, baca! materials can be seen as representing a
shift from the audiolingual orientation of the Wolff course materials to the
communicative approach.
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Collins (1998) reports a recent change of focus in Indonesian studies in the US away
from economics, colonial policy and war. Newer foci are traditional linguistics (ie,
research in comparative/historical linguistics, studies of syntax and lexicography);
sociolinguistics (multilingualism in Indonesia and the social history of the Indonesian
language); and pedagogy (CALL projects, an authentic reading materials project, an
authentic video material listening proficiency project and a task-based instruction
project). He complains that there is a lack of funding for pure linguistics and ascribes
the government's willingness to fund projects to improve pedagogy to commercial
motives: the ability to speak Indonesian is seen as a commercial commodity which can
bring profit to Americans by sharpening American efforts to compete as a global
economic force. He claims that Indonesia's image as a Southeast Asian 'mini-dragon' is
the only thing that is supporting research into Indonesian language, and that support is
limited to the area of pedagogy.
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2.3.3 The Netherlands

The Netherlands has an involvement with Indonesia that goes back to the beginning of
the 17th century, first as a trader and then as a colonial ruler. Dutch scholarship is the
basis of much present-day scholarship on Indonesia, and the Netherlands still plays a
leading role in promoting Indonesian studies. Surprisingly, though, the Netherlands is
not at the present time influential in Indonesian language teaching.

There are many types of non-award Indonesian language courses in the Netherlands,
though Steinhauer (1998) states that there are no statistics to document the extent and
nature of these programs. However, he offers a summary of their nature and aims,
based on his own observations. He claims that the learning of Indonesian in the
Netherlands presents a particular pattern because of the nature of the learners. In
comparison with most other countries, there is a greater proportion of the Dutch
population with a direct connection or interest in Indonesia. He identifies seven major
types of learner in the Netherlands:

1

Descendants of colonialists

2

Descendants of Indonesians

3

People with professional reasons for learning Indonesian

4

Intending researchers

5

Tourists

6

People who enrol in adult education courses

7

University students
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However, though the proportion of learners who are descendants of Indonesians and
colonialists may be higher in the Netherlands, the types of learners identified by
Steinhauer appear no different from the ones in Australia or probably elsewhere, so it is
difficult to see why the language learning situation in the Netherlands is in fact unique.

There are two important centres for acculturation courses, which cater mainly for people
such as diplomats and business people with professional reasons for learning
Indonesian. These are the Koninklijk Instituut voor de Tropen [Royal Institute of the
Tropics] in Amsterdam and the InterConsultancy Bureau (ICB) in Leiden, which is part
of Leiden University. The ICB offers courses that are tailored to the needs of the
institutions or individual learners, and uses teaching materials that it has developed
itself.

The Instituut voor Indonesische Cursussen (IIC) [Institute for Indonesian language
courses] in Leiden offers courses not only in Leiden but in other places in the
Netherlands for non-professional participants. The IIC also operates book stores that
specialise in books about Indonesia and Indonesian-language publications. As well, the
IIC has developed teaching materials, in particular a course in two levels, Selamat
Datang (Jung et al., 1995-96), which emphasises everyday situations and speech, with
only basic grammar. It has a basic dictionary and associated tapes as well as a twovolume textbook. Selamat Datang is the course mainly used by the Volksuniversiteit
[Open University] as well, in courses offered in several places. It is a dull and limited
language course with little in the way of communicative elements. Indonesia is
presented as a tourist destination in a rather superficial and ethnocentric way.
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Steinhauer (Ibid.) reports that a type of distance education course in Indonesian
developed by graduates of Leiden University's Indonesian program in cooperation with
graduates of the University of Indonesia's Dutch program has proved very popular. It
was shown on national television, and offered a balance of language, culture and
lifestyle elements. In 1998 it was being re-run for the third time by popular demand.

Heritage language programs are also conducted for children of Moluccan soldiers who
supported the Dutch and migrated to the Netherlands in 1950 after Indonesia gained
independence. These are based on folk stories from the region, but tend to be offered in
Malay or in the dialect of the local Ambonese community rather than in modern
Indonesian (Sander Adelaar, personal communication).

The teaching of Indonesian language as a discipline at tertiary level in the Netherlands
is concentrated at the University of Leiden in the School of South East Asian and
Oceanic Languages and Cultures. The prominence of the University of Leiden is based
on its old status as training centre for the Indies civil service (Cribb, 1990: 90).
Although Indonesian is a focus of the offerings at Leiden, Javanese has always been
considered of at least equal importance because of the large number of speakers of
Javanese, its long history as a written language, and its literature. The view taken in the
Netherlands is that because of Javanese cultural predominance, no one can understand
Indonesia without knowing about Java (Steinhauer, 1998).

The Indonesian program at Leiden was formerly focused on language and literature, but
has been expanded in recent years by the addition of an area studies type of program
called Indonesiologie. There are now two programs offered, Indonesiologie, within
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which students can choose to specialise in management if they wish, and another
program of Indonesian language and culture, which is a contemporary version of the
older literature-based program. Both programs are highly specialised. Students study
courses based entirely on Indonesia-related subjects for four years. The total number of
students enrolled in the two programs each year is between 15 and 25. Only about half
of these complete the degree (Ibid.). From an Australian point of view, it seems strange
to expect undergraduates to commit themselves to four years of such a narrowly
specialised program, and not at all surprising that large numbers of them would lose
interest before they completed it. Cribb (1990: 90) notes that because Indonesian is
nowhere taught in schools in the Netherlands, university teachers of language and
literature are not expected to instruct students – as future school teachers – in the
broader cultural and political context of language.

Indonesian language can also be studied as an elective one-year subject at Leiden
University, in which students from other universities can also participate. The number
of students enrolled is generally about 40-50 in the first semester. The drop-out rate in
this subject is also high, with only about 20 surviving to the end of the second semester
(Ibid.).

The book used at Leiden University to teach Indonesian, Leerboek Bahasa Indonesia
(Teeuw, 1971), is a slim volume consisting of a spare, dry exposition of the basic
elements of phonetics, parts of speech and grammar, with a very few example
sentences, eg:

•

Dua anak tidak masuk sekolah karena hudjan. [Two children didn’t come to
school because of the rain.]
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•

Tigapuluh tahun jang lalu perang dunia telah mulai. [Thirty years ago the
world war began.]

•

Dalam kebun binatang itu ada sepuluh ekor harimau. [There are ten tigers in the
zoo.]

•

Pada hari itu ada tiga orang pegawai jang sakit. [On that day there were three
employees who were sick.] (Teeuw, 1971: 42-43)

Not very interesting or useful! Though it concentrates on grammar, it actually only
reaches a very basic level. According to Sander Adelaar (personal communication),
students are expected to master it in a semester.

Steinhauer claims the reason for the low enrolments and high drop-out rates at Leiden
University is that students are not prepared to work hard enough to meet the academic
standards required of them. He also mentions that a lack of suitable teaching materials
for teaching Indonesian at university level is a major problem for the discipline in the
Netherlands. It seems that there may be a lack of fit between what students want to
learn, or the way they want to learn, and the content of the offerings and/or the way the
instruction is carried out. It is notable that the television course, which offers a balance
of language, culture and lifestyle elements in a visually appealing format, has been
extremely popular with the public.
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2.3.4 The United Kingdom

Indonesian was not taught in the UK until 1967, but there is a long history of British
involvement with the Malay language, summarised in Kratz (1998). For example, in
1614 an English-Malay vocabulary by Spalding was published. In 1701 an EnglishMalay dictionary with a brief grammar by Bowre appeared. In 1812 a dictionary and
grammar by Marsden were published.

Since the London Agreement between Britain and the Netherlands in 1824, which
rationalised the two countries' colonial possessions, the attention of British researchers
has been directed more to the Malay peninsula than to the Indonesian archipelago.
Surprisingly, that attention came almost entirely from outside universities, from colonial
office employees, not academics, until the middle of this century (Ibid.).

Indonesian was introduced at the School of Oriental and African Studies (SOAS) at the
University of London in 1967. Until the present time the SOAS has been the only
educational institution in the UK offering Malay and Indonesian language and literature
from beginner to doctoral level., although Indonesian is also taught at the University of
Hull. In general, SOAS offers specialised degrees along the lines of Leiden University.
Due to lack of teaching staff, however, Indonesian cannot be studied as a specialised
degree, but only in combination with Malay, Dutch, Arabic, anthropology, economics,
music, history, geography, law, politics and comparative religion. Total enrolments in
Indonesian and Malay language are about 30, but only a small proportion of these major
in Malay or Indonesian. Until recently, Malay and Indonesian traditional literature has
been the main focus of studies at SOAS.
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Watson (1990) remarks that the concerns of Australian and British scholars are
strikingly different, and that this is to some extent due to Indonesia’s geographical
proximity to Australia and its political, economic, social and education significance for
Australia. In Britain, scholars must fight hard and defensively to bring Indonesia into
the consciousness of students and colleagues. He sees the seriousnesss of the Australian
commitment to teaching and learning Indonesian language as far superior to anything in
Britain. He states that one of the great weakneses of the British system has always been
the very low priority given to language training. There are historical reasons for this,
the principal one being the separation of language teaching from the pursuit of socialscience-based area studies programs. A disastrous consequence of this is that in Britain,
those responsible for teaching courses on Indonesia in the fields of history, politics,
economics and even anthropology generally do not have the same intimacy or
acquaintance with the language as their Australian and American counterparts. Sadly,
however strong their commitment to their professional discipline, they are condemned
always to be somewhat remote from Indonesia and Indonesians.

The SOAS may be regarded as the vector by which the Leiden approach has influenced
Australian scholarship. Due to historical connections and the great cultural affinity
between the UK and Australia, British notions of teaching and learning Indonesian have
had considerable influence on university programs here (eg, The University of
Sydney11). Nevertheless, Indonesian language instruction as it occurs in the UK is not
very compatible with the needs of Australian learners today.

11

Peter Worsley, verbal communication.

47

2.3.5

France

France has been included in this review because of its long historical association with
Indonesian/Malay. According to Chambert-Loir (1998), the French were the first to
teach Malay as a FL. Malay was taught from 1841, together with Arabic, Persian and
Turkish, at the École National des Langues et Civilisations Orientales Vivantes
(ENLOV), which later became the Institut National des Langues et Civilisations
Orientales (INALCO). These were selected because they had been the four important
languages of Islam in the18th century. A prolific French scholar, Pierre Favre,
published Tata Bahasa Java [Javanese grammar] in 1866; Kamus Jawa-Prancis
[Javanese-French dictionary] in 1870; Kamus Melayu-Prancis [Malay-French
dictionary] in 1875; Tata Bahasa Melayu [Malay grammar] in 1876; and Kamus
Prancis-Melayu [French-Malay dictionary] in 1880.

The Malay-French dictionary produced by Favre deserves mention because of its
uniqueness as an artefact of scholarship on Malay language. This dictionary, 1900
pages in length, gives the sources of words borrowed or derived from other languages in
the languages and actual scripts of Arabic, Sanskrit and Chinese. Furthermore, family
terms are listed in Javanese, Batak, Makassarese and Tagalog languages and scripts.

Chambert-Loir relates that from 1933 the teaching of Malay in France went into decline,
probably because of a focus of French scholarship on the languages of Indochina.
Teaching of Indonesian began at INALCO in the 1950s. From 1958, native speakers
were employed as assistants to improve students' pronunciation. In the 1970s Pierre
Labrousse and Farida Soemargono produced a set of new teaching materials. Each
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chapter consists of a conversational dialogue, followed by grammatical explanations
and practice exercises – which probably indicates an audiolingual approach similar to
Johns (1977) or Dardjowidjojo (1978).

At present the course at INALCO consists of two levels. The first level has three years,
and students gain a diploma. At the second level, students can gain undergraduate or
masters level degrees. Numbers of students are approximately 40 in first year, 25 in
second year, 14 in third year, and only about 6 at the second level. There are four
lecturers, one French and three native speakers.

Joe Coman, of the Australian Defence Force Academy, has provided the information
that there is a second language program in Paris besides the one at INALCO. He visited
both and was favourably impressed by the proficiency of the students in both
institutions (verbal communication).

Overall, it can be seen that a brilliant beginning by French scholars petered out due to
lack of contact and lack of involvement, which led to a lack of interest. This in turn
meant that there was little ongoing development of curriculum materials.

49

2.3.6

Italy

Italy has been included because it is similar to France in that it has a long involvement
with Malay and was one of the early countries to teach Indonesian. However, according
to Rivai (1995 and 1998), it is a problem for TIFL that Indonesia had more contact with
Italy in the age of exploration than it has since. A number of Italian explorers and
naturalists travelled in the Malay/Indonesian world from the 13th to the 19th centuries,
though other parts of Asia always received more attention from Italians. The thing of
chief interest with regard to Indonesian is that early studies were done of local
languages in various places, which can be identified as Malay, thus lending support to
the picture of Indonesian as the lingua franca of the area in that time. At present, the
level of knowledge about Indonesia in the general community is very low in Italy.
Chinese, Arabic and Japanese and Indian languages all have higher enrolments than
Indonesian.

Indonesian was first taught in 1950 at IsMeo (Instituto Italiano per il Medio ed Estremo
Oriente) in Rome, but since 1970 it has stopped because of insufficient enrolments. It
was introduced in 1964 at the Instituto Universitario Orientale in Naples, which is now
the only university now offering an Indonesian language and literature program in Italy.
The Instituto Universitario Orientale was founded in 1732, and is one of the oldest
universities in Italy. It is well known as a centre for the study of Asia and Africa.
Students can follow a 2-year or a 4-year program majoring in Indonesian language and
literature (Rivai, 1998).
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Indonesian language tuition is available in a small way in a number of other universities
as well. The Vatican conducts its own program of Indonesian language and culture for
members of the priesthood who are going to be posted to Indonesia. A few other
institutions also offer language courses. Interestingly, Rivai (1998) states that there are
also considerable numbers of Italians who learn Indonesian privately through self-study
with books.

Thirty-five languages are taught at the Instituto Universitario Orientale, which has a
Faculty of Language, a Faculty of Literature and Philosophy, a Faculty of Social and
Political Studies and a School of Islam. Although Indonesian was introduced on the
basis that it is one of the languages of the Islamic world, it is taught in the Faculty of
Literature and Philosophy. There are two courses, Indonesian Language and Literature
and Indonesian Language, the latter designed to allow students from other faculties to
study the language. All students who major in Indonesian also major in another
language, due to the almost complete lack of employment opportunities for graduates of
Indonesian (Ibid.).

The main motivation of students for learning Indonesian is because they expect it to be
'easy' (Indonesian is particularly accessible for Italian speakers because the phonetic
systems of the two languages are similar); because of the exotic appeal of the
Malay/Indonesian world; or because of a wish to study something 'different'. Lack of
application and poor attendance on the part of students is a considerable problem, partly
due to the fact that attendance at lectures is not compulsory in Italy (Ibid.).
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The main difficulty experienced in teaching Indonesian in Italy is the lack of suitable
teaching materials. The textbooks that are available are mostly in English and badly out
of date, so that they present a misleading picture to learners. Good dictionaries are also
sorely needed (Ibid.).
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2.3.7 Germany

Research into Malay/Indonesian and the teaching of Malay/Indonesian in German
universities was begun by a German scholar, Otto Dempwolff, who is also well known
as a pioneer historical linguist in the field of Austronesian languages (Comrie, 1990).
He headed the discipline of Indonesian languages which was set up in 1931 in
Hamburg. He put together the first Malay/Indonesian grammar in German in 1941.

As Germany was divided after the second World War, the teaching of Indonesian
proceeded separately until reunification. In former East Germany, three institutions of
higher education have taught Indonesian since World War II: Berlin, Jena and Leipzig,
but student numbers are very small. Progress has been hampered by three factors:

1. Most of the lecturers in Indonesian language in East Germany who were
educated before 1965 only know the Indonesian which was used before the
regime change in Indonesia (afterwards, East Germans were no longer able to
visit Indonesia because the Suharto regime was strongly anti-Communist). The
same applies to native speakers, all of whom were pre-1965 residents.

2. Lecturers in Indonesian language who were educated after 1965 had no
opportunity to visit Indonesia and speak with Indonesian people, because they
were regarded as persona non grata by the Indonesian government, by reason of
being tainted by their Communist associations. Naturally their language was not
fluent and was old-fashioned.
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3. Lecturers in Indonesian language had no opportunity to attend Indonesian
language conferences in Western countries, especially after 1963, so they were
out of touch with developments in the field (Nothofer, 1998).

It is clear that East German academics suffered from being forced to work in isolation
both from Western countries and from Indonesia for neary 30 years. The effect of these
disadvantages is still being felt, with small enrolments in Indonesian in the universities
in former East Germany.

Developments in former West Germany have been somewhat different. Between the
1950s and the 1970s Indonesian was taught at the universities of Hamburg, Cologne,
Bonn and Frankfurt. The actual language teaching was done by native speaker lecturers
who compiled their own teaching materials, and it seems the programs were not
particularly effective (Nothofer, 1998).

The publication of Wolff's and Johns' coursebooks (Wolff, 1975, and Johns, 1977)
marked a new period in the teaching of Indonesian in Germany. Although these
coursebooks were meant for English speakers, they could be utilised by German
students because the lessons were based on conversations, the grammatical explanations
were not too technical and the grammatical exercises and language laboratory exercises
were clearly explained. This meant that a new emphasis on oral language became
possible, and also meant that language laboratories became an integral part of the
teaching of Indonesian in Germany.
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Because of the availability of the new American curriculum materials, in 1976 an
intensive course in Indonesian for participants from various German universities was set
up by the University of Cologne. Most of the participants intended to visit Indonesia to
conduct field research in the fields of anthropology, sociology, history and the like.
There was enough interest for this intensive course to be repeated annually for three
years. By then, however, the academics in Cologne had concluded that an Indonesian
coursebook for German speakers was badly needed, for three reasons:

1

A coursebook should contrast the target language and the mother tongue, ie,
German.

2

The type of language used in Wolff's Beginning Indonesian was considered
to be too informal.

3

The vocabulary in Johns' recently published Langkah Baru (Johns, 1977)
was considered to be unsuitable for the type of research German students
planned to do in Indonesia.

A project to produce a coursebook for German learners was begun in the early 1980s,
with funding from the Volkswagen Foundation. Volume 1 of Bahasa Indonesia.
Indonesisch für Deutsche appeared in 1985 and volume 2 in 1987. By the end of 1992,
5,000 copies had been sold! It was used in several intensive courses at the University of
Frankfurt in the 1980s.

At the same time a new development occurred: Indonesian language began to be taught
not only in the four universities where it had been offered as a field of study, but also in
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other universities which specialise in sociology, history, anthropology and Asian
studies.

Also in the 1980s, the first good-quality German-Indonesian dictionary was published.
Translations of Indonesian literature began to appear from the early 1980s as well, and
are now much used as teaching materials. Nothofer (1998) reports that Indonesian is
taught at Bonn, Passau, Hamburg, Frankfurt, Cologne, Bremen, Göttingen, München,
Bielefeld and Mainz, with programs to Masters level at most of them. The total number
of students is reported by Nothofer as amounting to approximately 440. In comparison
with other countries it can be seen that Indonesian as a subject is thriving in Germany.

Germany exemplifies the contribution good curriculum materials can make to language
teaching. It also illustrates the importance of supporting scholarship (eg, the production
of good dictionaries) and good conditions for publishing. The importance of
cooperation between universities and the presence of a public that appreciates and
supports the teaching of the language are also demonstrated by developments in
Germany, as opposed to those in France and Italy.
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2.3.8 Japan

Japan is included in this review because the teaching of Indonesian there enjoys
considerable vitality and popularity. This is partly because Japanese people have
developed a great deal of interest in Southeast Asia in recent years (Sakai, 1997). The
motivation of Japanese learners appears to be very similar to that of Australian learners.

According to Sato (1995), Malay was first taught in Japan at the Tokyo Gaikokugo
Daigaku [Tokyo University of Foreign Studies] from 1908. Alwi (1995) mentions that
Japan was actually the second country to teach Indonesian (as opposed to Malay), which
began at Tenri Daigaku [Tenri University] in 1925. Degrees majoring in Indonesian are
presently offered at five Japanese universities: Tokyo Gaikokugo Daigaku, Tenri
Daigaku , Osaka Gaikokugo Daigaku [Osaka University of Foreign Studies], Kyoto
Sangyo Daigaku [Kyoto Sango University] and Setsunan Daigaku [Setsunan
University]. The total number of students enrolled in Indonesian programs at these
universities is approximately 600, and Indonesian can be studied to MA level at Tokyo
and Osaka Universities. As well, there are about 20 other universities which offer
Indonesian as an elective subject or second language subject, in which a total of more
than 2000 students are enrolled. Indonesian is not taught at school-level in Japan.

Interest in Southeast Asia, particularly Indonesia, has increased in recent years, and
there are a number of other non-award courses offered by other universities, language
schools and other institutions. There are around 20 of these, with about 600 students of
all ages participating (Ibid.).

57

The Japanese have been quite productive in publishing books about Indonesian
language and translations of Indonesian literature. According to research conducted by
Yamaguchi Masao, a scholar at Setsunan University, the oldest books, a MalayJapanese dictionary and a book of dialogues in Malay with Japanese translations, were
published in 1908 and 1910. During the Japanese occupation of Indonesia in World
War II, use of Dutch was banned, and although it had been intended to introduce
Japanese, it was found necessary instead to use Malay as the language of
communication, for reasons of practicality. By the end of the Second World War more
than 100 books related to Indonesia had been published, including grammars, readers,
language texts, dialogues, linguistic texts, dictionaries, etc. Many books have been
published since then as well. Shigeru (1988) lists 20 language texts, linguistic texts and
dictionaries published between 1974 and 1988. About 30 works of literature had been
translated into Japanese by 1988, including poetry, novels and short stories. As well,
Shigeru states that 'countless' books and journal articles have been written by Japanese
researchers about Indonesia. There is a national association of Indonesianists called
Nihon Indoneshia Gakkai, which publishes proceedings of its annual conferences.
Associations of university students of Indonesian language and culture are also very
active (Sato, 1995).

The motivations of Japanese people to study Indonesian vary, but on the whole the
reasons appear to come down to a wish to be able to communicate with Indonesian
people, either for business purposes or to pursue personal contacts. Amongst university
students and scholars there are learners with more scholarly interests. There is also a
strong Asian studies movement in Japan which focuses on Asians as underprivileged
people exploited by the technologically advanced nations (Sakai, 1997). It can be
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concluded that the interest in Japan in learning Indonesian stems generally from a
perception of regional involvement and a desire to be involved in future developments,
on the part of students.

Though Sato (1995) lists 13 dictionaries and 18 coursebooks that are used in Japanese
universities, including some venerable English-language publications (Sarumpaet and
Hendrata, 1970; Almatsier, 1974; Dardjowidjojo, 1982; Wolff et al., 1984, 1986), he
states there is an urgent need for better language coursebooks (particularly for
intermediate to advanced levels), more audiovisual aids and up-to-date dictionaries. As
well, more expert native speakers are needed to assist with teaching, and very few of
them are available in Japan. A further problem is lack of access to Indonesian-language
publications. (Presumably the internet has alleviated this last difficulty.) The stylistic
variations of Indonesian, the plethora of new words, idioms and abbreviations, and the
unsystematic nature of Indonesian grammar are all evidently a source of great
frustration to Japanese learners.

Being cut off from the latest developments in language pedagogy, which have been
occurring largely (though not exclusively) in English-speaking countries as a result of
the explosion in the teaching of English to speakers of other languages, evidently has
handicapped the teaching and learning of Indonesian in Japan to some extent. The
Japanese experience illustrates that even with a lot of public interest in Indonesia and
good publishing conditions, it is still important for programs to have direct contact with
Indonesian people, state-of-the-art curriculum materials and up-to-date scholarly
support materials such as dictionaries.
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2.3.9 China

Contacts between China and Indonesia go back thousands of years. In 1961, Indonesian
archeologists uncovered Chinese coins dating from the Han Dynasty, which was
founded in 261 BC. In the chronicles of the Han Dynasty it is recorded that ships were
built and journeys made overseas. It appears that these coins date from the period 14087 BC, and that Indonesia-China contacts therefore go back at least to that period
(Huang, 1998; Liang, 1988).

In the Tang Dynasty (7th to 10th centuries AD) official contacts between China and
Indonesia were already close. A Buddhist monk named Yi Jing (I-tsing) spent decades
in Sumatra during the Sriwijaya period to study language and religion. Yi Jing
mentions the "Kunyun language" in his book, and notes that a priest named Yun Qi had
spent decades in Sriwijaya and had mastered it. It appears that "Kunyun" refers to the
language which has been found on inscriptions in the Palembang area which date from
the 7th century. Although written in the Pallawa script from South India and mixed
with Sanskrit loan-words, that language is Old Malay. Thus in the 7th century there
were Chinese students of Malay (Huang, 1998; Liang, 1988).

According to Liang (1988), the discipline of Indonesian language was opened in the
Faculty of Eastern Languages at Peking University in 1950, because at that time there
was a big demand for translations in China due to increasing contacts with Indonesia.
At one stage Indonesian had the most enrolments in the faculty. The staff were
experienced and the method of teaching was effective. Many visitors from Indonesia
expressed admiration at the standard reached by the students. In 1956, Indonesian
studies was added to language studies. In the area of research and scholarship, some
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grammar analyses were produced in the 1950s, and in the 1960s the history of
Indonesian culture was researched and frequent publications about Indonesia appeared
in the media. As well, many works of Indonesian literature were translated into Chinese
and were popular with the public. Indonesian novels such as Salah Asuhan (Moeis,
1995) sold well and received critical acclaim. So the language and literature of
Indonesia began to be known in China at that time. Following the visits of President
Soekarno in 1956 and 1960 and several cultural missions, Indonesian culture became
popular with all levels of society, to such an extent that Indonesian songs are still
popular and Indonesian films are frequently screened in cinemas. A number of other
universities began teaching Indonesian language.

All this was destroyed by the Cultural Revolution in the mid-1960s. The period of cold
relations between Indonesia and China during the New Order regime (up to the early
1980s) was also a bad time for Indonesianists in China, but the discipline has revived
and is gradually being built up again in Peking University, the Beijing Institute of
Foreign Languages and the Guangzhou Institute of Foreign Languages. A new
Indonesian-Chinese dictionary was produced in the 1980s, and new language
curriculum materials are being planned and prepared. The main areas of research
interest to scholars of Indonesian language are descriptive linguistics of Indonesian and
other topics relevant to language teaching, but Indonesian literature in translation has
found a much wider audience. Since China was opened again to new ideas from the
outside world, there is tremendous interest in the literature of other developing nations,
particularly other Asian countries (Liang, 1988).
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Although Indonesian language teaching in China is not in a very healthy state, it clearly
has the potential to become so, because the interest in Indonesian language in China, as
in Japan, is considerable, not only from scholars but from the general public. As well,
translating and publishing are both vigorous in that country, with such a huge and
highly literate market. China, like Japan, has very favourable conditions for publishing.
We can expect strong progress in Indonesian language teaching in China in the future.
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2.3.10

Summary

To recapitulate, in the United States, where Indonesian is learned largely as a postgraduate specialisation, numbers are small, though the calibre of students can be said to
be high. Nevertheless, the US has held a pre-eminent position in Indonesian language
teaching as a result of a single outstanding set of curriculum materials produced by
Cornell University. In the Netherlands there are considerable numbers of people who
are learning basic Indonesian for non-academic purposes and a very small number who
devote themselves to a highly specialised program of study. In the UK, the calibre of
students may also be high, but numbers are extremely few. In France and Italy, early
leadership in scholarship petered out later due to lack of engagement with Indonesia. In
Germany, on the other hand, there is modest but healthy growth with a strong research
component, which is partly due to public interest and partly due to an organised
approach to curriculum materials development and accompanying support from
scholarship. In Japan there are both popular and scholarly interest and strong
enrolments, but the programs are probably hampered by poorly designed teaching
materials. China is a drastic illustration of negative effects from politics and policy, but
is now in a recovery phase. As will be evident from the above, the study of Indonesian
language is not flourishing in a number of the places where it is taking place. In some
programs the study of Indonesian at tertiary level seems marked by a mismatch in focus
which looks away from the most interesting and relevant developments in Indonesia,
with consequent low enrolments.

The lack of well-presented, up-to-date teaching materials and resources, particularly the
lack of good dictionaries, is a constant theme in these reports. It is evident that the
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teaching and learning of Indonesian language throughout the world are much hampered
by a dearth of curriculum and resource materials, particularly in comparison with
languages like English and Japanese, which are supported by much healthier conditions
for language materials publication.

64

2.4

INDONESIAN LANGUAGE TEACHING IN AUSTRALIA

2.4.1

Introduction

The Australian context of the TIFL project is explained in this section, which provides
information about the teaching of Indonesian in Australia, with focussing on the teaching
of Indonesian in universities. A marked feature of Indonesian in Australia has been
dramatic changes in the level of interest in the language. The teaching and learning of
Indonesian in universities has not always followed the same pattern of growth and decline
as schools, partly because there has always been a high proportion of beginners in tertiary
Indonesian language courses. Nor has it always kept step with the rises and falls of interest
in other Asian languages. There are a number of factors that have contributed to the ebbs
and flows of interest in learning Indonesian, including government initiatives, demographic
changes, attitudes in the Australian community towards foreign language learning, events
in Indonesia, attitudes in the Australian community towards Indonesia and other
contributory factors specific to Indonesian, such as native speaker competition in Year 12
examinations and the popularity of Indonesia as a tourist destination.

The data in this section are drawn from reports and policy documents emanating from
government bodies and from other organisations such as the Asian Studies Association
of Australia (ASAA), the Australian Academy of the Humanities and the Indonesian
Cultural and Educational Institute (ICEI). Unfortunately, statistics about Indonesian
language have not been kept with any consistency in Australia. Statistics are missing
for particular states or particular universities for some years. Available statistics are
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often not comparable. For example, enrolments are available for some years, successful
completions of units in Indonesian for other years.

The most comprehensive study of the teaching of Indonesian language in Australia is
the Profile of Indonesian/Malay (Worsley, 1994a), a volume in a series Unlocking
Australia's Language Potential. This series was a project to review the progress of the
nine ‘languages of wider teaching’ designated in the 1987 National Policy on
Languages. In early 1990, the Australian Advisory Council on Languages and
Multicultural Education (ACCLAME) decided to review the progress of the nine
languages by commissioning profile studies, which were intended to bring about a more
precise and language-specific form of planning for teaching and learning.

The Profile of Indonesian/Malay reviews the history of the teaching of
Indonesian/Malay12 in Australia (in a rather unstructured way that is difficult to follow),
and reports on two surveys of Australian companies trading with Indonesia. It also
contains sections on teaching methodology and coursebooks, which were actually
written by David Reeve, drawing on a survey he did for the Sydney Consortium for
Indonesian and Malay Studies.13 Worsley identifies three main phases of Indonesian
teaching and learning in Australia: ‘Beginnings’, 1955 – 1970; ‘The Great Decline’,
1970 – 1986; and ‘Beginning Again’, 1986 – 1992. His view is that the periods of
decline have been the result of changes in attitude towards language learning generally
in the Australian community and changes in the community's perception of Indonesia.

12

Although official documents often refer to ‘Indonesian/Malay’, teaching both languages as one is not
really practicable, and in fact the teaching of Indonesian has predominated in Australian over the teaching
of Malay. Therefore, for expediency, this dissertation refers for the most part to ‘Indonesian’ rather than
‘Indonesian/Malay’.
13
Details in Chapter 3, Section 3.3.
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2.4.2 The phases of Indonesian language teaching in Australia

According to the 1971 Report of the Commonwealth Advisory Committee into the
Teaching of Asian Languages and Cultures in Australia, known as the Auchmuty report
(Auchmuty, 1971: 38), Indonesian was first taught in Australia at the RAAF School of
Languages in 1950. It began to be taught at Canberra University College (which later
became the Australian National University) in 1957. The initiative to establish the
study of Indonesian and Malaysian in Australian education in the mid-1950s came from
the Commonwealth Government, which was aware of the political and strategic
implications for Australia of the new nations of Southeast Asia. In particular, there was
a concern to oppose the spread of Communism.

Australians in this period lived in a society with a monolingual orientation, culturally
dominated by the Anglo-Irish majority, protected by the White Australia policy from a
non-European influx, comfortably prosperous through trade and investment with the
United States and the United Kingdom, and insulated by high tariffs from labor
competition. Yet the Australian community was beginning to open towards the outside
world, with the acceptance of increasingly culturally diverse (European) migration –
although the newcomers were still required to assimilate themselves into the
mainstream culture (Worsley, 1994a).

It was in this era of insularity, conformism and ethnocentric complacency that
Indonesian was introduced in Australian education, yet the numbers of students
increased steadily. By all accounts, there was considerable interest and enthusiasm for
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learning Indonesian at that time, although reliable enrolment figures do not appear to be
available. However, Johns (1978) states:
“I believe that in 1963 in Sydney there were up to 300 first year students. In
Canberra, which at that time had only 60,000 inhabitants, there were 70.” (Johns,
1978: 9)

Toni Pollard reports that she was in First Year Indonesian at the University of Sydney in
1964 and the class numbered about 250-300 – ‘... a huge lecture theatre full. Of course
in Second and Third Years the drop-out rate was big, but I believe it was the biggest
group in the history of Indonesian at Sydney University’ (personal communication).

According to Wykes and King (1968: 76), there were 230 students learning Indonesian,
Javanese or Malay at the universities of Sydney, Melbourne, Monash, and ANU in
1964. However, the Australian Academy of the Humanities (AAH) survey, covering
1965-1973 (AAH, 1975), puts the 1964 Indonesian enrolments figure at 561 in the same
universities (TABLE 1). To put these figures into perspective, we need to remember
that approximately 31% of the total enrolment in Arts Faculties took at least one foreign
language in 1964. TABLE 1 displays total enrolment figures for major language
disciplines in all Australian universities from 1964 to 1973 and it can be seen that in
1964 the ‘big three’ were French, German and Latin, with enrolments respectively of
2733, 1121 and 913. So 561 (if correct) was a very healthy enrolment figure at that
time.

Worsley (1994a) points out that the increasing interest in learning Indonesian occurred
despite the fact that the general attitude of the Australian public to Indonesia was very
antagonistic in the 1950s and 1960s. Indonesia was perceived as a potential communist
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TABLE 1
TOTAL ENROLMENT FIGURES FOR MAJOR LANGUAGE DISCIPLINES
IN ALL AUSTRALIAN UNIVERSITIES, 1964-1973
(Source: AAH, 1975: Table III, p. 47)

Please see print copy for Table 1
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threat and the Soekarno government was feared as an expansionist regime, due to its
leadership of the non-aligned block of nations, its ill-advised Konfrontasi campaign
against Malaysia and its successful campaign to wrest Irian Jaya from Dutch control.

The Auchmuty Report (Auchmuty, 1971) spoke of an increasing awareness of
Australia’s relations with Asian countries, a reappraisal of Australia’s traditional
attitudes towards Asia and the need for Australia to have its own independent
relationship with countries in this area, an interest and a need for greater understanding
of Asian customs and cultures, and an increasing realistion of the importance of some
knowledge of Asian languages also. It also called for a recognition that a relationship
with Asia must be a two-way street:
‘Undoubtedly, there is a greater public awareness of Australia’s involvement in Asian
affairs than of the potential impact upon our own living patterns of reciprocal
influences from Asian countries. Our changing attaitude towards Asia must be
extended to embrace a two way concept; the future influence of Asian cultures and
customs on Australian ways must be appreciated.’ (Auchmuty, 1971: 22)

The Auchmuty report is quite optimistic in tone. It includes results of a public opinion
poll conducted by the Ray Morgan Research Centre in 1970, which showed that 94% of
the persons surveyed supported the teaching of Asian studies and Asian languages in
secondary schools. This poll also found that the languages regarded by the public as
‘most important to be taught’ were Japanese (71.6% of respondents), Indonesian/Malay
(55.5%) and Chinese (42.3%) (Ibid., 1971: 18-20).

The Auchmuty report is critical of the attitudes of Australian businessmen, who
expressed the view that there was no point in learning Asian languages or hiring people
with Asian language knowledge because English would ultimately become the official
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business language of the Asian area, and it makes the point that there are practical
reasons for learning Asian languages:

‘The trends of trading and commercial relations, as well as political considerations,
make it essential that an increasing number of Australians should at least acquire a
knowledge of Asian countries and their languages. Australia’s rapidly growing and
considerable commercial and industrial relations with Japan constitute a strong
argument for the study of Japanese in Australia. Indonesian/Malay is the language not
only of our closest neighbour in the Asian region but also of a fellow Commonwealth
country, Malaysia. The total population of these two countries is over 135 million.’
(Ibid., 1971: 38)

The beginnings of interest in Indonesian in Australia also coincided, as it happened,
with a period of growth in the numbers of students who continued their studies to the
level of upper secondary school. This led to changes in the curriculum, in order to meet
the needs of all students, not just an elite. There was also a considerable expansion in
higher education. At the same time, however, the proportion of students who studied
languages other than English declined considerably. By the mid-1970s what amounted
to a collapse in the study of all languages other than English in schools and universities
had occurred, increased numbers of students, both the proportions and numbers of
students taking languages had dropped significantly. The worst losers were French and
Latin. German, with smaller numbers, remained stable. Indonesian actually did better
than some other languages. Increasing numbers of students were taking 'new' languages
such as Italian, Indonesian, Japanese and Spanish, though not in sufficient numbers to
offset the losses from French and Latin (Worsley, 1994a: 73).

In 1975, the Australian Academy of the Humanities produced a Survey of Foreign
Language Teaching in the Australian Universities (1965-1973) (AAH,1975) The
survey was produced because the proportion of students taking language subjects at
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secondary and tertiary level appeared to have dropped sharply. It concluded that a crisis
in demand for language studies in schools had developed, which was directly related to
the changing requirements of universities, but that:
‘Both are quite clearly symptoms of the monolingual outlook of the Australian public,
which, in a period of changing attitudes to education, fails to appreciate either the
practical or the cultural value of language study. ‘The committee believes that
monolingualism, which might be defined as an unwillingness to look beyond one’s
own language as a means of understanding the rest of the world and communicating
with it, constitutes a serious deficiency in Australian culture and one which, because
of the cutural isolation that it engenders, is likely to have significant practical
consequences.’ (AAH, 1975: 41)

TABLE 1 shows that enrolments in Indonesian increased in 1964-1973 from 561 to 676,
or an increase of 20.5%. However, the increase was not steady: enrolments actually
peaked at 689 in 1966 and dropped to 550 in 1969, before rising again to 676 in 1973.
Enrolments in European languages also increased by 20.5% in the same period. in the
same period. Chinese, on the other hand, with 108 enrolments in 1964, increased
105.5% to 222 in 1973; and enrolments in Japanese, only 53 in 1964, were 533 in 1973,
an increase of 906%.14

A comparison of total language enrolments as a percentage of arts faculty enrolments in
Australian universities, in 1965-1973 (almost the same period as TABLE 1), is shown in
TABLE 2. This shows that from 1965 to 1973 the university student population in
Australia increased by 56.8%, the Faculties of Arts increased by 57.2%, but language
enrolments (major languages) increased by only 16.5%. In this time-frame, according
to the data in TABLE 1, Indonesian actually increased by only 6% (because enrolments

14

The figures in the Australian Academy of the Humanities report are slightly higher than those in the
Auchmuty report (Auchmuty, 1971: 42).
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TABLE 2
LANGUAGE ENROLMENTS COMPARED WITH STUDENT POPULATION
IN ALL AUSTRALIAN UNIVERSITIES AND FACULTIES OF ARTS
(Source: AAH, 1975: Table IV, p. 48)

Overall student population, 1965-1973

Please see print copy for Table 2
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had jumped from 561 to 638 the previous year). Enrolments were also markedly
reduced from 1967 to 1970.

TABLE 2 also compares total language enrolments with arts faculty student populations
in the period 1965-1973, showing that language enrolments as a proportion of
enrolments in arts faculties dropped from 28.9% to 21.5%.

TABLE 3 displays fourth year honours enrolments in major languages in all Australian
universities, 1965-1973. In 1973 there were only 4 honours enrolments in Indonesian, a
drop of 1 from 1965. However, the table also shows that in 1967 there were 18
honours enrolments and 16 in 1968 (in the same period when, according to TABLE 1,

TABLE 3

TOTAL FOURTH YEAR HONOURS DEGREE ENROLMENTS IN MAJOR
LANGUAGES IN ALL AUSTRALIAN UNIVERSITIES, 1965-1973
(Source: AAH, 1975: Table V, p. 49)

Please see print copy for Table 3
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undergraduate enrolments in Indonesian dipped quite sharply). It is obvious that these
figures reflect renewed interest following the end of the Soekarno regime (1965) and
beginning of the Suharto regime (1966). This suggests that the interest of academically
more able and committed students is closely connected with events in Indonesia.

Indonesian enrolments in this period actually increased until 1975. In 1975, it was the
fifth most studied language in universities and the most studied language in the CAEs
(Figures 2 and 3). However, university enrolments in Indonesian then began to drop,
despite the its being offered by more tertiary institutions than before.

Four trends were emerging in school education that tended to work against Indonesian
in schools. They were the decentralisation of the decision-making process, with stress
upon community involvement; a new emphasis on imparting basic skills; a growing
awareness and concern to offer more equal opportunities to migrant groups in schools;
and an effective switch of funding from Asian languages to ethnic and aboriginal
languages (Vertigan , 1978: 31-32).

At school-level, the decline came later than in universities, but it was sharp. For
example, in Victoria, which had always had by far the most students, enrolments in
government schools declined from a peak of 10,000 in 1979 to 6,000 in 1982. In 1981
alone, some 10 Victorian government schools stopped teaching Indonesian. Less
students enrolled in Year 12 Indonesian in 1986 than in 1978 (Kelabora, 1984a).

In 1982 the Senate resolved on an enquiry into the development and implementation of
a co-ordinated language policy for Australia. The report, A National Language Policy,
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Figure 2: Language programs in Australian universities: student enrolments
(Source: SSCEA, 1984: Figure 11.4, p. 169)

Please see print copy for Figure 2
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Figure 3: Language programs in Australian colleges of advanced education:
student enrolments (Source: SSCEA, 1984: Figure 11.4, p. 170)

Please see print copy for Figure 3
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appeared in 1984 (SSCEA, 1984), confirming that Australia-wide, language enrolments
in matriculation programs as a percentage of total matriculation enrolment had dropped
heavily from about 40% in 1967 to a low of 14% betwween 1976 and 1978.
Comprehensive figures were not available for lower secondary grades in that period, but
it was thought that there had been a substantial decline (SSCEA, 1984: 148-150).

The main thrust of the recommendations of the Senate inquiry was that language
policies should be developed and co-ordinated at the national level on the basis of four
guiding principles: competence in English, maintenance and development of languages
other than English; provision of services in languages other than English; and
opportunities for learning second languages. It stopped short of recommending priority
languages, but suggested the priorities might include Japanese, Indonesian and Chinese,
as Asian languages of major importance to Australia (SSCEA, 1984: 162).

A number of problems afflicting the teaching of Indonesian at this time contributed to a
malaise from 1975. For one thing, there was a lack of employment opportunities for
graduates. With languages in decline in schools, teaching offered shrinking
employment prospects. Furthermore, according to a series of reports, Australian
companies dealing with Indonesia have tended not to employ graduates with Indonesian
language skills, and do not appear to feel that their business would benefit if employees
had a knowledge of the language (eg, Auchmuty, 1971; DEET, 1990; Worsley, 1994a).
The economic motivation that swelled the ranks of students of Japanese in the 1980s did
not work for Indonesian, as Indonesia was never a market like North Asia for Australian
exports, and suffered from an image of a poor country.
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A further problem, identified by Kelabora (1984a), was the lack of suitable textbooks
and teaching materials. Between 1965 and 1975 more than 20 coursebooks were
published, but due to decline in sales potential, publishers were not interested in
publishing new texts after 1975. The textbooks most commonly used in schools had
become obsolete. European languages were benefiting from rapidly developing ideas
about language teaching methodology, first functional-notional and then
communicative. But teachers of Indonesian just had to use the old materials and what
they could put together themselves.15

As mentioned in Section 1.3, university teachers of Indonesian were also very
concerned about the lack of suitable curriculum materials for teaching Indonesian. Of
the 20 language texts produced in Australia between 1965 and 1969, six were tertiary
texts. All were in grammar translation mode, except for the last, Lantjar Berbahasa
Indonesia (Ichsan et al., 1968), which has been described as representing a "high-point
of audiolingual orthodoxy" (Worsley, 1994a: 87). In the following eight-year period, no
coursebooks for adult learners were produced. In 1977, Langkah Baru, A New
Approach (Johns, 1977) appeared, a book designed for the audiolingual approach, but
with some grammar-translation features. No tertiary course materials were published in
Australia after that until Langkah Baru Book Two (Johns, 1990). So, for more than two
decades, teachers and students of Indonesian at universities worked with outmoded
audiolingual textbooks or even older grammar-translation texts. There is no doubt that
outdated and irrelevant teaching materials contributed to the malaise in Indonesian
language teaching in the 1980s.
15

When the author began teaching Indonesian at a high school in 1981, Indonesian teachers were
notorious for monopolising the spirit duplicator. They had to invent their own teaching materials because
they had nothing suitable to use.
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Lack of teacher supply has always been a problem for Indonesian. Kelabora (1984a)
argued that too few Indonesian teachers were being trained and it was becoming
increasingly difficult to fill positions. Many schools responded by dropping Indonesian
from the curriculum. Poor teacher supply has continued to be a major problem for
Indonesian (Nicholas et al., 1993).

The problems of native speakers (NS) competing with non-native speakers (NNS)
certainly contributed to the decline of Year 12 enrolments in this period. Due to
affirmative action by the Malaysian government which progressively increased the
amount of school study that had to be undertaken in the Malaysian language, and also
restricted the opportunities for Malaysian Chinese to attend universities in Malaysia, by
1983 more than 10,000 Malaysian students were studying in Australia, many doing
Year 12 in Australian schools. In the course of the 1970s more and more Chinese
Malaysians had acquired what was effectively native-speaker competence in Malaysian,
and therefore Indonesian came to be regarded by those who came to study in Australia
as an easy option for the Year 12 examination. For example, the number of NS students
within HSC Indonesian in Victoria subject increased from 174 in 1979 to 357 (71.9 %)
in 1983, while the number of NNS students sitting for HSC Indonesian declined from
188 in 1979 to 139 in 1983. According to Kelabora (1984 a, b), NNS students were
discouraged from taking Indonesian as a Year 12 subject because of the number of
Indonesian native speakers sitting for the examination, who were perceived to be
negatively affecting the prospects for Australian students to get high marks. For
example, 63 of 369 candidates failed HSC Indonesian in 1981. According to Kelabora
(1984b: 65), a total of 55 (87.3%) of those were NNS. This amounts to 36% of the
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NNS candidates. Conversely, only 8 (3.7%) of the 216 NS candidates who presented in
1981 failed.

In New South Wales, the presence of background speakers in the candidature of the
subject for the HSC was also associated with decline in Year 12 enrolments from 1983
(ASC, 1989a: 127; Nicholas et al 1993: 180-187). According to Quinn (1984: 59), by
1980 the Malaysian component in the HSC candidature for Indonesian in NSW was
having a disastrous effect on interest in the subject by English-speaking Australians and
the problem was compounded by an apparently increased enrolment of private students
from the newly prosperous economic elite of Indonesia. By 1983, of the 389 HSC
Indonesian candidates students in NSW, less than 10 were NNS.

The problems with native speakers were eventually resolved in both states. In NSW, a
new Indonesian/Malaysian examination was introduced for native/background speakers
in 1984, and in Victoria it was arranged, in a rather makeshift fashion, for native
speakers of Indonesian/Malay to be assessed differently on the basis of whether they
were also enrolled in the English for native speakers or ESL papers. However, students
leaving languages before the final school year due to competition from NS was
mentioned in the ASC’s National Strategy for the Study of Asia in Australia as still a
serious problem (ASC, 1988:16).

Indonesia became demonised in the eyes of many Australians after 1975, due largely to
the death of three Australian journalists (among the 'Balibo Five') during the invasion
of East Timor in 1975, which resulted in a negative slant against Indonesia from the
Australian press for years. Political repression, corruption and poverty provided plenty
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of material for them to go on with. The 'thin' economic relationship between Australia
and Indonesia contributed little of a positive nature to counter the constant flow of
negative publicity. Throughout the 1980s, Australian public opinion polls consistently
rated Indonesia as one of the three nations that represented the greatest threat to
Australia. On the other hand, Indonesia became a major destination for Australian
tourists during the 1970s and 1980s (Worsley, 1994a: 97).

Probably the major factor in the decline of Indonesian was lack of support for the
subject. Unlike languages like French, German, Greek, Italian and Japanese, there has
never been much financial support from the Indonesian government or from private
organisations to promote Indonesian. Nor has there been support from the Indonesian
community in Australia, which is too small to constitute a significant ethnic group, and
has been inhibited from lobbying, partly as a result of the flow of bad publicity about
Indonesia, and partly by Indonesian cultural mores.16 Although there is a large number
of Indonesian community organisations in Australia, they have had little involvement in
the teaching of Indonesian language. To use a boxing metaphor, there was 'no one in
Indonesian's corner'.

Although the problems described above did hamper the success of Indonesian learning
and teaching in this period, they are perpetual problems that have always afflicted the
subject, not ones unique to this time of declining enrolments. Worsley (Ibid.: 71) points
out that due to immigration patterns in the period from the mid-1970s to the mid-1980s,
multiculturalism and Asian immigration became issues that claimed public attention.
16

According to Indonesian cultural mores, it is bad form to offer any form of criticism about another
society, if you are a guest in that country.
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The small size and low political profile of the Indonesian community in this period
meant that the language and culture of Indonesia did not attract public attention in a
period when the interests of larger immigrant groups were being promoted in the forum
of a multicultural Australia.

Asian languages had received Commonwealth funding until 1978 from the Asian
Studies Co-ordinating Committee, one major outcome being the development of a
textbook for Japanese. After the abolition of this committee there was no agency at
Commonwealth level with specific responsibility for Asian languages, until the
establishment of the Asian Studies Council (ASC) in 1986.

The 'Fitzgerald Report' (ASAA, 1980), an influential report on Asian studies that was
initiated by the ASAA, set the scene for the revival that was to follow. The report
argued that Asian studies were of intrinsic intellectual value and also useful in the
context of Australia's geographical position. It described the existing situation of Asian
studies in Australia as one of decline that would not equip Australia for a future which
would require involvement with Asia. Further, it made a wide range of
recommendations about encouraging Asian studies at all educational levels, including
recommendations about teaching Asian languages, training teachers and improving
curricula; and also emphasised the need to address community attitudes. The issues
signalled in the Fitzgerald Report are still important today.

However, at the chalk-face, enrolments continued to decline. Referring back to Figure
2, it can be seen that decline in Indonesian was steady after 1979, whereas Chinese and
Japanese continued to increase. Figure 3 shows that Indonesian, which had been the
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most popular language in CAEs in 1975, had been surpassed by Italian and Modern
Greek and was about to be overtaken by Japanese in 1981.

A survey of Asian languages study in higher education was conducted by the ASC in
January/February 1987 (ASC, 1989b), to provide information to enable it to advise the
government on a national policy for languages in Australia and to assist the ASC in
drafting its national strategy on Asian studies. TABLE 4 shows the figures for units
successfully completed in Chinese, Indonesian and Japanese. While not directly
comparable with the figures shown in previous table, these figures show the continuing
decline of Indonesian relative to Chinese and Japanese in this period. However, they
also indicate that Indonesian was again more popular than Chinese and Japanese in
CAEs (teacher education institutions). This reflects the growth in the teaching of

TABLE 4
NUMBER OF STUDENTS WHO SUCCESSFULLY COMPLETED
A UNIT OF ASIAN LANGUAGE STUDY IN HIGHER EDUCATION,
AUSTRALIA, 1983 AND 1986

(Adapted from Table 1, Survey of Asian Languages in Higher Education, 1983-1986
(selected years), Indonesian Studies 4 (2): 94)

Please see print copy for Table 4
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Indonesian in schools, particularly at lower levels of secondary education, and the
ongoing situation of shortages of Indonesian teachers.

The years 1986-1992 delimit a third period or phase of Indonesian language teaching
and learning in Australia, which Worsley (1994a) identifies as "Beginning Again".
Government policy was important in this, as in the first phase. It is evident that
Indonesian has consistently needed some 'top-down' support to thrive in an environment
which, as has been described, was far from entirely favourable.

In May 1986, the Hawke government announced the establishment of the Asian Studies
Council, under the chairmanship of Professor Stephen Fitzgerald. This was a response
to recommendations of the ‘Fitzgerald Report’ (ASAA, 1980). In its five years of
operation, the ASC achieved an enormous amount for Asian languages as well as Asian
Studies. The ASC developed a two-pronged program for promoting the study of Asian
languages and Asian studies at all levels and in all sectors of the Australian community.
It established language curriculum projects for Japanese, Chinese and Indonesian,
including of course the TIFL Project.

Another initiative of the Hawke Labor Government was the adoption of the National
Policy on Languages (Lo Bianco, 1987) in May 1987. This policy had been
commissioned by the Minister for Education as an outcome of the 1984 Senate inquiry
(SSCEA, 1984). It was much more bold and creative than anything in language policy
that had gone before. In a statement of principles underlying the policy, the NPL had
this to say about foreign language learning:
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‘Australia’s geographical proximity in the Asian/Pacific/Indian Ocean region to
countries which use languages other than English carries specific implications for a
national languages policy. Australia’s involvement in world affairs also impacts on
this policy. Australia’s economic, trade, diplomatic, intellectual, cultural, political and
security interests require that a large pool of Australians gain skilled and proficient
knowledge of the languages of our region and world languages. For the sake of
convenience, such languages are referred to as languages of geo-political significance
to Australia.’ (Lo Bianco, 1987: 7)

Although the National Policy on Languages had an eye on economic benefit, it was
more strongly imbued with a concern for social justice, particularly for immigrant
communities. Furthermore, as a document emanating from the Commonwealth Dept of
Education, it emphasised the educational implications of the policy. Nine languages
were designated as languages to be widely taught, for a combination of local and
international reasons: Arabic, Mandarin Chinese, French, German, Greek,
Indonesian/Malay, Italian, Japanese and Spanish. Some of these were considered to be
under-represented and special promotion was recommended for them. These were
Arabic, Chinese, Japanese, Indonesian and Spanish. Special attention was also to be
given to training language teachers.

State and territory governments then individually formulated language policies and
strategies for their implementation, which were all derived from or compatible with the
National Policy on Languages (eg, Braddy, 1991; Lo Bianco, 1989; Ministry of
Education of WA, 1991; NSW Dept of Education, 1992). Indonesian was nominated as
a priority language in all states and territories and in some it was picked out for special
support, eg, NSW, South Australia, the Northern Territory and Queensland. In the
Northern Territory Indonesian was designated as an official second language, though
this has since lapsed.
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The Asian Studies Council's National Strategy for the Study of Asia in Australia (ASC,
1988), appearing a year later, gave emphasis to the place of Asian countries in relation
to Australia's economic future, claiming that "Asia is central to our trade, our foreign
relations and our future." It mounted a very strong call for a stronger focus on Asia in
Australian education. Points made include the following:

‘1. We Australians understand very well the tension of being a nation with a
European cultural past located in the Asian region. But we have not understood the
consequences for our education. The study of Asia should not be an elective for
Australia. We need an education that will enable our people to come to terms with
their geographical location.
2. In present-day Australian education, the study of Asia is an elective. It is
occasional, peripheral, avoidable. Asian in our employment practice is minimal,
regarded as irrelevant, even eccentric. Asia in our repertoire of national skills is
almost non-existent.
3. Between the reality of our Asian milieu and the reality of our education,
employment and skills there is a vast and deeply disturbing gulf.
In 1986, only 2.2 per cent of Australian year 12 students took an Asian language. The
figure for European languages was 9.5 per cent. The respective figures for 1983 were
3.3 per cent and 15 per cent.
More than 97 per cent of university and college graduates complete their courses
without a single unit focused on Asia, most of them without even reference to Asia,
and most of them also having escaped serious study of Asia in primary and secondary
school.
9. Despite the fact that British educational models are largely irrelevant to current
Australian need, Australian education is still dominated by those models. The
continuing priority given to French and German in the teaching of modern languages
when Asian language teaching barely exists is a legacy of that educational
inheritance.’ (ASC, 1988: 3-4)

The National Strategy formulated wide-ranging objectives for the study of Asia and the
study of Asian languages in the education systems, in employment practices, in
community awareness and in financial commitment from government and business.
These objectives were supported by argumentation on political, economic, foreign and
strategic and cultural grounds. It acknowledged problems, such as lack of employability
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of Asian language graduates, but made the point that business does not require
‘Asianists’ but ‘executives and professionals who can perform satisfactorily in Asia’. It
recommended that students acquire Asia-related skills combined with professional and
functional skills (Ibid.: 17). It also claimed that ‘a national survey of 2500 key decision
makers conducted by the ASC in January 198717 indicates support by key employers for
the Government’s view of the importance of Asia, the value of Asia skills, and the
necessity for our education to produce and our employers to employ people with those
skills’ (Ibid.: 18).

The developments described above signalled an important shift in the thinking of the
Commonwealth Government on education. New emphasis was placed on the link
between education and Australia's economic development. This was symbolised in the
amalgamation of the education portfolio with others in the new Department of
Employment, Education and Training, and paralleled the combining of the Departments
of Foreign Affairs and Trade in 1987. This focus on the link between education and
economic development was of benefit to Asian Studies and Asian languages. In this
period, particularly under the Hawke government, it was government practice to consult
with experts on Asia. Ministers were in close touch with the academic community at
this time. Academics were thus enabled to have some influence on policy. In
retrospect, it seems to have been a very creative period in policy development. A new,
positive policy environment was created for languages, and in particular for Indonesian.

The economic aspect of the National Strategy’s case for the wider study of Asian
languages and cultures caught the public imagination and appears to have fueled the

17

ASC, 1989b.

88

subsequent increased enrolments in all Asian languages at all levels of the education
system. Indonesian lagged behind Japanese and Chinese initially, particularly in
Victoria, where the Cain government favoured Chinese; in Queensland, whose position
as a favoured destination for Japanese tourists gave a powerful impetus to Japanese; and
in New South Wales, for reasons that will be explained below.

TABLE 5 shows that there were massive increases in the number of school students
studying Indonesian between 1969 and 1991. However, it also shows that the
proportion of Year 12 students had dropped from 17.20% in 1969 to 1.74% by 1991,

TABLE 5
NUMBERS AND PERCENTAGES OF STUDENTS OF INDONESIAN/MALAY
IN AUSTRALIA BY LEVEL OF EDUCATION, 1969-1991
(Source: Worsley, 1994a: Table 2.1, p. 21)

Please see print copy for Table 5

although the total number of students studying Indonesian/Malay in schools had
increased from 3,341 to 45, 497. A big drop in both the number and proportion of
students studying Indonesian/Malay at Year 12 occurred in the three years between
1988 (a total of 1054 or 4.23%) and 1991 (a total of 791 or 1.74%). As mentioned

18
The percentage figures in this column, which appear to be incorrect in the original table, have been
corrected in the version presented here.
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earlier, Year 12 students had been deterred from learning Indonesian because of
competition from Malaysian and Indonesian students. But in NSW another factor
depressed Year 12 enrolments even further. In 1991 a new national language policy
document appeared, titled Australia's Language (DEET, 1991), which contained a
number of strategies to promote the study of LOTE. One of these strategies was the
Priority Language Incentive Scheme, which required each State and Territory to select
up to eight priority languages, which were to attract $300 per Year 12 student each year.
Indonesian was listed in all states except New South Wales. In New South Wales the
selection of the eight languages was based solely on the number of candidates in
particular languages in 1991 (in order to obtain maximum financial benefit from the
scheme). As we have seen earlier, Year 12 enrolments in New South Wales and
Victoria had suffered as a result of NNS competition, so Indonesian was twice the loser
in New South Wales.

In 1989, the ASC conducted an Inquiry into the Teaching of Asian Studies and
Languages in Higher Education, which produced a report, Asia in Australian Higher
Education (ASC, 1989a), known as the Ingleson report. The stance taken by the
Ingleson report was similar to that of the National Strategy for the Study of Asia (ASC,
1988), speaking of the need for widespread Asia literacy and the need to relate the study
of Asia to Australian society. However, the Ingleson report, reflecting the ethos of the
1980s, provided a more brash and exploitative ‘spin’ on the need for Asia literacy. Its
Executive Summary claims that employers had clearly indicated their support for
change to the curricula at all levels of the education system to include much more study
of Asia than currently occurred, that economic projections indicated a continued growth
in tourism from Asia, and that the growing importance of Asian countries in recent
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investment trends would continue. East and Southeast Asian countries would become
increasingly important markets for Australian products and services and, in some cases,
would also be providers of capital. It stated:
‘If Australians are to take full advantage of the opporunities presented by these
developments, including employment and career opportunities, there will need to be
sustained growth in Asian language skills and knowledge of Asian countries.’ (ASC,
1989a: 13).

The Ingleson report also made a strong call for more effective teaching of Asian
languages in universities, remarking that ‘under the present system of a three year
undergraduate degree it is very difficulty to achieve fluency in an Asian language’
(Ibid.: 14). It called for the formulation of common measures of proficiency, which
would enable movement of students between programs and institutions, provide
yardsticks for employers to measure skills of potential employees and enable controlled
research into the effectiveness of different teaching methodologies. It called for better
teacher education of Asian languages and more integration of the study of Asia into
teacher education curricula. It called for a coordinated national library policy on
collection development. Of particular relevance to Indonesian, it called for both a
broadening of the base of Asian language study at tertiary level, with more extensive
access for undergraduate students to Chinese, Indonesian and Japanese, and also for
measures to improve the language skills of students at the ‘top-end’ of language
training. Like the ASC’s National Strategy for the Study of Asia, the Ingleson report
seemed to take it for granted that all these things could be done, with Australian wit and
ingenuity, and further, that they would be done.
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Chapter 4 of the Ingleson report was a review of the teaching of Asian languages in
Australia. It claimed that:
‘The wider context in which Asian language teachers work has changed dramatically
in recent years. Asian languages are now seen as of national importance. There are
signs that the work of Asian languages teachers at all levels is beginning to be more
highly valued. Governments have placed on record their convictions that the study of
Asia and its languages is a national priority. Students are attracted to Japanese in
record numbers, with every prospect that this will flow over into considerably
increased demand for Chinese, Indonesian and other Asian languages.’ (Ibid.: 112).

Of all the inquiries and reports that have dealt with Asian languages, the Ingleson report
is the first that displays evidence of a serious attempt to understand something about
language acquisition and language pedagogy. It is also the first to refer to developments
in language pedagogy in a positive way:
‘Since the early 1970s language teaching theory has focussed increasingly on the
needs of learners. Often referred to as the “learner-centred approach”, there is
concern to define the range of competencies a learner must have to be an effective
communicator. These include linguistic and socio-linguistic, discourse, strategic,
socio-cultural and social competence. Many of the current concerns in Asian
language teaching are being addressed in Australian institutions and overseas. The
Council of Europe’s project Learning and Teaching Modern Languages for
Communication, dealt with concerns very similar to ours, particularly the need to
encourage teachers to achieve a more communicative approach to language teaching.’
(Ibid.: 113).

However, it was quick to back-pedal, taking the position that the jury was still out on
the question of the best methodology, and that only the adoption of common measures
of proficiency would enable assessment of the effectiveness of different approaches.
‘The language profession is unable to agree on the “best” teaching methodology.
Diverse positions are strongly held by people who are equally recognized as fine
language teachers. For this reason, we have not sought to establish guidelines for
more effective language teaching methodology. … In the final analysis, what matters
is the level of proficiency achieved by students. In the absence of criterion-based
measures of proficiency, arguments over methodology are irresolvable. The adoption
of common measures of proficiency, as recommended below, will greatly assist in
assessment of the effectiveness of different approaches’ (Ibid.: 114).
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Nevertheless, the Ingleson report also makes the point that one of the weaknesses in
language education is that the results of applied linguistic research are not readily
available to practising teachers in either the pre-tertiary or the tertiary sphere. Preservice programs in language methodology for teachers are too brief and usually not up
to date. Tertiary language teachers only rarely have specific training in methodology. It
urges that opportunities for improving teaching skills be available to tertiary, as well as
pre-tertiary teachers (Ibid.: 164).

Importantly, the Ingleson report called for the goals and objectives of Asian language
courses to be more explicitly stated, and for teaching methodology to match the stated
aims. This would enable students and employers to have realistic expectations about the
outcome of their course. It also suggested undertaking a needs analysis before defining
the goals of a program. Such an analysis would consider objective needs (for example,
the situation of the language use, the level of language proficiency required by the
student) and subjective needs (related to learners: for example, aptitude, motivation,
preferred learning style and pace).

Although it referred to Indonesian as having had declining enrolments since a peak in
the late 1960s and expressed doubts that Indonesian would ever achieve a high level of
popularity in Australia, due to the negative image of Indonesia in this country, the
Ingleson report cited Indonesian as the only Asian language in which students could
achieve near native-speaker proficiency by the end of an honours degree, saying, ‘It is
with Indonesian that we can boost the ‘top-end’ of our Asian language expertise most
readily and tertiary programs must design their courses to achieve this’ (Ibid.: 126).
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The Ingleson report will be referred to again in Section 3.2, because it had a particularly
strong influence on the conceptualisation of the TIFL materials.

Only a year later the Leal report, Widening Our Horizons (Leal et al., 1991) appeared.
This was a study of the teaching of all languages in higher education, prepared for the
Minister of Employment, Education and Training, and was not specifically concerned
with Asian languages. This review was the seventh major report on foreign or modern
language teaching in Australian higher education, and began, appropriately, with a
summary of the findings of the previous six. It also provided an analysis of which
recommendations of previous higher education reviews had been implemented and with
what success; and it recommended immediate consideration of some that had not been
implemented. It included a complete review of language programs in universities, a
review of the situation regarding language teaching staff, and a survey of students.

While noting that the growth of trade with Asian countries had increased to 51% of
Australia’s exports, and that tourism had increased threefold in the 1980s, with 37% of
international visitors coming from Asia, the Leal report placed emphasis on intellectual
and cultural needs rather than economic considerations, pointing out that the ‘wealth’ of
a society consists in non-economic as well as economic terms, and that some activities
that are not in themselves wealth-creating contribute to the wealth-creating capacity of a
society, ie, those activities which contribute to intellectual and cultural development and
original thinking.’ (Ibid.: 2) It seems timely to remember this in the current climate of
economic rationalism.
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The Leal report was innovative in that it contained a report on research into language
teaching in higher education in Australia. It noted that research into language teaching
was almost entirely lacking in universities, despite the fact that universities are
supposed to be research-based institutions and that ‘no teaching operation can retain a
high standard of excellence unless it is backed up by a research base’ (quoted from
Quinn, 1982: 150). It made the point that since universities are accountable for the use
of public funds, this implies that planning, decision-making, practice and innovation in
this area should therefore not rely exclusively on tradition, opinion or trial-and-error. It
observed that where research into language education had taken place, it was often
carried out by government agencies and committees of enquiry. Research into the
details of syllabus design, methodology, learner characteristics and strategies,
experimental course components and materials development specifically in higher
education lagged behind the needs for their application at a time when marked policy
changes were affecting practice in the field (Ibid.: 148-156). The lack of evaluation of
the TIFL project is a case in point.

Like the Ingleson report, the Leal report made the point several times that there was a
need for reliable proficiency assessment, particularly in business, defence and
diplomacy, where it was necessary to have control of reliable linguistic resources. One
of the recommendations of previous reviews that had not been implemented, about
which immediate consideration was urged, was the establishment of a national system
of language proficiency measurement.

The Leal report emphasised that there is a need in the Australian community for a wider
perspective:
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‘Few educated people would, after due reflexion, quarrel with the statement that
culture structures language and that language in turn structures thought. However, for
a considerable period of time the ramifications of this statement for Australia’s
intellectual, cultural and educational life have not been recognised. The brash
monoculturalism and persistent monolingualism that have characterised influential
sections of the community and permeated the country’s educational systems have
limited intellectual and educational perspectives to a degree that is only now, with
some alarm, being appreciated.’ (Ibid.: 2)

Speaking of language and international access, the report commented:
‘Probably the most pervasive need of our time is for an improved level of human
understanding that will remove some of the impediments to a more secure and
harmonious future. No one would suggest that the bridges built by language
competence are the only factor involved in achieving this, but the view is widely held
in modern society that an appreciation of other languages and cultures is at least a
prerequisite to international understanding. It enables society to adjust to life in a
shrinking global context.’ (Ibid.: 3)

In discussing the language needs of business, finance and industry, the report noted that,
despite widespread indifference in the business community to an export orientation in
general and to the importance of language competence in particular, there was a
growing recognition among Australia’s leading companies and financial institutions that
the situation must be remedied if Australia were to prosper. It also pointed to an
increasing need for greater cross-cultural understanding, saying, ‘Monolingualism in
management is a defect that we can no longer tolerate’, and concluding that language
training was an immediate economic necessity to support Australian exports and
overseas investment in manufacturing (Ibid.: 9-17).

Regarding Indonesian, the Leal report noted that there were ‘some signs of rekindled
interest in Indonesian, which at both the school and higher education levels had been
declining significantly since the 1970s (Ibid.: 62). TABLE 6 displays 1990 university
enrolments in languages. It was offered at 21 institutions in 1990, but tertiary
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TABLE 6
LANGUAGE AND STUDENT ENROLMENT
BY STATE AND TERRITORY, 1990
(Source: Leal et al, 1991: Table 3, p. 66)

Please see print copy for Table 6
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enrolments were actually lower than those of Italian, German, Chinese and Spanish, and
just above Greek. These figures reflect the growth in enrolments in community
langages as a result of the policy developments that favoured multiculturalism in the
1980s.

There were some similarities between the Ingleson and Leal reports. Both reports
emphasised that there was a need to enhance the level of cultural sensitivity of
Australia's social, intellectual, political and economic relationships with other nations as
well as the level of cultural sensitivity and linguistic tolerance in Australian society.
Both reports also shared the conviction that the study of languages and cultures ought to
be a normal part of the education experience of all Australians and not just the preserve
of special groups of the intellectually elite, those with ethnic backgrounds or those with
personal interest in the study of languages.

However, it was disappointing for Indonesianists that, despite the precarious state of
Indonesian as a subject, the Leal report did not express a sense of urgency about the
state of Indonesian language teaching or make specific recommendations to strengthen
the subject. It commended the work of the ASC in addressing the needs of
Asian languages in higher education, but suggested that it was important to pay
attention to other areas of the world as well, recommending that particular attention
should be given by universities to Arabic, French, German, Greek, Italian, Russian and
Spanish. This may be because the committee thought things were in train for
Indonesian, for it remarked that ‘research funding at present clearly favours Asian
languages. The majority of the recently funded major research initiatives in language
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teaching are in Asian languages and most are oriented towards the production of
materials.’ It goes on to mention the umbrella TIFL project, which had recently
commenced (Ibid.: 154).

As the Indonesian economy began to boom in the 1990s, Indonesian language study in
Australian began to boom again as well. A perception of Indonesia's growing
purchasing power provided an economic motive for learning Indonesian, which had
previously been missing. Unfortunately, there is a gap in data about language
enrolments for the decade after the Leal report. However, the new report by the Asian
Studies Association of Australia titled Maximising Australia’s knowledge of Asia
(ASAA, 2002), gives figures for enrolments in 2001, comparing them with 1988 figures
(see TABLE 7). Between 1988 and 2001, the study of Indonesian grew from 156 to 621
EFTSU – a 400% increase. The most spectacular growth appears to have come in the
1988-1990 period when EFTSU leapt from about 156 to 408 (TABLE 6). However,
Figure 4 shows that within this period a downturn began in 1997, so that the overall
increase in the decade 1991-2001 was actually a modest 10-15%.

According to the ASAA report (Ibid., 42), Australian universities enrolled more than
550,000 EFTSU in 2001. The 621 EFTSU enrolled in Indonesian amounts to 0.1% of
enrolments. The report calculates that total enrolments in Asian languages in 2001
represent 2.2% of all students, which is far from the target of 10% by the year 2000,
called for by the ASC in its National Strategy for the Study of Asia (ASC, 1988: 4). Not
only are the goals set in 1988 still far from achievement, systematic and generational
change in the university system put the accomplishments of the 1990s in jeopardy. For
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example, several respondents indicated to the ASAA survey that the teaching of
Indonesian was at risk in their institution (ASAA, 2002: 42). The ASAA report notes:

TABLE 7
INDONESIAN/MALAY: EFTSU, 1998 AND 2001
(Source: ASAA, 2002: Table 3.5, p. 40)

Please see print copy for Table 7
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Figure 4 - Indonesian EFTSU, selected institutions, 1992, 1997-2001 (Source:
ASAA, 2002: Graph 3.3, p. 41)

Please see print copy for Figure 4

101

‘Indonesian dramatizes the paradox that confronts the study of Asia across Australian
universities. … As a result of these falls in enrolment from the late 1990s, Indonesian
programs were in decline or in jeopardy at a number of universities in 2001. Notable
progress was thus in danger of being lost as a result of fluctuating student demand.
Such demand may well return, but the capacity to meet it will have been lost in some
institutions.’ (Ibid.: 40)

The ASAA report points out, in explanation, that in the period 1989-2000 there was
fluctuation of interest in Australia’s relations with the countries of Asia. Following the
end of the Cold War, many Australian leaders advocated an accelerated ‘engagement’
with Asia. By 2000, it was clear that integrating with Asia posed greater challenges
than had been realised. Much of the news from Asian countries lacked the exhilarating
spin that ‘economic miracles’ had provided in the 1980s and early 1990s. Though the
task of understanding these processes was therefore even greater, the opportunities for
Australian businesses and students seemed less exciting and inspiring. Momentum for
engagement faltered. This coincided with the growing need of universities to be
sensitive to student preferences and to fund-raising potential when making decisions
about hiring staff or maintaining subjects. However, the overall foreign-policy lesson of
the 1990s is that skilled, informed people are essential for Australia’s survival in its
globalised region. Fluctuation in fashion and policy, driven by reaction to events,
undermines the continuous effort needed to strengthen Australia’s Asia-knowledge base
(Ibid.: 11-12).
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2.4.3

Summary

TIFL has travelled a rocky road in Australia. From the beginning, there have been
strong forces promoting and opposing it. On the promotional side have been those who
appreciated the strategic value of the relationship with Indonesia for Australia's future
and those who have become attracted by the appealing qualities of the people and
culture of Indonesia. On the opposition side have been ignorance, ethnocentrism, and
racism, together with a fear of Indonesia that may be very deep-seated in the Australian
psyche, fueled by political events such as the invasion of East Timor in 1975. It is not
surprising, considering the security concerns triggered by Indonesia in the minds of
many Australians, that the health of Indonesian language and cultural studies has been
precarious. It is encouraging that, despite setbacks, understanding and tolerance
towards Indonesia in Australia have on the whole increased.

However, a major problem with Indonesian language teaching in Australia is that it is
still 'coming from behind' in comparison with languages like French and Japanese.
French and Japanese are world-wide activities. Indonesian is not. It is mainly in
Australia that anything is seriously being done in schools and (with the exception of
Japan) at undergraduate level in universities. Furthermore, languages like French and
Japanese are the languages of wealthy, literate societies. Indonesian is the language of a
nation which is still economically in the third world. These things mean that the
resources that are available for languages like French and Japanese are lacking for
Indonesian, and there is an enormous amount of work to be done by very few people in
the field of Indonesian language teaching.
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The history of Indonesian language teaching in Australia shows clearly that Indonesian
as a discipline has thrived when it has received government support. This happened
first when the Commonwealth Government supported the introduction of Indonesian
language teaching in universities. The second time was due to the initiatives of the
Hawke government. This illustrates that government initiatives have a powerful effect
on language programs in universities – an effect that can be favourable or unfavourable.

The general lack of interest in language learning in the Australian community means
that large numbers of students are unlikely to enrol in language study at high school or
university level unless the learning of a language presents particular attractions related
to their future employment or career plans. This is why there were big increases in
enrolments when the Indonesian economy was booming in the late 1980s and early
1990s. At times when there has been public support for learning Indonesian in the form
of government initiatives, enrolments have also jumped. When public opinion towards
Indonesia has been negative, or government support has been lacking, student interest
has tended to falter, particularly at school level. In universities, conversely,
controversial developments in Indonesia have tended to stimulate honours enrolments in
Indonesian language. Higher-level or ‘top-end’ study of Indonesian language is directly
related to postgraduate studies of Indonesia in other disciplines, which are arguably
even more in Australia’s interests than language proficiency per se. Watson’s (1990)
account of weaknesss in Indonesian studies in the UK as a result of lack of language
ability was mentioned in Section 2.3.3, and serves as a reminder that language ability is
essential for higher-level research related to Indonesia in all disciplines.
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CHAPTER 3
FROM CONCEPT TO REALISATION:
THE CREATION OF THE TIFL MATERIALS

3.1

INTRODUCTION

Because this study is the first research that has been done about the TIFL Tertiary
Curriculum Materials Project and the materials it produced, and very little has been
published about the whole endeavour, it was determined that an evaluation of the TIFL
curriculum materials ought to include a brief account of the history of the project,
including how it developed from an idea to a reality, problems that were encountered,
and ways in which those problems impinged on the final form of the curriculum
materials.

Section 3.2 describes David Reeve’s plan for a new kind of tertiary Indonesian
curriculum for the University of New South Wales (UNSW), which is shown to provide
the initial conceptualisation of the TIFL materials. Section 3.3 describes initiatives of
the Sydney Consortium for Indonesian and Malay Studies (SCIMS) which contributed
to the design of the TIFL materials. These activities led to a paper by Reeve that
critiqued existing materials for teaching Indonesian and made recommendations for
improved course materials. Section 3.4 describes the proposal for a tertiary curriculum
materials project that was subsequently submitted to the Asian Studies Council.

Section 3.5 describes the implementation of the project. One of the issues that
affected the design of the TIFL materials was the fact that the communicative
approach was not well understood among tertiary teachers of Indonesian nor by
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the Indonesians who were advisers to the project. Another issue which caused
great difficulties was copyright. The plan was to use authentic materials as far as
possible, but copyright proved hard to obtain. Originally the plan had been to
work in cooperation with Indonesians in producing the TIFL materials, but it
turned out to be difficult to obtain authentic film and video material from
Indonesia, and efforts to make videos in Indonesia were not very successful. The
attempt to obtain drawings by Indonesian artists for vocabulary teaching and
learning also ran into difficulties. Problems at the Australian end were mainly
due to insufficient funds, which meant that all the people working on the project
had to find time to do it in addition to their other work. The number of people
working in a piecemeal fashion meant that there was a lack of continuity in the
finished product, and that some items were never finished. Worst of all, the
Australian government, which had at the outset expressed an intention to publish
the materials, declined in the end to do so, with the result that the final version
was produced in a makeshift format.

It is concluded, in Section 3.6, that many of the problems were due to three main factors:
it was a new kind of endeavour for all the people involved, so that they had no experience
of how to do it; they had been allocated insufficient funding; and the time frame for
implementation of the project was much too short. In the end, responsibility rests with

the government, which had funded an important project in a careless and
irresponsible manner, without putting in place sensible procedures for review of
materials or follow-through mechanisms for publishing.
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3.2
THE CONCEPTUALISATION OF A NEW TERTIARY INDONESIAN
CURRICULUM

As mentioned in Section 1.2, the Project Coordinator of the TIFL Tertiary Curriculum
Materials Project was Dr David Reeve of the University of New South Wales (UNSW).
In a six-hour interview with the author on 1-2 July 1996, he explained how the materials
were conceived. Much of the conceptualisation of the TIFL materials was worked out
by him in advance of the initiation of the project.

The intellectual journey began when Reeve was working at the New South Wales
College of Technical and Further Education (NSW TAFE) in Sydney. He was asked to
prepare a course to train people in methodology of teaching English to speakers of other
languages (TESOL), which he taught in 1982 and 1983. This put him in touch with
methodological developments in TESOL. At that time the ‘functional-notional’
approach was a new development that people were interested in. However, he then
spent a period in Jakarta (1983-1987) as the founding Australian scholar in the
University of Indonesia’s new Australian Studies program. When he returned to NSW
TAFE in Sydney in 1988, he found things had changed:
‘Communicative had taken over. I hardly knew what it was. My colleagues,
fad/fashion followers all, thought I was Rip Van Winkle.’ (Reeve, e-mail
communication, 13 June 1996)

There was obviously a lot happening that was new. He realised that although he
possessed a doctorate in history, he now needed academic qualifications for language
teaching, because TESOL was becoming professionalised. So in 1989 he enrolled in
the Grad Dip TESOL at the University of Technology Sydney (UTS), a course which
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was highly regarded at that time among practitioners. An essay that Reeve wrote for the
Grad Dip TESOL formed the foundation of an Indonesian unit that he introduced when
he joined UNSW as Director of the Modern Languages Unit the following year, in
1990. The essay, ‘Introductory Indonesian – UNSW’ (Reeve 1989), was a plan for a
new – and novel – introductory Indonesian course. Details of Reeve’s Grad Dip
TESOL essay are included here in order to establish the source of many of the elements
of the TIFL materials.

At this time, strong influences on Reeve’s thinking included Brumfit and Johnson,
Canale and Swain, Dubin and Olshtain, Finocchiaro and Brumfit, Littlewood, Nation,
Savignon, Ur, and Yalden.1 Brumfit and Johnson are both important theorists whose
ideas about the communicative approach and communicative syllabus design have been
widely accepted (eg, Brumfit and Johnson 1979, Johnson 1982). Canale and Swain
(also highly regarded theorists) wrote an important paper about communicative
competence theory (Canale and Swain, 1980 – cf. Section 4.2.1). Dubin and Olshtain’s
(1986) Developing Programs and Materials for Language Learning, a book listed in the
bibliography at the end of Reeve’s Grad Dip TESOL essay, is an explanation of
language course design for practitioners of ESL and EFL, written to enable teachers to
become course designers. It was evidently a major influence on Reeve’s thinking,
because its influence can be seen in many aspects of the course design that he presented
in his essay. Finocchiaro and Brumfit (1983) is a much-quoted text on the
functional/notional approach, written mainly for school teachers. Littlewood (1981) is
an explanation of CLT for teachers. Littlewood (1984) is an account of SLA research
findings, also written for language teachers. Nation (1984) is an impressively thorough
1

David Reeve, e-mail communication, 13 June 1996.
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treatment of the topic of vocabulary teaching and learning, which was first published as
an occasional paper by Victoria University (New Zealand) and later republished in the
US by Newbury House/Harper Row (Nation,1990). Coady (1993: 23) describes Nation
(1990) as ‘an essential text ... which lays out a number of basic arguments about
pedagogical approaches to teaching vocabulary based on research findings.’ Savignon
(1983) is a treatment of theory and practice of CLT which has been widely read and
quoted. Ur has written widely on language teaching pedagogy (eg, 1981, 1984).
Yalden (1983) is a book on communicative curriculum design that has been very
influential (see Section 4.3.5). Thus the writers who were strong influences on Reeve’s
thinking when he developed his conceptualisation of a new type of Indonesian
curriculum are well-known authorities on the theory and practice of functional/notional
and communicative language teaching and syllabus design.

Reeve’s Grad Dip TESOL essay begins with a claim that the rationale for his proposed
course for UNSW has three aspects that were new in comparison with established
university Indonesian courses. First of all, the expected outcomes of the course are
different. Whereas universities had in the past tended to train professionals in the field
of Indonesian studies, this course would provide Indonesian language skills for
professionals in the social science disciplines. Instead of going to Indonesia to learn
about Indonesia, graduates from this program would go as Australian professionals in
other fields equipped with Indonesia skills. The second difference is in the content of
the course. Whereas universities courses had traditionally focused on Indonesia as the
source of materials for language study, in this course it was the complex relationship
between Australia and Indonesia that would provide the central focus. The third
difference is the way the course would be taught. Whereas earlier university courses
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had focused on the development of reading skills for research, this course would place
prime importance on communicative skills, using methods and activities inspired by
TESOL/ESOL developments in the 1980s (Reeve 1989: 1).

The rationale for this orientation of the new course is explained as deriving from the
National Strategy for the Study of Asia in Australia (ASC, 1988) and Asia in Australian
Higher Education (ASC, 1989a).2 Specifically, Reeve mentions that the national
strategy calls for a ‘revolution’ in Australian education, arguing that ‘the proper study
of Asia and its languages is about national survival in an intensely competitive world’.
He quotes the recommendations of the national strategy that 5% of higher education
students should be studying an Asian language by 1995; that existing courses in
commerce, arts, education and law should be revised to include an ‘Asian content’ of
25%; and that there should be more double degrees so that students could combine a
discipline with an Asian language or other Asia-related study.

Reeve also quotes the Ingleson report’s call for an ‘Asia-literate’ generation:
‘All the evidence points to a growing demand for graduates who are Asia-conscious
or Asia-centred. Australian graduates who are Asia-centred will be aware of the
recent history of one or more regions of Asia, able to understand different political
systems and cultural values and aware that there are patterns of thought other than
those of their own culture. Increasing numbers will have command of an Asian
language. They will be comfortable in Asia, sensitive to different social mores and
business customs and able to relate to people in Asia with ease. Such graduates will
be familiar enough with some part of Asia to be able to regard doing business there
as no more unusual than doing business in Britain, Europe or the United States. The
challenge for the higher education system is to make the necessary structural and
curricula changes to ensure that all graduates are Asia-literate and increasing
numbers have a sound knowledge of Asia and proficiency and proficiency in an
Asian language.’ (ASC, 1989a: 13).

2

Details of these policy documents were given in Section 2.4.
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The rationale for the UNSW course was thus driven not by an analysis of student
demand but, as Reeve himself puts it, by ‘the evolution of views on the need for such
curricula as a national need, and through initial attempts to assess future Australian
employer demand’ (Reeve 1989: 3). In support, he lists a number of important events in
the formulation of national policy (these developments have been covered in Section
2.4); and two unpublished reports on demand for skills in the workplace (these were
included in Current and Future Demand for Asia-Related Skills in the Australian
Workforce (ASC, 1989b) .

Thus we see that Reeve envisaged a new kind of Indonesian curriculum with three
major elements, one of which was that the course should be communicative in
methodology. The other two elements (providing language skills for professionals
rather than producing Indonesian studies professionals, and focus on the AustralianIndonesian relationship rather than on Indonesia as an object of study) were given more
prominence at this stage. All three elements were novel in tertiary Indonesian language
teaching in Australia at that time, where the literary tradition was the dominant
paradigm and recognition of the contribution applied linguistics can make to language
teaching was slow (Barko, 1996b).

That Reeve based the rationale for his planned course on perceived national needs and
national policy, rather than an analysis of student demand, may reflect the prevailing
national preoccupation at that time with finding Australia’s place in Asia. Basing his
rationale on national policy also reflects the views of Dubin and Olshtain (1986). In
their Introduction, they offer prescriptive definitions (which they have themselves
established) of key terms: ‘curriculum’, ‘syllabus’, ‘goals’, ‘objectives’ and ‘needs’.

111

According to Dubin and Olshtain (1986: 3), curriculum goals address general, societal,
community or institutional concerns. It is the society or broader community which the
program serves that fundamentally determines the goals to be manifested in the course.
Dubin and Olshtain view the setting of goals for language programs as a kind of
marketing exercise, based on an initial task of societal needs assessment. Viewed at the
highest level, political considerations have to do with the particular regime or
administration in power and how it views the question of language in general.
Allocation of funds for teacher training programs, relevant research programs and
material development projects will all depend on the priorities set up by the
administration in power at a particular point in history (Ibid., 1986: 17). However, they
point out that a curriculum which is not in line with the broader community’s concepts
of language education, certainly one which does not accommodate the expectations of
teachers and learners, may just gather dust on a shelf. Such could also be the fate of a
document which reflected the latest ideas of language teaching professionals but did not
include sufficient explanations for teachers who were asked to use it.

After determining goals for a language program, the next task for course designers,
according to Dubin and Olshtain (1986: 23), is to make operational decisions. They
should first set broad policy: what are the significant, overall objectives of the language
program? Second, they should define the audience (teachers and learners) as fully as
possible – which Reeve’s essay does next. The essay states that the new course is
designed for a specific target group: initially the undergraduate population of the
Faculty of Arts of UNSW, but also to include students from commerce, engineering,
education and law, in accordance with the national requirement for a new ‘Asia-literate’
generation of Australian professionals.
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The third task for course designers, according to Dubin and Olshtain (Ibid.), is to
consider how the program can best be suited to the particular school system, community
or language course. Although the rationale for the UNSW Introductory Indonesian
course, as described above, could give an impression of a language for special purposes
(LSP) course, it becomes clear, from the details provided in the essay, that what is
envisaged is something much broader than LSP. The Introductory Indonesian course
that Reeve envisages emphasises speaking and listening skills, but provision also exists
for students who need reading skills for research. This is because it has to be
compatible with the academic requirements of a Year One course within UNSW. The
goals of the course are in fact broad-ranging:
‘(a) to develop ‘Asia-literacy’
(b) to provide basic communicative competence (as defined by Hymes [1970],
Canale and Swain [1980]) in the Indonesian language
(c) to lay the basis for further Indonesian language study
(d) to train students to take responsibility for their own learning programs and goals
(e) to equip those students who will take on Indonesian teaching as a profession
(f) to develop an appreciation of the Australian-Indonesian context within which
language skills will be used
(g) to develop empathy with Indonesian people, and their culture and aspirations
(h) to deepen understanding of Indonesians in Australia, as part of ‘multi-cultural’
Australia
(i) to train a ‘core-group’ who will promote the concept of Asia-literacy into the
next generation’ (Reeve 1989: 7)

The majority of these goals derive from the rationale already described, but goals (c)
and (e) demonstrate clearly that this is more than an LSP course in scope.
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Following the statement of the goals of the course, eleven ‘initial objectives’ are set out,
which (although the term ‘objective’ is not defined in the essay) appear to follow the
definition given by Dubin and Olshtain (1986: 3-4), ie, ‘specific outcomes or products
of courses which are outlined in a syllabus’. The advantage of stated objectives is that
they provide guidance for both teachers and learners. They can be expressed as
proficiency scores or as performance objectives, such as language skill attainments (eg,
a reading rate of so many words per minute with X% comprehension). Setting
objectives makes it possible to carry out necessary evaluation measures and to specify
various levels within a program. Reeve’s ‘initial objectives’ are discussed and analysed
in turn below.

Initial objective 1: vocabulary learning
Students were to acquire an active vocabulary of approximately 1500 items of
Indonesian language, in support of goal (b) (communicative competence). Reeve adds
the following note:
‘A goal for this course will be to analyse the alternatives for rapid acquisition of
vocabulary, always important for the adult beginner. Communicative scholarly
works are less helpful at this beginners level, and more specialised methods such as
Suggestopaedia, TPR and the Natural Way require some teacher training and
teacher confidence. This area has been usually overlooked in other Indonesian
courses, as evidenced in a famous exercise in the Sydney University course which
begins: “Learn the following 55 vocabulary items before carrying out the
exercise.” The total of + 1500 is calculated as about 60 new items per week, or 10
items per class hour.’ (Reeve, 1989: 8)

The example from the SU course materials in the above quotation supports his point
that a need existed for a more effective approach to vocabulary learning than heavy
reliance on rote memorisation. Reeve here signals his ambition to tackle the problem of
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vocabulary acquisition, and also his conviction that CLT does not provide all the
answers on this issue.

In fact, vocabulary teaching and learning has not received much attention by
communicative theorists, researchers and practitioners until recently (Schmitt, 2000:
14). The fact that Reeve gives precedence to an objective of vocabulary learning
signals that it is regarded by him as an essential prerequisite to attaining communicative
competence; this idea later metamorphosed into a vigorous approach to vocabulary
instruction in the TIFL materials (Section 6.4.3).

Initial objective 2: Grammar

The second objective, supporting goals (b), (c) and (e) (communicative competence,
further study and teaching) is related to grammar. Students were to ‘become familiar
with the core grammatical items standard for a course of this length’. A list of
grammar items to be taught follows, which was too ambitious for a one-year course.
However, all the items were in fact included later in the TIFL Introductory and
Intermediate Grammar Notes (Section 6.4.8; Appendices 5 and 7).

Reeve explains that this core is not a teaching program or a prescription, but a teacher
check-list. Grammar items would be introduced only where appropriate as supports
for communicative function (Reeve 1989: 8). Later in the essay he returns to this
point, suggesting that if some items have not been covered by the end of the course,
then they would be removed from the core, rather than the teaching changed (Reeve
1989: 19). In other words, he is saying, if grammatical items are not needed for
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communication, do not teach them. Do not teach the whole grammatical system
‘because it is there’. Grammatical knowledge is clearly not to be allowed to take
precedence over communication. This is entirely in line with the principles of CLT,
but a radical departure from the more analytical approach to grammar common in
Australian university FL programs.

Initial objective 3: communicative competence in listening and speaking

The third objective, also supporting goal (b), is for the students to achieve minimum
communicative competence in listening and speaking equivalent to the ASLPR Level
1+. Reeve was clearly aware that a concomitant of the goal of communicative
competence in language teaching is the necessity of finding ways to measure and assess
it. The ASLPR appeared to offer a way of describing and assessing language
proficiency from the perspective of communicative ability in LOTE as well as English.
(The ASLPR has now been renamed the International Second Language Proficiency
Ratings, or ISLPR. A description and discussion of the ISLPR/ASLPR in relation to
Indonesian is included in Section 5.3.3.) It is still used as an objective at UNSW at the
time of writing (see Appendix 11, which reproduces part of a UNSW Handbook).

116

Initial objective 4: Reading and writing activities

The fourth objective related to reading and writing activities, which were to be
undertaken in a ‘gradual and graded scheme, such activities initially to be used as
support and consolidation of oral/aural skills, but later shading into discussion of genre’.
It is not specified in the essay what this objective entails. Reading in fact became a
major focus of the TIFL curriculum materials, and Section 6.4.7 gives details of the
large number of reading texts, which include a wide variety of genres,.

Initial objectives 5 and 6: Sociolinguistics and strategic competence

These objectives support goals (b) and (g), ie, communicative competence and empathy
with Indonesians. Objective 5 is more related to understandings of cultural difference
as compared to Australian culture, whereas objective 6 relates more to discourse
competence, but they have been put together here because there is overlap. For
example, loudness of speech is not particularly polite anywhere, but it is more important
to regulate the tone of your speech in Indonesian than in some other languages. (Such
overlap is not unique to Indonesian, of course. As will be shown in Section 4.2.1, the
blurred demarcation between sociolinguistics and discourse analysis means these areas
should be seen as overlapping and interactive.

These objectives were for students to develop ‘an appreciation of the sociolinguistic
dimensions of speaking Indonesian with a native speaker, through activities designed to
illuminate particular Indonesian cultural attitudes, with particular reference to
deference, levels of politeness and informality, use of honorifics, loudness of speech,
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obliqueness and body language’ (Reeve 1989: 11). This objective was later manifested
in the Scripted Dialogues, Video Wawancara [Interview Videos] and Cultural Notes
(Sections 6.4.4 and 6.4.6). Students were also to learn important techniques of strategic
competence, particularly in the areas of ‘decoding’ difficult input, managing the pace of
conversations, rephrasing and other ‘repair’ techniques. This objective was however
not realised because no materials or activities were specifically developed to promote
these areas of strategic competence.

Initial objective 7: Student responsibility for their own learning

Objective 7 is related to goal (d), which is training students to take responsibility for
their own learning programs and goals. Students were to develop a sense of
responsibility for their own learning through ongoing negotiation of all aspects of the
course, content, practice, product and assessment. It is clear that Reeve regarded
negotiation of the curriculum as an essential characteristic of CM. There is considerable
detail in his essay about ways of negotiating the curriculum, negotiating assessment and
obtaining student evaluations of the curriculum. In the development of the TIFL
materials, later, student evaluations were collected and analysed for all the activities.
Another example of learner-centredness is the vocabulary policy (see below). The
field-study assignment (see below) is also learner-centred.

Initial objective 8: Contract to learn specialised vocabulary

Students were to negotiate a contract to learn some 150 words of specialised vocabulary
for their future careers, and also negotiate the form of the assessment. This objective
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relates to goal (d). It also is a further demonstration of the intention to ensure effective
vocabulary learning exemplified in initial objective 1. The first part of this objective, ie,
students negotiating a contract to learn vocabulary, was realised in both the UNSW
Indonesian program and the TIFL curriculum materials, in the form of a ‘language
policy’ for students to choose 20 words each lesson, which become the ones they are
expected to learn, ie, the learners determine the lexical syllabus. The second part of the
objective, learning specialised vocabulary, was also realised in the field study
assignment, as described below.

Initial objectives 9 - 11: Contact with Indonesians in Australia

The last three objectives, clearly related to goals (g) and (h), were for students to
develop an empathy with Indonesians through negotiated communicative activities to be
conducted with Indonesian students on campus; through a field study with the wider
Indonesian community in Sydney; and finally by writing a report. Reeve points out that
there is a valuable resource to learners of Indonesian on the UNSW campus, ie, the
presence of hundreds of Indonesian students, who would also benefit from contacts with
the course members. There are many Indonesian community organisations in Sydney,
including the Australian-Indonesian Business Association, the Australia-Indonesia
Association, the churches that conduct services in Indonesian, the Australia-Indonesia
Contact group, the Campaign against Repression in the Pacific and Asia (CARPA) and
the Gamelan Group. The institutions to be contacted in the field study activity would be
negotiated individually, with students making a choice related to their interests or career
plans. Students would negotiate a plan to conduct some ‘off-campus’ language learning
as part of the field study.
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These objectives were later realised through the Tugas Lapangan [field study
assignment] and some other initiatives by Reeve at UNSW (Section 7.5). They were
not included in the TIFL materials because not all Australian university Indonesian

programs are fortunate enough to be situated in proximity to Indonesian immigrant
communities or to have large numbers of Indonesian students on campus.

To sum up the ‘initial objectives’, they are concerned with practical pedagogy related to
the stated goals of the course. As objectives, they are described in terms of performance
objectives or assessable language-related outcomes. Nearly all of them were later
incorporated into the TIFL materials. Thus the UNSW Introductory Indonesian
curriculum can be seen as the prototype of the TIFL materials. Furthermore, it can be
seen that the curriculum not only embodies communicative theory; it also embodies
goals related to social policies that were advocated at the time for the Australian
community, ie, Asia-literacy and multiculturalism.

Another feature of the essay is that it signals an interest in thematic syllabus
organisation, which became a strong characteristic of the TIFL curriculum materials.
The essay contains a list of themes, which is very close to the themes finally selected for
the TIFL materials (Sections 6.3.1 and 6.3.2). The idea of interweaving themes is also
introduced, with the suggestion that:
‘In each teaching week, a student could expect to spend an hour on finishing a
module, 4 hours of main work on the next module, and an hour beginning the theme
for the following week’ (Reeve 1989: 17).
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This is a feature derived from the matrix type of syllabus organisation described in
Dubin and Olshtain (1986: 59-61), and became a characteristic of the Introductory TIFL
materials in use at UNSW (Section 7.5.3).

Methodology of the proposed course

In explaining the methodology for his proposed course, Reeve describes it as ‘avowedly
syncretic’. In particular he mentions an intention to use elements of audiolingual
methodology:
‘There is an important role for the audiolingual method, with its view of language
learning as habit formation, and its theoretical roots in behaviourism. Important
teaching practices to be used from this method are memorised dialogues, practice
drills, substitution drills and discrete point testing.’ (Reeve, 1989: 12)

Morley (1995: 188) points out that selected procedures, no matter what their original
source, can be incorporated into an instructional program, if they can be shown to serve
a principled function within a larger instructional framework. However, the idea that
you can mix methodologies that are based on different theoretical perspectives is a
dangerous one. If teachers mix their methodologies, but do not possess an overall
perspective on how language learning occurs, the conflicting perspectives are likely to
cause confusion and ineffectiveness in their teaching. This is because the underlying
concepts of how language learning occurs are different. GT sees the language learning
process as a kind of mental calisthenics to improve deductive capabilities;
audiolingualism sees it as a process of habit formation; CM sees it as a process
somehow connected with the need of human beings to communicate with other human
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beings in social settings.3 These concepts lead to practice techniques that are at odds
with each other. For example, practice techniques designed to instill habits will not
help to strengthen deductive abilities or promote communicative competence.

An attempt is made to address this issue. Reeve states:
‘A cumulative view of language teaching methodology and language learning is
endorsed, and also sought.
The dominance of communicative views is
acknowledged, but without a dismissal of many techniques developed for language
study within earlier paradigms.’ (Reeve: 1989: 12)

Reeve was asked about this issue, the ‘avowedly syncretic’ nature of his curriculum
model. In his reply, he made it clear that his views had not changed substantially from
the views demonstrated in the essay. He made several points. One was that he saw the
communicative approach as the latest stage in an evolutionary development of language
teaching, and thus an extension that represents an improvement, rather than a
development that invalidates what went before:
‘I think that it has been an evolution and not a set of shifts – though in most
teaching institutions it's been represented by shifts, so each new methodology has
led to the abandoning of all the good things in the previous methodology.’
‘Where communicative involves people [ie, gets learners involved and interested]
it seems to me it's better than the things we've had in the past. It's particularly good
when it's combined with a judicious mix of things from the past, though it's very
hard to find the time to put them all in. I'm sure more changes will come, but I still
at the moment stick with communicative, without seeing it as a replacement but an
extension, a major extension of what goes on.’ (David Reeve, interviewed by the
author, 1 July 1996)

He still believed that there were good things in previous approaches which should not
be abandoned. To him, communicative competence theory does not necessarily equate
to good teaching:

3

Cf. Sections 4.2.1 and 4.3.4.
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‘It seems to me absolutely clear that grammar translation has a number of good
features and that's why it lasted so long. It seems to me that audiolingual [does
too]. Even though people say Skinner boxes are something terrible – if they learn
tennis they repeat things endlessly, if they learn poetry they repeat it endlessly –
there are obviously a whole lot of good things from audiolingual. And then
communicative and functional/notional, I think that each of those has enlarged our
understanding, though in most institutions it's led to intolerance, witchhunts, the
abandoning of good ideas and their replacement with enthusiastic amateurism, and
I think it might have been better just to have taught grammar translation anyway,
compared to a lot of the teaching I saw in AMES and the TAFE, which I thought
was appalling. And there are a lot of theory-damaged language learners.’ (David
Reeve, interviewed by the author, 1 July 1996)

From the above statement, and also the statement in Reeve’s essay that was quoted
above, about the practices he wanted to retain from audiolingualism (ie, ‘memorised
dialogues, practice drills, substitution drills and discrete point testing. ...’), it seems to
me that he had conflated the unquestionable value of rehearsal as a learning technique
with the audiolingual view of language as a process of habit formation. This is
demonstrated in the above quotation by the remark about people learning things like
tennis and poetry by repeating them endlessly. This is not surprising or unusual, as a
number of authorities do the same, particularly those from the early period of the
communicative approach, who may have been so accustomed to audiolingualism that
they felt comfortable with its techniques (eg, Finocchiaro and Brumfit, 1983). But there
is an important distinction between the concept that memorising and practice drills
promote automaticity through rehearsal, and the concept that memorising and practice
drills have value because language learning is basically a process of habit formation.
The second view can lead to the faulty instructional practices entailed in that concept of
language learning. Substitution drills, for example, are predicated on the idea that the
learner absorbs structures indirectly by a mechanical process of habit formation (cf.
Section 4.3.2), without the need for rational understanding or the construction of a
personal interlanguage, ie, a systematic, developing, transitional competence. It is the
author’s view that ‘mim-mem’ and practice drills have value respectively as a learning
strategy and a pedagogic technique, but that substitution drills have no pedagogic value
and should be consigned to the dustbin of discarded practices (this point will be taken
up again in Section 6.4.3). In fairness, it should be mentioned here that in the event
Reeve did not actually incorporate or recommend substitution drills in the TIFL
materials.
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Notwithstanding the above, it also emerged in the interview that Reeve’s belief in the
value of communicative activities had strengthened because of his experience that they
involve students actively:
‘I've been going round and sitting down the back of quite a lot of more traditional
classes and I know not much is going on there. While the teacher is jerking away
like a marionette up the front, when I'm sitting down watching people in the back
row I know that people are phasing in and out of the classes. The teacher's
teaching all the time, but people are choosing whether to listen or not, just as in a
lecture, and if you sit down at the back it gives you a completely different picture
from up the front. Now the people who are teaching up the front think a lot’s
happening, but not a lot is happening down in those back rows.’ (David Reeve,
interviewed by the author, 1 July 1996)

Further, he stressed that communicative activities should play the dominant role in a
language instruction program, and even that the teaching schedule should be organised
to make that possible:
‘I would hope to see communicative activities taking up 60 to 80 percent of any
teacher's two-hour class. It's much harder to fit them into a one-hour class and I
know quite a lot of people have one-hour classes. A good communicative activity
rarely takes less than 25 minutes, and probably should go to 35 to 40, so it's very
hard to organise an hour so that you do a couple of other things and a couple of
[communicative] activities. You've got to teach in 2-hour blocks, I think, or one
and a half hours.’ (David Reeve, interviewed by the author, 1 July 1996)

In designing communicative activities, Reeve initially relied on a handout, ‘Checklist
for creating communicative activities’, from the UTS TESOL course (Figure 5). This
handout is a list of ‘tips’ or practical guidelines for creating activities that fulfill the
principles of CM.

However, as Reeve explained, full understanding of these guidelines only developed
gradually:
‘[At first] if I made good communicative activities it was more by accident because
I was imitating ones in ESOL texts, rather than because I'd fully understood the
importance of putting meaningful concepts in. It took me a while to realise what
the important thing was in what I was doing.
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Please see print copy for Figure 5
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‘An example, when I was making up communicative crosswords, which is one of the
things I do a lot, was that maybe I was asking students to provide definitions or
clues for words that weren't really important, and they'd been put in there because
they were in the course. I hadn’t sifted the words properly for their importance.
‘I think for a while I made activities that looked like communicative activities but
weren't really ... They didn't involve anything important, and I hadn't understood
fully these things about meaning, and conveying meaning, and negotiating. They
led to a lot of empty prattle that (like previous language teaching) was being done
because the exercise was there, not because there was a real exchange of
information. So it took me a long while to realise that it should be something that
people would actually want to talk about, and that the information that they heard
was important information ... there's something [in Figure 5] which says they're
designed so that the students actually want to communicate and students should
have something to talk about. I didn't realise that it implied something
meaningful.’ (David Reeve, interviewed by the author, 1 July 1996).

The above quotation demonstrates that he arrived, in his intellectual journey, at a
sophisticated understanding of the principle Stevick mentions, that the information gap
is only one example of a broader principle: any kind of 'unfinished business' such as an
opinion gap between participants in a conversation will lead to better communication
(Stevick, 1986:129)

In the Grad Dip essay Reeve also flags his interest in the development of improved
curriculum materials for Indonesian:
‘Indonesian learning is “resource-thin”. Compared to the resources available for
the study of almost any European language, Indonesian is very much a poor cousin.
In almost any area that can be thought of (textbooks, reference grammars, realia,
audio materials, video materials, teacher training courses, exchange teachers,
support of embassy and consulate, sustaining contact with cultural institutes such
as the Alliance Franςaise, the Goethe Institute and the Erasmus House), Indonesian
misses out. This creates a resource problem for teachers and often a morale
problem for students.
‘For example, students would like a text, even if only for reference purposes. But
all the existing texts are wildly inadequate, for three reasons: (1) they were mostly
written during the Indonesian boom of the first half of the 1970s, and are
methodologically outdated; (2) they were written for a junior high school
“persona” and all contain large amounts of material on the lines of “mother was
angry with me when I played too long after school”; (3) they come from a
“linguistic” approach to language, and offer a neat chapter on each “grammar
point” with almost no consideration of usefulness, relation to functions,
communicative power, or selection of vocabulary.
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‘For further example, Yohanni John’s university level text, Langkah Baru,4 was
examined for use in this course. Lesson 3 begins with a reading passage, of which
the first lines are: “Line up neatly, children, and we will sing the school song.”
‘There is one reference grammar, Macdonald and Soenjono5, but it uses the pre1972 spelling, and has example sentences like:
“From time to time can be heard a sound as if a civet cat is chasing a mouse”
(p. 220).’

(Reeve 1989: 16-17)

The lack of suitable resources has been referred to earlier (eg, Section 2.4.). It was
frustration resulting from lack of curriculum resources that began the process that led to
the Tertiary Curriculum Materials Project, which is described in the remainder of this
chapter.

It is clear from the Grad Dip TESOL essay that Reeve had a strong conviction that the
purposes of Indonesian language study in Australian universities needed a new
orientation and improved teaching materials, and that CLT offered a better paradigm of
L2 teaching and learning than earlier approaches. It has been shown in this section that
these convictions were the wellspring of his desire to design a new Indonesian course,
and that the UNSW Intermediate Indonesian curriculum that he designed was the
prototype of the TIFL curriculum materials.

4Johns

1977.
and Dardjowidjojo (1967).

5Macdonald
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3.3

THE CONTRIBUTION OF SCIMS ACTIVITIES

This section describes three activities of the Sydney Consortium for Indonesian and
Malay Studies (SCIMS) that contributed to the initiation of the TIFL Tertiary
Curriculum Materials Project. The main sources of information are interviews with
Reeve and Worsley, an essay, ‘TIFL textbooks - a critique’ (Reeve, 1991) and the
proposal for a curriculum materials project (Appendix 2 ).

SCIMS was formed in 1990 at the initiative of Professor Worsley at the University of
Sydney (SU), to take advantage of the fact that Indonesian had just been introduced for
the first time at the University of New South Wales (UNSW) and was planned to be
introduced at the University of Western Sydney (UWS) in 1991. SCIMS membership
consisted of academics from SU, UWS, the University of Technology, Sydney (UTS)
and UNSW. The purpose of SCIMS is to develop curriculum materials cooperatively
across member institutions, in order to derive the maximum benefit from available
expertise and funding, and to provide a substantial test-bed for the trialling of new
materials.6

The first SCIMS project was largely Reeve’s initiative, and resulted from his search for
a suitable textbook. He stated in the interview that he would have been willing to use
an existing text in his first year at UNSW, if he could have found a suitable one,
because writing all the materials for the new course was a daunting prospect, but:

6

Source: TIFL proposal, p. 3 (Appendix 2).
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‘I looked at all the texts, and I was just appalled by them. Not because they weren't
good in their time – they were good, but the idea that you'd still use them 20 years or
a quarter of a century later - ! And I thought, I can't, in all conscience, use this stuff.
Great though it was at the time, it's just not good enough any more. And so I started
writing, and what I'd been doing led to the investigation of texts7 that led to TIFL.’
(David Reeve, interviewed by the author, 1 July 1996).

It was decided by SCIMS members that the first joint activity undertaken would be a
survey of existing materials used for teaching Indonesian at the tertiary level, both
printed materials and audio-cassettes. It was to be undertaken by SU, UWS and
UNSW, in cooperation. The survey of print materials was carried out by Reeve and the
survey of audio materials by Dr Raechelle Rubenstein of SU. The purpose of the
survey was to identify precisely the materials already existing, so as to avoid
duplication in the development of new materials.

This is the way recommended in Dubin and Olshtain (1986) to begin an attack on the
problem of inadequate teaching resources. They remark (p. 27) that most new programs
are designed either to remedy the deficiencies in existing ones or to expand and improve
them. They suggest it is therefore imperative to begin any new endeavour with a
thorough survey of existing conditions, ie, the existing curriculum and syllabus in use,
the materials in use, the teacher population, the learners and the resources of the
program. They point out that only by understanding the strengths and weakness of the
existing program can a better one be developed.

The following course materials were included in the exercise:

7

Reeve, 1991.
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(1)

Hendrata, H. (1969, 1970) An Audio-Lingual Course in Bahasa Indonesia.
Parts 1A, 1B and 2, with associated audio recordings. Carlton, Victoria: Hendy
Hendrata.

(2)

Johns, Yohanni (1977 and 1990) Langkah Baru - A New Approach. Books 1
and 2, with audio recordings. Canberra: Australian National University Press.

(3)

McGarry, J.D. and J. Sumaryono (1970; 1971; 1974) Learn Indonesian. Books
1 and 2, with audio recordings, and Book 3. Chatswood, N.S.W.: Modern
Indonesian Publications.

(4)

Wolff, John U., Dede Oetomo and Daniel Fietkiewicz (1984 and 1986)
Beginning Indonesian through Self-Instruction. Books 1, 2 and 3 with audio
recordings. Ithaca, N.Y.: Cornell University.

(5)

Sydney University (SU) course books 1A and 1B

(6)

Universitas Kristen Satyawacana (UKS) course books Dasar, Pemula and
Menengah

To describe these course materials very briefly, the first four are audiolingual in
approach. The Cornell University materials were discussed in Section 2.3.2. The others
are included in the description of existing course materials in a conference paper by
Reeve described below, in which they are shown to be unsuitable for use in Australian
universities (Figure 6). The SU course materials can be characterised as strongly
focused on grammar, while the UKS course materials (used in the summer program run
by UKS in cooperation with SU) have both audiolingual and communicative elements,
and use authentic texts.
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Recommendations emerged from the SCIMS survey for the development of packages of
teaching materials ‘organised around themes appropriate for “the Asia-literate
professional”, with a wide range of communicative activities, constructed in accordance
with the methodologies associated with the development of communicative
competence’. These teaching materials were to make use of a range of ‘realia’, from
feature films and television programs, to signs, advertisements, schedules, handouts,
leaflets, product labels and other printed matter (TIFL proposal, p.3 – Appendix 2 ).

Meanwhile, SCIMS had undertaken a second activity, which was to develop highquality video teaching materials. There were two video projects: one was to provide
voice-overs for two hours of material already shot in Indonesia by a team from UWS;
the second was to shoot a video of nine dialogues for introductory level in Yogyakarta
in mid-1991, as a cooperative project between staff of SU, UNSW and UWS (TIFL
proposal p.3 – Appendix 2 ).

As well, a third activity had been undertaken at SU in 1990, with the support of
National Priority (Reserve) Funding. This was the design and development of three
teaching modules for advanced students, on politics, economics and business practice of
New Order Indonesia (ie, the Suharto regime). Each module was planned as a semester
course and would be divided into 6 units of 6 hours classroom teaching, each on a
particular topic. Each unit was to contain:
(1)

an introductory lecture

(2)

authentic Indonesian materials for reading and discussion, through a range of
communicative activities
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(3)

a short list of readings in English to support analysis in the classroom
discussions

(4)

a word list

(5)

a consideration of the discourse features of the core readings

A total of 421 items (consisting of academic, newspaper and magazine articles in
Indonesian) was selected for these modules and placed in a photocopied archive. These
items were being computerised and prepared for classroom use, and were to be trialled
in 1991 at SU and UNSW (TIFL proposal, p. 4 – Appendix 2). These advanced
modules that were already in the process of development became the basis of the
Advanced level of the TIFL materials.

These three SCIMS initiatives fed into an invited paper, ‘TIFL textbooks - a critique’
(Reeve, 1991), which Reeve presented at the Indonesia-Australia Conference on the
Teaching of Indonesian as a Foreign Language, which was held at the University of
Indonesia (UI) in February 1991. It was at this meeting that the major planning of the
TIFL umbrella project was done, with the involvement of both the Australian and
Indonesian governments.

Details of Reeve’s conference paper are given here because, like the Grad Dip TESOL
essay, it formed part of the basis of the TIFL materials. By this stage, understandings of
the shortcomings of existing materials (foreshadowed in the Grad Dip TESOL essay, cf.
Section 3.2) had become clearer, and conceptualisation of what was needed for
improved curriculum materials for teaching Indonesian at tertiary level was much more
developed.
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The paper begins by describing how the SCIMS survey of existing texts came to be
undertaken, and then reports some of the findings of that survey about the limitations of
available materials for teaching Indonesian language. The thrust of these criticisms
(Figure 6) is that the existing materials for teaching Indonesian are no longer
appropriate for use at tertiary level. It can be seen that there are really two main
criticisms. One is that the existing materials do not contain authentic reading matter or
present realistic images of Indonesia that would be appropriate for the national policy of
aiming to produce ‘Asia-literate’ Australian professionals. The second main criticism is
that the materials are not suitable for communicative teaching, because of their content
limitations: ie, there is no material covering things that Australians might be asked
about by Indonesians; there is an avoidance of all sensitive social issues; there is little
sociolinguistic content; grammar is taught without regard to functionality; exercises are
not communicative; and listening materials are based on the techniques of
audiolingualism.8

After the critique of existing materials, the paper describes the improvements in
teaching in ESOL and also European languages as a result of the ‘productive
methodological changes’ that have occurred in the last decade or so, ‘in particular the
emphases on the functional-notional approach and the communicative approach.’

The paper concludes with a series of recommendations for improved Indonesian course
materials, which are shown in Figure 7. The thrust of these recommendations is for
improved materials according to the following criteria:

8

The SCIMS survey of existing teaching materials formed the basis of the sections on teaching materials
in Worsley (1994a), which were written by Reeve.
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•

increased systematicity and better rationalisation of content, with
specification of learning outcomes

•

a separate, English-language reference grammar

•

a more scientifically-founded approach to the teaching of grammar

•

expansion of types of activities to include communicative activities

•

emphasis on adult professional transactions

•

new themes with a more adult and socially relevant focus

•

authentic reading materials

•

writing activities based on real-life tasks

•

audio material suitable for home-study

•

authentic video material

•

videos made for language teaching

It is obvious from the contents of this essay that by this time Reeve had very wellformulated ideas about what needed to be done to produce improved teaching materials
for Indonesian. The result was that the Asian Studies Council encouraged SCIMS to
submit a proposal for an Indonesian tertiary curriculum materials project, to form part
of the umbrella TIFL project. This was a major curriculum-related national initiative
for Indonesian language teaching in this country,9and may be considered a significant
development for the discipline.

9 As we have seen in Section 2.3.7, the Germans had done the same thing in the 1980s, with very positive
results for Indonesian language teaching and learning in that country.
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3.4

THE PROPOSAL FOR A CURRICULUM MATERIALS
DEVELOPMENT PROJECT

It has been established that the sequence of events leading to the Indonesian Tertiary
Curriculum Materials Project began with Reeve’s Grad Dip TESOL assignment, which
was a plan for a new curriculum for an Introductory course at UNSW. In implementing
that curriculum, the need for improved teaching resources became a matter of concern.
This led to the SCIMS survey of teaching materials and Reeve’s conference paper,
‘TIFL textbooks - a critique’ (Reeve, 1991). Presentation of this paper at the IndonesiaAustralia Conference on the Teaching of Indonesian as a Foreign Language (Jakarta,
February 1991) led to an invitation to submit a proposal for a curriculum materials
development project, to form part of the umbrella TIFL project.10 This section
describes that proposal, which was submitted to the Asian Studies Council (ASC) in
March 1991, immediately after the conference. The final proposal was submitted in
September 1991. Because of the importance of this document as the major binding
contractual arrangement, it is reproduced in its entirety in Appendix 2. The important
details are summarised here.

The principal Australian participants in the project team were drawn from SCIMS, plus
Dr James Sneddon of Griffith University, who was included as the team’s senior
linguist. They are listed in the submission as follows:

10

The TIFL umbrella project is described in Section 1.2.
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University of New South Wales – Faculty of Arts and Social Sciences
Dr David Reeve, Director of Languages Unit (Project Coordinator)
Marina Paath, Instructor in Indonesian

University of Sydney – School of Asian Studies
Professor Peter Worsley
Dr Michael van Langenberg, Chair of Southeast Asian Studies
J. Soemaryono, Lecturer in Indonesian Language
Marcus Susanto, Lecturer in Indonesian Language

Griffith University – Division of Asian and International Studies
Dr James Sneddon, Senior Lecturer in Indonesian Language

University of Western Sydney – School of Education and Language Studies
Associate Professor Stuart Campbell
Colin Freestone, Indonesian Lecturer

The proposed budget was for approximately $100,000 per year over three years. Details
of the budget can be seen in Appendix 2. This figure was set because the ASC was not
willing to fund the amount originally requested. The ASC nominated a sum of
$100,000 per year and the project team adjusted their budget to fit within it.11

11 Sources of information: (1) letter, dated 6 June 1991, to Professor Stephen Fitzgerald, Chairman of the
Asian Studies Council, from Professor Frances Christie, Centre for Studies of Language in Education,
NTU; (2) interview with David Reeve, 1 July 1996.
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The aims (objectives) of the project specified in the proposal are to produce the
following:

1

Introductory level Indonesian teaching materials

20 packages (modules), on themes relevant to the interests and needs of the ‘Asialiterate professional’, each sufficient for 8 hours of classroom teaching. Each package
was to contain:
•

core dialogues

•

readings

•

a range of communicative activities.

•

sufficient range for teachers to select materials appropriate to their classes’

needs

2

Intermediate level Indonesian teaching materials

14 packages on themes relevant to the interests and needs of the ‘Asia-literate
professional’, each sufficient for 2 weeks or 12 hours of classroom teaching.
Each package was to contain:
•

core dialogues

•

readings

•

a range of communicative activities

•

sufficient range for teachers to select materials appropriate to their classes’

needs

3

Advanced level Indonesian teaching materials
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3 modules on politics, economics and business, to consist of 6 x 6-hour study units on
particular topics. Each study unit was to consist of:
• an introductory lecture
• Indonesian materials for reading and discussion
• a range of communicative activities
• a short readings list of readings in English
• a word list
• consideration of the discourse features of the core readings

4

Acquisition and utilisation of film and video material
(1)

The establishment of a working scheme of acquisition and distribution of
Indonesian film and video material, together with their scripts, and of a wide
range of realia.

(2)

The integration of those audiovisual and realia materials into the courses,
modules and units described in 1 to 3 above, and the development of
communicative activities making use of these materials.

It can be seen that the final proposal specifies a limited set of identifiable outcomes in
the form of Indonesian teaching materials for classroom use in three years of tertiary
study. However, it does also contain a statement about the rationale for the production
of these Indonesian language teaching materials, which supports the communicative
approach even more strongly than the conference paper (Reeve, 1991) or the Grad Dip
TESOL essay (Reeve, 1989). A brief account is given of the dissatisfaction of teachers
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of Indonesian at tertiary level with existing teaching texts and materials, due to
childishness of content, emotional range, themes and activities; and also to their having
been written before the highly productive methodological changes introduced by the
functional-notional and communicative approaches. These approaches, it says, have
transformed the teaching of ESOL, and are the motor and driving force of much-needed
improvements in FL teaching, but have not yet had much influence on materials for
Asian languages. The commitment to communicative methodology is expressed more
strongly in this proposal than in the Grad Dep Essay (Section 3.2) or the conference
paper critiquing TIFL textbooks (Section 3.3).

The proposal goes on to say that the new emphasis in Asian language teaching on the
‘Asia-literate professional’ places new demands on language teaching and requires new
materials developed around adult transactions and themes that envisage Australian
professionals conducting their business in Indonesia. The importance of acquring video
and film materials from Indonesia is stressed.

Cooperative links with Indonesian universities are envisaged, including participation in
workshops. Three workshops are to be held. The first, in March or April 1992, is to be
the core planning workshop. Workshops in 1993 and 1994 would serve to coordinate
the activities on the several elements of the project.

As we have seen, Reeve was strongly convinced that there was a pressing need for
more adult, authentic and communicatively oriented teaching materials for tertiary
Indonesian. The purpose of the SCIMS survey of existing materials and his conference
paper were to establish that such a need did indeed exist. The main aim of the TIFL
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Curriculum Materials Project was therefore to fill this need for communicative materials
that presented a more realistic, holistic view of Indonesia. This implies that the TIFL
materials were intended not as a communicative curriculum for teaching Indonesian, but
as a compilation of resources for teaching Indonesian that demonstrate an orientation
towards the communicative approach. In fact, the two people who were the major
planners both made this point in interviews:
‘ It's a bank of resources. Not a teaching course. Though we use it as a teaching
course and are happy to recommend that other people do so,’ (David Reeve,
interviewed by the author, 1 July 1996).
‘It's essentially and it's set out to be simply a collection of teaching materials,
presented in as open and as flexible a way as possible, so that it could be used in
different classrooms. It's not simply that – it came with a strong encouragement to
use it as a communicative mode of teaching, and that came later from David's
course at NSW. I mean, it's not so much an encouragement to use the
communicative method but the materials were essentially designed for that kind of
classroom. But the intention was not to fix it into that kind of form, but that people
would find it interesting and usable in whatever kind of classroom they wished to
use it.
‘The other very important thing was to change the image of Indonesia that was
coming through the materials, not talking about wayang [shadow plays] and
ceremonies endlessly. The idea was to present Indonesia as a modernising
industrialising late 20th century society, and not to museumise it, and I think that
was the other major issue that affected the kinds of materials.’ (Peter Worsley,
interviewed by the author, 17 March 1998)

Not only was it to be a bank of resources, but it was decided, at Worsley’s suggestion,
to try to create twice as much material as necessary for use in a two-year language
program (a decision which was to have, literally, enormous consequences). This was
because they felt certain that not everything would suit everyone, so by creating a ‘vast
bank of resources’ they thought they would provide enough so that people with all sorts
of views would be able to use it in different ways.
Notwithstanding the above, it will be argued in Chapter 6 that the TIFL materials are
more than a bank of resources, and do indeed constitute a curriculum.
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3.5

THE FINAL STAGE: IMPLEMENTATION OF THE PROJECT

This section deals with the historical sequence of events as the project was carried out
by the project team, focusing on developments that impacted on the final form of the
curriculum materials. Some of the problems and mistakes that occurred resulted in
adjustments, changes and compromises. The data sources used in this section are
interviews and TIFL Project documents.

As well as the principal participants (listed in Section 3.4), Reeve estimated in his
interview that approximately 25 people were more or less continuously involved in the
preparation of materials, and many others (including the author) consulted from time to
time.12 Some designed role-play scenarios, some scripted dialogues, some helped
produce teaching videos, and so forth. The creation of the roleplays and communicative
activities was done by groups of people brainstorming ideas together. They were then
circulated among colleagues at various Australian universities for comments. They
were also trialled in the Universities of Melbourne, New South Wales and Sydney, and
student evaluations were collected at these universities, which were later collated.
Eventually any activities that were consistently disliked by students or lecturers were
discarded. Thus the communicative activities can be relied on as ones students will
enjoy and that ‘work’ from an organisational point of view.

12

Because she had introduced the TIFL materials into the Indonesian language program at the University
of Melbourne, the author was invited to join the national TIFL Steering Committee in October 1993. In
that capacity she was invited to Sydney to conduct a review of the TIFL tertiary curriculum materials in
January 1994.
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As a result of this broad involvement, there developed a sense of community ownership
of the TIFL project and the TIFL materials amongst the community of Indonesianists in
Australia.13 However, because so many people worked on the materials, with greater or
lesser levels of skill and commitment, inevitably some things were less successfully
completed than others.

One of Reeve’s activities as Project Coordinator was to travel around visiting Australian
universities to inform them about the Project. The text of a publicity leaflet about the
Project that was was distributed by him (dating from 1992) is shown in Figure 8. This
leaflet gives predominance to communicative methodology and to the fact the Project is
developing communicative materials to be used at university level. Reeve’s activities in
publicising the TIFL project aroused much interest. At gatherings of Indonesianists
around Australia at this time there was much talk and a great deal of curiosity expressed
about the TIFL project. Before the advent of the TIFL Tertiary Curriculum Materials
Project, it is fair to say that CLT was not well known or understood by most people
teaching Indonesian in tertiary programs. Reeve described the way some lecturers
reacted to what he had to say:
‘People sort of spring back as though I've spat on the holy grail when I suggest
things that are absolutely routinely used by ESOL teachers. As though I personally
am suggesting absurd things ‘ (David Reeve, interviewed by the author, 1 July
1996).

According to both Reeve and Worsley, many problems occurred during the
implementation of the project due to their lack of experience. They had never
undertaken a project of this nature before – indeed, so far as they were aware, nothing of

13 Statement by Keith Foulcher at a workshop on TIFL conducted by the author at the 1999 Conference
of the Australian Society of Indonesian Language Educators.
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Please see print copy for Figure 8
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the sort had been done before for tertiary language teaching in Australia, and there were
many pitfalls that they had not foreseen.

For example, copyright turned out to be a much greater problem than had been
expected. The emphasis on discourse in CLT means that it is important to use authentic
texts as teaching resources, but this means getting copyright permission, which is often
difficult or impossible to obtain – especially when dealing with Indonesia. The TIFL
team had to study copyright law and conduct all the administrative work of applying for
copyright permission – which in the end they were often unable to obtain. When
copyright permission was unobtainable, they would have to change tack and use
something else. Securing copyright permission became an onerous, time-consuming and
discouraging task.

Obtaining authentic film and video from Indonesia proved very difficult to achieve –
largely because of sensitivities about copyright. A considerable amount of video
material from Indonesian television was finally obtained, but due to an unfortunate
circumstance much of it was destroyed later when the basement where it was stored at
UNSW was flooded.

Attempts to make videos in Indonesia, working in cooperation with Indonesian
universities, also led to frustration, as recounted very vividly by Reeve. First they had
trouble getting an Indonesian university to agree to work with the scripts. People at one
university said the language of the scripts was too informal; while people at the second
university they tried said the scripts were too formal. Then:

‘Finally [a teachers' college] agreed to do them. But because they got native
speakers in to do them, the native speakers, not knowing anything about language
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teaching, once they got in front of a camera, couldn't remember that they were
supposed to slow it down. Now, every time, they'd spent days beforehand getting all
the izin polisi [police permits], but every time they set up anywhere, all these
different polisi that no one ever heard about arrived, saying, ‘Mana suratnya?’
[Where's your permit?] And so normally they didn't start filming until about 3
o'clock, although they'd gone out there at 9 o'clock in the morning, so they couldn't
really slow down – they had to whip through at a certain clip.
‘So when people come to me and say, ‘Well we're going to film in Indonesia,’ I say,
‘Lucky you! Off you go!’ I don't want to say anything, I just say, ‘Please, go.’
Because whenever you tell about these sort of problems people say, ‘Oh, but don't
you – ?’ and, ‘Didn't you – ?’ ‘But couldn't you have – ?’ You know, they always
know more than you, who've had four years of trying to get it done. ‘Don't, please
don't talk about it, I don't want to hear about it. This was done. We've at least done
something. And you've done NOTHING. I'm sure you can do things ten times
better than we, but just do them. Don't waste time telling us how we should have
done it. You do it! If you know, go and do it! I have tried.’’ (David Reeve,
interviewed by the author, 1 July 1996)

In the end, the only result was a single video titled 'Yogya Ten-Pack' produced by
UWS, consisting of a series of situational dialogues (eg, choosing food in a cafeteria,
booking a bus for a tour). Because most of the dialogue is spoken extremely quickly,
they are in the main only suitable for very advanced students, which rather defeats the
purpose of the exercise, which was to provide video materials for teaching at
Introductory and Intermediate levels.

Pictures were planned for vocabulary instruction. Obtaining pictures from artists in
Indonesia turned out to be a logistical problem, with the result that they were only
available towards the end of the project, and were not as well-done as had been hoped.
Reeve recounted ruefully:
‘We had a couple of witty illustrators in Sydney who would have been very good,
but they weren't Indonesian. I would have preferred to go with witty, rather than
authentic, but I was over-ruled by the rest of the team, who said ‘No, you've got to
do it over there, or else it's not credible.’ So that's okay. My witty person might also
have run out if she also had to produce two thousand as we asked them to do. The
two people [in Bali] who were going to do them are exactly the same as us: they
were enthusiastic when they started, and a year later – when the money had to be
spent – hadn't done it. They left town every time I arrived, because they were so
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ashamed, but it didn't bring them round to doing it. They eventually churned them
out like sausages, and so they look like everyone else's pictures have looked like for
a hundred years. It was a good try.’ (David Reeve, interviewed by the author, 1 July
1996).

The cooperative involvement by Indonesians in curriculum planning did not work very
well. It transpired that there was a ‘gap in viewpoints’ about the use of informal register
in the TIFL materials. Professor Badudu, a prominent Indonesian linguist who was
invited by Christie to take part in a workshop held in September 1993, thought:
‘... that the TIFL project should provide examples of formal, standard Indonesian.
Conversational utterances may be shorter and thus more informal, but should still
use standard words and structures. Dialect and colloquialisms should not be taught,
and should be explained as such, should they occur.’ (Minutes of the Fourth
Meeeting of the TIFL Steering Committee held at the UNSW, 27-29 September
1993).

Professor Moegiadi, Indonesian Cultural Attache at the Indonesian Embassy in
Canberra at the time, who also attended the workshop, gave similar advice:
‘... that the TIFL team needed to avoid teaching too much non-standard Indonesian.
He suggested that it would be better to teach the standard forms, and allow students
to learn the non-standard forms when they visited the country.’ (Minutes of the
Fourth Meeeting of the TIFL Steering Committee held at the UNSW, 27-29
September 1993).

This was a dispiriting lack of concurrence from the Indonesian side. Cf. Section 2.2 for
a discussion of the existence of diglossia in Indonesian and the continuing controversy it
has caused among teachers of Indonesian.

Lack of money caused problems. The amounts budgeted for were insufficient for the
tasks undertaken. As explained in Section 3.4, original estimates had been higher, but
were not acceptable to the Asian Studies Council. Worsley spoke about this and other
problems in the implementation of the project:
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‘What we discovered quickly was that the amount of money was far too small. To
do the job that we set out to do we needed twice as much money. They were very
generous with us, but they cut the money off. If I compare some of the later
fundings to other similar projects, then we were very, very badly underfunded in
fact, so it was done on the hop all the time, and we had to be extremely careful
about the money. (Peter Worsley, interviewed by the author, 17 March 1998)

Due to lack of money, transcriptions were not able to be provided for all the video
interviews made at the UNSW. Transcriptions were made, but not distributed. This is
unfortunate because the audio quality of many of the Advanced level interviews is poor
– again due to having been produced on a low budget. The videos were made late in the
project, after it became clear that the attempts to make teaching videos and obtain
authentic video materials in Indonesia were meeting serious difficulties.

There had been an expectation that when the materials had been prepared, the next stage
would be their publication. In fact, the official TIFL Project brochure stated that ‘it is
intended that materials developed will be published and thereby made available for
wider use’ (Centre for Studies of Language in Education, u.d.: 2 – see Appendix 1.)
However, funding for publication was in the end refused. There had been a change of
government. The Coalition government had no interest in successful conclusions to
initiatives of the previous Labour government, and DEET had therefore also lost interest
in the TIFL materials by then. A small supplementary grant was made by DEET in
1995 to distribute to universities the materials that were ready. The final distribution of
Advanced videos (No. 7-10) to universities, made in 1996, was actually funded by the
Universities of Sydney and New South Wales. The other Advanced level materials,
produced at SU, were never distributed, and few people outside SU have seen them.
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The main reason that the Advanced level materials were never distributed seems to have
been that they were never completed. In response to a question about the major
problems he encountered in developing the Advanced materials, Worsley replied:
‘I had a vision of the kind of material I wanted. It was finding the time to explain it
fully to the people that were working with me, and then the search for suitable
materials is enormously time-consuming, because I was aiming at the late semester
of 3rd year and the 4th year of undergraduate study. It was looking for materials
and deciding on themes, finding materials that would go together with
contemporary interest in Indonesia, and then working out how you integrated the
business of language learning, the skills acquisition, with the analytical side of it.’
(Peter Worsley, interviewed by the author, 17 March 1998)

Lack of time was probably the greatest problem for everyone. Most of the people who
worked on this project were teaching or doing other work at the same time, with little or
no time release. As they had overestimated the amount they could do with the funds
available, so they underestimated the amount of time it would take:
‘I think we underestimated the amount of time that it would take us – not so much
to get the initial materials together, but to actually turn it into something that you
could use in the classroom. Even though we didn't overly shape it because we
wanted it to be flexibly used, there's a lot of work in making it presentable, even a
bit exciting. That takes enormous amounts of time and money to do, and we sort of
discovered this late because none of us had had any experience of this at all – none
of us.’ (Peter Worsley, interviewed by the author, 17 March 1998)

Lack of time also meant there was insufficient time for reflection and development of
the theoretical framework of the curriculum. One of the people who worked on the
materials was very regretful about this aspect of the implementation of the project:
‘I remember David and I did talk about how we needed to sit down and talk about
the theoretical framework ... about how it was particularly important for the
Teaching Notes to have this kind of discussion. There was just no time. It was
very difficult to get release. There wasn't the time and the manpower to do it ... I
really think that we should have had the opportunity to sit down and reflect, and
there was never the time for that.’ (TI.15, interviewed by the author, 14 October
1998)
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Another problem was that a lack of continuity developed between the different levels
(Introductory, Intermediate and Advanced), due to the fact that they were designed by
different people who didn't have time to communicate with each other very much. The
main results were a gap in the levels of difficulty between the different levels of the
materials, which many people have commented on, and differences in the organisation
of the Teaching Notes for the different levels.

It was decided to produce a teacher’s manual for the materials, although that was not in
the original proposal. Production of the Teaching Notes was however delayed, and their
appearance was in the less professional than had been hoped, partly because of an IT
problem (the layout was designed by an IT specialist using Pagemaker, who then left,
and no one else in the project team knew how to use the software). Another delay was
caused by the failure of the person who had been commissioned to develop the
Teaching Notes to complete the task. In the end Reeve had to write the Teaching Notes
himself at the end of 1996, just before he left for a two-year secondment as Resident
Director of ACICIS (Australian Consortium for In-Country Indonesian Studies) in
Yogyakarta, leaving the task of printing and distributing them to a staff member. She
had to find the time to format them, which caused further delay. The completed version
was only finished and distributed in 1997.

With hindsight, it is easy to see that too much was attempted, with insufficient time and
funding. The following quote from Worsley seems to encapsulate all the problems that
have been described in this section:
‘So we were learning as we went, and people came and went in the project, and
things didn't work properly, and people sort of made commitments and couldn't keep
them, so – what you see is what you got. It was done, and there was a guiding
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principle and a vision there, and some parts of it are much more tightly structured
and better finished off than others, but it's kind of a history of all sorts of small
events that took place, that – if you look at the materials now, that's what it is. It
grew, but I don't think we, while we had a conception about what we were trying to
do, we had no idea of how to get to the end product, and even the end product was
unclear.’ (Peter Worsley, interviewed by the author, 17 March 1998)

The lesson for people who get involved in future projects of this type is summarised by
one of the people interviewed, who had worked on the TIFL curriculum materials:
‘You really really need people to work full time on it, and not just people who are
doing bits of this and bits of that, but professional curriculum designers who work
full time without interruptions, and someone who can sit back and plan it all. You
need someone to overlook the whole thing, to grade the materials, to plan it, to
have learning outcomes, look at the four components – are they being covered? Is
strategic competence covered, is the sociolinguistics covered, is the discourse
covered? What are the functions, are they covered? And have it all balanced,
that's important, not have too much of one thing or another. [If I had it all to do
over again] I would demand a full time release and better planning , because you
just don't have the time, you just have to make do with the resources, forever
having to teach and leave things behind you, never having time to reflect.’ (TI.15,
interviewed by the author, 14 October 1998)
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3.6

SUMMARY

We have followed the intellectual journey of the conceptualisation and planning of the
TIFL Project, and the history of its implementation by the project team and numerous
helpers. It has been shown that the conceptualisation began with the design for a new
Introductory Indonesian course at UNSW to prepare ‘Asia-literate’ graduates in a way
that would enable them to function in future professional interactions with Indonesia.
Concern at the lack of suitable teaching materials for such an Indonesian course led to
the SCIMS survey of existing texts, which attempted to identify useful resources that
were scattered through existing materials, and to establish precisely what sort of
materials were lacking. That survey contributed to a conference paper presented by
Reeve to the Indonesia-Australia Conference on the Teaching of Indonesian as a
Foreign Language in Jakarta, in February 1991, and led to an invitation for SCIMS to
submit a proposal for an Indonesian language teaching materials development project.

That proposal was for packages or modules of teaching materials at Introductory,
Intermediate and Advanced levels, which were to be related to themes relevant to the
interests and needs of the ‘Asia-literate professional’. They were to contain dialogues,
readings and a range of communicative activities. Authentic audiovisual and realia
materials were also to be collected and integrated into the packages, and communicative
activities were to be developed to make use of them.

It has been shown that the inspiration for the concept of a new focus in Indonesian
language teaching came mainly from two policy documents, the National Strategy for
the Study of Asia in Australia (ASC, 1988) and Asia in Australian Higher Education

156

(ASC, 1989a). The desire for improved teaching materials suitable for teaching
Indonesian in universities arose from a profound sense of frustration, arising from the
inadequacy of available teaching resources, which was current among Indonesianists at
the time (viz. Foulcher, 1990). The impetus for action, however, certainly came in the
main from Reeve’s dynamism. Furthermore, the conceptualisation of the Introductory
and Intermediate levels was very strongly influenced by his ideas.

Regarding the strength of Reeve’s conceptualisation of the Communicative Approach,
we have seen that it was drawn from the writings of respected theoreticians. The
wellspring of his interest in CLT was however mainly his desire for more effective
pedagogy for TIFL, rather than an interest in communicative competence theory or
indeed SLA per se. In general, he saw CLT as an extension of language teaching
pedagogy, the latest stage in an evolutionary development in methodology, important
because it gets learners more involved and leads to more effective language teaching.

It was uncharted territory. No one who was involved in it had done anything like it
before. Insufficient time, insufficient funding and unforeseen circumstances led to
problems in the implementation of the project and impacted on the final result. The
late completion of the Teaching Notes was unfortunate, because arguably the lack of
clear teaching notes has hindered understanding and acceptance of the TIFL materials
by Indonesian language practitioners – a point that will be developed in Chapter 7.
Without Reeve’s drive and determination, it is unlikely that this large and unwieldy
project would have been completed. The parts Reeve was responsible for were
completed: all components of the Introductory and Intermediate materials that were
contracted for were actually produced (Section 6.2.4).
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Most disastrous for the success of the Curriculum Materials Project was the lack of
funding for proper publication. This can be seen as an example of lack of continuity in
education policy that is all too typical. Professor Frances Christie, Director of the
umbrella TIFL Project, made these comments about the lack of follow-up to curriculum
projects funded by the Commonwealth government:
‘The Commonwealth … has created these problems with other projects. They think,
oh, let’s throw some money at teaching X, and then they don’t work through sensible
procedures for review of materials, for even organising who owns copyright
(although in practice it belongs to the Commonwealth), and then they don’t have
follow-through mechanisms for publishing.’
‘I’d worked for some years, years ago, in the Curriculum Development Centre,
which was a body in Canberra, and I’d seen so much of this before. It makes you a
bit depressed that at the workshop floor or the chalkface, or whatever the metaphor is
that you want to use, there are excellent people with an interest in the teaching
issues, whatever they are, desperate to talk to each other and exchange ideas and see
some good materials out to improve their teaching, and sitting above them are layers
of various bureaucrats and politicians at all sorts of levels who are pursuing their
own agendas which frequently haven’t a lot to do with education, though they
pretend they do, and that [the TIFL Project] was classically one of those projects of
which that was true.
‘Our three year electoral system doesn’t help, because the politicians turn over and
the bureaucrats turn over, and of course whatever had been going on was probably
just about finished by the time the Coalition came in, but such is the nature of the
political process, the new minister would have no interest in it and the bureaucrats
would have moved on, so – it was all very political, political games.’ (Frances
Christie, interviewed by the author, 17 February 1999).

The politicians and bureaucrats have moved on, but the lecturers in universities are still
teaching Indonesian language, still largely without properly designed, well-produced
curriculum materials.
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CHAPTER 4
LITERATURE REVIEW

4.1

INTRODUCTION

The aim of this study is to establish whether the TIFL curriculum materials embody
communicative competence theory and the Communicative Approach. As mentioned
earlier, communicative competence theory has become the paradigm in language
teaching, and the term ‘communicative competence’ has thus come to be widely
used, often in vague and even misleading ways. This is one of the issues that need to
be clarified in this study, by exploring the nexus between communicative
competence theory and the conceptualisation of ‘communicative’ embodied in the
TIFL curriculum materials. Accordingly, this chapter reviews second language
acquisiton (SLA) theory and research literature to establish an understanding of
communicative competence theory. Other areas of SLA theory and research are
reviewed as well, particularly aspects of classroom-based SLA. It then reviews
literature on language teaching pedagogy, to compare approaches that are still
influential on language pedagogy with the communicative approach, in order to
establish a knowledge base about the characteristics of communicative methodology
and how it differs from previous methodological approaches.
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4.2

SECOND LANGUAGE ACQUISITION THEORY AND
RESEARCH

This section first provides a very brief overview of SLA research and a description
and discussion of communicative competence theory. A number of issues in SLA
theory and research that are relevant to the TIFL curriculum materials are then
introduced and discussed. These will be referred to again in Chapter 6, which
examines and evaluates the materials. Unfortunately, this review has to be selective,
because it simply is not possible to cover all relevant areas of SLA.

The aims of SLA theory and research are the description and explanation of how
second language (L2) learning takes place. It has been described by Richards (1985:
68) as ‘the field within the applied linguistics of language teaching that studies the
development of communicative competence in second- and foreign-language
learners’.

One of the most comprehensive reviews of SLA research is Ellis (1994), according
to which there are two main areas in SLA. The main thrust of SLA research has
been to look for commonalities across learners (of different ages, in different settings
and with different L1s); but there was also an earlier tradition of studying how
individual learners differ, which has continued. Thus from the beginning there have
been two areas, which can be broadly characterised as the study of 'learning' and the
study of 'learners', which have tended to remain separate within SLA research. SLA
research devoted to investigating classroom L2 acquisition has also emerged as a
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fairly distinct sub-field, which has particular relevance to this study, which is about
materials developed for classroom use.

The result of these developments is that SLA has become a rather amorphous field of
study, and only a few attempts have been made to survey it. According to Ellis
(1994), the main contributions are Ellis (1985a), Larsen-Freeman and Long (1991),
McLaughlin (1987) and Spolsky (1989). Johnson and Johnson (1998) is an
authoritative and up-to-date source of information. Generally scholars have
preferred to identify specific areas of SLA research, and it is more common to find
books on specific topics, such as interlanguage (eg, Davies et al., 1984); contentbased L2 instruction (eg, Brintin et al., 1989); SLA in a study-abroad context (eg,
Freed, 1995); patterns of classroom interaction (eg, Das, 1987); vocabulary
acquisition (eg, Nation, 2001); Universal Grammar and L2 acquisition (eg, Eubank,
1991); linguistic perspectives on SLA (eg, Schachter, 1989); memory (eg, Stevick,
1976); culture in language teaching (eg, Valdes, 1986); the role of input in SLA (eg,
Gass and Madden, 1985; Krashen, 1985); sociolinguistics and language teaching (eg,
Wolfson and Judd, 1983); classroom L2 acquisition (eg, Seliger and Long, 1983).

There is as yet no comprehensive theory of SLA, nor even any single theory that is
widely accepted. This reflects both the relative newness of the field and the highly
complex nature of L2 acquisition. In fact, there is as yet no comprehensive theory of
language acquisition per se. However, Klein (1991) lists some elementary facts of
both L1 and L2 language acquisition that any theory of the field must take into
account. These include, inter alia:
•

Language acquisition (both L1 and L2) is a difficult and cumbersome process
which extends over many years until full mastery is achieved.
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•

Language acquisition is essentially accumulative. You must have
accumulated some knowledge in order to add further knowledge.

•

The input consists of sound waves and of parallel situational information.
Without the parallel information, no learning would occur.

•

At any point in their acquisition process, learners can draw on two types of
resources. The first is biologically given faculties to process language. The
second is knowledge (of the world and also knowledge of the language or
other languages). In other words, language learning capacity is not stable.

•

The target of the acquisition process is to interrelate expressions and
meanings. It is with this aim that learners operate on the sound stream and
parallel information. Learner ideas are driven by the idea that linguistic
expressions and the rules on which they are based should make some specific
sense. In other words, language acquisition is a directed process with a clear
target. Understanding the process means keeping in mind this target.

•

Language acquisition is the result of many essentially interacting (ie, not
modular) processes.

Since we do not yet have a comprehensive theory about SLA, Klein's summation of
facts about language acquisition is useful when thinking about CLT, because as will
be shown, communicative competence theory, the basis of CLT, is actually a theory
of language, rather than a theory of language learning.

163

4.2.1 Communicative competence theory

Johnson and Johnson (1998: 62) defines communicative competence (CC) as ‘the
knowledge which enables someone to use a language effectively and their ability
actually to use this knowledge for communication’. In other words, communicative
competence means not just knowledge about how to use language but actual
practical skills.

The theory of communicative competence is usually attributed to Dell Hymes’ paper
‘On communicative competence’ (Hymes, 1970). It is based on the claim that
knowing a language includes much more than a knowledge of the rules of grammar
(as opposed to Chomsky's concept of linguistic competence). Chomsky (1965: 4)
had distinguished between ‘competence’ (the speaker-hearer’s knowledge of
language) and ‘performance’ (the actual use of language in concrete situations).
According to Chomsky’s view, competence – ie, an idealised static knowledge of
phonological and syntactic rules – is the proper subject matter of linguistics. Hymes
drew attention to the narrowness of Chomsky's conception of linguistic competence
and linguistic performance, and pointed out that it did not or could not handle the
sociocultural dimension that relates to the communicative aspects of language.
Hymes' point is that there must be other kinds of knowledge, which he termed ‘rules
of use’ (as opposed to usage)1, which enable speakers to use language effectively.

1

The distinction between usage and use was first proposed by Widdowson (1978) in a discussion of
language pedagogy; but Ellis (1994: 13) observes that it is equally applicable to language acquisition.
Usage is ‘that aspect of performance which makes evident the extent to which the language user
demonstrates his knowledge of linguistic rules’ (Widdowson 1978: 3). Use is that aspect of
performance which ‘makes evident the extent to which the language user demonstrates his ability to
use his knowledge of linguistic rules for effective communication,’ ie, by showing knowlege of
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This sociolinguistic view emphasises that there is an interactional aspect of a
person's competence that is necessary for actual communication – a theoretical
proposition with great significance for pedagogy.

Hymes distinguishes between two very different conceptions of performance. One is
the ‘actual data of speech’ (which may not be governed by rules); and another is
behaviour governed by underlying rules of use, which – in addition to the rules of
linguistic competence – allow the language user to communicate effectively. He
argues that such rules of use must exist, for a person whose linguistic behaviour was
governed only by the ability to produce and understand any and all of the
grammatical sentences of a language would be regarded as mad; and in addition,
such a person would not produce many appropriate but ungrammatical utterances
which do occur in language use. What is required is ‘competence for use’ (1970:
279), which comprises the knowledge that is ‘communicative competence’ (CC).

Hymes proposes four sectors of CC, which include knowing whether linguistic
behaviour is possible, feasible, appropriate and actually done. The concept of
‘appropriateness’ is the one that has had the most impact on SLA theory and
research because it concerns language in relation to context. Further theoretical
support and information for this concept has been provided by pragmatics2 and

pragmatic aspects of language such as how to perform speech acts like making requests and
apologizing.
2

Pragmatics is the study of how language is interpreted by its users in its linguistic and non-linguistic
context. The non-linguistic context may include relationships between participants, their attitudes
and emotions, their inferencing procedures, their cultural and world knowledge, and their
paralanguage (ic, tones of voice, gestures). The linguistic context may include other parts of the same
text (co-text) and participants’ knowledge of other texts (intertext) (Johnson and Johnson, 1998: 249).
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discourse analysis3. Attention has concentrated particularly on sociocultural
appropriateness. To illustrate what is meant, an utterance may be grammatical and
feasible but inappropriate in a given context, eg, in Britain, addressing one’s bank
manager as ‘comrade’.

This sector of CC has received most attention, especially in language teaching. It
has often been interpreted simplistically as implying that the successful language
learner must of necessity conform to the norms of the culture whose language he or
she is learning. However, in Hymes’ notion of CC as knowledge which enables
someone to interpret or produce meaningful behaviour within a given culture,
meaning may result as much from deliberate divergence from the norm as from
conformity to it. Thus the person who addresses the bank manager as ‘comrade’ but
knows that this is unusual, is behaving as meaningfully as the person who adopts
less startling choices.

Hymes’ fourth sector of competence is whether (and to what degree) something is in
fact done. Something may be possible, feasible, appropriate and not occur (Hymes,
1970: 286). This sector at the time of Hymes’ writing was speculative, but incapable
of demonstration. However, the recent rapid growth of corpus linguistics, using
computers to search very large corpora of actually occurring language, has not only
borne out this claim but also identified particular forms of high and low probability.

3

Discourse analysis is the study of how stretches of language used in communications assume
meaning, purpose and unity for their users: the quality of coherence. Coherence is relative to context,
and includes participants’ knowledge and perception of paralanguage, other texts, the situation, the
culture, the world in general and the role, intentions and relationships of participants. Theories and
techniques that allow examination of text in context include functional analysis, pragmatic theories of
speech acts and conversational principles, conversation analysis, schema theory, genre theory and
critical discourse analysis. The study of cohesive devices – overt textual signals of semantic and
pragmatic links between clauses such as pronouns, ellipsis and conjunctions – is usually considered
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This development has implications for pedagogy that have not yet been fully
explored. Pawley and Syder (1983) point out that native-like performance depends
upon memorized chunks of language – whether fully or partly lexicalised – and
native-like CC includes knowledge of the probabilities of occurrence. Language
learners need to acquire such knowledge in addition to rules of possibility and
appropriateness. There is thus potential for corpus linguistics to make a contribution
to lexical syllabi for language teaching. An example is a recently published
learner’s dictionary of Indonesian (Quinn, 2001), which is based on frequency
counts conducted by researchers at the University of Indonesia (Muhajir et al.,1996).

Johnson and Johnson (1998: 65) point out that the way in which the components of
CC are related is a crucial but neglected issue, insisting that any worthwhile theory
of CC or application of CC theory to language teaching must address the principles
which govern such interactions, rather than treat the components as modular and
separate. They remark that in language teaching, as part of a reaction against an
earlier over-emphasis on grammar, there has recently been a tendency to overemphasise appropriateness at the expense of the other sectors. They point to a
similar disproportionate emphasis on whether something is actually done, which can
be at the expense of developing knowledge of what is possible and appropriate.4

an element of discourse analysis. The functions of cohesive devices were until recently a neglected
element in language learning (Johnson and Johnson, 1998: 99).
4 In this connection, a recent paper by Watkins (1999) claims that systemic functional theory is
having a stifling effect on L1 classroom practice. Text is understood as type, a taxonomic
conglomerate of formulaic stages, in a way which actually collapses meaning back into form, and
leads to a restrictive and reductive approach that in effect returns to the ‘modelling’ practices of
structuralism.
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Canale and Swain (1980) offers an alternative model of CC which has been
influential. This model consists of grammatical competence, sociolinguistic
competence and strategic competence. Sociolinguistic competence is broken down
into sociocultural competence and discourse competence. Knowledge of probability
of occurrence is included in all these components.

In Canale and Swain’s model, grammatical competence is knowledge of the
language code, including lexical items, rules of morphology and syntax, sentencegrammar semantics and phonology. Sociocultural competence is knowlege of the
relation of language use to its non-linguistic context. Discourse competence broadly
refers to knowledge of the factors governing cohesion and coherence. Strategic
competence, a departure from Hymes, is defined as “verbal and non-verbal
communication strategies that may be called into action to compensate for
breakdowns in communication due to performance variables or to insufficient
competence” (1980: 30).

Canale (1983) alters the original scheme by separating discourse competence from
sociolinguistic competence, to make it an autonomous fourth sub-competence, and
expands the definition of strategic competence to include “efforts to enhance the
effectiveness of communication”. The problem with this model, as pointed out in
Taylor (1988: 158-9) is that it incorporates both knowledge and ability; and it does
not distinguish between those strategies which both native speakers (NS) and nonnative speaker (NNS) have, and those which are peculiar to NNS. Johnson and
Johnson (1998: 67) also point to a further weakness in most theories of CC: the
failure to specify how much of a given speaker’s CC is language-specific or culturespecific and how much is universal.
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Widdowson (1989) suggests that each of Hymes’ sectors should have both a
competence and a performance aspect, representing knowledge and ability for use,
which would expand four sectors to eight but avoid the confusion which has been
present from the beginning about whether we are talking about static intrapersonal
knowledge or dynamic interpersonal skill.

From the perspective of language teaching, some of the theoretical discussion about
CC seems rather arcane, which is no doubt the reason for oversimplifications in
some of the pedagogical literature. A diagrammatic representation of CC is
provided in Figure 9. For the purposes of this study, the representation in Figure 9
seems a useful one, in that it contains the elements of CC that are relevant to this
discussion
and need to be taken into consideration in evaluating the TIFL curriculum materials.
It is not of great importance for the purposes of this study whether discourse

Figure 9: Diagrammatic representation of Communicative Competence
(adapted from Johnson & Johnson, 1998)

Please see print copy for Figure 9
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competence is a component of sociolinguistic competence or an autonomous subcomponent of CC, especially since, as pointed out above, the important thing to bear
in mind is that these components should be seen as interactive and not modular.

Despite confusion about what the term ‘communicative competence’ actually
signified, communicative curricula were developed (eg, Breen and Candlin, 1980;
Munby, 1978; Yalden, 1983), which were built on theory about functions and
notions (eg, Halliday, 1973; Wilkins, 1976), and provided a framework for
pedagogy. A great deal of work was done in the creation of classroom techniques
and activities to encourage more realistic use of language in the classroom (eg,
Littlewood, 1981), and proposals for an overall methodology of CLT appeared (eg,
Brumfit, 1984; Widdowson, 1978).

From the beginning, there have been different ideas about communicative
methodology (eg, Johnson, 1982; Johnson and Morrow, 1981). What nearly
everyone did agree on was that previous approaches to L2 instruction, particularly
the isolated presentation and practice of grammatical rules and/or memorising and
rote-learning, together with immediate and constant error correction and a strong
emphasis on accuracy, had not been successful in producing competent users of the
spoken language. The prevailing view was that instruction which provided
opportunities for learners to communicate ideas, to express a greater variety of
functions and intentions, and to interact in more natural and spontaneous ways
would lead to more successful learning (Spada and Fröhlich, 1995: 3). Opinion was
divided as to whether CLT should include or preclude attention to linguistic features
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(ie, language form) but a number of factors pushed the scales in the direction of
message-focus for some time.

CLT and communicative methodology are discussed in more detail in Section 4.3.4,
but a number of other issues in SLA theory and research will be considered first
because they relate to CC. Issues concerning the process of SLA will be considered
first; then issues concerning the learner.
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4.2.2

Form-focused vs. message-focused instruction

One of the most important emphases of the communicative approach to language
teaching is focus on message (or meaning) rather than focus on form (ie, linguistic
form or grammatical correctness). Critics of CLT claim that lack of focus of form
means that learners are not made aware of their errors and so continue producing
ungrammatical language.

To clarify a matter of terminology, some writers use the term ‘message-focus’ (eg,
Johnson and Johnson, 1998) and some writers use the term ‘meaning-based’ (eg,
Fröhlich and Spada, 1995). These terms appear to be essentially interchangeable. It
appears that Canadian writers tend to use the term ‘meaning-based’ because they are
accustomed to thinking and writing in relation to immersion education, which is a
content-based (or meaning-based) approach in which content-knowledge of a subject
of study is transmitted via the target language (TL). Meaning is important in an
immersion situation, due to the emphasis on content. In a communicative approach
the emphasis may be on language for communication, but language is still the main
focus of instruction. In this respect CLT is unlike immersion, where learning
language tends to be a secondary goal because of the need for students to master the
content curriculum to gain academic credit. Where the approach is communicative
the use of the term ‘message-focus’ flags a greater emphasis on interaction and
communicating meaning. However, the content of the messages is not so central in
CLT as the process of communicating.
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The work of Stephen Krashen has had a very strong influence on language teaching
in the 1980s and 1990s. Krashen is one of the strongest advocates for a
communicative approach, and is much quoted, particularly in the pedagogical
literature. Nearly every book and article about communicative methodology refers
to Krashen’s ideas. Other researchers in SLA, such as Prabhu (1979, 1984), also
argue strongly against the inclusion of form-based instruction within a
communicative approach, but it is Krashen's ideas that have caught the imagination
of curriculum writers and practitioners (Krashen, 1981, 1982, 1985).

Krashen proposes a comprehensive theory of SLA based on five hypotheses, the
Acquisition-Learning Hypothesis, the Natural Order Hypothesis, the Monitor
Hypothesis, the Input Hypothesis and the Affective Filter Hypothesis.

According to the Acquisition-learning Hypothesis, there are two independent
systems for developing ability in second languages, subconscious language
acquisition and conscious language learning. Although it has been assumed that
children learn by subconscious processes and adults use conscious learning, Krashen
claims that subconscious processes are also available to adults. ‘Acquisition’ is a
subconscious process identical in all important ways to the child’s L1 learning
process, whereas ‘learning’ is a conscious process that results in ‘knowing about’
language (Krashen, 1982: 1).

The Natural Order Hypothesis proposes that there is a predictable order of
acquisition of the rules of language – not the same as the order of L1 acquisition, but
with some similarities. There are transitional stages, which are not determined solely
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by formal simplicity, and there is evidence that these stages are independent of the
order in which rules are taught in language classes (Krashen, 1985: 1).

The Monitor Hypothesis posits that acquisition and learning are used in production
in very specific ways. Our ability to produce utterances comes from subconscious
knowledge, or acquisition, and is responsible for our fluency. Conscious learning is
for the most part only available as a 'Monitor' of correctness, but cannot successfully
initiate utterances in fluent production. Furthermore, the Monitor is only available
when certain conditions are met. These conditions are (a) sufficient time to think
(generally not available in face-to-face interations); (b) focus on form (ie, the
performers must be thinking about correctness); and (c) knowledge of the relevant
rules (Krashen, 1982: 1-2).

The Input Hypothesis (Krashen, 1985: 2-3) claims that humans acquire language in
only one way – by understanding messages, or by receiving ‘comprehensible input’.
They progress along the ‘Natural Order’ of acquisition by understanding input that
contains structures at their next stage – structures that are a little way beyond their
current level of competence. In other words, they move from i (the current level) to i
+ 1 (the next level) by understanding sufficient input containing i + 1. The Input
Hypothesis has two implications for pedagogy:

1. Speaking is a result of acquisition and not a cause. Speech cannot be taught
directly but emerges on its own as a result of building competence via
comprehensible input.
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2. If input is understood, and there is enough of it, the necessary grammar is
automatically provided. The language teacher need not attempt deliberately
to teach the next structure along the Natural Order because it will be
provided and automatically reviewed if the learner receives a sufficient
amount of comprehensible input.

Input can be considered satisfactory for language learning if it has the ‘requirements
for optimal input’ (Krashen 1982: 129). The requirements for optimal input are that
it be:
•

comprehensible

•

interesting/relevant

•

not grammatically sequenced

•

of sufficient quantity

•

associated with a low affective filter level

•

provide tools for conversational management

Input is the essential environmental ingredient, but of course learners do not simply
acquire what they hear. The contribution of the internal language processor
(Chomsky’s Language Acquisition Device [LAD]) (Chomsky, 1975) is essential.
The LAD does not receive or process all input, and it can also generate rules by
itself.

The Affective Filter Hypothesis attempts to explain why comprehensible input is a
necessary but not sufficient condition for acquisition. The learner also needs to be
‘open’ to the input. The ‘Affective Filter’ is a mental block that prevents learners
from fully utilising input. When the Affective Filter is up, the learner may under-
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stand input but it will not reach the LAD. The Affective Filter is up when the
learner is unmotivated, lacking in self-confidence, anxious, ‘on the defensive’ or
exhausted. The filter is down when learners are not concerned with the possibility of
failure; consider themselves to be potential members of the TL group; are so
interested in the message that they ‘forget’ temporarily that the message is in a FL,
and so on.

These hypotheses indicate that subconscious acquisition is more important than
conscious learning. Acquisition requires meaning-focused interaction, whereas
learning is helped by explicit rules and error-correction. Krashen argues that L2
acquisition is similar to L1 acquisition and that efforts should be made to create
environments in L2 classrooms which more closely approximate the conditions of
L1 acquisition. His Fundamental Pedagogical Principle is that ‘any instructional
technique that helps second language acquisition does so by providing
comprehensible input’ (Krashen, 1981: 59). As mentioned earlier, comprehensible
input is input a little beyond the learner’s reading or listening proficiency level. He
hypothesises that if L2 learners are exposed to 'comprehensible input' and are
provided with opportunities to focus on meaning and messages rather than
grammatical forms and accuracy, they will be able to acquire morphology and
syntax as they comprehend meaning, in much the same way as L1 learners. In other
words, acquisition can occur naturally; and as it does, the learner develops an
implicit feeling for what is correct, ie, linguistic accuracy is also acquired naturally.
Krashen and Terrell (1983) argue strongly for a ‘natural approach’ with a special
focus on comprehensible input. Krashen’s ideas contributed to a perception,
pervasive in the 1980s, that formal instruction is often inefficient and of limited
value to SL success.
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Many researchers, (eg, Long, 1988) argue that Krashen and Terrell’s criteria of
success in SLA are only minimally acceptable and that their model is not an
adequate one on which to base a language curriculum. According to Spada and
Fröhlich (1995), research results overall have shown that while an exclusive focus
on meaning does lead to higher levels of fluency and communicative abilities in the
L2, it does not lead to high levels of linguistic accuracy or more refined knowledge.
Research has shown that instruction which focuses exclusively on meaning usually
results in persistent difficulties in the interlanguage development of L2 learners.
This has been reported in French immersion programs (Harley and Swain, 1984;
Lyster, 1994; Swain, 1988) and in intensive ESL programs for young francophone
learners of English (Lightbown and Spada, 1990, 1994). For example, a processproduct study provided evidence that a combination of form and meaning worked
better than an exclusive focus on either meaning or form (Spada, 1987). Research in
core (mainstream) Canadian French programs with adolescent learners also showed
an advantage for a combination of form and meaning rather than an exclusive focus
on either one (Allen and Carroll, 1987, 1988; Harley, 1982 reported in Harley,
1984.). Experimental studies in L2 classrooms have shown that a focus on form
(provided within an overall communicative context) contributes to higher levels of
accuracy (Day and Shapson, 1991; Harley, 1989; Lyster, 1994; White et al., 1991)
and in some cases to more advanced levels of interlanguage development (Spada and
Lightbown, 1993). This last finding seems particularly important.

However, these studies do not provide evidence to support a return to discrete point
grammar instruction and error correction. On the contrary, they suggest that when a
focus on form is provided within the context of communicative instruction, it may be
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more beneficial to learning than instruction with an exclusive focus on form. For
example, Bialystok (1982) found that explicit L2 knowledge based on formal
instruction did not necessarily lead to an ability on the part of learners to use the
relevant L2 features on a communicative task.

Discussions in theoretical and pedagogical literature have also provided a different
perspective and conceptualisation of how form can be addressed in L2 classrooms in
ways other than the provision of decontextualised grammar rules and isolated
practice of forms (eg Long, 1991; Rutherford and Sharwood-Smith, 1988a).

In considering the type of focus on form that is optimal for effective language
teaching and learning, we need to think seriously about what we mean by grammar.
‘Teaching grammar’ means using pedagogical descriptions as an aid to language
learning, but should not be the object of learning (Corder, 1988:130). Pedagogical
grammar (PG) is the means by which acquisition of SL or FL grammar may be
facilitated. As an area of academic interest, PG is not new, but only recently have
research questions been posed about the possible relationships among formal
properties that may be ‘raised to consciousness’; how this raising to consciousness
may effectively be accomplished; and how the learning of such properties proceeds
(Rutherford and Sharwood Smith, 1988a: 1). In other words, the whole question of
the acquisition of grammar still not been thoroughly explored. It is generally
accepted that language is rule-governed behaviour, but does it follow that the rules
that govern language use are TL facts to be communicated to the learner? And if so,
how is this to be done? Is it necessary for the learner to have metalinguistic
knowledge? What do we know about the potentiality of rules for both teachability
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and learnability? What do we know about the results of imparting knowledge of the
rules of grammar – ie, how can the rules brought to bear in learner production?

Rutherford and Sharwood-Smith (1988a: 2) suggest that grammar rules can be
categorised into three classifications: L-Rules, Psycho-Rules and psycho-rules. LRules are rules formulated by linguists, and can be found in books. Psycho-Rules
and psycho-rules are mental representations. Psycho-Rules are the correlates of the
L-Rules which are deliberately learned. An example of a Psycho-Rule system would
be represented by Krashen’s ‘Monitor’ (Krashen, 1982 – see above). Small ‘p’
psycho-rules are the ‘home-made’ grammatical concepts developed by L1 learners.
To the extent that a collection of rules constitutes a system, they suggest we may in
the same way talk of L-Grammars, Psycho-Grammars and psycho-grammars. The
point is that we must always be conscious that there is a difference between the
formal grammatical properties of language as formulated by linguists and the mental
representations of grammar formulated by learners.

Rutherford and Sharwood Smith also introduce the concept of grammatical
consciousness raising (CR) (1988b: 3-4). The theory of grammatical CR rests on
two characteristics of adult language learning which have been identified by a
number of researchers, eg, Bley-Vorman (1988): (1) that the provision of
comprehensible input alone is not sufficient to ensure L2 grammatical accuracy; and
(2) that at appropriate times some form of grammatical CR is effective in improving
such accuracy. The question has been articulated more formally as the pedagogical
grammar hypothesis, or PGH:
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‘Instructional strategies which draw the attention of the learner to specifically
structural regularities of the language, as distinct from the message content, will under
certain specified conditions significantly increase the rate of acquisition over and
above the rate expected from learners acquiring that language under natural
circumstances where attention to form may be minimal and sporadic.’ (Rutherfood and
Sharwood Smith, 1998a: 109)

Grammatical CR means a continuum ranging from mere exposure of the learner to
specific grammatical phenomena to intensive promotion of conscious awareness
through pedagogical articulation. It involves a number of nonlinguistic
considerations, such as what we choose to bring to consciousness, what motivates
the choice, when and how (by what means) we raise something to consciousness,
how often we do it, and what effect on learner behaviour the information is intended
to have. Most importantly, it needs to be kept in mind that grammatical CR should
not be an end in itself (as it was in Grammar Translation – see Section 4.3.1).

PGH assumes that hypothesis testing on the part of the learner is an integral part of
the achievement of his or her L2 grammatical competence. But it also assumes that
this testing of hypotheses about the organisation of the TL cannot take place without
the learner’s being exposed to the kinds of L2 data required for hypothesizing.
There are two implications for pedagogy in this, as Corder (1988: 133) points out.
The first is that ‘teaching grammar is a matter of providing the learners with the right
data at the right time, and teaching them how to learn; that is, developing in them
appropriate learning strategies and means of testing their hypotheses.’ The second
implication is that the teacher’s ‘minimal irreducible and indispensable function’ is
to tell the learner what is or is not an acceptable utterance (p. 143).

In other words, decisions about how to teach language still cannot be made with
certainty until two empirical issues have been researched more thoroughly. These
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are (a) the ways in which the learner’s metalinguistic awareness of the outer form of
the TL may partly shape the developing mental representation of the TL, and (b)
what kind of pedagogical intervention may boost this metalinguistic awareness in
ways that affect the learner’s subconscious grammar. However, it seems to be clear
that certain types of focus on form will, under certain conditions, increase SLA.

Further support for the importance of message-focus in CLT came from research on
interaction and output. Initially little attention was paid in SLA research to how
learning could result from language use. The common view was that using language
(eg, in conversation or writing) was a way of putting into practice previously learned
information rather than a means of obtaining new information. In the 1980s, the role of
conversation, particularly the role of negotiation and resultant conversational
modifications, became an important focus of resarch on learner language.

Researchers attempted to describe accurately the kind of language addressed to learners
of a second or foreign language (eg Gass, 1997, Hatch, 1983). Long (1981a, 1981b,
1983) showed that conversations involving NNSs were quantitatively different from
those between two NSs of a language, including such differences as more clarifications
requests, comprehension checks, confirmation checks and choice of answers.
Theoretical claims about the benefits of conversational interaction, known as the
Interaction Hypothesis (IH), have been made by Allwright (1984), Ellis (1985b), Gass
(1997), Hatch (1978, Long (1996) and Pica (1987), among others. According to the
Interaction Hypothesis (IH) face-to-face linguistic interaction is the vehicle by which
acquisition and the development of proficiency takes place. In other words, learners
actually acquire a language through the process of learning how to communicate in it.
By engaging in conversational interaction, they are forced to 'negotiate meaning', ie, to
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express their meanings and clarify their intentions so that they can arrive at a mutual
understanding. By engaging in this process, learners develop the language forms which
carry the meaning.
However, a problem for the IH is that it has been difficult to establish a link between
observed negotiation and subsequent learning (Gass, 1997: 126). This means that
the argument rests on some assumptions (Mackey et al., 2000: 473). First, it is
assumed that, through interaction, some aspect of learners’ attention may become
focused on the parts of their language that deviate from TL norms or on forms not
yet in their repertoire. A second assumption is that this attention, or noticing of the
gap between learner language forms and TL forms, is a step toward change
(Schmidt, 1990; Schmidt and Frota, 1986). Mackey (1999) found a positive
relationship between interaction and development, in that learners actively involved
in conversational interaction produced more advanced structures than learners who
were less actively involved or did not take part in any interaction. Further, this was
detected in delayed post-tests, supporting the claim that interaction may function as a
priming device which allows learners to focus attention on areas they are working on
(Gass, 1997). In some instances, thinking time or processing time may be needed
before change can take place; in other instances, multiple exemplars are needed
before a learner understands the significance of new language information.
Mackey et al. (2000) conclude it is likely that interactional feedback benefits lexis
and phonology more than some aspects of grammar, because their observations
showed that even when morphosyntactic feed back was provided in interaction,
learners often did not perceive it as such, whereas when phonological and lexical
feedback was provided in interaction, they were more likely to perceive it correctly.
This is partly because morphosyntax (eg, plural formation, agreement) can be
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relatively unimportant to communication, in comparison with phonology or lexis.
The lack of importance of morphosyntax in comprehension may be a cause of lack
of perception of morphosyntactic feedback. In other words, research appears to
confirm what many have suspected: that conversational learning does lead to
acquisition, but that it may not be as effective for acquisition of structures and
morphosyntax as for phonology and lexis. The implications for pedagogy of the
above are that it is important to provide plenty of oral interaction to aid acquisition,
particularly of lexis and phonology, but learners also need opportunities to focus
consciously on morphosyntax in order to overcome errors.
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4.2.3 Sociolinguistics of L2 use

As CC theory assumed a more central role in applied linguistics, attention broadened
to include not only the nature and acquisition of L2 linguistic systems (phonology,
morphology, syntax) but also the interactional and communicative dynamics of L2
performance: the functional, pragmatic and social dimensions of second language
use. Discourse analysis and speech act analysis became increasingly relevant to
SLA research, in particular such issues as disfluency phenomena, speech acts and
rules of speaking, turn-taking, topic selection, openings and closings, and other
aspects of conversational discourse. The occurrence of styles of speaking, or
registers, is another reason for the importance of sociolinguistics to communicative
competence theory.

Wolfson (Wolfson and Judd, 1983: 3) points out that in language teaching and
learning it is crucial to recognise that rules for the appropriate conduct of speech
vary considerably from one society to another. This means that although second
language learners have communicative competence in their native language, there is
no reason to assume that they will be able to translate this ability into successful
interactions with native speakers of the TL community. Some examples of this
(frankness and turn-taking) were given earlier in relation to Indonesian (Section 2.2).

On the other hand, even teachers and materials writers who are themselves native
speakers are not necessarily good informants, since the issue is connected to the
ability of participants to be objective about their own and others' behaviour (Wolfson
and Judd 1983: 3). This is very true of Indonesian. Indonesians often claim their
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verbal behaviour is different from what they can be observed to do, due to the great
differences between spoken Indonesian and written Indonesian, which nonIndonesians may find a source of frustration (Section 2.2).

Sociolinguistics is extremely important for TIFL, because of the complex, subtle
cultural nuances that a NNS can spend a lifetime coming to terms with (Ingram et al.
1995: 13-14); but it is unfortunately an area that has been under-researched. It is a
rather problematic area of linguistics for Indonesians to explore, because in a society
so multi-ethnic, it is wise to steer clear of topics that might involve ethnic
comparisons. What has been available until recently was still largely at the anecdotal
stage, although a few researchers have dealt with sociolinguistic issues (eg, Aziz,
2001; Ikranagara, 1975; Kartomihardjo, 1993). Furthermore, Indonesian linguists
have tended to be preoccupied with morphosyntactical analyses of their language,
reflecting its fast-changing nature (for example, a standard normative grammar was
only recently produced (Dept. Pendidikan dan Kebudayaan, 1988, 1988b).
Collections of papers in linguistics published by the Pusat Pembinaan dan
Pengembangan Bahasa [Centre for the Maintenance and Development of Language]
(Departemen Pendidikan dan Kebudayaan, 1998a) and the Indonesian Linguistics
Society (Masyarakat Linguistik Indonesia, 1993) contain numerous papers of this
type, but scarcely any touch on sociolinguistics. The same is true of the proceedings
of the Southeast Asian Linguistics Society of the U.S. (Adams and Hudak, 1994;
Alves, 1995; Ratliff and Scholler, 1992).
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4.2.4 Transmitting cultural understanding in language teaching

The question of how to transmit cultural understanding in language teaching is
another issue where answers are being sought but where there is not yet a
comprehensive theory. There is confusion about what it means to teach 'culture' in
language classes. Even the definition of culture is not clear. What is the connection
between culture with a small 'c' (food, fairs, folklore) and a big 'C' (literary classics
and works of art)? How do these notions link with the concept of culture as the
traditions, beliefs and institutions shared by a social group or a whole society?
(Valdes, 1986).

Kramsch (Kramsch 1993: 1) points out that the very nature of FL teaching is
predicated on the conviction that human beings can understand people of other
cultures if they learn each other’s code and use it accurately and appropriately. This
belief has been very fruitful in promoting communicative approaches to the teaching
and learning of foreign languages around the world. However, communicative
approaches have encountered difficulties in the teaching of culture, for culture in
essence means difference and variability. Cultural difference is always a potential
source of conflict. Furthermore, culture in language learning is not an expendable
fifth skill, to be attached to the teaching of the four macroskills. It is always a
presence, from day one of language learning, ready to unsettle language learners,
making the limitations of their communicative competence apparent, and
challenging their ability to make sense of the world around them.
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Another problem is that cultural proficiency is much more difficult to measure than
speaking or writing proficiency, which is why it has not been included in the
Proficiency Guidelines of the American Council for the Teaching of Foreign
Languages (ACTFL) nor in any concrete way in the ISLPR. In practice, there is a
tendency to separate the learning of a language as a linguistic system from the
provision of information about the history, geography and culture of its native
speakers (which are often taught separately in L1). The problem with this approach
is that teaching about other cultures within a monolingual framework has a tendency
to provide stereotypes about the other culture. One’s own culture remains both
unanalysed and normative. The other culture can be seen as deviant (Crozet et al.,
1999).

Questions of culture are obviously important for teaching Indonesian as a FL, but
what and how to teach has not got beyond the anecdotal stage. For teachers of
Indonesian, the problem is 'which culture?' because there are hundreds of regional
cultures, and it is extremely difficult to nominate particular beliefs or attitudes as
being common to all Indonesians. In fact the point is made by Kramsch (1993: 3469) that the notion of a generic native speaker can no longer be assumed, either in
terms of the target culture or indeed in terms of the L1 learners’ culture. Both sides
of the question are becoming more and more multicultural. This is also particularly
relevant to learning Indonesian as a FL.

Crozet and Liddicoat (2000: 8-9) identify three paradigms for teaching culture as
part of modern language teaching. The traditional one is exemplified in the teaching
of literature, and is based on the view of culture as high culture only. The concern of
FL education is viewed as control of an established canon of literature, often
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literature of an earlier period. Culture is seen as residing in the text itself, and
supported by the language of the text. This paradigm exists in relation to Indonesia,
but generally involves study of texts in Javanese, Balinese or Old Malay, because
there is not a very extensive body of literature in Indonesian language, and it does
not go back beyond the early 20th century.

A paradigm of culture as area studies began to displace the literature-based approach
from the 1970s (Ibid.). Culture in such a view is embedded in knowledge about the
history, geography and institutions of the TL country. Cultural competence involves
control of a body of knowledge about the country – knowledge that an educated
native speaker would have. Area knowledge is seen as a background for
understanding language and society, with the goal of language learning being
communication and contact. The relationship between language and culture is
tenuous in this paradigm.

The third paradigm, characterised as ‘culture as practices’, became very strong in the
1980s as a result of work by anthropologists such as Gumperz (1982). This is an
approach that seeks to describe cultures in terms of the values and practices which
typify them. It is used in training to improve cross-cultural relations. However, this
approach tends to treat culture separately from language. It could be characterised
(albeit simplisticly) as an approach aimed at enabling cross-cultural understanding
that does not involve language learning. As an example of the approach, Gumperz
describes a situation where newly hired Indian workers in an English canteen were
perceived as unfriendly because of their different intonation when asking questions.
By getting the workers to realise that they were speaking differently from the way
English people speak, and at the same time getting the English workers to
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understand that Indians have a naturally different intonation when speaking English,
the problem was resolved (Gumperz, 1982: 173-174).

Intercultural Language Teaching (ILT) is an emerging new approach to SL and FL
teaching. It is based on an expanded understanding of the nature of cross-cultural
encounters and a deeper understanding of the links between language and culture.
This has implications for language teaching pedagogy and practice. It implies an
acknowledgment and understanding of the links between language and culture as
well as an understanding of how communication works across cultures. In fact, the
integration of culture and language constitutes new teaching content which language
teachers need to assess and introduce into their teaching practice. The ideal of ILT
is neither to encourage the learners to become parrots of the target language and
culture, nor to maintain a culturally bound observer outlook, but to develop a
realisation of linguistic and cultural relativity. Successful cultural interaction
requires the creation of a ‘third place’ in which to interact with ‘otherness’ (Crozet
and Liddicoat, 2000: 1). This concept of a ‘third place’ refers to a comfortable
unbounded and dynamic space which intercultural communicators create as they
interact with each other and attempt to bridge cultural differences (Crozet et al.,
1999). Kramsch (1993: 233-259) uses the same term to refer to the related concept
that we cannot understand the foreign until the familiar has become foreign to us in
many respects.

Some background to the development of this new paradigm of ILT is provided by
Byram and Fleming’s observation (1998: 2-3) that with globalisation, the cultural
dimension in language learning has become more crucial. Particularly when an
exchange takes place in face to face interaction, it becomes evident that
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communication is not merely an exchange of information, because the people
involved have a number of social identities which bind them to particular groups and
their cultural practices. The language of exchange is not merely a means of
reference to what is in an objective world, but also carries the shared connotations
and associations which help to maintain a speaker's sense of belonging to particular
social groups. These shared meanings and values cannot be taken for granted when
people interact in a language which is foreign to at least one of them. However,
precisely because they are only made explicit when there is a breakdown of
communication and interaction, learners find it difficult to discern them and
understand their significance. Only after a process of discovering these meanings
and practices can learners negotiate and create a new reality with their interlocutors,
one which is new to both sides – a shared world of interaction and experience.

Byram and Fleming (1998: 8) also argue that it is neither possible nor desirable for
learners to deny their own identity and culture and identify with another, despite the
fact that this has been the implicit aim of language learning for many years. The
best language learner has been assumed to be the one who comes nearest to native
speaker mastery of the grammar and vocabulary of the language, and who can
therefore 'pass for' or be identified as a native, communicating on an equal footing
with natives. When considerations of social identity are introduced into the debate,
however, a different kind of good learner is implied: those who are aware of their
own identity and culture, and of how they are perceived by others, and who also
have an understanding of the identities and cultures of those with whom they are
interacting. Such 'intercultural speakers' are able to establish a relationship between
their own and the other cultures, to mediate and explain difference, and to accept
that difference and see the common humanity beneath it.
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Intercultural Language Teaching has three fundamental aspects (Crozet et al., 1999:
11-13). They include the teaching of a linguaculture; the comparison between
learners’ first language/culture and target language/culture; and intercultural
exploration. These three conceptual stages are described below.

First, foreign culture as adjunct knowledge to language is easily accessible to the
language learner. However, culture as embedded in language use is not so readily
acquirable through osmosis (eg, study abroad) or through the earlier approaches to
culture learning that have been described above. It requires an approach which
teaches linguaculture, or the links between language and culture, in an overt way.

Second, an intercultural approach to language teaching implies teaching a foreign
language/culture in deliberate counterdistinction to the learners’ L1. In other words,
the learners need to become aware of their own linguaculture(s) as well as the target
linguaculture(s).

Third, intercultural exploration requires the development of intercultural
competence. The difference between being a servant of one’s cultural boundaries
and being free of them does not lie in the annihilation of one’s own boundaries (eg,
through the adoption of another culture or parroting foreign cultural codes) but in the
awareness of what those boundaries are. Intercultural competence is the ability to
recognise where and when culture is manifest in cross-cultural encounters and also
the ability to manage an intercultural space where all parties to the encounter are
comfortable participants. The successful management of intercultural spaces
obviously involves more than understanding the dynamics of cross-cultural
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encounters at the level of language and culture, it also involves choosing a
harmony/peace orientation over a conflict/war orientation.

Crozet (1996) identifies seven components for the teaching of verbal interaction and
culture. These are norms of interaction, pragmatic norms, kinesic and prosodic
features, spoken grammar, colloquial lexicon and features of pronunciation. Norms
of interaction are things like openings, closings, turn-taking and adjacency pairs, that
have been identified by conversation analysis. The ones that need to be taught are
those that are highly culturally specific. Whereas norms of interaction describe
speakers’ organisation of sequences in conversation, pragmatic norms describe how
speakers expresss intent in specific speech situations, such as requests,
complimenting, thanking, and the like. Kinesics refers to such things as gesture,
posture, stance and eye contact. Prosody refers to such things as stress, intonation
and rhythm. Spoken grammar refers to such things as the disruption of the canonical
word order of written language to create varied informative effects. The colloquial
lexicon needed to understand and participate in spoken language includes idiomatic
expressions as well as informal words. Pronunciation is important, not to sound
native-like, but to ensure understanding.

Unfortunately, when one delves into these areas one soon comes up against the fact
that they are still incompletely researched, particularly in Indonesian, and one is left
feeling that to access culture in language use is going to require considerable effort
and inquiry on the part of the teacher. Indeed, Crozet et al. (1999: 10) admit that this
is one of the reasons why culture as expressed in spoken or written language is not
readily accessible for scrutiny in the language classroom. We are still essentially in
the situation Kramsch expressed a decade ago, when she observed that, whereas the
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teaching of language draws on some descriptive nomenclature based on a theory of
language, the teaching of culture is left with its anecdotal experiential base, or is
forced into the theoretical framework of other disciplines like history, sociology,
anthropology, semiotics, etc. This means that teachers of culture must consciously
straddle multiple disciplines and integrate their respective insights for themselves
before they can teach such an integration to their students (Kramsch, 1991: 234).

Another problem with ILT is that the fundamental aspects of ILT, as described
above, cannot be dealt with in the language classroom in the TL, at least not until an
advanced stage of language learning. This means that, in practice, a compromise
must be made between the ideal of integrating culture with language at all levels of
language and actually teaching language. This is an important practical issue,
particularly nowadays when, in most universities, budget restraints mean less class
time is available for language teaching. Crozet and Liddicoat (1999: 121) in fact
warn that vigilance is required from language teachers to ensure that the need to
learn about language(s) is balanced with the need to learn target language.

Even in the current situation with insufficient time available, however, teachers can
aim for a more integrative approach to the teaching of culture in the language
classroom. Pauwels (2000: 24-25) makes practical suggestions about what teachers
need to make explicit so that students gain an awareness of the complexity that
exists in the relationship between language, communication routines, culture and
context. As an example of basic requirements, students need to be aware of the
cultural specificity in the linguistic expression of politeness. They need to
understand the functions and cultural significance of greetings, forms of address and
other naming practices. An understanding of the relationship between culture and
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the performance of speech acts is particularly pertinent to a communicativelyoriented teaching approach. Similarly, students should be exposed to the link
between culture and the organisation of oral and written discourse (eg, turn-taking,
back-channelling, topic development, appropriate styles). These items of sociocultural, sociolinguistic and socio-pragmatic language use are within the cognizance
and capability of most language teachers.
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4.2.5 Research about the learner

At the beginning of this chapter the two strands in SLA research were mentioned, ie,
looking for commonalities about the process of L2 acquisition, and studying how
individual learners differ. Up to this point the discussion has concerned the process
of learning. We need to consider also how characteristics of the learner relate to the
achievement of communicative competence, because learning is essentially a
developmental process that occurs within the learner, and is driven as much, if not
more, from the inside as the outside. The two questions of most interest here are
preferred learning styles and motivation.

Ellis (1994) reports that two general types of language learners have been identified
by researchers:

•

experiential, communicatively-oriented learners

•

analytical, norm-orientated learners

He comments that learners differ enormously in their preferred learning style, but it
is impossible to say which learning style works best, though he suspects it is learners
who possess flexibility who are the most successful.

Many researchers (eg, Littlewood, 1981) have commented that that the analytical,
norm-oriented type of learner may find the Communicative Approach frustrating
because of its emphasis on message-focus, which does not suit their preferred
learning style.
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The fact that learners differ enormously in their preferred learning style is a strong
argument for using a variety of pedagogic techniques in language teaching, and
probably explains the intuitive predilection many experienced teachers have for an
eclectic approach.

Another factor related to the individual learner is motivation. Both teachers and
researchers believe motivation to be an important factor in achievement in language
learning. Gardner’s research (eg, Gardner, 1985; Gardner and Lambert, 1972;
Gardner and MacIntyre, 1991) points to a distinction between 'integrative' or
'instrumental' motivation. Integrative motivation is characterised by a sincere
interest in the people and culture of the target language (TL). Instrumental
motivation, on the other hand, is represented by concern with the practical value and
advantages of learning a new language. The initial research done in French Canada
found that integrative motivation was important for success with anglophone high
school learners of French. It was also found that an integrative orientation reflected
the same orientation on the part of the students’ parents and that it was fostered by
favourable attitudes held by the parents about the French community. In addition to
the large number of studies conducted in French Canada, Gardner and Lambert went
to three areas of the United States (Maine, Conneticut and Louisiana) to investigate
the importance of attitudes and motivation among English-speaking and minority
French-speaking learners of French and English. Then they studied learners of
English in the Philippines, where English is the second national language and the
medium of instruction in schools, and represents a vehicle for economic success.
Instrumental motivation was very important for success in French Americans
learning English. This was not the case for the Anglo-Americans learning French,
who needed integrative motivation for success, like the English Canadians learning
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French. In the Philippines they found that ‘Filipino students who approached the
study of English with instrumental orientation and who received parental support for
this outlook were successful in developing proficiency in the language. Thus, it
seems that in settings where there is an urgency about mastering a second language
… the instrumental approach to language study is extremely effective’ (Gardner and
Lambert 1972: 141).

Ellis (1994) summarises research on the relationships between motivation,
persistence and achievement in considerable detail, and concludes that integrative
motivation has been shown to be strongly related to L2 achievement. It combines
with instrumental motivation to serve as a powerful predictor of success in formal
learning contexts (Ellis, 1994: 513). On the other hand, learners with a
predominantly instrumental reason for learning an L2 can also be successful,
particularly in SL (as opposed to FL) settings (Ellis, 1994: 515).

However, Ellis (Ibid.) questions the paradigm underlying much of the research on
motivation, because the potential effect that learning experiences can have on
learners' motivation – as opposed to the effect that motivation has on language
learning – has been largely ignored as a variable. He suggests that the relationship
between motivation and achievement is an interactive one, in that successful
learning provides a motivating factor to continue. This point is highly relevant to
pedagogy.

Coleman (1996) makes the observation that other university learning may remain at
a cognitive level, but with languages the role of attitude and motivation are crucial to
success, and relate to the individual's deepest identity. To acquire a foreign
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language means returning to infancy, making mistakes in public, and adopting an
inferior and vulnerable role. This makes the psychology of language learning and the
emotions and attitudes of the learners crucial. Language learning is not an entirely
conscious process, and the relationship between teaching and learning is never
straightforward.
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4.2.6 Classroom L2 acquisition and comparative method studies

This review of literature now moves to classroom L2 acquisition, which is a subset
of SLA with its own particular problems and theoretical issues. Language classroom
research is SLA research that focuses on what happens in language classrooms. It is
thus particularly relevant to this study because the TIFL curriculum materials were
designed for classroom use.

Allwright and Bailey (1991) review the history of classroom-based research, which
began in the 1950s among teacher trainers, who realised that they needed to
investigate what constituted effective teaching so that they could incorporate their
findings into more effective teacher training. It soon became obvious that classroom
behaviour was enormously complex and a major effort would be needed to
understand its dynamics.

As it happened, the language teaching profession came rather late to classroom
research. Allwright and Bailey (1991) suggest that this was because, just at the time
when teachers of other subjects were losing confidence in their methods, language
teachers were enjoying a period of unprecedented confidence in theirs, with
audiolingualism very widely used and intellectually accepted, especially in the
United States. Then came the major comparative global method studies of the
1960s, with results that were very inconclusive for audiolingualism (e.g, Scherer and
Wertheimer 1964; Smith 1970).
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The idea of confidently prescribing methodology was subsequently seen to be
simplistic, and it was realised that there was much more than method involved in
classroom language acquisition. Research on teaching techniques (eg, Politzer,
1970) confirmed that the teaching process was highly complex and that it was
difficult to categorise techniques as good or bad with confidence. At this stage,
researchers moved to descriptive studies of classroom processes, in an effort to find
out what actually happens in language classes by looking not only at what the
teacher does, but at the whole classroom, the way people interact in it and the type of
language produced in classroom settings. (Language classroom discourse is
discussed in the next section.)

However, comparative method studies did continue. A growing body of research
has investigated the effectiveness of communicative approaches on L2 learning.
This includes research in content-based classrooms – ie, immersion or bilingual
classrooms where language acquisition is assumed to occur spontaneously via
instruction in the regular school curriculum or through topics and themes appropriate
to the learners' age and interests.

Hammond (1988) compared groups of students of Spanish at two universities. Eight
experimental groups were taught by the Natural Approach,5 and 52 control groups
were taught by grammar-translation, with deductive learning of grammar (ie,
presentation of rules followed by practice). There was a slight but not statistically
significant advantage for the experimental groups. It is of interest that the students

5The

Natural Approach is a highly interactive communicative approach designed by Tracey Terrell at
the University of California at Irvine for FL instruction (Krashen, 1982; Krashen and Terrell, 1983).
Classroom time is devoted primarily to providing input for acquisition in the form of TL
conversation. The goals are to enable students to talk about ideas, perform tasks and solve problems.
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in the communicative classrooms did no worse in learning grammar than those in
traditional programs.

A study reported by Allen et al. (1990) and Fröhlich et al. (1985) on French classes
in Toronto found a few statistically significant differences between the most
'experiential' and the most 'analytic' classes, but in general no clear advantage was
found for either method. This was a study of communicative orientation which was
carried out early in the Development of Bilingual Proficiency project, a 5-year
project carried out by the Modern Language Centre of the Ontario Institute for
Studies in Education (OISE), Toronto, in order to try out an observation scheme
called COLT (Communicative Orientation of Language Teaching). The purpose
was to see whether the instrument was capable of capturing differences in the
communicative orientation of L2 classrooms. Thirteen classes were studied, mainly
at Grade 7 level. Four types of program were included: core French, extended
French, immersion French (early immersion)6, and ESL. The programs were
characterized according to the degree to which they were communicatively oriented,
based on an analysis of communicative features of student-teacher interaction. On a
continuum of communicative orientation, core French was found to be least
communicative, immersion French most communicative, and extended French
scored in between. It was particularly noticeable that immersion students had more

6In

Canadian terminology, 'core French' refers to a 'normal' mainstream methodology French
program; 'extended French' refers to a core French program with the addition of some content-based
(immersion-style) learning; and 'early immersion' refers to a bilingual program in which both French
and English are given equal time, but in which the initial three years of primary school are conducted
entirely in French. This period of 'total immersion' is the 'language bath' that provides the
conditions for natural acquisition to occur in immersion education (Swain and Lapkin, 1982).
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opportunity for unrestricted language use, for sustained speech, and for giving
unpredictable information.

A recent Australian experiment comparing intensive, immersion and 'normal'
mainstream teaching approaches has also been inconclusive. The ULTRA project is
a joint project between Edith Cowan and Guangzhou universities which has been in
existence since 1992. Chinese is taught at Edith Cowan and English at Guangzhou,
with exchanges of lecturers between the two institutions. In general, the students in
all the experimental groups did as well or better than the students in the regular
groups (Malcolm, 1992, 1994; McGregor and Malcolm, 1995).

Remarking that there are too few comparative studies on classroom L2 acquisition,
Coleman (1996) observes that evaluating particular teaching methods or course
materials is highly problematic and researchers shy away from such topics, both
because they are politically sensitive and because they pose almost insoluble
methodological problems.
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4.2.7 The nature of discourse in language classrooms

‘We seek in the classroom to teach people how to talk when they are not being
taught.’ (Edmondson 1985:162)

As mentioned earlier, communicative competence theory emphasises the
communicative purposes of language, and the communicative approach to language
teaching tries to encourage realistic use of language in the classroom. This leads to
the paradox in language teaching referred to in the above quotation, because the
discourse that results from trying to learn a language is different from that which
results from trying to communicate.

The initial research on classroom discourse analysis was done on content classrooms
(eg, Coulthard and Montgomery, 1981; Sinclair and Brazil, 1982; Sinclair and
Coulthard, 1975). Sinclair and Coulthard (1975) developed a hierarchical model by
identifying 'ranks' in the structure of a lesson, consisting of 'lesson', 'transaction',
'exchange', 'move' and 'act'. The element of structure most clearly defined is the
'teaching exchange', which typically has three phases, an 'initiating' move, a
'responding' move and a 'follow-up' move. This became known as the IRF exchange.
McTear (1975) showed how this could be adapted to account for the discourse
structure found in language lessons, where the student will often respond to the
teacher's response, producing an IRF(R) structure. Riley (1985) showed how
'natural' discourse is distorted in the language classroom as the result of the teacher's
dominance. Other researchers (eg, Ellis, 1990; Van Lier, 1988) have developed
frameworks based on discourse analysis to characterise the different types of
interaction that occur in the L2 classroom. Van Lier (1988) provides a framework
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that distinguishes four basic types of classroom interaction, according to whether the
teacher controls the topic and the activity:

Type 1: Teacher controls neither topic nor activity, as in small talk at the
beginning of a lesson or private talk between students.

Type 2: Teacher controls topic but not activity, eg, making an announcement,
giving instructions or delivering a lecture.

Type 3: Teacher controls both topic and activity, as in eliciting responses in a
language drill.

Type 4: Teacher controls activity but not topic, as in small group work, where
procedural rules are specified but students can choose what to talk about.

Van Lier (1991) follows Halliday (1973) in distinguishing three types of function in
classroom discourse:

1. Ideational (telling people facts or experiences)
2. Interpersonal (working on relationships with people)
3. Textual (signalling connections and boundaries, clarifying, summarising,
etc.)

Chaudron (1988) reviews research on teacher talk and and teacher-student
interactions in language classrooms. He observes that the main problems with
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teacher talk appear to be the type of questions (too many display questions and too
many unmodified repetitions of questions) and their timing (insufficient wait-time
for answers).

Turn-taking has also been investigated, on the assumption that classroom discourse
is less conducive to successful L2 acquisition than naturalistic discourse. Like
classroom discourse patterns, turn-taking has been found to be remarkably similar in
classrooms around the world, and it seems that turn-taking in language classrooms
does not differ generally from that in content classrooms (Lörscher, 1986).
Lörscher argues that these rules of turn-taking in classrooms are determined by the
nature of schools and the teaching-learning process. An extensive discussion of
turn-taking can be found in Van Lier (1988). According to Van Lier, rigid turntaking is less conducive to L2 acquisition because the learners do not have to attend
unless their turn is approaching.

Kramsch (1985) suggests that the nature of classroom discourse will depend on the
roles the participants adopt, the nature of the learning tasks, and the kind of
knowledge that is targeted. Instructional discourse arises when the teacher and
students act out institutional roles, tasks are concerned with the transmission of
information and are controlled by the teacher, and there is a focus on knowledge as a
product and on accuracy. Natural discourse is characterised by more fluid roles
established through interaction, tasks that encourage equal participation in the
negotiation of meaning, and a focus on the interactional process itself and on
fluency. Breen (1985) suggests that the two worlds can be brought together through
communicating about learning itself.
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Regarding group work, Pica and Doughty (1985) found that student production in
small group work was equally grammatical to that produced in teacher-led
discussions. Students did not pay closer attention to their speech in the teacher's
presence and they talked more in groups. Long and Porter (1985) reported on five
studies of students in group work and teacher-led discussion. They concluded that
group work between non-native speakers (NNS) offers more practice opportunities;
students perform at the same level of grammatical accuracy in unsupervised group
work; they engage in more negotiation for meaning in groups than in teacher-led
discussions; and monitoring and correction occur spontaneously, although variably,
in group work. Most importantly, these studies indicated a high level of negotiation
work in NNS/NNS conversation and in mixed-ability groups.
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4.2.8 Feedback and treatment of errors

A thorny problem in classroom L2 acquisition is the issue of feedback, or error
treatment: whether to correct errors, when to correct, how to correct and who should
correct. Immediate treatment of the error often involves interrupting the learner and
may inhibit their speaking. But delaying feedback may be less effective
psychologically. The dilemma for teachers is that, despite understanding that the
production of errors is part of the learning process, they still are not sure whether
treatment of a particular error will help speed the acquisition of the correct form or
simply be futile because the learner has not reached the right stage to make use of
the correction. Furthermore, there is always a possibility that uncorrected errors
may serve as input to classmates and cause them to internalise erroneous forms.
However, correction interferes with message-focus, which according to Krashen’s
ideas is required for acquisition (cf. Section 4.2.2).

Schmidt and Frota (1986) propose the 'notice the gap' principle. According to this,
the learner must notice the gap between his/her own performance and what other
people say before being able to alter it. When the student has noticed the gap is the
'optimum moment' when teaching will be 'taken up'. Pienemann (1984) discusses the
concept of 'learnability', suggested learners at any one stage find 'learnable' only
those things just at the next stage. Unfortunately, not all students in the class are at
the same stage of development at any particular time, so it is not easy for teachers to
judge the optimum moment. A skilled teacher might be able to stage-manage things
so that students are likely to 'notice the gap'.
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There are many possible types of feedback, and the teachers need to choose the best
type of treatment to help the learners achieve the awareness they need. For example,
simple repetition of a phoneme will do little if the learners cannot yet hear the
difference between the teacher's version and their own. Long (1977) proposes a
model of the decision-making process prior to the teacher feedback move. From the
moment the error is noticed, the teacher has to decide whether to treat it, whether to
treat it immediately or delay teatment, what aspect of the error to inform the student
about (such as that it has occurred, its location, or its identity), and whether to
accomplish it him/herself or via other student(s). Chaudron (1977) and (1987)
produce a flow chart and a list of over 30 types of steps a teacher can take following
an oral error. Since there are so many complex issues to make instantaneous
decisions about, it is not surprising that teachers are inconsistent in their treatment of
error! Edmondson (1985) points out that teachers sometimes even 'correct' errors
that have not in fact been made (the author’s classroom observations confirm this).
According to Allwright (1975), inconsistency can actually be a virtue, because
within
any one class the learners' needs and levels may different widely. This point seems
cogent.

According to Chaudron's (1988) review of research on what teachers do, certain
types of error were much more likely to be treated than others: discourse, content
and lexical errors received more attention than phonological or grammatical errors.
Many errors were not treated at all. The more often a particular type of error was
made, the less likely the teacher was to treat it. There was also considerable
variation among teachers. Chaudron emphasises that the research demonstrates the
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danger of assuming that learning is occurring because the teacher is performing an
instructional act ('correcting').

As part of the research trend in the 1970s and 1980s to describe and analyse
instructional practices and procedures in the 'black box' of the classroom (Long,
1980), numerous observation schemes were developed (approximately 25, according
to Spada and Fröhlich, 1995). The most sophisticated of these is the Communicative
Orientation of Language Teaching (COLT) Observation Scheme developed by
Spada and Fröhlich, which has seven categories for the various ways in which
teachers and students react to each others' utterances: correction, repetition,
paraphrase, comment, expansion, clarification request and elaboration request, as
well as categories for reaction to the form or meaning of a message.7

Learner opinions about correction are relevant, too. Interestingly, learners appear to
like more corrections rather than less, or at least they say they do. A number of
researchers have found that ESL learners like to be corrected by their teachers and
want more correction than they are usually provided with (eg, Cathcart and Olsen,
1976, Chenoworth et al., 1983). These findings seem to contradict Krashen's
warnings that correction is both useless for acquisition and may lead to a negative
affective response. However, Cathcart and Olsen also report that when a teacher
attempted to provide the kind of corrections the learners in their study said they
liked, it led to communication which the class found undesirable (over-correction).

7More details of the COLT observation scheme are given in Section 5.3.2. Because this instrument
was developed specifically to distinguish communicative language teaching classrooms from those
that are more teacher-centred and form-focused, it has been used in the classroom observations for
this study (Section 7.5.4).
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Skehan’s experimental research on tasks throws light on these issues. According to
Skehan (1998), meaning takes priority for adult learners when they are actively
involved in communication, and the form of language has secondary importance.
This relates to both comprehension and production. Older learners have more
effective resources to extract meaning, such as schematic knowledge, and they also
become more adept at using strategies of communication. These factors give an
LAD a more difficult task to accomplish in the case of the older SL learner, because
in many communicative situations an LAD would not be needed to extract meaning,
and so the quality of the new material which would be input to the acquisition
process would be impoverished.

In production, adult learners develop effective means of coping with one of the
greatest problems of all: how to keep speaking at normal rates in real time. One of
the most important ways of doing this is by drawing upon lexical modes of
communication. In other words, rather than construct each utterance ‘mint fresh’,
which would require considerable computational power, they economise by stitching
together language chunks which free processing resources during communication so
that planning for the form and content of future utterances can proceed more
smoothly.

The tendency of adult learners to prioritise meaning over form implies the existence
of a dual-coding approach to language performance and to language learning. But if
that is the case, how can learning proceed? It requires, in some way, the
development of an underlying and evolving interlanguage system which becomes
progressively more complex and closer to the TL system. But to trigger such a
process, methods of contriving a focus on form are needed which capture learners’
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attention, so that they may incorporate newly-noticed forms into their developing
language systems (cf. Schmidt, 1990). Skehan (1998) proposes that both working
memory and long-term memory are components which are capable of combining to
process noticing in such a way that it can be incorporated into the learner’s
interlanguage system. He suggests that it should be possible to design language
learning tasks in such a way that they stimulate this interactive process rather than
operating in a haphazard way and sometimes even working against it.

Due to the complexity of the issues and the lack of definitive research results, there
is little empirical evidence on which to make an informed choice about feedback and
error treatment. However, according to Chaudron (1988), research does indicate that
learners may derive benefit from:

•

appropriate information about their TL speech

•

incentives to monitor their speech

•

opportunities to interact with one another to improve their competence

According to Ellis (1994), two recommendations seem to find wide approval:

1. Error treatment should be conducted in a manner that is compatible with
general language development (by only correcting errors that learners are
ready to eliminate)

2. Self-repair is more conducive to acquisition than other-repair, as it is less
likely to result in a negative affective response.
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In the absence of greater certainty, the above guidelines seem sensible.
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4.2.9 L2 vocabulary acquisition

An important topic in classroom SL acquisition is vocabulary teaching and learning,
and it is a topic of particular importance to this study because, as was shown in
Section 3.2, Reeve was very concerned to develop effective methods of teaching
vocabulary in the TIFL materials.

Nation (1984: 128) remarks that for over a hundred years psychologists and
researchers on language learning have investigated how learning lists of words can
be most efficiently carried out. Learning vocabulary has always been an inseparable
part of the formal learning of a language. The grammar-translation (GT) approach
placed strong emphasis on the memorising of words in lists. As an example,
Turner’s Indonesian coursebooks (Turner, u.d.), which are in GT mode, have long
alphabetical word lists – up to 82 words per chapter – for memorisation , which are
out of context and unrelated to dialogues or readings in the chapters.

However, the audiolingual method that succeeded GT as the paradigm of modern,
‘scientific’ language teaching frowned on extensive vocabulary work. A focus on
practising structures, to the detriment of vocabulary learning, is typical of
audiolingual methodology (cf. Section 4.3.2). According to Allen (1983: 3), in the
period 1940-1970 it was thought that grammar should be emphasised more than
vocabulary, because vocabulary was already being given too much time in language
classrooms. It was thought that students needed to master structures before trying to
learn too many words. Furthermore, little attention was directed to techniques for
vocabulary teaching because it was thought that word meanings could only be
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learned through experience, and that rote learning seldom adequately conveyed the
breadth and depth of meaning of words.

According to Larsen-Freeman (1986), students were taught grammatical points
through examples and drills (ie, through analogy) in audiolingualism, rather than
through analysis and memorisation of rules. Because the acquisition of structural
patterns was viewed as the major object of language teaching, vocabulary items were
selected according to their simplicity and familiarity. New words were introduced
through drills, but only enough words to make the drills possible. Rivers (1983: 118)
remarks that it was assumed that the structural frames could be ‘fleshed out with
words at a later stage when students were more certain of their lexical needs in
particular situations’.

The communicative approach to language teaching, the current paradigm in
language teaching methodology, emphasises message-focus and discourages giving
too much attention to the formal linguistic aspects of language, including such
techniques as decontextualised vocabulary work, rote learning of vocabulary,
drilling and chanting. Learning words in context is more favoured in the CLT
because of the importance given to communicative functions of language. Words
can have very different meanings in different communicative contexts.

Until recently vocabulary learning has not attracted much attention from SLA
researchers. According to Ellis (1999: 33), though SLA researchers have
traditionally been more concerned with grammar than with lexis, in the last decade
they have increasingly paid attention to vocabulary learning. Most of the attention
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has been on learning vocabulary through reading (eg, Coady and Huckin, 1997;
Hatch and Brown, 1995; Huckin et al., 1993; Schmitt and McCarthy, 1997).

Zimmerman (1997b: 122) observes that although vocabulary has attracted increased
interest since the 1980s, language researchers and teachers continue to give less
attention to it than to syntax and phonology, which are closed systems that lend
themselves more easily to linguistic abstractions and generalizations. She states:
‘Just as most teacher training programs rarely include vocabulary-teaching
methods in the curriculum, many classrooms rarely address the word-learning
needs of students directly. Teachers typically spend most of their classroom time
on grammar, reading, and writing skills, assuming students will build their own
vocabularies as they engage in other activities. If teachers cover vocabulary
issues at all, it is by offering occasional definitions or by assigning exercises.’
(Zimmerman 1997b: 136)

She reports there is only one example of classroom-based research that has looked at
an actual classroom vocabulary-learning environment for L2 learners (Paribakht and
Wesche, 1997).8

According to Zimmerman (Ibid.: 122), there are three salient features of the wordlearning process. The first is that word learning is a complex task. Word knowledge
has linguistic, psycholinguistic and sociolinguistic aspects. Lexical competence is
much more than an ability to define words. It involves knowing a great deal about
each word, such as whether it commonly or rarely occurs, its generalisability (the
range of contexts in which it is appropriate), its collocational probabilities (the
words with which it is likely to occur), its underlying or root form, its derived forms
and its semantic features. Learners are generally thought to initially increase the size
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of their recognition vocabulary and then move on to issues of skillful use (Carter,
1987; Nation, 1984). The process by which L2 learners acquire this information
appears to take place gradually over a long period of time, is very complex and is
quite difficult
to investigate (Zimmerman, 1997b: 123).

Second, evidence confirms some word learning occurs incidentally as a result of
context-rich activities such as reading, but the processes are not clearly understood
(Coady, 1993; Nation and Coady, 1988).

Third, word knowledge involves a range of skills, including the ability to recall
meaning, infer meaning, comprehend a text and communicate orally (Stoller and
Grabe, 1993). No single approach can address all of these skills. When learners
receive input about vocabulary only from reading or only from the use of lists, drills
or skill-building activities, they have not addressed the range of skills required for
word use. Accordingly, word learning is facilitated by approaches that provide
varied experiences (ie, with reading, writing, speaking and listening). These
experiences should ideally be multifaceted in what they require of the learner and
rich in what they reveal about the target words (Nation, 1984; Stoller and Grabe,
1993).

As mentioned in Section 3.2, Nation’s writing on vocabulary acquisition has had a
strong influence on the design of the TIFL curriculum materials. Nation writes
principally from the viewpoint of an ESL teacher, and in the 1970s had published

8

This study of contextualised reading-related activities for vocabulary development is reviewed in
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largely in ELT journals (eg, Nation,1974, 1975, 1977, 1978a, b). One of his most
important works is Teaching and Learning Vocabulary, published as an occasional
paper by Victoria University of Wellington, and later republished by Newbury
House (Nation, 1984, 1990). It is a very thorough treatment of the subject, and is
referred to by numerous recent writers on vocabulary (eg, Arnaud and Savignon,
1997; Brown, 1993; Coady, 1993; Dubin and Olshtain, 1993; Laufer, 1997;
Paribakht and Wesche, 1997; Stoller and Grabe, 1993; Zimmerman, 1977b). The
author index of Schmitt (2000) contains no less than 17 entries for Nation.

According to Nation (1984: 1-3), in teaching vocabulary it is important to be aware
of both the frequency and range of occurrence of vocabulary items. Words with a
narrow range only occur in specialised areas. Words with high frequency generally
have a wide range. It is generally better to learn very frequent words before learning
low frequency words. High frequency words deserve considerable time and attention
from both the teacher and the learner. Importantly, it is stated that explicit teaching
is probably essential for the most frequent words of any L2, because they are
prerequisites for language use. The learning of these basic words cannot be left to
chance, but should be taught as quickly as possible, because they open the door to
further learning.

There are a very large number of words which have very infrequent occurrence
(Ibid: 4). For example, when learners of English have learned 1,000 words, they
know about 74% of the words in any English text. However, to know the other 26%
they would need to learn over 85,000 words! If repetition is necessary for learning,

Section 4.2.10.
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then these low-frequency words will not be learned by meeting them in context,
because they are so seldom met. It is not worth teaching them either, because they
will be met only once or twice in non-specialised reading – and in any case, they will
be forgotten quickly because of a lack of repetition. Learning such words is
‘expensive’ in the sense that the return for the learning effort is extremely low.
Therefore, learners need to have ways of coping with them that do not involve
having to learn each one (eg, recognising word parts, guessing from context,
dictionary skills).

However, Nation (Ibid: 15) emphasises that frequency is not the only issue of
importance. Some words which occur only infrequently, such as ‘soap’, ‘bath’,
‘stomach’ and ‘chalk’, are nevertheless important for learners. Other words that are
high-frequency are not important for learners, at least in the early stages – eg,
company, deal, labour, stock. Therefore other criteria besides frequency are
important, such as coverage, ease of learning or learning burden, language needs and
regularity. Coverage is the capacity of a word to take the place of other words.
Learning burden refers to the fact that learners have to make some effort to
understand and remember each new item. In general, the learning burden of a word
is light when the meaning of a word is predictable from its form, when its meaning
corresponds to the meaning of an L1 word, and when the various uses of the word
are all related to an underlying concept (Ibid: 27). Language needs refers to
everyday needs of communication in speaking and writing. These include personal
needs, social needs, thinking needs, labelling needs and classroom and teaching
needs. A learner’s vocabulary should fill a range of needs (Ibid: 18). Regularity
refers to words with regular inflections and regular grammar. It is best to choose
these where possible. As well, words that can be used in as many sentence patterns
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as possible are good ones to teach. Some words can occur in only a few of the
expected patterns (Ibid: 18).

Nation (Ibid: 20-21) also discusses in detail the criteria for defining the boundaries
between words. It is in the learners’ and teacher’s interest to define words so that
the amount of learning is reduced. Dictionaries try to distinguish several meanings
of a word rather than show the common features running through various uses.
Defining a word by looking for the concept that runs through all its uses reduces the
number of words to learn. For instance, from the point of view of an Indonesian, the
English word ‘fork’ is the equivalent of several Indonesian words: garpu (the fork
we eat with), pertigaan or simpang jalan (fork in a road), and cabang (fork in a tree
– cabang is also the word for branch). Treating meaning in one language as if it was
just a mirror of the other hides such differences. One of the educational values of
learning a foreign language is seeing how the foreign language divides up
experience in a different way from the mother tongue. Another reason for drawing
attention to the underlying concept is that every occurrence of the word will then act
as a repetition of what was taught instead of as a different item. Each occurrence of
the word will contain known features and will help previous learning.

Nation (Ibid: 21-23) also discusses what is involved in knowing a word. Receptive
knowledge involves being able to recognise a word when it is heard or seen. If we
know a word we can recall its meaning when we meet it. We can also see which
shade of meaning is most likely for the context it occurs in. Receptive knowledge
also involves having an expectation of what grammatical pattern the word will occur
in; eg, knowing the verb ‘suggest’ involves the expectation that this word is likely to
be followed by an object in the form of a clause. Knowing a word also means
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knowing whether it is a frequently occurring word or a rare one. It means knowing
register restraints that affect the appropriateness of a word, eg, whether it is oldfashioned, colloquial, formal, neutral, regional, impolite or blasphemous.

Productive knowledge of a word includes receptive knowledge and extends it. It
involves knowing how to pronounce the word; how to write and spell it; and how to
use it in correct grammatical patterns along with the words it usually collocates with.
It also involves not using the word too often if it is typically a low frequency word,
and using it in suitable situations. When teaching words that might be used
inappropriately, the teacher needs to teach the situations for using the words as a part
of their meaning. This is a good opportunity for the teacher to give some
understanding of the values held by speakers of the TL. Higher-level productive
knowledge includes being able to use the word as an example of the meaning it
represents, and being able to think of suitable substitutes for it if they exist.

Collocations are also important in vocabulary knowledge. Collocation is a part of
the shadowy area between grammar and meaning. A collocation is a group of words
which tend to come together, eg, when verbs take particular prepositions. Knowing
a word involves having some expectation of the words that it will collocate with.
This idea has been expanded recently into the Lexical Approach (eg, Lewis, 1993;
Nattinger and DeCarrico, 1992; Willis, 1990). According to the Lexical Approach,
the brain can remember lexical chunks as easily as words, and can actually retrieve
lexical chunks more easily than it can retrieve single words and then fit them into
appropriate syntax – a more complicated process. This has important implications
for pedagogy.
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Nation’s ideas about vocabulary teaching will be returned to in the discussion on
vocabulary learning activities in the TIFL materials (Section 6.4.3).
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4.2.10

L2 Reading instruction

Research on L2 reading instruction is relevant to this study because the TIFL
materials contain a great deal of reading material in the form of numerous authentic
Indonesian texts. There is an enormous amount of research on reading in the L1.
Alderson (2000:1) states that the number of different theories of reading is simply
overwhelming: what it is, how it is acquired and taught, how reading relates to other
cognitive and perceptual abilities and how it interfaces with memory – such that it
would be impossible to summarise it. How reading in a second language differs
from reading in a first language has not been so extensively explored, and the
research relates mainly to ESL, where the needs of students of ESP and particularly
EAP have prompted research (eg, Carrell et al., 1988). There is a very much smaller
amount of research on FL reading (eg, Alderson and Urquhart, 1984). In any case,
according to Alderson and Urquhart (1984), it is difficult to draw a clear distinction
between L1 and SL/FL reading – in fact, it is not clear to what extent reading in a FL
is different from reading in L1.

This section will be selective and only touch on some aspects of research on reading
that are thought relevant to the purposes of this study. First, the nature of reading is
briefly considered. Based on that, a construct of reading ability is sought. Third, the
process of developing reading ability in a foreign language is considered. Topics of
particular relevance to second language learning such as vocabulary knowledge,
grammatical competence, learner strategies, motivation and instructional
intervention will be discussed.
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The nature of reading

The process of reading means the interaction of reader with text. Many things go on
in this process and it is highly variable. It is also normally silent, internal and
private, which is why it is difficult to understand, despite the large amount of
research that has been done (Alderson, 2000: 3-4). To a certain extent this is
because a text does not contain ‘meaning’ which is waiting to be discovered by an
able reader. A text has ‘meaning potential’. Meaning is created in the interaction
between a reader and a text (Widdowson, 1979a). Thus reading can also be viewed
in terms of its product, ie, comprehension.

A construct of reading ability

According to Alderson (2000: 2-5), the task of developing a perfect construct of
reading ability is still far from complete. Earlier research into reading used a
product approach. Researchers would typically design tests of understanding of
particular texts, and then inspect the relationship between the results of the test and
variables of interest. However, what readers understand from text varies, and it is
difficult to measure understanding, which depends on the validity of the measures
used and the ‘accuracy’ of the researcher’s definition of ‘adequate understanding’.
Product approaches to reading became unfashionable in the 1970s as research efforts
concentrated on understanding the reading process (eg, Smith, 1978), and teachers of
reading endeavoured to improve the way in which their students approach text.
However, due to a growing realisation that processes of reading are more complex
than originally assumed (plus the inevitable pendulum swing in research and
teaching fashion), interest in the product of reading – comprehension – has revived
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in recent years. The relationship of reading and vocabulary has also become a focus
of recent interest (eg, Coady and Huckin, 1997, Huckin et al., 1993).

Research has attempted to discover whether reading is composed of different
subskills that might relate to one another within a taxonomy or hierarchy of skills.
Many different lists have been developed. Munby (1978) produced a list which has
been influential in SL curriculum materials and syllabus design. It distinguishes the
following reading ‘microskills’:
1. Recognising the script of a language
2. Deducing the meaning and use of unfamiliar lexical items
3. Understanding explicitly stated information
4. Understanding information when not explicitly stated
5. Understanding conceptual meaning
6. Understanding the communicative value of sentences
7. Understanding relations within the sentence
8. Understanding relations between parts of text through lexical cohesion
devices
9. Understanding cohesion between parts of a text through grammatical
cohesion devices
10. Interpreting text by going outside it
11. Recognising indicators in discourse
12. Identifying the main point or important information in discourse
13. Distinguishing the main point from supportintg details
14. Extracting salient details to summarise (the text, an idea)
15. Extracting relevant points from a text selectively
16. Using basic reference skills
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17. Skimming
18. Scanning to locate specifically required information
19. Transcoding information to diagrammatic display

However, the credibility of Munby’s taxonomy of reading skills has been damaged
by criticism that it is a collection that includes not only skills but strategies and basic
knowledge; furthermore, that it is not empirically based. For example, Matthews
(1990) claims that ‘understanding explicitly stated ideas’ is nothing more than the
‘skill’ of knowing the meaning of the word ‘tree’. Matthews calls for a better
understanding of the skills involved in reading; eg, she points out that speed and
automaticity in word recognition are important skills in reading (viz. Eskey and
Grabe, 1988) that do not appear in Munby’s taxonomy.

Lunzer et al. (1979) report on a very carefully designed and analysed study that
attempted to determine whether reading comprehension consists of a hierarchy of
skills or a unitary ability. The findings did not support the hierarchy of skills
hypothesis. Alderson (2000: 11) puts the case strongly that reading involves the
simultaneous use of different and also overlapping skills, and that the division
commonly made into ‘higher’ and ‘lower’ skills does not seem to be justified by
empirical evidence.

According to a number of researchers, reading is essentially divided into two
components: decoding (word recognition) and comprehension. In this view,
comprehension consists of parsing sentences, understanding sentences in discourse,
building a discourse structure and then integrating this understanding with what one
already knows. This comprehension process is not unique to reading but also
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describes listening comprehension. In other words, these are linguistic skills, not
reading skills. The difference between the mental processes involved in listening
and reading is suggested to be minimal. Comprehension is seen as a centrallydetermined function operating independently of the mode of presentation of the
material. Danks and Pezdek (1980) report on many studies and support this view of
comprehension.

Grabe (1991) proposes that the fluent reading process includes the following six
component elements:
1. Automatic recognition skills
2. Vocabulary and structural knowledge
3. Formal discourse structure knowledge
4. Content-world background knowledge
5. Synthesis and evaluation skills or strategies
6. Metacognitive knowledge and skills monitoring

Bialystok (1991: 75) states that reading makes stringent demands on attention, as
graphemes and meanings compete for their importance to fluent reading. Even
within reading, different styles of reading and different purposes for reading demand
different attentional strategies. Skimming and reading to study for a test are
examples of two reading activities that would invoke radically different control
procedures. Being able to adjust reading style in such ways is a measure of the level
of the learner’s control of linguistic processing. Adult SL learners have an
advantage in developing this control, because they have essentially only to master
the new language system. They have a considerable skill base upon which to build.
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Child SL learners must develop the underlying skills, ie, knowledge of the world and
knowledge of the structure of the linguistic system, while acquiring language.

The development of reading ability

Theories of reading generally distinguish between levels of understanding of a text,
eg, literal understanding, undertanding of meanings not directly stated and
understanding of the main implications of a text. Not only that, but it is assumed
that readers first learn how to understand texts literally, then to infer meanings from
text, and only later do they learn how to approach text critically, to evaluate text, and
so on. In fact, the empirical justification for such assumptions is very slight, as
mentioned above. There are many variables in the development of reading ability
that relate to factors within the reader, such as the state of a reader’s knowledge and
reader’s motivation to read, and the way these factors interact with the reader’s
reasons for reading a text (Alderson, 2000: 32-34). Strategies that readers use when
processing text have also received recent scrutiny, particularly ‘interactive reading’,
which means combining ‘top-down’ and ‘bottom-up’ strategies (eg, Carrell et al.,
1988).

According to Cohen (1991: 116), in the field of second languge reading, potentially
good readers may not realise their potential simply because they neglect to utilise
productive reading strategies. He lists the following strategies that good second
language readers are likely to use to a lesser or greater extent as they read:
1.

Clarify their purpose for reading the material at hand

2.

Look for how the reading material is organised

3.

Distinguish important points from trivia
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4.

Jump around in order to get a good sense of where the piece is going

5.

Read for meaning – using as fully as possible their world knowledge, their
knowledge of the particular subject matter, and their knowledge of linguistics

6.

Read in broad phrases (not word-for-word)

7.

Rely on contextual clues (preceding and following context), vocabulary
analysis and grammar to interpret unknown words, rather than referring all
the time to the dictionary or a glossary

8.

Keep the previous material in mind while moving on to new material, and use
ongoing summaries of what was read

9.

Make predictions regarding what the next portion of text will be about

10.

Look for markers of cohesion (ie, connectives, pronominal reference, lexical
repetition or substitution, and the like).

Further, if good readers become aware that they have failed to comprehend
something, then they usually take corrective action. How they do this depends on
the individual reader, and what they do is less important than that they do something.

Koda (1997) suggests that although it is not helpful to teach mandatory strategies,
because each student has their own preferred reading and learning style, it is helpful
to offer explicit strategy instruction. He reports on two case studies of SL learners
that illustrate the strengths and weakness of both holistic and analytical approaches
to reading. The holistic approach that is often recommended in CLT has the
drawback that the readers miss important detail. However, if the learner is too
analytical, reading becomes an intolerable burden. This results in the learner reading
too little and therefore not developing their reading skills. He recommends helping
students to develop flexibility.
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Another area that has attracted interest is whether L1 reading ability is important to
the development of L2 reading ability. This has been the topic of considerable
research on reading in ESL, eg Carrell (1991). Alderson (2000: 39) states that the
clear conclusion of studies is that L2 knowledge is more important than L1 reading
ability, and that a linguistic threshold exists which must be crossed before L1
reading ability can transfer to the L2 context. However, this linguistic threshold
varies with the level of difficulty of the reading task. Things that can make reading
more demanding include text topic, text language, background knowledge and task
type.

Motivation is a serious issue in FL reading. Most reading that we do in real life is to
obtain meaning for some purpose – which may be quite trivial, and is often for
pleasure. In FL reading, the reader’s only purpose in reading is often because it is
an assignment for a class. The motivational ‘pull’ to read for such a purpose is
weak. Obviously topic interest will increase motivation to read, and there is some
evidence that topic interest increases reading comprehension as well. However, the
research that has been done has tended to confound prior knowledge and topic
interest. Fransson (1984) found that prior knowledge does not necessarily equate
with topic interest in his study of extrinsic and instrinsic motivation. He had
assumed that subjects (university students) would be interested by texts in their own
knowledge area, but this was not necessarily so. A study by Carrell and Wise (1998)
found the same thing. Further, the results of the Carrell and Wise study and previous
studies (eg, Carrell, 1983) indicate that the effect of such affective factors is quite
complex and variable. For example, it seems that tertiary students in an academic
setting have a higher tolerance and greater persistence in dealing with topics in
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which they have low inherent interest and low prior knowledge than do secondary
students. Females seem to have more persistence in dealing with subjects that lack
intrinsic interest. Text appeal is thus extremely difficult to predict. The only thing
that can be concluded with certainty is that comprehension is likely to suffer when
students have both low prior knowledge and low interest in a given topic.

Knowledge of genre or text type, as well as knowing how information is signalled,
has long been thought to be of importance in facilitating reading. However,
Alderson (2000: 40) reports that there has been little emprical research into readers’
knowledge of the text features of particular genres. Research has tended to
concentrate on the textual features themselves and how they contribute to text
readability, rather than on the state of readers’ knowledge of such features.

The development of schema theory has attempted to account for the consistent
finding that what readers know affects what they understand. Schemata are seen as
interlocking mental structures representing readers’ knowledge. When readers
process text, they integrate the new information from the text into their pre-existing
schemata. As well, their schemata influence how they recognise information as well
as how they store it. Carrell (1983) suggests that schemata can be distinguished as
formal schemata (knowledge of language and linguistic conventions and features of
genres) and content schemata (knowledge of the world and the subject matter of the
text).

Schemata are an important issue, because lack of knowledge of the target culture can
cause distortions and misunderstandings in FL reading. Steffensen and Joag-Dev
(1984) point out that reading comprehension is a function of cultural background
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knowledge. If readers possess the schemata assumed by the writer, they understand
what is stated and effortlessly make the inferences intended. If they do not, they
distort meaning as they attempt to accommodate even explicity stated propositions to
their own pre-existing knowledge structures (eg, sun is something to be sought in
cold climes, something to be avoided in hot ones). They suggest that teachers move
to minimise interference and maximise students’success in bridging to the target
culture; eg, when students’ reponses to a text indicate that a described event is
problematic, the teacher can probe to identify the scope of interference. The teacher
can then encourage an appropriate interpretation either by contrasting the
problematic event to a formally or functionally similar one in the L1 culture or by
providing enough information about such events so that the student has some of the
necessary cultural context.9

Vocabulary and structural or syntactic knowledge are two aspects of linguistic
knowledge that would intuitively seem to have a relationship to reading ability.
Structural knowledge has been shown to have a facilitative effect on reading (eg,
Rayner, 1990). Cooper (1984) contrasts ‘practised’ with ‘unpractised’ readers, and
concludes that what distinguishes the two groups is mainly knowledge of vocabulary
and understanding of semantic relationships between words, as well as the meaning
of common sequence connectors. His study found superior lexical competence
rather than greater syntactic competence was the key distinguishing feature in
reading ability. Berman (1984) claims that her research shows syntactic knowledge
is more important at sentence level, ie, in intensive reading, than in reading for gist.

9

Transmitting culture in language teaching is also discussed in Section 4.2.4.
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Regarding the relationship between syntax and reading, Alderson (1984: 25) makes
the criticism that EFL textbooks incorporating reading texts followed by grammar
often seem to use the texts mainly to provide language data, so that ‘the presence of
a passive construction triggers an exercise on the passive, with no apparent aim of
improving the students’ understanding of the text’. He suggests that comprehension
exercises at least aim at practising reading skills, and for that reason are more likely
to promote reading ability than such reading-triggered grammar exercises.

Having to struggle to read because of lack of vocabulary knowledge obviously
affects comprehension and takes the pleasure out of reading. Nation and Coady
(1988) report that readers need to know 98% of the words in an English text to gain
adequate comprehension and to be able to guess unknown words from context.
Moreover, Nation (1984) reports that in order to be familiar with 97% of the words
in an English text, a reader needs a vocabulary of roughly 5,000 word families or
8,000 lexical items. The corresponding figures for Indonesian are not known, but it
seems clear that the amount of lexical knowledge needed to be able to guess words
from context is daunting, and that guessing from context is much more difficult than
is commonly assumed. Moreover, Coady (1997) reports that counts of spoken and
written English show that written English contains twice as many word types as
spoken English. In other words, a great many words of low frequency are found
only in writing, and therefore, logically speaking, can only be learned by
encountering them in that context (this is true for Indonesian as well.) Therefore,
another problem facing the L2 learner is that many low-frequency words can be
learned only by reading, yet are difficult to learn from context unless the reader
already possesses a large vocabulary.
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Laufer (1997) discusses three lexical problems that may seriously impede reading
competence in a second language, ie, insufficient vocabulary, misinterpretation of
deceptively transparent words and inability to guess unknown words correctly.
‘Deceptively transparent words’ include words that look familiar though they are
not, eg, because of deceptive morphological structure (nevertheless = never less).
Other examples are idioms, false friends,10 words with multiple meanings and
‘synforms’ (eg, cute/acute). Guessing word meanings from contextual clues is much
more difficult than commonly supposed, according to Laufer. Problems include
non-existent clues; clues occurring in unfamiliar words; misleading or partial clues;
and incompatibility between the reader’s schemata and the text content. Quoting a
number of studies, Laufer claims that by far the greatest lexical factor in good
reading is the number of words in the learner’s lexicon. She claims that a large
vocabulary also solves the other two problems. The implications for pedagogy are
obvious.

Turning to practical issues of what the teacher can do to facilitate the development
of reading ability, it is obvious that one of the major challenges facing the teacher is
the interconnectedness of reading and vocabulary knowledge, and the circular nature
of the problem posed by two factors mentioned above, which is that probably the
most essential requirement for the learner to be able to read is sufficient vocabulary,
and yet much vocabulary is encountered only through reading. A related dilemma
connected with reading and vocabulary learning is pointed out by Nation and Coady
(1988: 101):

10‘ False

friends’ is a term for words that have similar derivation to a word in the L1, but a different
meaning. For example, konsekwen in Indonesian unexpectedly means ‘responsibly consistent’.
.
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‘The very redundancy or richness of information in a given context which enables
a reader to guess an unknown word successfully could also predict that the same
reader is less likely to learn the word because he or she was able to comprehend
the text without knowing the word.’

Furthermore, Bensoussan and Laufer’s (1984) research found that word guessability
was less a function of using the context than of learners applying ‘preconceived
notions’ about the meaning of a word or phrase -- which they identified as the most
frequent cause of incorrect guessing. In their study, wrong guesses occurred more
frequently than correct and approximate guesses. Also important was their finding
that the most popular reaction of their ESL student subjects to unknown words
appeared to be to ignore them. Paribakht and Wesche (1993 – quoted in Paribakht
and Wesche, 1997) likewise concluded, from introspective ESL student data about
how they dealt with unknown words in reading texts, that most of the subjects
ignored such words unless reading comprehension questions specifically required
that they be understood. This learner strategy of ignoring the meanings of unknown
words, although justifiable for general reading practice and increasing reading speed,
is not ideal for vocabulary enrichment over a limited instructional period. One of the
most important things a teacher can do to facilitate the development of reading
ability must therefore be to help learners acquire as much vocabulary as possible
from their reading.

Taking the view that if systematic development of L2 vocabulary is desired, it
cannot be left to the students themselves, and they cannot be expected to ‘pick up’
substantial or specific vocabulary knowledge through reading exposure without
guidance, Paribakht and Wesche (1997) conducted a carefully designed and
analysed classroom study of contextualised reading-related activities for vocabulary
development. Several classroom experiments were undertaken to explore the role of
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various vocabulary instruction techniques based on reading texts for vocabulary
learning by university ESL students.

The main question addressed was whether reading comprehension plus vocabulary
enhancement exercises led to more effective acquisition of selected vocabulary items
than did an equal amount of learning time spent on reading additional texts that
incorporated the same words, and the extent to which each instructional method was
effective. In the Reading Plus (RP) treatment students read selected texts (4 texts on
two themes) and answered the accompanying comprehension questions. They then
did a series of vocabulary exercises based on the target words from these main
readings. These exercises included such items as:
•

Read word list and notice the same words in the text (selective attention)

•

Match word list with list of definitions (recognition)

•

Find words in the text and match them to definitions (interpretation)

•

Replace words with target words from text (interpretation)

•

Classify connectives by type (interpretation)

•

Unscramble words to form sentences (production)

In the Reading Only (RO) treatment students likewise read selected texts and
answered accompanying comprehension questions. Instead of doing vocabulary
exercises, however, after reading each main text they read a supplementary text
composed to present again the target words from the main text, and then answered
another set of comprehension questions (a total of 8 texts related to two themes).
The aim was to further expose students to the target words through reading. All the
reading and comprehension questions were done at home, and the questions were
corrected in class.
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Interestingly, significant gains were achieved by students in both treatments for all
categories of target words. However, both quantitative gains and qualitative gains
(greater depth in knowledge of words) were greater in the RP group. It is interesting
that the RO groups also experienced significant gains, but the authors suggest this
may be partly due to the fact that the readings were thematically related and the
supplementary texts ensured that target words were presented several times in
different meaningful contexts. As well, answering comprehension questions may
have involved attending to and understanding the meanings and functions of certain
target words. The gains may then be partly attributable to the effects of redundant
presentation and doing the comprehension exercises. This may make a difference
compared to reading that only involves understanding the general meaning of a text,
as is often the case in ‘real world’ reading situations. Overall, the results indicate
that learners in the RO treatment acquired some words but that their knowledge of
many of these words tended to stay at the recognition level. In the RP treatment,
learners learned more words and their knowledge of many of these words reached
higher levels over a period of 3 months. In other words, focused vocabulary
instruction based on theme-related reading texts and using a variety of techniques
has shown greater effectiveness than reading comprehension alone for learning
selected vocabulary.

Paribakht and Wesche conclude that the significant but different gains shown in the
two treatments can be explained in the same way. Both treatments provided
redundant exposure to target words, varied and meaningful contexts of use that
furnished indications of their meanings and of the lexico-semantic-syntactic
relationships, and tasks calling for different kinds and levels of text processing
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involving these words. The reason for the better success of reading followed by
vocabulary exercises may be that these exercises ensured learned attention to
specific vocabulary items and required learners to analyse and understand the
meanings and functions of target words through different tasks. Both the amount
and variety of mental processing required may have influenced the likelihood of the
learners acquiring more knowledge of particular words.

Nuttall (1996), a very well-researched book on the pedagogy of teaching reading
skills in a foreign language, suggests that the general aims of a teaching reading in a
FL should be:
‘to enable students to enjoy (or at least feel comfortable with) reading in the FL,
and to read without help unfamiliar authentic texts, at appropriate speed, silently
and with adequate understanding.’ (Nuttall, 1996: 31)

Some points that she makes in support of this aim are that the teacher can only
promote, not pass on, reading ability, which is a private process. Students must
learn to read without help, on their own. Students must be equipped to tackle texts
that they have never seen before. In general, reading two texts is better than reading
one twice. At least some of the reading should be target texts, the sort of texts that
students will want or need to read after they have completed their course. The best
teaching encourages students to read things that interest them, which they choose
themselves, not just prescribed reading. Students must learn to read at different rates
for different materials and purposes, and must have practice in assessing what type
of reading is appropriate in various circumstances:
‘Unless you encourage them to skim and scan and treat some texts with a degree
of irreverence, they may never learn to take these risks, which are a necessary step
towards becoming a more effective reader.’
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Similarly, learners need to develop flexibility in the amount of understanding that
they require. This means various kinds of reading tasks should be given, not all of
which require the precision of careful study reading.

Finally, Nuttal (1996: 39) points out that intensive and extensive reading are
complementary and both are necessary in FL reading. There are reading strategies
such as scanning and skimming, and the use of a contents list, an index and similar
apparatus, that can be trained only by practice on longer texts. Longer texts can also
promote ability to discern such things as the accumulating evidence of a writer’s
point of view and the relationship between parts of a text.

Within intensive reading, both skills-based and text-based lessons should be
included. In a skills-based lesson, the intention is to focus on a particular skill, eg
inference from context. In order to develop this, a number of texts may be used,
each offering opportunities to practise the skill. Other aspects of the texts will not be
dealt with unless they contribute to the specific objective of the lesson. In a textbased lesson, on the other hand, the text itself is the lesson focus and students try to
understand it as fully as necessary.

In sum, many of the issues in FL reading are the same as the issues in L1 reading,
but the role of language skills, in particular the role of vocabulary knowledge, is
more problematic and assumes greater importance.
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4.2.11

L2 Listening comprehension

Because the TIFL Tertiary Curriculum Materials Project produced audio and video
teaching materials, L2 listening comprehension is an important issue in the area of
classroom L2 acquisition to be considered in this review of literature.

Morley (1995:186) observes that L2 listening comprehension began to emerge as an
issue in the early 1970s. Notions began to emerge that perhaps listening had a more
important role than merely that of a pattern input for learning to ‘speak’ an L2.
Rubin (1995:7) remarks that as second and foreign language teachers have come to
recognise that development of the skill of speaking does not necessarily promote
competence in listening, the need for teaching listening comprehension as a separate
skill has been recognised. Listening is now seen as a critical aspect of
communication because a great deal of a person’s time is spent listening. Listening
is also being recognised as an important facilitator of language acquisition. Learners
interact with speakers to clarify input and in the process of so doing they learn more
about the new language.

According to Rubin (1995:7-8), listening is now conceived of as an active process in
which listeners select and interpret information which comes from auditory and
visual clues in order to define what is going on and what the speakers are trying to
express. ‘Active’ means that listeners get information (from visual and auditory
clues) and relate this information to what they already know. ‘Select’ means that in
the process of making sense of the input, listeners use only a part of the incoming
information to make sense. ‘Interpret’ means that in trying to make sense of the
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input, listeners use their background knowledge as well as the new information to
decipher what is going on and figure out what speakers intend.

In other words, listening appears to be very similar to reading as SL input. Listening
input is processed in much the same way as reading input, and comprehension is
highly dependent on vocabulary knowledge and background knowledge. The
exception is that listening comprehension presents different decoding problems (eg,
a speaker’s accent can affect comprehensibility). In fact, many things can make an
utterance ambiguous. For example, speakers may not speak clearly because they are
thinking as they speak; what they mean may only become clear as the dialogue
evolves; and they may even be deliberately ambiguous to see how listeners interpret
the message. As well, listening presents the particular problem for learners that its
pace cannot usually be regulated by the listener, unlike reading, where the reader can
slow down or go back to give more attention to parts that are less easy to
comprehend. Once heard, speech is gone, and cannot be re-examined. For SL
learners, listening is the skill that makes the heaviest processing demands, because
learners must store information in short-term memory at the same time as they are
working to understand the information. In conversation, there is also the burden of
simultaneously planning how to respond. Perhaps these characteristics of listening
have something to do with the fact that the most cogent materials on listening appear
to be written from the practical viewpoint of devising the best pedagogic techniques
to prepare the learner for real-life listening.

According to Ur (1984: 9-10), most real-life listening is characterised by the
following features:
1.

We listen for a purpose and with certain expectations.
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2.

We make an immediate response to what we hear.

3.

We see the person we are listening to.

4.

There are some visual or environmental clues as to the meaning of what is
heard.

5.

Stretches of heard discourse come in short chunks.

6.

Most heard discourse is spontaneous and therefore differs from formal
spoken prose in the amount of redundancy, ‘noise’,11 and colloquialisms, and
in its auditory character.

Sometimes particular situations may lack one or more of the above characteristics
(eg, watching television or listening to a lecture), but it is rare that none of them are
present at all. We seldom listen to long stretches of ‘disembodied’ discourse. She
makes the point that classroom practice should incorporate characteristics of real-life
listening such as the ones listed above, and that listening should always be
constructed around a task. A task is in fact the realisation of the twin ideas of
purpose and expectation that are normally present in a natural listening situation.
Learner responses should be intermittent and on-going during the listening. Tasks
should be varied and interesting, and relevant to learners’ interests, and they should
be success-oriented. Students should get immediate feedback on their success,
because otherwise they will have forgotten what they were listening to and the
feedback will be meaningless.

Brown (1995: 59-60) summarises what is known about factors that make listening
comprehension easier or more difficult. We know that learners find it easier to

11

‘Noise’ means any kind of interference which impedes reception by the listener.
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understand speakers who normally speak slowly and clearly. We know that listeners
find it easier to understand language which is addressed directly to them and shaped
for their current state of knowledge, rather than language which they merely
overhear, between speakers they do not know, whose assumptions of knowledge
may not apply to them. We know that listeners understand better if they are not
intimidated by speakers, and if they do not have to hurry to give a response. We
know that listeners find it easier if they can ask questions and check their correct
understanding while they are listening. We know, too, that it is easier to understand
language which has to do with the here-and-now, visible world, ie, fully
contextualised.

Morley (1995: 187-191) identifies four perspectives from which listening instruction
has been viewed by SL teachers, and four main types of listening exercises that have
been used. She suggests that the more advanced, more communicative models are
better, though all can still have a role in an instructional program.

Model 1 is pattern matching: i.e., listening, imitating, memorising. This is strongly
associated with the audiolingual approach. In audiolingualism, higher-level
cognitive processing was not an intentional focus of the ‘mim-mem’ procedure
(Section 4.3.2). Listening with understanding might or might not be a spin-off
product of instructional exercises. The listening, repeating and imitating technique
is now dismissed by many as an outmoded technique from an earlier paradigm.
Morley points out that one cannot learn oral language without an input source and
output behaviour (ie, oral model and attempts to match the model). However, this
type of listening activity can no longer be considered to be of much value as a
listening comprehension exercise.
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Model 2 is processing discrete-point information: i.e., listening and answering
comprehension questions. Materials designed from this perspective feature a student
response pattern based on a listening-and-question-answering model. The procedure
characteristically is to ask students to listen to an oral text and answer (primarily)
factual questions, a kind of ‘testing camouflaged as teaching’. It utilizes familiar
question-types adapted from traditional reading comprehension exercises (eg, yes-no
questions, true/false, multiple choice, matching, short answer). Such exercises are
not truly communicative: beyond a kind of manipulation of discrete pieces of
information, students do not ‘use’ the information in any meaningful or functional
way. The approach does help learners develop listening as a skill in its own right,
but only in a unidirectional non-interactive mode. Such listening programs are not
sufficient to the task of developing functionally competent listening skills. It is a
mode of exercising at a ‘bottom-up’ level of cognitive processing that is only one
narrowly-focused point along the spectrum of listening comprehension instruction.

Model 3 is listening and using: i.e., language use and language analysis tasks. This
model emerged in line with task-based teaching. In this model the perspective shifts
to listening and then actually using the language input/intake, not just answering
questions about it. Tasks include both language use and language analysis type
tasks. The purpose of language use tasks is to give students practice experiences in
listening to get meaning from oral discourse and make true functional use of it
immediately. Language analysis tasks give students opportunities to analyse
selected aspects of language/discourse structure or function and to develop some
personal analysis strategies that will facilitate learning. The goal of the language
analysis tasks is language consciousness-raising and strategy-development.
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Model 4 is interactive communication: i.e., critical listening, critical thinking,
effective speaking. The previous three models have all been discovered to be
inadequate because much real-world listening is not in a unidirectional mode. Far
more complex behaviours are required within bidirectional and multidirectional
listening contexts, including an array of communicative skills such as sociolinguistic
competence, discourse competence and strategic competence, in addition to
linguistic competence. In this model the comprehension task is situated in a context
that requires not only instant decoding, but also critical thinking and instant-response
encoding – a sophisticated interactive listening-thinking-speaking model with
performance demands that present serious problems for second-language learners.
This type of listening situation has come to the attention of researchers because it is
a high-priority focus and a stress-producing concern for ESL learners in higher
education settings. It has been realised that EAP curriculum designers need to
address learners’ needs for expertise in bidirectional and multidirectional contexts.

Buck (1995:125-126) makes a strong case for communicative practice as the most
important listening activity. Communication takes place when information is
conveyed from one person who has it to another who does not. This information can
be anything, eg, a fact, an opinion, an intention, a feeling. Learners must listen
because they want to know what is being said. They must have a purpose for
listening, but that purpose may differ from one listener to the next. He emphasises
strongly that the richest source of listening texts can be teachers themselves:

‘Surely the best texts are live texts, and teachers are the best and easiest source of
those. … My advice is to get into the habit of talking to your students. It doesn’t
matter what you talk about as long as they find it interesting and are prepared to
listen. Find out what interests them, then talk about it. … You don’t have to be an

244

expert, and you don’t even have to be right. All you have to do is be interesting.’
(Buck 1995: 126)
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4.3

LANGUAGE PEDAGOGY

‘Insofar as research findings offered guidance for educational change, it was the
responsibility of the teaching profession to explore ways of assimilating this
advice into the overall design of effective and efficient pedagogy.’ (Davies et al.,
1984: 287).

In everything a teacher does – the planning of a course of study, classroom routines,
value judgements, day-to-day decisions – theoretical assumptions are implicit.
However, teaching is not a science, but a practical art. It is sometimes even referred
to as the 'craft’ of teaching. The teacher's task is to plan and organise a sequence of
learning experiences so that language learning will occur, and the teacher's concern
is overwhelmingly with the practical aspects of that task.

H.H. Stern (1983) identifies five areas that language pedagogy draws on for its
fundamental concepts: the history of language teaching, linguistics, sociology,
psychology and education. Ellis (1994: 4) suggests that language pedagogy will
draw on SLA research in the same way as it draws on other areas of enquiry, that is
because its aims – the description and explanation of how L2 learning takes place –
are of obvious relevance to the practice of language teaching. SLA theory is not
capable of providing teachers with recipes for successful practice, though it can
provide insights which they can use to build their own explicit theory.

Books about language pedagogy are often seen as simplistic by applied linguists
because they are prescriptive. That is because they are about planning for action.
The predilection of teachers for practical advice is due to their awareness that
nothing is more uncertain than what will happen in the classroom. Sometimes
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planned activities 'work' and sometimes they don't. There are so many variables
which cannot be controlled in teaching that practising teachers have to be satisfied
most of the time with very imperfect realisation of what they would like to happen.
There is thus little incentive for teachers to think ‘scientifically’ in their daily work.

However, what actually happens in the classroom makes a difference to the learners'
progress towards achieving proficiency. Accordingly, this review now moves to the
literature about the actual techniques of language teaching, as part of the knowledge
base required to evaluate the TIFL tertiary curriculum materials in terms of their
avowed communicative orientation. Communicative language teaching (CLT),
communicative methodology (CM) and communicative curriculum design are
described and discussed within the framework of developments in second language
methodology. This review, like the previous review of SLA theory and research
literature, is not intended to be exhaustive, but is limited to approaches that have
particular relevance to the aims of the study.

Before going further, the issue of the difference between second language (SL) and
foreign language (FL) pedagogy needs clarification. According to Stern (1983: 1516), the two terms 'second language' and 'foreign language' are used synonymously
for the most part in applied linguistics, but in certain cases there is a conceptual
difference. In contrasting 'second' and 'foreign' language there is consensus that a
necessary distinction is to be made between a non-native language learnt and used
within one country (usually having official status or a recognised function within
that country), to which the term 'second language' has been applied; and a non-native
language learnt and used with reference to a speech community outside national or
territorial boundaries, to which the term 'foreign language' is commonly given. This
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is because an SL that is used within the country is usually learned with much more
environmental support than an FL, whose speech community may be thousands of
miles away; in fact an SL may well be learned informally.

From the point of view of pedagogy, a foreign language requires more formal
instruction and other measures to compensate for the lack of environmental support.
FL teaching is often likened to 'gardening in a gale' of L1. As well, FL language
programs often have different goals from SL language programs.
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4.3.1

The grammar-translation approach

“I have not hesitated to invite the learner, who will follow the guidance of the
present work, to … face as soon as possible the constructions of the Infinitive
Mood, of the Relative and Interrogative Pronoun, of the Conjunctional Clause,
and some of the main uses of the Subjunctive Mood, and of the Latin, as
compared with the English, Tenses.” (Dr. G. G. Bradley, quoted in Mountford
1938: v)

The grammar-translation (GT) approach is still alive and well in university language
departments and it is important to understand the ideas that underlie it and the reasons
for its appeal. According to Stern (1983), no full and carefully documented history of
GT exists, but it is known that it was not until the late eighteenth century that the
regular combination of grammar rules with translation into the TL as the principal
practice technique became popular. In the nineteenth century, GT was considered by
practitioners to be a necessary preliminary to the study of literary works, and as an
educationally valid mental discipline in its own right – the source of the view one still
hears expressed today that learning Latin (pre-eminently GT in pedagogy) is a valuable
mental discipline. GT lays little or no emphasis on the speaking of the L2 or listening
to L2 speech; it is mainly a book-oriented method of working out and learning the
grammatical system of formal written language.

Stern (1983) and Krashen (1982) offer descriptions of the techniques used in the GT
approach. In GT, the language is presented in short grammatical chapters or lessons,
each containing a few grammar points or rules which are set out and illustrated by
examples. Technical grammatical terminology is not avoided. The learner is
expected to study and memorise rules and examples, such as conjugations of verbs
or lists of prepositions. Vocabulary is not presented systematically (which makes
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memorisation a burden). Exercises consist of words, phrases and sentences in the
L1, which the learner translates into the TL in order to practise particular items or
groups of items. This may extend to composition in advanced classes. One of the
features of GT is that the practice sentences often illustrate a number of rules
simultaneously, as well as drawing on a range of disparate vocabulary items. This
tends to make language-learning appear to be a matter of puzzle-solving. Figure 10
reproduces two pages from a well-known Latin coursebook which illustrates all the
characteristics of GT that have been described here.

As well as translating into the TL, translation from the TL is a highly important part
of the approach, because GT is associated with the view that the purpose of language
learning is to appreciate the 'high culture' embodied in the TL literature. It follows
that the passages for translation from the TL are chosen not for their interest value
but as examples of good style or as samples of the literary canon of the target
culture.

Krashen (1982:129) analyses the GT approach in terms of his ‘requirements for
optimal input’.12 Language input in GT is provided mainly by the reading
selections. These are nearly always much too difficult, often requiring ‘cryptoanalytic decoding’ (Newmark, 1966), and the focus is more strongly on form than on
meaning. Students read word by word, and consequently rarely focus completely on
the message. Topics may be interesting, but the interest they excite is at best
moderate and rather detached. The sentences in the translation exercises are
generally comprehensible, but they are designed to focus the students’ attention on

12

Detailed in Section 4.2.2.
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Figure 10: Sample pages from Sir James Mountford’s Bradley’s Arnold Latin
Prose Composition (Mountford, 1938), a classic example of GT.

Please see print copy for Figure 10
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form. GT is grammatically sequenced, proceeding from what the author considers
easy parts of the syntax to more complex ones. In quantity the TL input is not great,
and it is rarely supplemented by teacher talk in the TL. The affective filter level
tends to be very high because this method puts the student on the defensive and
because the use of the Monitor is constant. Students are expected to be able to
produce immediately, and are expected to be fully accurate (in writing, not usually in
speaking). Anxiety level is particularly high for learners who have less aptitude or
are less inclined towards grammar study. High levels of anxiety make language
acquisition ‘uphill work’. GT does not attempt to help students manage
conversations with native speakers.

In spite of many attacks by reformers, which go back more than a century, GT is still
widely employed today, particularly in university language teaching and in less
commonly taught languages where pedagogy is less developed. Stern (1983)
suggests that it is worthwhile to reflect on what makes the approach so robust. He
points out that because adult learners do use the L1 as a reference system in
constructing their IL, therefore cross-lingual techniques such as translation are a
'natural' learning strategy and can be helpful to a certain extent. Furthermore, some
learners find formal, analytical explications of grammar extremely helpful because
this approach suits their cognitive style.

It could be added that as students learn the rules and work through the exercises and
translations, they experience a sense of achievement. Further, GT is not always dry
and dull. A skilled teacher can make the explication of texts into a fascinating
experience for students. Students may experience great mental stimulation and be
captivated by revelations about the target language and culture, and feel they are
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learning much. Indeed they are, but they are not acquiring an ability to respond with
automaticity in oral interactions.

Stern's (1983) assessment is that, despite its many strengths, a major defect of GT is
in the limitations of its practice techniques, which never emancipate the learner from
the dominance of the first language. Because the TL is always viewed as an object,
through the window of the L1, learners never learn the skills of speaking. Further,
they are exposed to little TL of the sort that would be useful in conversation.

Another drawback of GT is that the emphasis on analysing every word in a text in
terms of grammar not only fails to help, it positively hinders development of another
important communicative skill – that of understanding message in a linguistic
context which is only partially understood (Johnson and Johnson 1998: 71).

It was reaction to the limitations of this type of language teaching and learning that
contributed to the enthusiasm that greeted the Communicative Approach.
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4.3.2

The audiolingual approach

‘Like sin, error is to be avoided and its influence overcome, but its presence is to
be expected.’ (Brooks, 1960, quoted in Ellis, 1994)

The audiolingual approach – originally known as the aural-oral approach – has
become synonymous with with the Audiolingual Method, which was launched in the
U.S. in the years following World War II. The term ‘audiolingual’ was proposed by
Brooks (1960: 201) to replace the awkward expression ‘aural-oral’. It is also known
as audiolingualism.

The audiolingual approach is important in language teaching because it superseded
(though never completely replaced) GT. By historical accident, the first period of
interest in Indonesian language coincided with period when audiolingualism was the
accepted paradigm in language teaching, with the results that audiolingualism has
been very important in the teaching of Indonesian. Furthermore, as mentioned in
Section 2.3, the Wolff audiolingual course materials (Wolff 1975; Wolff et al., 1984,
1986), were the most complete tertiary Indonesian course materials in existence
before the TIFL materials, and have exerted a strong influence on Indonesian
language teaching world-wide.

Johnson and Johnson (1998) state that the roots of audiolingualism lie in four
strongly American-influenced developments:

•

the entrenchment of positivist pragmatism

•

the blossoming of American structural linguistics
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•

behaviourist psychology

•

the expression of ‘scientific thought’ through formalisms, with the resultant
exclusion from debate of the uninitiated

However, these developments only came to bear upon language teaching because of
opportune circumstances that arose during World War II and its aftermath. In World
War II, the American armed services found there was a need for mastery of foreign
languges by service personnel. Help was sought from structuralist linguists, who
develped the mimicry-memorization (‘mim-mem’) method, which was successfully
used by the Army Specialized Training Program. After the war, structural linguists
worked with behavioural psychologists to create a method for school use, which was
presented to language teachers in a crusading spirit as the first ‘scientific’ language
teaching method.

Both structuralist linguists and behaviourists were imbued with positivistic
pragmatism. According to this view, the phenomena of the world (including
language) were to be interpreted through the senses. The structuralists worked on
surface data, concentrating on classificatory or taxonomic activities – an appropriate
area for field linguistics but leading to a ‘repertoire’ view of language as ultimately
finite entities. The behaviourists drew inspiration from Pavlov’s conditioning
experiments, which promoted an account of behaviour in terms of stimulus and
response. These stimulus-response patterns could be expanded by association.
Newly learned processes could be strengthened by reinforcement. Language was
seen as verbal behaviour that could be learned through imitation and practice, and
could be shaped by the teacher, who worked like a behaviourist experimenter to
‘shape’ the verbal behaviour of language learners.
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Rivers (1964) identifies four assumptions derived from behaviourism that were
applied to language teaching:

1. Foreign language learning is basically a mechanical process of habit
formation.
2. Language skills are learned more effectively if items of the foreign language
are presented in spoken form before written form.
3. Analogy provides a better foundation for foreign language learning than
analysis.
4. The meanings which the words of a language have for the native speaker can
be learned only in a matrix of allusions to the culture of the people who
speak that language.

She translates the approach embodied in the above assumptions or principles into the
following major sub-principles or methodology. The aim is to teach listening,
speaking, reading and writing in that order, with the emphasis in early years on the
language of everyday situations. At first, learning is based on dialogues using
frequent items of everyday vocabulary and structure. Dialogues are learnt by
mimicry-memorisation and attention is paid to pronunciation and intonation. When
the whole class is word-perfect in the dialogues, it is divided, and dialogues are
performed (chorused) as though they were ‘real-life’ ones, with questions and
answers exchanged between divisions and with role reversal. Dialogues are then
adapted to the situation of individual students and further practice ensues. The
structures of the dialogues are consolidated and expanded by pattern drill, done first
in groups and then by individuals, or in the language laboratory. In the earlier
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stages, verbal transactions are limited to vocabulary and syntax already rehearsed.
Later, written texts are introduced. Writing is at first imitative and consists of
copying exercises. Emphasis on reading increases with time.

Rivers (1964) explains the reasoning behind the use of pattern drills. Structural
linguistics taught that most problems experienced by foreign language learners
resulted from the conflict of different structural systems. The importance placed on
grammar or ‘structure’, combined with the beliefs that language learning is a process
of habit formation and that language skills are learnt more effectively if items of the
foreign language are presented in spoken form before written form, all contributed to
belief in the value of a great deal of intensive oral drilling of basic sentence patterns.

The pattern drills of audiolingual methodology were an innovation in language
pedagogy. There are four basic drill types:

1. Simple repetition
2. Substitution
3. Transformation (eg, changing an affirmative sentence into a negative
sentence)
4. Translation

Lado (1964) points out that a characteristic of audiolingual pattern drills is that they
direct the attention of the learners away from the new structure that is being drilled.
For example, students may think they are learning vocabulary in an exercise cued by
pictures, such as:
That’s a __________ (key, knife, pencil, etc.)
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In reality, there is a double agenda: along with vocabulary the learners are meant to
be absorbing a sentence pattern through habit-formation.

Ellis (1994: 299-300) provides a summary of the conceptualisation of the process of
SLA according to behaviourist views. The main impediment to learning was
thought to be interference from prior knowledge. Old habits had to be ‘unlearnt’ so
that they could be replaced with new ones. In the case of language learning, it was
not proposed that the L1 be unlearnt, but it was thought that it interfered with L2
acquisition, and so the amount of effort required to learn an L2 pattern depended on
whether it was similar to or different from an L1 patttern, according to contrastive
analysis. Where the two were identical, learning could take place easily through
‘positive transfer’, but where they were different, ‘negative transfer’ was likely to
cause errors. Such errors or ‘bad habits’ were considered damaging to successful
language learning because they prevented formation of the correct TL habits. For
this reason, errors were always corrected immediately in class. Erring students then
had to repeat what they were ‘supposed to say’ so that their mistakes would not
become habits.

Ellis explains how these behaviourist views became discredited (Ellis, 1994: 300).
Chomsky’s (1959) review of Skinner’s Verbal Behaviour (Skinner, 1957) started a
re-evaluation of many of the central claims. ‘Analogy’ could not account for the
ability to generate novel utterances. The dangers of extrapolating from laboratory
studies of animal behaviour to the language behaviour of humans were pointed out.
The terms ‘stimulus’ and ‘response’ were exposed as inadequate where language
behaviour was concerned.

Studies of children showed that parents rarely corrected
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their children’s linguistic errors, thus casting doubt on the role of ‘reinforcement’ in
learning. Language acquisition was seen to be developmental in nature, driven as
much, if not more, from the inside as from the outside.

In practice, moreover, the method did not live up to the claims made for it, at least
not at school level. As mentioned in Section 4.2.6, experiments designed to ‘prove’
its superiority over traditional methods were inconclusive. The disappointment of
language teachers, who felt duped by scientific claims, still manifests itself in
negative attitudes towards theory.

From the point of view of learners, many found pattern-practice boring and lost
interest in FL learning because of the emphasis on this technique. Even learners
who persevered found that memorising patterns did not lead to fluent and effective
communication in real-life situations. Many learners found little appeal in a method
that denied them opportunities to use their cognitive skills (Ellis, 1990: 29-30).

Krashen (1982) provides an analysis of audiolingual methodology according to his
‘optimal requirements for input’.13 According to his analysis, the method does
provide comprehensible input, but it falls far short of being interesting and relevant,
particularly in the form of pattern practice. It is sequenced, according to frequency
and linguistic simplicity interpreted in terms of predictions of difficulty offered by
contrastive analysis. It is doubtful whether this method provides sufficient quantity
of input. A whole hour might be spent on oral-aural language, but little time is spent
focusing on the message. The goal is memorisation, not comprehension.

13

Krashen’s ‘optimal requirements for input’ are explained in Section 4.2.2.
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Furthermore, the entire hour might be spent on just a few sentences or patterns, as
compared to the wide variety provided in real communication. With regard to
activation of the affective filter, the fact that active production is expected
immediately and expected to be error-free is conductive to high anxiety levels.
Over-use of drill and repetition, and procedures such as not allowing students to see
the written word in early stages, may also add to anxiety. The dialogues do contain
material that can be used to manage conversation, though they are presented as
scripts for memorisation rather than as tools for negotiating meaning. Students end
up with a stock of sentences and patterns that will be of occasional use.

However, Stern (1983: 464-466) states it is important to recognise the contributions
of the audiolingual method to language pedagogy. It was among the first attempts to
develop a language teaching method based on declared linguistic and psychological
theories. It focused on the patterns of spoken language rather than those of written
language, whereas previously oral practice had been simply textbook exercises read
aloud. It aimed to make language learning accessible to large groups of ordinary
people (as distinct from an educated elite), by proposing that language teaching be
organised in a way that did not demand great intellectual feats of abstract reasoning.
It led to the development of simple techniques of varied, graded and intensive
practice of specific features of the TL, without having resort to translation. Tape
recordings and language laboratory drills were used to give speaking and listening
practice which rehearsed the verbal exchanges of ordinary talk, though in stylized
stimulus-response format. Thus, although a flawed and limited method, it did
advance the pedagogy of language teaching in a number of ways. It is of interest
that the concept of remembering language as patterns has recently been revived in a
different way in the Lexical Approach (cf. Section 4.2.9).
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4.3.3

Immersion and content-based SL instruction

Immersion education has been included in this section on pedagogy because it has
proved to be an outstandingly successful approach to SLA, although it is not, strictly
speaking, a language teaching methodology but an educational approach which
offers ‘two for one’: language learning as a concomitant or by-product of a program
of education. It has thus been seen to provide confirmation that language can be
learned by focusing entirely on message, to the exclusion of form.

Immersion education is most popular and widespread in Canada, and Canadians
have developed experience and expertise in this type of language program over two
decades. A great deal of outcome-focused research has been conducted in Canada,
particularly in the early years of the immersion movement there, and it is well
documented that children who have experienced early immersion education in
French attain comparable test scores with native speakers, despite only being
exposed to it in the classroom (eg, Harley, 1982; Swain and Lapkin, 1982).

The term 'immersion' is a metaphor for an experience in which the language learners
receive intensive exposure to the target language, an experience expressed by the
metaphor of a 'language bath'. This intensive exposure to the target language (TL)
is meant to replicate the natural conditions in which first language (L1) learning
occurs, by allowing incidental internalization of new knowledge of the TL by the
learner from rich TL data while focusing on the meaning being communicated. A
period of total immersion, the initial 'language bath' which begins an immersion
program, is thought to be a necessary component of program design if the proper
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immersion effect is to be experienced (Fleming and Whitla, 1990; Swain and
Lapkin, 1982).

In immersion education, language teaching and learning are content-based, ie, the
TL is used as an instructional medium. For example, students in Canadian French
immersion receive the same type of education as they would in the regular
educational program, but the medium of instruction – the language through which
subject matter is introduced and discussed – is French. It is regarded as another
essential component of immersion education that the TL be the medium, not the
object of study (Swain, 1988). It is important to keep this in mind, because
otherwise immersion can be very easily conflated with methodological approaches
such as Direct Method, in which the TL is also used exclusively as the medium of
instruction, but the focus of attention is on the language as an object of study
(Krashen, 1982; Williams and Snipper, 1990).

Views have changed somewhat on the role of form-focus in immersion. Originally it
was not considered necessary, though it was not necessarily precluded (Allen and
Swain, 1984; Fleming and Whitla, 1990; Swain and Lapkin, 1982). However, in
recent years there has been increasing interest in form-focus, as mentioned earlier
(Section 4.2.2). In fact, though this is not generally understood in Australia,
Canadian immersion students are invariably exposed to some form-focus in their
learning of French, because early immersion students study 'language arts' (French
language) along with other content areas; and late immersion students have generally
studied 'core French' (French taught by 'normal' mainstream methodology) for eight
years prior to entering immersion programs (Read, 1993, 1999; Swain and Lapkin,
1982).
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The term 'partial immersion' has caused some confusion in Australia. A 'partial
immersion' program, in Canadian terminology, means a program in which at least
half the regular school instruction is through L2 for an extended period of time, but
which does not include a period of total immersion; the expression 'partial' refers to
the fact that there is no initial period of total immersion, which means the students
have not fully experienced the 'language bath' (Wesche, 1993). As well as the main
categories of immersion there are many varied kinds of bilingual programs where the
target language (TL) is used for a smaller proportion of instruction time. There are
numbers of such programs in Australia, particularly at primary level – some with
quite slight exposure to the TL (Read, 1999).

Immersion has much to recommend it, in terms of SLA, but it is difficult to
implement in universities for organisational reasons. There are, however, other
forms of content-based language learning besides immersion. The important
characteristic of content-based SL instruction is that content learning is integrated
with language teaching aims. The form and sequence of the language presentation
are dictated by the content material, rather than the other way. The underlying
rationale is that ‘a second language is learned most effectively when used as the
medium to convey informational content of interest and relevance to the learner’
(Brinton et al., 1989: vii).

The content-based approach can be summarised as follows:

•

It is a communicative method focusing on contextualised use rather than
usage.
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•

The pursuit of language learning through the medium of informational
content of interest and relevance is highly motivating.

•

It is particularly suitable for intermediate to advanced learners because it
builds on previous language experience and because it is integrative and
experiential.

•

Rich cultural input can be incorporated with language input in this approach.

There are a number of models of content-based language instruction, eg sheltered
classes (Brinton et al., 1989), but the theme-based model is of interest because the
TIFL materials are theme-based. In the theme-based approach the language class is
structured around topics or themes. The content material provides the basis for
language analysis and practice, yielding language items or activities. Students move
to higher levels of language processing (e.g. comparison, separating fact and
opinion) through a variety of text types and activities to which they are exposed. As
topic-related vocabulary and concepts are recycled through various materials
students become increasingly able to communicate their ideas on these topics.
The topic selection may be based on linguistic appropriateness, timeliness and
interest/novelty. It may also be based on the availability of materials that match the
students' proficiency level and that contain a useful range of language functions and
structures. Selecting 'usable' topics is therefore crucial to the success of the course.

The main justification for a theme-based approach is that it allows the incorporation
of a strong focus on content into a language program when immersion is not
practicable. A theme-based model of the content-based approach thus has appeal for
teaching Indonesian, because it is of high importance for learners of Indonesian to
learn about the society and culture of Indonesia. The TIFL curriculum materials are
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theme-based, and many people involved in using them for teaching have remarked
that they are in some respects a type of content-based approach. This point will be
returned to later in the description and analysis of the TIFL materials (Sections 6.5
and 7.2).
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4.3.4 Communicative language teaching and communicative
methodology

“No matter how one defines communicative language teaching, it has emerged as
a prevailing point of view as attested by its widespread use in book titles,
conference papers, and lectures. But as with the tale about the five blind men
who touched separate parts of an elephant and so each described something else,
the word ‘communicative’ has been applied so broadly that it has come to have
different meanings for different people.” (Dubin and Olshtain, 1986: 69)

This section describes and discusses CLT and CM because the TIFL materials were
meant to be based on communicative methodology.14 As we have seen earlier
(Section 4.2.1), CLT derives from the theory of communicative competence. It is
particularly associated with British applied linguistics and TESOL (Johnson and
Johnson, 1998: 68). CM is a set of teaching procedures which have developed in
relation to CLT. The passage quoted above illustrates a point made earlier (Section
4.2.1), that there are many different perspectives on CLT.

The main elements of communicative competence were summarised in Section
4.2.1, for the purposes of this study, as including grammatical, sociocultural,
discourse and strategic competence, in an interactive and overlapping relationship,
not as modular or discrete skills. Grammatical competence is knowledge of the
language code, including lexical items, rules of morphology and syntax, sentencegrammar semantics and phonology. Sociocultural competence is knowlege of the
relation of language use to its non-linguistic context. Discourse competence broadly
refers to

14

Official TIFL brochure – see Appendix 1.
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knowledge of the factors governing cohesion and coherence (Canale and Swain,
1980). Strategic competence means verbal and non-verbal communication strategies
that may be called into action to compensate for breakdowns in communication due
to performance variables or to insufficient competence, and also includes efforts to
enhance the effectiveness of communication (Canale, 1983). Knowledge of
probability of occurrence is included in all these components.

Although communicative competence theory is actually a theory about language use
rather than language learning, it does have two major implications for pedagogy,
according to Littlewood (1981: viii-ix). First, a communicative approach widens our
perspective on language. It makes us consider language not only in terms of its
structures (grammar and vocabulary), but also in terms of the communicative
functions that it performs. In other words, we look not only at language forms, but
also at what people do with these forms when they want to communicate with each
other. It gives a fuller account of what students have to learn in order to use
language as a means of communication, and it also suggests a new basis for selecting
and organising the language items that we need to teach.

Second, a communicative approach widens our perspective on language learning. It
makes us more strongly aware that it is not enough to teach learners how to
manipulate the structures of the foreign language. They must also develop strategies
for relating these structures to their communicative functions in real situations and
real time. This means they must be provided with ample opportunities to use the
language themselves for communicative purposes. We must remember that we are
ultimately concerned with developing the learners' ability to take part in the process
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of communicating through language, rather than with their perfect mastery of
individual structures (though this will still be a useful step towards the broader goal).
Opportunities for verbal interaction are thus essential to CLT.

Johnson and Johnson (1998: 68) state that just as Hymes provided an ‘enriched’
model of linguistic competence that extends its purview beyond the study of
language structure, so the difference between CM and earlier methodologies can be
characterised in terms of enrichment. Whereas before, much attention was given to
producing correct language (in terms of structure, phonology and semantics), CM
recognises and tries to teach many more skills, previously ignored.

In Littlewood's (1981: viii-ix) view, there are four broad domains of skill that make
up communicative competence:

1

Learners must attain as high a degree as possible of linguistic competence.

That is, they must develop skill in manipulating the linguistic system, to the point
where they can use it spontaneously and flexibly in order to express their intended
message. This domain equates to the concept of grammatical competence in Canale
and Swain’s (1980) model, which is knowledge of the language code, including
lexical items, rules of morphology and syntax, sentence-grammar semantics and
phonology.

2

Learners must distinguish between the forms which they have mastered as

part of their linguistic competence, and the communicative functions that they
perform. In other words, items mastered as part of a linguistic system must also be
understood as part of a communicative system. This domain of skill encompasses
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mainly discourse competence (knowledge of the factors governing cohesion and
coherence), though other competencies are also connected.

3

Learners must develop skills and strategies for using language to

communicate meanings as effectively as possible in concrete situations. They must
learn to use feedback to judge their success, and if necessary, effect repairs.
Strategic competence is involved in this domain.

4

Learners must become aware of the social meaning of language forms. Even

if they can not develop the ability to vary their own speech to suit different social
circumstances, they need the ability to use generally acceptable forms and avoid
potentially offensive ones. This refers to sociocultural competence.

According to Johnson and Johnson (1998: 69-72), there are five areas in which the
new, enriched conception of what skills need to be practised in the classroom made
itself felt in CM:

1.

Sociolinguistic appropriateness

The first area is emphasis on sociolinguistic appropriateness, which means knowing
more than how to manipulate the structures of the TL correctly; it means knowing
the right thing to say at the right time.

Related to the emphasis on ensuring that the classroom contains natural language
behaviour, the question of authenticity is an important issue in CM. Texts are said to
be authentic if they are genuine instances of language use as opposed to exemplars
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devised specifically for language teaching purposes (Ibid: 24). Authenticity is
regarded as important because it present learners with language exposure similar to
that enjoyed by native speakers, including all the characteristics of natural language
which may be necessary for them to interpret texts.

However, Widdowson (1979a) makes the point that authenticity resides not in the
text but in the reader’s experience of the text. Thus the fact that a text is genuine
does not mean that the reader experiences it in an authentic way, ie, as would have
been intended by the writer. Authenticity is that sense may be regarded as the end
result of the process, not the beginning.

2.

Message-focus

Second, message-focus is central to CM. Pieces of language are treated as carriers
of message rather than simply as exemplars of grammatical structure. This is another
reason for insistence on authentic resource materials created as a means of
communicating content and not for some pedagogic purpose.

On the level of receptive skills, message-focus is manifested in information transfer
exercises, where students extract information from a passage and use it to perform
some task. This creates task-dependency, which has the advantage of providing
immediate feedback to the learner. For example, a reading task might be used to
extract information that feeds into another task (success in the task is dependent on
understanding the reading). Jigsaw tasks are another example of task dependency.
Subgroups of learners are asked to process different information, which is then
pieced together like a jigsaw when the groups combine.
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In productive practice, students are placed in positions where they will want to say
something; and are provided with the means to say it. Desire for message-focus is
one of the reasons for the ubiquitous information gap activities, which are the preeminent or archetypal learning activity in CLT. The rationale is that where there is a
genuine desire to find out something, then there exists a communicative situation. A
communicative situation takes the learners’ attention away from practising structures
(form-focus) and puts it on getting the message across (message-focus). The fact
that there must be a genuine desire to find out something carries the implication that
the thing to be found out should be important and interesting (ie, relevant) to the
learner.

As Stevick (1986:129) points out, the information gap is only one example of a
broader principle: any kind of 'unfinished business' between participants in a
conversation will lead to better communication. A discussion about a film or a poem
or even talking about the location of objects in a classroom can have this effect if
there is ‘unfinished business’ around, e.g., an opinion gap. This is why discussion
topics with emotive power are likely to lead to better classroom interactions.

Message-focus is also encouraged by providing feedback on the communicative
effectiveness of interactions rather than solely on their grammatical correctness.
Generally, CM makes attempts to ensure that learners are made accountable for the
language they produce.
3.

Stimulation of psycholinguistic processes
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The third contribution of CM to pedagogy is that it attempts to stimulate
psycholinguistic processes. One of the justifications for techniques like the
information gap is motivational: the tedium of older-style exercises like
comprehension questions is replaced by at least a degree of genuine information
exchange. But another strong justification relates to processing. The overwhelming
justification for message-focus is that language use is itself message-focused, and all
the psycholinguistic processes used in communication begin with the user’s desire to
convey or obtain a message, eg, the negotiation of meaning that occurs in face-toface interactions. Where there is no information gap it is difficult to see how
communicative processes can be practised.

Similarly, information transfer exercises simulate the selective top-down nature of
listening and reading. Psycholinguistics provides the insight that listening is always
done for a purpose, and listeners process selectively, not attending equally to every
word of a message. Unlike traditional listening comprehension exercises in which
the learner is made to focus on each word, information transfer exercises require the
learner to attend only to those parts of the message relevant to the task set.

4.

Emphasis on risk-taking skills

Emphasis on risk-taking skills is the fourth contribution of CM to pedagogy
mentioned by Johnson and Johnson (1998: 71). In the past, because of the emphasis
on thoroughness and the desire to avoid errors (in both GT and audiolingual
approaches), risk-taking skills were ignored. The desire for thoroughness is why
students were characteristically taught to read text word by word. CLT recognises
that this procedure not only fails to help; it positively hinders development of an
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important communicative skill – that of understanding message in a linguistic
context which is only partially understood. Learners who visit a country where the
TL is spoken will need this skill. If they have been taught that they need to
understand every word to process a message they will be at a loss.

Many proponents of CLT emphasise developing meaningful tasks by tapping
students' own situations, experiences, opinions, feelings and preferences. Indeed, for
many teachers, the term CLT simply denotes that the language learning activites are
made as meaningful and personal as possible. These ideas are derived in part from
humanistic approaches (eg, Moskowitz, 1978).

5.

Free practice techniques

Free practice techniques are the fifth area where CLT has enriched traditional
methodology (Johnson and Johnson, 1998: 71-72). Spoken communication is seen
as a complex skill, requiring rapid formulation of utterances which are
simultaneously ‘right’ on several levels, involving far more than the subskill of
being grammatically correct. Holistic practice is thus important to allow practice of
subskills in combination. In older approaches such as GT and audiolingualism, the
emphasis was on part practice, not discourse. There was virtually no free production
stage, or preparation for it. Much of CLT's creative energy has gone into the
development of free practice techniques, which are a hallmark of this methodology
and a major contribution to language teaching pedagogy.

Stern (1983: 405) offers the insight that in the past it was taken for granted that a
language is learnt in the classroom through study and practice. The use of
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communication as a deliberate teaching strategy is a recent development and a
contribution of CLT. Even in an FL situation, the communicative approach can be
an effective means of language teaching because it creates in a school setting the
‘field’ conditions of language learning through communication.

According to Littlewood (1981), the general pattern of development recommended
in CLT is to work from more controlled towards less controlled activities, so that
learners progressively have to express meanings that are less predictable (and the
teacher has less chance of equipping them with the specific language items that they
will need); there is a greater range of communicative functions that is likely to
occur; more strategies (such as signalling disagreement or interrupting) are needed;
and there is increasing opportunity for learners to express their own individuality.
The activities are viewed as part of a single continuum moving from tight control
towards creativity, in the following order:

1. Performing memorised dialogues
2. Contextualised drills
3. Cued dialogues
4. Role-playing
5. Improvisation
To describe some of the actual techniques or activities suggested, 'precommunicative' practice activities are used to equip the learners with some of the
skills required for communication. These help learners to develop both fluency of
behaviour and clarity of understanding in their use of the foreign linguistic system.
For example, structural drills can be contextualised to make them sound more
communicatively authentic, or the learners can be made to adapt their language so
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that it reflects some aspect of (nonlinguistic) reality, such as a picture or personal
knowledge. They may be asked to adapt their responses according to personal
preference or to imagine themselves carrying out a role. Moving along a continuum
from less to more communicative, learners can engage in controlled interactions
such as surveys or cued dialogues. These can be developed into open dialogues.
These practice activities can be done as a teacher-led activity or by students together
in pairs, or sometimes as a reading/writing activity, which gives more time for
reflection on the operations they perform than the oral activities, where an
immediate response is required.

In many of the communicative activities, the teacher creates a situation and sets an
activity in motion, but it is the learners who are responsible for conducting the
interaction to its conclusion. Often, there will be several groups or pairs performing
simultaneously, without the teacher's continuous supervision. The teacher's role
becomes one of being available as a source of guidance or help, ie, a facilitator. The
teacher can also monitor learners' strengths and weaknesses, so that learning needs
can be addressed later through more controlled, pre-communicative activities. The
teacher also needs to discourage learners from resorting to their L1 in moments of
difficulty. For many groups of learners, this will be unfamiliar at first, and too
sudden a transition can create difficulties and tensions which could undermine their
confidence in themselves and in the teaching methods being used. Therefore the
teacher must make sure that learners understand what they are required to do in each
activity, and start with activities which make light demands on the learners'
linguistic and creative abilities.
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There are numerous books giving instructions for conducting communicative
activities, such as Klippel (1984) and Norman et al. (1986). Typically, oral activities
are stressed, and listening is usually treated in detail as 'active listening', but less
attention is paid to reading or writing. However, some individual writers have
treated writing in a communicative way, eg Raimes (1983). The communicative
approach stresses the purpose of a piece of writing and the audience for it, so that
learners have a context in which to select appropriate content, language and levels of
formality. Emphasis is also placed on the twin concepts of cohesion (relations of
meaning between elements of a text, marked by linguistic links between sentences)
and coherence (a subjective perception of unity of meaning and purpose in
discourse).

The communicative approach has been criticised for being theoretically flawed
because it derives from a view of language rather than a theory of language learning.
However, it may be that this is actually a source of strength and vitality. As Barko
(1996b: 7) points out, ‘Possibly less doctrinal than the movements that preceded it,
the communicative approach has proved to be flexible enough to accommodate
many of the outcomes of earlier reforms.’ CLT is proving to be robust and flexible
perhaps because it is not too rigidly doctrinaire about methodology, as for example
audiolingualism was. As explained in the last section, audiolingualism was found to
be a flawed method because it was based on behaviourist theories of language
learning, since discredited. If we remember that a comprehensive theory of L1 or
L2 acquisition has not yet been formulated that could replace behavourist theory,
any methodology based on current theories of SLA is also bound to contain flaws.
In CLT, we have an approach to language instruction that is based on a strong theory
of language, and not bound by rigid doctrine – thus able to accommodate an eclectic
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mix of pedagogic techniques of proven value from earlier traditions. By this
interpretation, CLT has at least the possibility of 'working' in the classroom (to use
the discourse of pedagogy) and of also being effective (in the sense of promoting
SLA) at least some of the time.

Richards and Rodgers (1986: 72) point out that there are elements of an underlying
learning theory to be discerned in the practices of CM. They identify three
principles that can be inferred from writings on CLT (eg, Littlewood, 1981; Johnson,
1982). One they call the ‘communication principle’, which is that activities
involving real communication promote learning. Another they call the ‘task
principle’, ie, that activities in which language is used for carrying out meaningful
tasks promote learning. A third is the ‘meaningfulness principle’: language that is
meaningful to the learner supports the learning process. However, these principles
only address the conditions needed to promote SLA, rather than the processes of it.

Krashen’s Acquisition-Learning Hypothesis is an example of a theory that attempts
to account for the learning process (Section 4.2.2). Another is the ‘information
processing’ or ‘cognitive’ model. Chamot and O’Malley (1993: 37) describe the
cognitive model as it applies to language learning as an active, constructivist process
in which learners select information from their envronment, organise it, relate it to
what they already know, retain what they consider to be important, use the
information in appropriate contexts, and reflect on the success of their learning.
Because learning is a dynamic process, SLA should occur most effectively with high
degrees of learner involvement. A further aspect of the cognitive model is that
learners practise, integrate and refine what they are learning until they are able to
execute language functions and skills automatically. Littlewood (1984: 73-75)
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suggests that classroom teaching, by requiring learners to produce predetermined
pieces of language (eg, in response to questions or drills), leads them to internalise
the system underlying the language to the point where they can operate it with
automaticity. He sees SLA as partly a behavioural process of acquiring a
performance skill and partly a cognitive process of internalising communicative
strategies or ‘plans’ based on the language system (eg, grammar, vocabulary,
pragmatics).

In sum, the communicative approach emphasises the ability to understand and
convey messages, particularly in speaking and listening. It provides opportunities
for learners to communicate ideas, to express a variety of functions and intentions,
and to interact in more natural and spontaneous ways, with a focus on message,
rather than form, and an encouragement to take risks. It emphasises sociolinguistic
appropriateness. It relies strongly on free and holistic practice techniques,
particularly information gap activities. The great importance that is placed on
interaction leads to an emphasis on pair and group work.

This section has established a knowledge base about CLT, which will be referred to
in discussion of the TIFL curriculum materials in the rest of the study. The next
section discusses communicative curriculum design, knowledge of which is also
needed for evaluation of the TIFL curriculum materials in terms of CLT.
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4.3.5 Communicative curriculum design

The problem of how to design a syllabus or curriculum15 for language learning
became obvious to communicative competence theorists in the 1970s. Traditionally
a language syllabus consisted of a list of linguistic structures and a list of lexical
items. The criteria for sequencing could be various, but the items were sequenced
and certain points in the curriculum represented levels to be reached by the students.
Whether the approach was grammar-translation or audiolingual, the learner was
exposed at any one time only to a limited sample of the TL, and the learners' job was
to re-synthesize the language that had been taken apart and presented to them in
small pieces; this synthesis generally took place only at the adanced levels of
learning. This type of syllabus is often called a 'structural syllabus' (eg, by
Littlewood, 1981). Canale and Swain (1980: 2) call it a 'grammatical approach':
"By a grammatical approach we mean one that is organised on the basis of
linguistic, or what we will call grammatical forms (i.e. phonological forms,
morphological forms, syntactic patterns, lexical items) and emphasises the ways
in which these forms may be combined to form grammatical sentences."

Wilkins (1976) relates that in 1972, as part of the Council of Europe’s work towards
the development of a language teaching system for teaching all the languages used in
the Council’s member countries, he wrote a paper proposing that two categories of
‘meaning’ and ‘use’ might be suitable for the purposes of syllabus design. The first
category he called ‘semantico-grammatical’, and this is composed of items such as
frequency, duration, location and quantity. They are ‘semantic’ categories because

15

'Syllabus' appears to be a British term, whereas 'curriculum' is used in North America and,
increasingly, in Australia. 'Syllabus' is, however, a more limited concept, whereas 'curriculum' has a
much wider range of meaning.
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they are items of meaning. They are grammatical because they also relate fairly
directly to grammatical categories such as tense and adverbials.

Wilkins’ second category was the ‘communicative function’. Communicative
functions are broadly the uses to which we put language, such as requesting
information, expressing disapproval, greeting and inviting. Functions are not
directly related to grammatical categories. There may be various, quite
grammatically distinct ways of performing each function; conversely, one
grammatical form can give rise to various similarly structured sentences that serve
different functions.

This type of syllabus came to be called a notional-functional syllabus. It provided a
framework for listing ‘meanings’ for the purpose of syllabus design.

When it was realised that communicative competence included knowing how to use
the language appropriately, the question of how to select and sequence functional
language in context became urgent. It was immediately realised that for a
communicative curriculum the starting point must be not the linguistic items to be
taught but the purposes for which language is being learned and the kinds of
language performance necessary for such purposes. Much greater variety of
linguistic structure would need to be permitted from the beginning and the learners’
task would be to approximate their linguistic behaviour to the global language
(Wilkins, 1976: 2). Furthermore, levels of proficiency now needed to be stated in
terms of the degree of capacity of the learner to perform certain tasks, rather than
being defined in terms of the target language; ie, the curriculum needed to specify
learning objectives as well as a general purpose.
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Yalden (1983: 86-87) suggests that a communicative syllabus needs to be made up
of the following components (only the last two were in the traditional syllabus):

1. The purposes for which the learners wish to acquire the target language
2. The setting in which they will want to use the target language
3. The socially defined role the learners will assume in the target language, as
well as the roles of their interlocutors
4. The communicative events in which the learners will participate: everyday
situations, vocational or professional situations, academic situations, and so
on
5. The language functions involved in these events
6. The notions involved in these events
7. Discourse and rhetorical skills
8. The variety or varieties of the target language that will be needed, and the
levels in the spoken and written language which the learners will need to
reach
9. Grammatical content
10. Lexical content

Yalden suggests that the way this can be done is to first conduct a needs survey and
then formulate a description of purpose and specify a proposed taxonomy of
language skills. Then analyse the existing syllabus and extract a taxonomy of
language and language use. After comparing the two taxonomies, a revised
communicative syllabus can be constructed by adapting the existing one.
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However, that still leaves the problem of how to mix the components of form and
communicative function. Yalden (1983) describes six alternative communicative
syllabus types that have been developed:

1

Structural-Functional or weak functional

In this syllabus, proposed by Wilkins 1976, the two components are separate, and
structure is taught first before functions.

2

Structures and functions

This type of syllabus was proposed by Brumfit (1984), who argues that it is
important to provide learners with the tools they will need to communicate (the
linguistic system). The syllabus designer must be prepared to relate the other
elements to the grammatical core in some way, because it is too difficult to design
functional units of study, since (as mentioned earlier) one utterance may have many
functions, and there are many exponents of each function. He proposes the
grammatical system as the core of the syllabus in a ladder-like series of stages, with
the notional, functional and situational specifications related to this core, like a spiral
around the ladder. Johnson (1982) supports this model and also proposes a thematic
approach, moving to and from source texts which would provide stimulus materials
for language practice. This approach makes possible a richly varied series of units,
and the thematic approach is much used in modern language curriculum design.

3

Variable focus
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The most complete example of this is Allen's three-level 'variable focus' syllabus
(described in Allen, 1987). In this type of syllabus there are three sequential levels,
'structural', 'functional' and 'instrumental', but these are emphases, not exclusions. At
all levels there are three types of practice which interrelate, are interdependent and
co-exist. It appears this has been mainly used in ESL teaching in Canada.

4

Functional

For this type of syllabus, objectives are stated primarily in terms of communicative
functions, not linguistic items or ideational content. This approach is ofted used in
occupational or vocational ESL.

5

Fully notional

Exemplified in Munby (1978), this fully notional or 'strong' approach is only suitable
for learners whose proficiency in the TL has to be specified for very particular and
essentially narrow purposes, and has been used for language for special purposes
(LSP) courses.

6

Fully communicative

The learner-generated or fully communicative view of syllabus design is favoured by
those who consider methodology, teacher preparation and learner autonomy, rather
than the input syllabus, to be the cornerstones of language teaching. In the view of
these process-oriented theorists (eg, Breen and Candlin, 1980; Long and Crookes,
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1987; Prabhu, 1984), the input syllabus should be minimal. Nunan (1988) provides
a theoretical and empirical rationale for learner-centred curriculum development
within an adult ESL context.

The approach that has been in use in Australian language curriculum design over the
last decade, particularly in curriculum design for school systems, appears to be
derived from Brumfit and Johnson's approach to communicative curriculum design.
Some examples are the Australian Language Level Guidelines (McKay and Scarino,
1991), the Victorian LOTE -10 Curriculum guidelines (Victoria Ministry of
Education, 1988) and the National Indonesian Language Curriculum Guidelines
(National Indonesian Language Curriculum Project, 1992-3).

Task-based communicative curriculum design

A task-based approach to communicative language curriculum design has recently
evolved – exemplified by Nunan (1989a) – which has the potential to develop all
the macro-skills in an integrated fashion, can provide rich and varied input that is
interesting and relevant to students, and suits the way teachers naturally tend to plan
their teaching.

According to Nunan (Ibid.: 10), a communicative task is ‘a piece of classroom work
which involves learners in comprehending, manipulating, producing or interacting in
the target language while their attention is principally focused on meaning rather
than form. The task should also have a sense of completeness, being able to stand
alone as a communicative act in its own right.’
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Further, communicative tasks will contain some form of input data and an activity
which is in some way derived from the input and which sets out what the learners are
to do in relation to the input. Lessons and units of work will consist, among other
things, of sequences of tasks, and the coherence of such lessons or units will depend
on the extent to which the tasks have been integrated and sequenced in some
principled way. Task-based curriculum design is an integrative approach because
few tasks involve only one skill. Not all components of a communicative task may
be 'communicative' because meaning and form are closely interrelated, and we use
grammatical forms to convey meaning. Grammar is thus an essential resource in
using language communicatively.

The approach to curriculum or syllabus design is to develop content and tasks in
tandem so that content can suggest tasks or vice versa. A full treatment of taskbased curriculum design is given in Nunan (Ibid.), a book written for ESL teachers.
Nunan gives the following description which shows quite clearly how it operates in
practice:
"For example, one might be developing materials for a 200-hour beginner's
course. The syllabus ... specifies sets of grammatical, phonological, lexical,
functional and notional items to be covered. Rather than identifying particular
items, say ‘talking about oneself’, ‘nationalities’ and the verb ‘to be’, and creating
a text and a task to teach these items, one might find or create an
interesting/relevant text and task at the appropriate level of difficulty, and then
identify which language items on the syllabus checklist can be introduced or
taught through the text/task. The course designer / materials writer's task is thus
to carry out a delicate juggling act between the various curriculum components,
including sets of syllabus specifications, task and activity types, texts and input
data." (Nunan, 1989a:19)

As mentioned above, in the task-based approach the activities are the basis of both
syllabus and methodology. The distinction traditionally drawn between syllabus
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design and methodology is that syllabus design deals with the selection and grading
of content, while methodology is concerned with the selection and sequencing of
learning activities. Viewed that way, task design would belong to methodology.
Nunan argues that with the development of communicative language teaching the
separation of syllabus design and methodology becomes increasingly problematic
because we need to see curriculum planning as an integrated process involving the
specification of both what and how. This approach suggests a broad perspective on
curriculum in which concurrent consideration is given to content, methodology and
evaluation. Nunan argues that the usual linear process of specifiying goals and
content, then designing activities, then evaluating, tends to be unnecessarily rigid in
practice. Instead, he proposes that it is more effective to simultaneously specify
content and develop learning tasks. If content and tasks are developed in tandem,
content can suggest tasks and vice versa. Results of evaluation can also be fed back
into the curriculum planning process, because the syllabus evolves in the course of
preparing the program, rather than preceding the specification of learning tasks and
other exercise types.

As Nunan (Ibid.) points out, classroom teachers have a somewhat different focus
from curriculum designers. Their immediate focus is on the day-to-day schedule of
work with learners in classrooms, so they tend to see lessons or units of work as the
basic building blocks of their programs. These lessons and units in turn are
composed of sets of more or less integrated tasks and exercises of various sorts. The
teacher's immediate preoccupation is thus with learning tasks and with integrating
these into lessons or units. The task-based approach is therefore suitable to the way
teachers naturally tend to work, with a focus on detailed planning in relation to
lessons or units of work.
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The task-based approach to progamming described above is the one now generally
recommended in university teacher education programs and largely used in schoollevel FL teaching programs in Australia. An example of this can be seen in the
study design for VCE Indonesian that was used in the 1990s (Victorian Curriculum
and Assessment Board 1990).

The TIFL materials exhibit some characteristics of task-based curriculum design, eg,
they were designed through a process of simultaneously specifying content and
developing learning tasks. Reeve mentioned in an interview16 that he had found that
when he was planning the themes for the materials, content would suggest tasks and
vice versa. However, in other respects the TIFL materials are not typical of a taskbased curriculum (this point is taken up in Section 7.2.2).

16

Interviewed by the author, 1 July 1996.
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CHAPTER 5
RESEARCH DESIGN

5.1

INTRODUCTION

This chapter explains the design of the research. To recapitulate briefly the ground that
has been covered so far, the aim of the study is to evaluate the TIFL curriculum
materials as communicative teaching materials from the perspective of applied
linguistics, in particular second language acquisition (SLA) theory. Because this is the
first study that has been done of the TIFL project and the materials it produced, another
aim is to obtain a holistic picture of how the materials were developed from concept to
form, and how they are used. To this end, background knowledge related to the context
of the TIFL Project has been provided (ie, information about the Indonesian language
and about Indonesian language teaching in other countries as well as in Australia) in
Chapter 2. The process of conceptualisation and development of the TIFL materials
and the history of the TIFL project have also been described (Chapter 3). A review has
been provided of theory and research literature about SLA, with particular emphasis on
communicative competence (CC) theory and the communicative approach or
communicative language teaching (CLT), as another part of the knowledge base needed
to understand and evaluate the TIFL materials as CLT materials (Chapter 4).

The next part of the study relates to the two research questions:
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1. Do the TIFL curriculum materials embody a coherent application of
communicative competence theory and the communicative approach?

2. Do the TIFL materials, in use, promote communicative teaching and learning
of Indonesian?

Answering the first question requires subjecting the materials to analysis and
interpretation as artefacts of CLT. The theoretical evaluation of the TIFL curriculum
materials will rest on an analysis of the materials in comparison with CC theory and
communicative methodology (Chapter 6).

Answering the second question requires an empirical investigation to ascertain whether
the principles of CLT are demonstrated in the programs that are using it (Chapter 7). It
will be argued in this dissertation that the curriculum materials actually constitute a
communicative curriculum, not just a bank of materials as envisaged. As a
communicative curriculum, they can be considered as an entity, one which is an
elaborate construct. Such a construct cannot be directly measured or quantified, but
observations can be made of actions and outcomes, and their significance analysed.

There are thus two areas of enquiry. Not only is part of the study a critical evaluation
from a theoretical perspective, and part a holistic enquiry into a real-life phenomenon
embedded in a social context; but also, the empirical enquiry should bolster the
theoretical analysis, in the sense that the data collected about the TIFL materials in use
would tend to confirm or negate their communicativeness.
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However, the nature of the study meant that the empirical investigation was not
amenable to quantitative research design. Methodological difficulties precluded a
comparative evaluation with a focus on outcomes, on the principle that outcomes
cannot be compared where there are uncontrolled variables. A qualitative approach to
assembling data about the curriculum materials in use was therefore thought to be more
appropriate. In this type of research, if congruity of observations (triangulation) can be
obtained, one can be reasonably confident that the findings are accurate (C. Reeve,
1992: 70-75).

The qualitative data that could feasibly be collected included interviews with staff and
students, classroom observations and samples of student output. However, some data
capable of quantitative analysis could also be collected, eg, via ISLPR (International
Second Language Proficiency Ratings) assessments. It was planned to assess and
compare the learners’ levels of proficiency in the four macro-skills through the ISLPR.

It was determined that case study method would be appropriate for the empirical
investigation, for the following reasons. According to Yin (1994:13), the distinctive
need for case studies arises out of the desire to understand complex social phenomena,
because it allows an investigation to retain the holistic and meaningful characteristics
of real-life events. He states that case studies are generally the preferred strategy when
'how' or 'why' questions are being posed, when the investigator has little control over
events, and when the focus is on a contemporary phenomenon within some real-life
context. A researcher would choose the case study method if they deliberately wanted
to cover contextual conditions that might be pertinent to the phenomenon that was the
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subject of the study. The investigation of the TIFL materials in use in universities fits
all these conditions. It is an exploratory study of real-life phenomena within real-life
contexts, posing ‘how’ questions, in which the researcher had no control over the
events being investigated.

The case study inquiry copes with a real-life situation in which phenomenon and
context are not easily distinguishable and in which there will be many more variables
of interest than data points, because it relies on multiple sources of evidence, with
validity being sought through the principle of triangulation, as mentioned. The enquiry
into the use of the TIFL materials in various universities would be one with an
extremely large number of uncontrollable variables. Furthermore, case studies can be
based on any combination of quantitative and qualitative evidence. Although (as
explained above) quantitative research design was not appropriate for this study, it was
possible to collect some quantitative data and it was planned to subject these data to
quantitative analysis.

In method, case studies are very similar to historical studies, in that they are reliant on
whatever relevant data can be gathered, and these data can be of many different types.
A major difference is that, being investigations of contemporary phenomena, case
studies typically rely more strongly on interviews. A case study is thus empirical and
data-driven, as this study is; however, it is generally better if prior development of
theoretical propositions has been worked out to guide data collection and analysis. In
this study, communicative competence theory and the methodology that has developed
in association with CLT provide a theoretical framework.
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Yin (1994: 2-3 ) points out that case studies are used extensively for empirical inquiries
in social science research and also in practice-oriented fields. The method also is a
frequent mode of thesis and dissertation research in all of these disciplines and fields.
Moreover, case studies are increasingly commonplace in evaluation research by some
highly distinguished scholars. In sum, case study is a robust and flexible research
method, and is thus a strategy to be favoured when circumstances and research
problems make it appropriate.
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5.2

SPECIFIC PROCEDURES USED IN THE STUDY

5.2.1. Procedures used for critical evaluation of the TIFL curriculum
materials as CLT materials

The first procedure used for the research on the conceptualisation and development of
the TIFL materials, and also for evaluation of the materials as artefacts of CLT, was
archival research. Archival documents studied include (in chronological order) a plan
designed by David Reeve in 1989 for a new Indonesian course at the University of
New South Wales (UNSW); a paper presented by Reeve to a conference in Jakarta on
the Teaching of Indonesian as a Foreign Language in 1990; the proposal for a
‘curriculum materials development project’ that was submitted to the Asian Studies
Council in 1991; correspondence relating to the project and minutes of meetings of the
National Standing Committee for the TIFL Project (1991-1994). The most important
documents are the products of the project: the TIFL curriculum materials themselves -consisting of Teaching Notes, Students Workbooks, audio and video recordings,
Grammar Notes, Cultural Notes, and other materials for Introductory, Intermediate and
Advanced levels.

The second procedure used for this area of the study was interviews, which were
designed to probe and reveal historical, theoretical and practical facts and ideas about
the TIFL project and the materials it produced. Eleven people who were involved in the
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TIFL project were interviewed, some more than once. Professor Frances Christie,
formerly Professor of Education in the Centre for Studies of Language in Education at
the Northern Territory University (NTU) and Project Coordinator of the TIFL umbrella
project,1 was interviewed in February 1999. The main developer of the Introductory
and Intermediate TIFL materials, Associate Professor David Reeve, was interviewed on
1-2 July 1996, in two 3-hour sessions, which were recorded, transcribed and sent to
Reeve for his comments.

Others who were involved in the design and implementation of the project were also
interviewed between 1996 and 1998, including Professor Peter Worsley of SU, who
was responsible for the Advanced level materials; Professor James Sneddon of Griffith
University, who prepared the Grammar Notes; Professor Badudu, a famous Indonesian
linguist who was invited to participate in a TIFL workshop; Marina Paath, Robyn
Fallick and Ida Nurhayati, lecturers at UNSW who worked on the materials, and others
who had smaller or more peripheral roles. These interviews, which were semistructured, were also recorded and later transcribed. The transcriptions of a number of
these interviews were sent to the interviewees with an invitation to comment, and in
some cases follow-up interviews were arranged. To preserve confidentiality, the
identity of participants, except for the principal ones, is not revealed where their
statements are quoted. The interviews are identified by a code. Most of these
interviews were an hour in length. The interview plan is described in detail in section
4.4.1 below.

1

For details of the TIFL umbrella project see Section 1.2.
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5.2.2

Procedures used for study of the TIFL materials in use

This section describes the specific procedures used for data collection at universities
using the TIFL curriculum materials in their teaching programs. Again, the names of
these universities have been withheld in order to preseve confidentiality, except for
UNSW, where the TIFL materials were developed and where they constitute the
Indonesian curriculum. The procedures consisted of correspondence and interviews
with lecturers; collection of documentation about university courses using TIFL
materials; classroom observations; interviews with students; proficiency assessment
ratings of students; and collection of student oral and written output.

Between 1996 and 1999, semi-structured interviews approximately an hour in length
were conducted with 16 lecturers who were or had been teaching Indonesian language
in 8 Australian universities where TIFL materials were in use. They were designed to
probe and reveal teachers’ knowledge about CLT and opinions about the TIFL
materials. The interview plan is described in Section 5.3.1. Transcriptions of some of
the teacher interviews were also sent to the interviewees with an invitation to comment,
and in some cases follow-up interviews were conducted.

Interviews of 35 students were also conducted in three of the six universities in 1998.
These interviews were designed to elicit information about students’ interests and
motivations, expectations, attitudes and affect, as well as their reactions to the TIFL
materials and possible conflicts between the aims of TIFL and how it was implemented
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in university Indonesian language programs. Student interviews were generally half an
hour in length. The interviews were all semi-structured, and were audio-recorded and
transcribed. The instrument is described in Section 5.3.1 below.

37 classroom observations were made at five universities between 1996 and 1998. The
purpose of these observations was to learn how the TIFL materials are actually used in
Indonesian language instruction programs. The issue of participant-observation needs
clarification here. Participant-observation is an ethnographic technique particularly
appropriate for classroom observations. The researcher is present in the lesson and
collects data, usually consisting of field notes and recordings. The data collection can
alternatively be restricted to quantifiable observations through the use of an observation
scheme. In this study, 17 of the classroom observations were ethnographic, while 20
used the COLT Observation Scheme, which is described in section 5.3.2 below.

In a participant-observation situation, by the very fact that the researcher is a
participant as well as an observer, it is possible for the researcher to influence the
activities being observed. In fact, it is difficult to observe events such as language
classes without affecting them. Because it was not the intention to affect or change the
teaching programs that were being observed, however, the author endeavoured to avoid
influencing or manipulating events during field observations.

International Second Language Proficiency Ratings (ISLPR) self-assessment
questionnaires were administered to 152 beginner and second-year students of
Indonesian language in four universities. Some classes at UNSW completed the
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procedure twice, at the beginning and the end of the 1998 academic year. The purpose
of obtaining proficiency ratings was to check whether the the TIFL materials in
practice promote language learning to the targeted levels; and whether aural/oral skills
were more advanced than reading and writing skills as a result of learning in teaching
programs using TIFL materials. The instrument used for the ISLPR ratings is described
in section 5.3.3. below.

The next section describes the data collection instruments that were used.
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5.3

DATA COLLECTION INSTRUMENTS

5.3.1 Interview plans

The interview plans, which were designed by the author, are reproduced in Figures 11
and 12. These interview plans were approved by the Research Ethics Committee of the
University of New England, where the author’s doctoral studies commenced in 1996.

The first interview plan (Figure 11) was used for both TIFL curriculum designers and
lecturers working with TIFL curriculum materials. The first group of questions, under
the heading ‘Personal background’, were for both groups. These questions had two
main purposes. First, information was sought on the interviewees’ life history, language
learning experiences, educational background and plans for the future (i.e., where their
interests lay), in order to construct an image of the backgrounds, opinions and
knowledge of the interviewees. These initial questions were also designed to set the
interviewees at ease, by demonstrating interest in them as individuals.

The questions in the next group, under the heading ‘Methodology of teaching’, were
aimed at eliciting ideas and attitudes regarding CLT. These questions were also for
both teachers and curriculum designers and language teachers. Question 6 was partly
designed to increase the confidence built up in the previous section by continuing to
show interest in them as individuals, but more importantly to elicit what they saw as
effective language teaching. Question 7 might be felt to be threatening. It was hoped
that sufficient confidence would have been built up by that stage of the interview so

302

Figure 11: Interview plan -- TIFL designers and teaching staff
Personal background
1 How did you get involved in teaching Indonesian?
2 Education
3 Your own language learning background: how did you learn Indonesian?
4 Work history
5 Career plans
Methodology of teaching
6 Your approach to teaching - what do you think you do as a teacher that is particularly
effective?
7 What areas of your teaching are you trying to change or improve at the moment?
8 What are your ideas about communicative language teaching? How would you define
CLT?
9 In your experience does a communicative program have an impact on student retention?
10 What are your ideas about the teaching of Indonesian?
TIFL (for curriculum designers)
11

What is your main understanding of TIFL?

12

History of your involvement with TIFL project.

13

The other people involved in the project.

14

Outline of history of TIFL project.

15

Who would you say was the moving force during the life of the project? -- roles of
others?

16

There was always a relationship between David developing a course at UNSW and the
TIFL project. How much was TIFL influenced by what David was trying to do at
UNSW?
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Figure 11– continued

17 Do you think the applicability of TIFL is affected by its having been designed for a
particular course at UNSW?
18

How it changed from what was first envisaged.

19

Major problems encountered by the project.

20

Problems you were particularly involved with.

21

What do you see as major achievements of TIFL?

22

What do you feel is distinctive about TIFL program as compared to Indonesian
programs you taught in before?

23

What do you see as shortcomings of the TIFL approach?

24

If you had it all to do over again, what would you do differently?

25

TIFL was designed along the principles of communicative language teaching.
Assuming that CLT methodology will probably go out of fashion like other language
teaching methodologies, what do you think is coming next?

26

TIFL produced a huge mass of curriculum material. How do you recommend other
universities make use of this large amount of material?

27

To what extent do you think the materials or the principles of TIFL are being taken up
in other universities?

28

What do you think is the current mood among Indonesian teachers at tertiary level?
Are teaching approaches more communicative?

UNSW
29

In what ways has reality of UNSW affected ideals of the program?

30

David said he never did teaching demonstrations, yet I find you teach in very similar
ways to him. Would you agree? How did that happen?

31

Go through different curriculum materials and activities asking for
clarification and comments.

that the interviewees would give thoughtful and illuminating answers about what areas
of teaching were problematic to them, the areas they were uncomfortable about.
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Question 8 asked for crucial information about their understanding of CLT which
would be needed to interpret anything they said about the TIFL materials. Question 9
asked whether they thought CLT was liked by students. It was perhaps not well phrased
and therefore ambiguous. Interviewees were puzzled about whether it was about
retention in the sense of retaining what was learnt, or about retaining enrolments.
Question 10 also had to be clarified and expanded in the interview. Both ideas on what
constitutes good teaching of Indonesian language, and thoughts about the state of the
subject were usually explored in the interviews.

The third goup of questions, under the heading ‘TIFL (for curriculum designers)’, was
only for curriculum designers. These questions were aimed at eliciting factual
information, opinions and ideas: ie, what they thought the TIFL materials were and
were meant to be; historical facts about the project; the nexus between the plan for a
new Indonesian course at UNSW and the conceptualisation of TIFL; their assessment
of the achievements of the project; their assessment of the TIFL materials as a
curriculum in practice; their assessment of the less satisfactory elements of the
materials/curriculum; their ideas of what might replace CLT as a focus in language
teaching (and incidentally, any feelings they had about inadequacies of CLT in terms of
pedagogy and SLA); their ideas about the best way to use the TIFL materials; what
they knew of the reception of the TIFL materials in Australian universities; and lastly
their view of the extent of acceptance of CLT in tertiary Indonesian language teaching
in Australia. The order in which the questions were asked often varied according to
how the discussion ranged.
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The last group of questions asked for specific information about the materials in use in
UNSW.

This interview plan was successful, on the whole, with interviewees appearing to be
relaxed and to be speaking frankly.

Figure 12 shows the interview plan that was used with students. Naturally, approval
had to be sought for it to be used, at each university visited; therefore, it had to be
tactfully phrased so that colleagues would not feel that it was prejudical to themselves
or the teaching program, or feel that it was too intrusive on their students’ privacy.
Therefore none of the questions in the plan directly request students to evaluate the
TIFL materials, because it was felt that might be construed as questioning the teaching
program. Questions were posed about particular class activities and particular TIFL
materials, however.

The first three questions, as with the other interview plan, were designed to set the
interviewees at ease by showing personal interest in them as individuals, and also to
build a picture of their background and interests. Question 4 was an amplification of
Question 3, asking for more detail about plans and ambitions. This question generally
elicited a lot of information. Questions 5 and 6 were asked in part seeking information
(because not all students could be interviewed), but was also meant as a check to gain

Figure 12: Interview plan -- students

1

Why are you learning Indonesian?
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2

What degree are you doing?

3

Do you believe you will be able to use your Indonesian after you graduate?

4

How do you think you might use your Indonesian?

5

How similar do you think your aims and interests are to the other students in the class?

6

Why do you think most of the other students are learning Indonesian?

7

What do you think is the philosophy of the Indonesian program at this university -- what
are the lecturers trying to achieve?

8

How well does this philosophy fit with your personal goals and interests?

9

In the lessons you have can remember, what did you like best? Why?

10

What did you like least -- why?

11

What did you think of activity X?

12

What do you feel that activity was trying to achieve?

13

(Go through TIFL materials.) How do you like _______ (specific TIFL activity or
curriculum material)? What do you think is good or bad about it for language
learning?

14

From your experience, is learning Indonesian language different from what you
expected?

15

Have your ideas about Indonesia and its people changed very much due to your
learning Indonesian? In what ways?

16

Are there any suggestions you'd like to make about changes that would improve the
teaching materials or the teaching program here?

17

Is there anything else you'd like to tell me that we haven't talked about yet?

an idea of whether the interviewee was typical or atypical. Questions 7 and 8 sought
information on whether the philosophy of the teaching program at their university, as
perceived by the students, was in agreement with the aims of the TIFL materials.
Question 8 also sought information about whether the TIFL materials were perceived
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as relevant to students’ interests. Question 9 sought information about whether the
parts of the program they liked were parts derived from the TIFL materials. Question
10 looked for problems in the TIFL materials or in the teaching program at their
university. Questions 11 - 13 attempted to elicit opinions about the materials and the
teaching, and also to find out what ideas they might have about what was happening in
terms of SLA, whether they had a feeling that the teaching program was effective, and
whether it suited them as learners. This was expanded in Question 13, which probed
their ideas about language learning. Question 14 was designed to investigate the
learners’ affect – the attitudes and opinions towards Indonesia and Indonesian people
that they brought with them as baggage, and how these attitudes and opinions had been
affected by their study, again in terms of both the teaching program and the TIFL
materials. Questions 16 and 17 were designed to elicit information on what they found
problematic in the program or in the TIFL materials.

This interview plan was very successful in winning students’ confidence. Students who
volunteered to be interviewed appeared to genuinely enjoy the opportunity to divulge
their feelings about the Indonesian program at their university, and gave the impression
that they were speaking frankly. Of course, in these student interviews, the
researcher’s position was much more advantageous for gaining confidence than in the
interviews with colleagues.
5.3.2 The COLT Observation Scheme

308

As explained in section 5.2.2, the COLT (Communication Orientation of Language
Teaching) Observation Scheme (Spada and Fröhlich, 1995) was used in about half the
classroom obervations. The COLT Observation Scheme is an instrument used in the
observation of teaching and learning in L2 classrooms to assess the extent to which
lessons have a communicative orientation.2 It is intended for use by anyone involved
in L2 classroom observation.

The COLT Scheme was developed in the early 1980s within the context of the
Development of Bilingual Proficiency (DBP) project, a large-scale research project at
the Ontario Institute for Studies in Education (OISE) in Toronto, Canada (Harley et al.,
1990, provides an overview of the DBP project). The project investigated the nature of
L2 language proficiency and its development in classrooms and was organised around
issues relating to communicative competence.

Since a major component of the DBP research was to investigate the effects of
instructional variables on learning outcomes, a classroom observation scheme was
needed to systematically describe instructional practices and procedure in different L2
classrooms. Furthermore, because one of the central research questions of the DBP
project was whether instruction that was more or less communicative in orientation
contributed differently to particular aspects of L2 development, there was a need for an
observation scheme which could describe as precisely as possible those features of
instruction which could be derived from theories of CLT and from related research in

2

Cf. Section 4.2.6.
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L1 and L2 language acquisition. This, it was thought, made the COLT scheme
particularly suitable for observing classes using TIFL project materials and methods as
well.

Nunan (1989b: 85) describes the COLT Scheme as one of the most sophisticated
instruments yet developed for analysing interactions in the language classroom.
However, although it can capture differences in communicative orientation, it is
important to realise that it does not evaluate the effectiveness of language programs.
Only a study which compared instructional differences within a program and related
these differences to proficiency could answer the question of what kind of
communicative orientation is most beneficial for developing different aspects of second
language proficiency. That is beyond the scope of this study. The purpose of using the
COLT Scheme in this study was therefore only to try to quantify the extent that the
lessons using TIFL materials that were observed were communicatively oriented.

The COLT Observation Scheme consists of two parts. Part A describes classroom
instruction at the level of episode and activity. Coding for all categories on Part A is
normally done in 'real time'; that is, while the observers are present in the classroom as
the lesson unfolds (ideally there would be two observers; in this study there was only
one). Part B analyses the communicative features of verbal exchanges between teachers
and students and/or students and students as they occur within each episode or activity.
Because this level of analysis is more detailed than Part A, the coding for Part B is
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done after the observation, from transcripts made from audio recordings. The COLT
Scheme is explained in detail in Section 7.5.4.
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5.3.3 The ISLPR scale and assessment procedures

This section describes the International Second Language Proficiency Ratings, which
was used to obtain measures of student proficiency levels. The ISLPR is a proficiency
rating scale which describes different levels of proficiency in terms of the kinds of
communication tasks that the learner can carry out, and the kinds of language forms
that learners use when carrying out those tasks. The proficiency rating scale has
associated procedures for assessing language proficiency. Originally called the
Australian Second Language Proficiency Ratings (ASLPR), it was initiated by the Joint
Commonwealth-States Committee on the Adult Migrant Education Program (AMEP)
and developed by David Ingram and Elaine Wylie, now at Griffith University (Ingram,
1979/1984/1993; Ingram & Wylie 1991).3

The Indonesian version of the ISLPR was developed at the same time and as part of the
larger TIFL umbrella project (Section 1.2). Furthermore, Reeve in his initial
conceptualisation of a new type of tertiary Indonesian course, specified that students
should achieve a minimum of Level 1+ on the ASLPR at the end of a year (Section
3.2). The unit guides for Introductory and Intermediate Indonesian at UNSW, where
the TIFL materials form the curriculum, also specify expected outcomes in terms of
ASLPR. According to these unit guides, students who complete Introductory
Indonesian are expected to attain level 1+, and students who complete Intermediate
Indonesian are expected at attain level 2+. Furthermore, proficiency testing is an issue

3

At the time of the TIFL project, the ISLPR was still called the ASLPR.
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of relevance to universities because Australian departments of education have shown
interest in using language proficiency testing as a part of language teacher certification
(Read, 1996). Both the Ingleson and Leal reports strongly recommended the
development of proficiency measures to standardise outcomes of university language
programs and enable employers to have realistic expectations of proficiency levels of
employees and applicants (Section 2.4). For all the above reasons, the ISLPR was seen
as an appropriate measure of proficiency to use in evaluating the TIFL materials.

The ISLPR assessment of proficiency consists of a one-to-one interview followed by a
set of writing tasks, requiring altogether approximately two hours to complete.
Through this procedure, the assessor attempts to elicit a 'true' sample of the learner's
language behaviour in each macroskill, by giving the candidate successively more
challenging tasks, until satisfied that the ceiling of sustainable behaviour has been
reached. The observed and recorded behaviour for each macroskill is then matched
with a level on the relevant ISLPR subscales.

Time would not have permitted the use of the lengthy ISLPR assessment procedure in
this study, but there is a self-assessment version of the ISLPR, in the form of a
questionnaire. Whilst undertaking an Introductory Course in the ISLPR at Griffith
University in 1997 in preparation for this research, the author was advised that the
results of this self-assessment version correlate well with the results of the full
assessment procedure. Therefore it was decided to use the self-assessment proficiency
rating questionnaire for measuring proficiency levels. The actual questionnaire, which
was administered to students in five universities, is reproduced in Appendix 11.
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The purpose of obtaining the proficiency ratings was to check whether the the TIFL
materials in practice promote language learning to the levels envisaged; and whether
learners feel their aural/oral skills are more advanced than their reading and writing
skills as a result of learning in teaching programs using TIFL materials. It is however
important to remember that the information gained from these self-assessment
questionnaires does not actually measure proficiency; it only measures the learners’
perceptions of their proficiency.
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5.4

LIMITATIONS OF THE RESEARCH DESIGN

Unfortunately, it was not possible to conduct an comprehensive exploration of the ways
in which the TIFL materials are used in tertiary programs in Australia, due to
limitations of a study carried out by an individual researcher. Furthermore, the data
that were able to be collected at various universities were not parallel in all respects.
For example, students were not able to be interviewed at as many universities as
lecturers, because the times when students would have been available were the times
when the researcher was herself teaching.

Besides the limitations that have been mentioned above in the context of descriptions
of the data collection instruments, the study has the normal limitations of qualitative
research; ie, much of the data are not quantifiable. Of those that are, small numbers and
uncontrolled variables mean that statistical manipulations would have limited validity.
Nevertheless, quantitative analysis of the data has been undertaken where possible.

Although efforts were made to get as many data as possible from a variety of sources
and to collect them in forms as similar as possible, the amount of data collected from
some universities was much greater than from others. This limits the generalisability of
some of the data in various ways.

In general, the data collection and treatment of data were constricted by what was
feasible and practicable to collect, given financial and time limitations. For one thing,
it was only possible, for reasons of time and money, to investigate thoroughly a few
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tertiary Indonesian programs using TIFL materials. A serious problem was that the
ISLPR proficiency ratings were administered to the whole of the Introductory cohort at
UNSW at the beginning of 1998, but at the end of that year access was only given to
the evening class. This means that the ISLPR results for the whole cohort at the end of
the year can only be extrapolated from a comparison of the results of the day and
evening groups (Section 7.4.2).

A major problem was caused by the cancellation of a period of scheduled study leave
in 1998 by the author’s university. It had been calculated that the beginning of
Semester 2 would be the best time for data collection, because the lecturers and
students would be adjusted to a routine, fresh from a break, and (it was hoped) willing
to cooperate. In the event, however, the major data collection exercise was done in a
shortened period of study leave at the end of the academic year in 1998. This made it
much more difficult to gain access to students, because they and their lecturers were
preoccupied with end-of-year assessment. It is therefore possible that the accuracy or
representativeness of student-related data may have been affected by the amount of
access that could be obtained.

It should also be noted that in her role as a member of the Department of Employment,
Education and Training's National Standing Committee for the TIFL Project (19931995), the author had consulted regularly on the Project, and some of her suggestions
had been incorporated into the materials. This could have inserted bias into the
evaluation, but consciousness of the possibility has been maintained to guard against it.
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CHAPTER 6
THE TIFL TERTIARY CURRICULUM MATERIALS AS
ARTEFACTS OF COMMUNICATIVE LANGUAGE TEACHING

6.1

INTRODUCTION

This chapter examines the TIFL materials to answer the main research question of the
study:

Do the TIFL curriculum materials embody a coherent application of
communicative competence theory and the communicative approach?
To this end, the curriculum materials that were produced by the TIFL project will be
described, discussed and evaluated from the perspective of CLT. The analysis will
also include insights from SLA theory and research findings, in order to take into
account continuing development in the field.

As was established in Section 4.2, SLA is an extremely broad field, and to date there
is no comprehensive theory encompassing it, though the two main strands have been
the study of how individual learners differ, and the search for commonalities across
learners. Both aspects are relevant to classroom-based SLA, which is SLA that
occurs in the restricted and restrictive situation of the classroom. Because this type of
SLA is so much moulded and limited by the circumstances under which it occurs,
pedagogy becomes an extremely influential factor in its success or failure.
Unfortunately, however, as pointed out in Section 4.3, the answers to many SLArelated questions about pedagogy are still unknown, because of the many
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uncontrollable variables in the classroom situation, so that in some areas comments
made will perforce be speculative.

To recapitulate what has been established about communicative competence theory, it
is an approach to language teaching based not on a theory of language learning but on
a theory of language, according to which knowing a language includes a sociocultural
dimension as well as knowledge of the linguistic system. Hence the communicative
approach, or CLT, emphasises the ability to understand and convey messages in
sociolinguistically appropriate ways. Although the communicative approach is not a
rigid, doctrinaire approach to language teaching (Barko 1996a, b), a methodology has
developed in relation to this approach (CM), which has contributed major innovations
to language pedagogy, and can be categorised into five main areas (Johnson and
Johnson 1998: 69-92):

1.

Sociolinguistic appropriateness to ensure communicative effectiveness (with
consequent emphasis on genuine reading and listening materials)

2.

Message-focus: emphasis on conveying and understanding meaning rather than
focus on linguistic correctness (another reason for emphasis on genuine reading
and listening materials – ie, materials created for the purpose of communicating
some message)

3.

Activation of psycholinguistic processes favourable to language acquisition by
stimulating the learner’s desire to convey or obtain a message (pre-eminently
through information or opinion exchange activities)
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4.

Encouragement of risk-taking rather than concentrating on thoroughness and
correctness in reading and listening, in pursuit of the important communicative
skill of understanding messages in only partially understood linguistic contexts

5.

Free practice techniques to allow marshalling of a range of subskills (eg, level
of formality, forms of address, communicative functions, structure,
morphology) in holistic combination

These five areas of CM were described in more detail in Section 4.3.4. If the TIFL
curriculum materials embody a coherent application of communicative competence
theory and the communicative approach, they should possess these characteristics.

In Section 6.2, the physical form of the materials is briefly described, explained and
commented upon. Section 6.3 provides an overview of the thematic organisation of
the materials. Section 6.4 describes and analyses components of the materials in
terms of CLT and SLA. Finally, Section 6.5 discusses whether the materials should
be regarded as a bank of resources, as was the aim of the designers, or as a curriculum
for teaching Indonesian.

318

6.2

THE TIFL CURRICULUM MATERIALS AS ARTEFACTS

Three levels of curriculum materials were produced, Introductory, Intermediate and
Advanced, as envisaged in the TIFL proposal. As mentioned in Chapter 3, the
Introductory and Intermediate materials were produced at the University of New
South Wales (UNSW), and the Advanced materials were produced at the University
of Sydney. The objectives of the TIFL Curriculum Materials Project, as stated in the
final proposal to the Asian Studies Council (reproduced in Appendix 2), are
summarised here in order to allow comparison with what was actually produced.

The aims stated in the proposal were to develop 20 packages of Indonesian teaching
materials (each sufficient for 8 hours of classroom teaching, or a total of 160 hours)
for the Introductory level of tertiary study; and 14 packages (each sufficient for 12
hours of classroom teaching, or a total of 168 hours) for the Intermediate level. Each
package would include core dialogues and readings, and a range of communicative
activities.

For the Advanced level, the proposal’s stated aim was to produce three modules on
politics, economics and business practice of New Order1 Indonesia. Each module
would contain six study units on six different topics (each topic to contain material
for 6 hours of classroom teaching, amounting to a total of 108 hours).

1

Soeharto regime
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Realia and audiovisual materials, which were to be obtained from Indonesia, together
with associated audiovisual activities which were to be developed, were to be
integrated into the materials at all three levels.
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6.2.1 Introductory materials

As artefacts, the Introductory curriculum materials consist of the following items:

1.

The T.I.F.L. Project Introductory Indonesian Student Workbooks 1 and 2: two

A4 books (respectively 186 and 176 pages), written by David Reeve and Ida
Nurhayati. They contain mainly worksheets, vocabulary development pictures and
reading passages for 20 themes, designed to be spread over two semesters of language
teaching.

2.

The T.I.F.L. Project Introductory Indonesian Teaching Notes 1 and 2, two A4

books (respectively 227 and 258 pages), written by David Reeve and Ida Nurhayati.
Each contains an introductory section and an overviews of each theme, which
includes a statement of outcomes in the form of competencies. They also contain
recommendations for use of the various materials; instructions for conducting
particular activities (eg, brainstorming, vocabulary drills, communicative activities);
readings; worksheets; and lists of supplementary materials. They are organised into
20 themes in a parallel fashion to the Student Workbooks.2

3.

Introductory Indonesian Dialogues, an audio-cassette of SD in Indonesian for

students, containing recordings of 72 dialogues (2-5 dialogues for each of 20 themes).
These dialogues model communicative functions (such as agreeing, disagreeing,

2

Appendix 3 reproduces the ‘General Introduction’ to the Introductory Teaching Notes.
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advising, expressing emotions), register variations (formal, informal, neutral) and
sociolinguistic mixes (eg, age, gender, social status).

4.

The T.I.F.L. Project Introductory Indonesian Dialogues Themes 1-20, a 61-

page A4 book containing transcripts (in Indonesian) and vocabulary lists for each of
the recorded Introductory Dialogues. These dialogue transcripts are also included in
the Student Workbooks, but without vocabulary lists.3

5.

Two video cassettes of interviews, Wawancara 1 (Themes 1 to 10) and 2

(Themes 11 to 20).

The interviews are of two types: group mini-interviews4 and

one-to-one interviews with Ratih Hardjono, an Indonesian journalist who has worked
in Australia and Indonesia, and has published in both English and Indonesian.5 These
can be viewed in class or on a self-access basis, or they can be copied and issued to
students for home viewing (copying the materials for use in teaching is allowed under
the copyright arrangements with DEET). Wawancara 1 contains three group
interviews for each theme; Wawancara 2 contains three group interviews plus one
Ratih Hardjono interview for each theme.

6.

The T.I.F.L. Project Introductory Indonesian Video Dialogue Transcripts, a

105-page A4 book containing transcripts (in Indonesian) of the recorded interviews
on the video cassettes Wawancara 1 and 2.

3

An example of an Introductory scripted dialogue, with gloss provided, is shown in Figure 18 in
Section 6.4.4.
4
An transcript of an Introductory group interview, with gloss provided, is shown in Figure 22 in
Section 6.4.4.
5
Ratih Hardjono is the author of the well-known book, The White Tribe of Asia, also published as Suku
Putihnya Asia (Hardjono, 1992, 1993).
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7.

The T.I.F.L. Project Introductory Indonesian Role-plays, a 14-page A4

English-language booklet containing between 3 and 6 role-play scenarios for each
theme. It was compiled by Vern Cork, Robyn Fallick and David Reeve. These roleplay scenarios are also included in the Introductory Teaching Notes.

8.

The T.I.F.L. Project Introductory Indonesian Cultural Notes, a 92-page A4

reference book for students, compiled by Vern Cork. It contains 20 chapters of
readings in English about aspects of Indonesian culture — one chapter for each
theme. The readings are mainly excerpts from various publications, although notes
were also provided by Robyn Fallick, Arnold Marpaung, Anna Nettheim, Rod Palmer
and David Reeve.

9.

The T.I.F.L. Project Introductory Indonesian Grammar Notes , a 67-page A4

reference book for students, written by James Sneddon. It has 20 chapters—one for
each theme. It is written in English and contains explanations of various points of
grammar, but no exercises.6

6

Appendix 5 reproduces the table of contents of the Introductory Grammar Notes, and Appendix 6
displays a sample page.
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6.2.2 Intermediate materials

The Intermediate (second year ab initio) curriculum materials, which are organised
into fourteen themes, consist physically of the following items:

1.

The T.I.F.L Project Intermediate Indonesian Workbooks 1 and 2, (respectively

211 and 203 pages) organised into 14 themes, designed to be spread over two
semesters of language teaching. They were written by Ida Nurhayati, Marina Paath
and David Reeve. Originally issued as two A4 books like the Introductory
Workbooks, the final version that was circulated was in the format of loose sheets, for
easier photocopying. The content of the workbooks is mainly readings (including
realia and montages of headlines and captions), worksheets and discussion-stimulus
pictures.

2.

The T.I.F.L Project Intermediate Indonesian Teaching Notes 1 and 2, two A4

books (respectively 228 and 230 pages), written by Ida Nurhayati, Marina Paath and
David Reeve. They contain introductory sections, overviews of each of the 14
themes, recommendations for use of the various materials, instructions for conducting
particular activities , readings, worksheets and lists of supplementary materials.7

3.

Intermediate Indonesian Scripted Dialogues, an audio-cassette containing

recordings of 1-3 dialogues in Indonesian for each of 14 Intermediate themes. These
are brief dialogues along the same lines as the Introductory SD, modelling a variety

7

The ‘Teachers’ Manual’ from the Intermediate Teaching Notes is reproduced in Appendix 4.
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of communicative functions (eg, asking opinions, discussing differences, requesting
clarification, speculating about the future, stating complaints), speech registers
(formal, informal, neutral) and sociolinguistic mixes (such as gender, age, social
status, attitudes).

4.

The T.I.F.L. Project Intermediate Indonesian Dialogues Themes 1-14, an A4

book containing transcripts of each of the recorded Intermediate SD, together with
vocabulary lists and notes on communicative functions.8 The book of transcripts of
Intermediate Dialogues also contains an index of communicative functions for the
Intermediate curriculum as a whole (including other sources such as the videos and
reading texts), and a vocabulary index to the dialogues, which is organised by word
root. This is a useful index which enables students to look up a word they might be
thinking of using, to check how it is used in context in the dialogues.

5.

Four video cassettes of interviews, Wawancara 3 to 6. Wawancara 3 and 5

consist of interviews of three people, an Indonesian actress (Christine Hakim), an
Indonesian academic from Satya Wacana Christian University (Arief Budiman) and
an Indonesian academic who teaches Indonesian language in Australia (Indrawati
Zifirdaus). There are 3 interviews for each of the 14 themes. Wawancara 4 and 6
consist of a melange of interviews with several well-known Indonesian writers and
playwrights (eg, W.S. Rendra, Emha Ainun Najib, Ratna Sarumpaet) – from 3 to 5
interviews for each of the 14 Intermediate themes.

8
An example of an Intermediate Scripted Dialogue, with gloss provided, is shown in Figure 20 in
Section 6.4.4.
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6.

The T.I.F.L. Project Intermediate Indonesian Video Dialogue Transcripts, a

121-page A4 book of transcripts for Wawancara 3 to 6, identical in format to the
Introductory Video Dialogue Transcripts.

7.

Intermediate Indonesian Unscripted Dialogues. These are two audio cassettes

containing recordings of fairly lengthy unscripted interviews in Indonesian related to
each of the 14 Intermediate themes.

8.

The T.I.F.L. Project Intermediate Indonesian Role-plays, a 9-page A4

English-language booklet compiled by Robyn Fallick, Ida Nurhayati, Marina Paath
and David Reeve. It contains 3-7 role-play scenarios for each theme.9

9.

The T.I.F.L. Project Intermediate Indonesian Grammar Notes, a 62-page

reference book by James Sneddon containing 14 chapters—one for each theme. This
is a continuation of the Introductory Grammar Notes, and is identical in style and
format.10

9

Examples of Intermediate role-play scenarios can be seen in Figure 22, Section 6.4.5.
Appendix 7 reproduces the table of contents of the Intermediate Grammar Notes, and Appendix 8
reproduces a sample page.

10
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6.2.3 Advanced materials

The Advanced TIFL materials consist of:

1.

T.I.F.L. Texts , an A4 book of readings in Indonesian for students, covering

four themes. The pages are not numbered, but it is approximately 225 pages in
length. It contains photocopies of Indonesian texts and very comprehensive word
lists. Indeed the word lists take up more pages than the texts. The lengthy word lists
contain not only definitions for words from each page of text but also numerous word
clusters on topics, with such titles as ‘the egalitarian society and consensus’;
‘democracy, a critical society and human rights’; ‘culture, cultural identity and
assimilation’; ‘the economy, trade, business, development and the workforce’. There
are also word lists for word groupings, such as ‘words with English roots’, ‘words
with European roots’, ‘synonyms’ and ‘affixation’ (this last type is lists of different
forms of root words that occur in the readings in the theme, with page references).

2.

T.I.F.L.Worksheets, an A-4 book of worksheets for students, covering four

themes. Pages are not numbered, but it is 102 pages in length. They include a variety
of types of activities, but in the main they tend to focus on detailed study of texts, and
of the language in the texts. Examples are comprehension questions; retelling of
events with a focus on linking words; recognising acronyms and abbreviations;
building knowledge of synonyms; identifying discourse features such as beginning
phrases of written narratives; analysis of emotive language; reporting and indirect
speech; study of adjectives. On the whole, the Advanced activities are mainly various
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types of comprehension-related tasks and text-focused activities directed towards
interpretative historical and sociological analysis. There are also communicative
activities such as discussions, debates and a simulated courtroom trial.

3.

T.I.F.L. Teacher’s Notes, an A4 book of about 150 pages (the pages are not

numbered sequentially). This contains instructions for activities using the worksheets,
with answer keys for some of the worksheets; translations of texts; and transcriptions
of audio and video texts.

4.

T.I.F.L. Grammar Notes, an A4 book of approximately 150 (unnumbered)

pages. It contains notes elucidating points of grammar in the texts, and includes one
grammar exercise to practise relative clauses. It is obviously incomplete, because it
only covers the first theme.

5.

Four cassettes of interviews, Wawancara 7 to 10. These are interviews of a

number of Indonesian people, including some well-known personalities, but also
some non-celebrities such as a PhD student and an expatriate housewife, on a variety
of topics. They are not related to the rest of the Advanced materials, but are a
selection of interviews that did not fit into the Intermediate series. These were later
packaged and distributed with funding from the Universities of New South Wales and
Sydney, so that Indonesian programs around Australia would have access to them.
As mentioned in Chapter 5.5, transcriptions were made but not distributed due to lack
of funding. This is unfortunate because the sound quality is often poor.
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6.2.4 The materials in comparison with the objectives

The aims stated in the proposal were to develop 20 packages of Indonesian teaching
materials for the Introductory level on themes relevant to the interests and needs of the
‘Asia-literate professional’, which would include core dialogues and readings, and a
range of communicative activities, plus realia and audiovisual materials with related
communicative activities. Each package would be for eight hours of classroom
teaching. As can be seen from the list of Introductory materials given above, the
materials produced are much more than was stated in the proposal, and are sufficient
for considerably more than 160 hours of classroom teaching.

For the Intermediate level, the aims stated in the proposal were to develop 14 packages
of Indonesian teaching materials, which would include core dialogues and readings on
themes relevant to the interests and needs of the ‘Asia-literate professional’, and a
range of communicative activities, plus realia and audiovisual materials with related
communicative activities. Each package would be for 12 hours of classroom teaching.
As can be seen from the list of Intermediate materials given above, the materials
produced are much more than those proposed in the proposal, and are sufficient for
considerably more than 168 hours of classroom teaching.

Regarding the Advanced level, the proposal’s stated aim was to produce three
modules of six study units, each for six hours of classroom teaching. What was
produced was material for four themes on sociopolitical topics, each containing
between 10 and 18 worksheets. The Grammar Notes, however, only cover the first
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theme. Hence, the Advanced materials are not in the form or quantity that was
originally envisaged, from which it can be inferred that not all that had been planned
was achieved. Incompleteness is further shown by the presence of elaborate word
lists, obviously meant as analytical tools, with few vocabulary-related activities to
exploit them.

The fact that the Advanced materials were not disseminated to Australian
universities, as the Introductory and Intermediate materials were, also indicates that
they were not completed. Their formatting, too, is quite rough and more like a draft
than what one would expect to find in a finished product; eg, there are no
introductions or tables of contents, no sequential page numbering, poor quality
photocopying, inconsistent internal referencing and awkward layout.

Furthermore, it is obvious that the approach taken in the design of the Advanced
materials is quite different from the Introductory and Intermediate materials. An
attempt to combine language learning with interpretive historical and sociological
analysis of texts has been made, but not been worked through completely. Although
it is difficult to reach conclusions about them because they are in an unfinished state,
it does appear that they attempt many things, with scattered objectives, with the result
that that they are not coherent as study materials.
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6.3

THE THEMATIC STRUCTURE OF THE TIFL CURRICULUM
MATERIALS

The TIFL materials are organised by themes. The organisational principle of the
curriculum materials is important in terms of their evaluation as communicative
teaching materials. It is typical of communicative teaching materials to be organised
around themes rather than linguistic or grammatical topics. This is so that the materials
will be relevant and interesting and will lend themselves to activities focused on
message/content rather than on development of linguistic skills. In other words, the
materials tend to be used as a taking-off point for communicative activities rather than
as the primary objects of study themselves.

Earlier Indonesian course materials, which were described in Section 2.4.2 and
Chapter 3, were generally not organised according to any discernible pattern or
rationale, but their topics were mainly grammatical and lexical. For example, the
table of contents of Learn Indonesian Book 1 (McGarry and Soemarjono, 1970), lists
the following items for Lesson 3:

Lesson 3. (a) Apakah as a question-marker – Animals and fruits – Exercises 1-2 –
Conversations: 1-3.
(b) Personal pronouns
(c) Base-word verbs – Conversations: 1-4
(d) Occupations – Exercises 1-2 – Conversations: 1-4 – Pronunciation

Hendrata’s A-L Course in Bahasa Indonesia 1B (Hendrata, 1969) lists the following
items in the table of contents for Lessons 1-3:
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Pelajaran [Lesson] 1: Numbers, various sports, the seasons, ‘siapa bilang’ [who says]
Pelajaran 2: Classifiers, ordinal numbers, sudah/belum, belum/sebelum, Padi [already,
not yet, not yet, before, Rice]
Pelajaran 3: Comparisons, silahkan/harap, dapat/boleh, Liburan, ‘Astaga!’ [please –
offering/please – polite imperative, can/may, Holidays, expression of
surprise]

Yalden (1983: 86-87) states that because CLT emphasises sociolinguistic
appropriateness, a communicative syllabus is greatly expanded to cover aspects of
language in use. Whereas traditional language syllabuses consist mainly of grammar
and lexis (as above), a communicative syllabus needs to be made up of the following
components: purpose, setting, roles, communicative events, language functions,
notions, discourse and rhetorical skills, grammar and lexis.

Yalden also suggests that the way this can be done is to first conduct a needs survey
and then to formulate a description of purpose and specify a proposed taxonomy of
language skills. Dubin and Olshtain, who also were influential on Reeve’s ideas
(Section 3.2), give similar advice. However, Dubin and Olshtain (1986:3) emphasise
that curriculum goals address general societal, community or institutional concerns.
It is the society or broader community which the program serves that fundamentally
determines the goals to be manifested in the course.

As we have seen in Chapter 3.2, Reeve’s needs analysis was based on two reports, the
National Strategy for the Study of Asia (Asian Studies Council 1988 ) and Asia in
Australian Higher Education (ASC, 1989a), which advised that students with “Asialiteracy” were needed for Australia’s future. On that basis, he planned a new type of
Indonesian language course designed to produce Indonesia-related skills for future
Australian professionals, in the social sciences initially, rather than the traditional
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type of Indonesian language course designed to produce professionals in Indonesiarelated areas (teaching, lecturing, research).

Thus the thematic structure of the TIFL materials can be seen to follow principles of
the theme-based communicative syllabus design, and their content of the themes can be
seen as related to Reeve’s purpose in designing a language program that reflected the
need for a younger generation with Asia-related skills.
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6.3.1. Introductory themes

The 20 Introductory themes are listed below:

1

Self and Family

11

Health and Sport

2

Direction and Location

12

House and Home

3

Time and Daily Activities

13

Contacts and Appointments

4

Food and Drink

14

Education and Study

5

Buying and Selling

15

Career and Occupation

6

Description

16

Letters

7

Archipelago and Continent

17

Village and City

8

Travel and Transport

18

Religion and Belief

9

Media and the Press

19

Personalities

10

Love and Sex

20

Australia-Indonesia

In the first semester, Themes 1 to 3 provide an initial orientation of self in time and
space, together with the ability to communicate and understand messages in these
areas. Themes 4 and 5 deal with basic transactional functions. Theme 6 is the only
theme that focuses directly on linguistic aspects, but this is done by recycling and
extending the material covered in earlier themes. Themes 7 to 10 involve broader
areas of human and international relations. Theme 7 provides the first direct
discussion of Australia and Indonesia. A focus on the Australia-Indonesia relationship
was one of the major aims of the ‘UNSW curriculum’ (Reeve, 1989) and one of the
major aims of the materials. Theme 8 introduces forms of transport, many of which
are different from Australian ones, and aspects of travel – important for getting
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around Indonesia. Theme 9 introduces the media – important for an understanding of
Indonesian society and the relationship between Australia and Indonesia. Theme 10
is about love and sex—a relevant aspect of travel, especially for young people. Thus
the first 10 themes appear to be organised on the principle of equipping students with
‘survival’ language for a visit to Indonesia.

In the second semester, Themes 11-13 involve topics related to living arrangements
(eg, health, accommodation, appointments, study). Themes 13 to 15 cover topics that
would probably feature in conversations between Australian students and their
Indonesian counterparts, and in social conversations between adult professionals
(contacts, education, careers); but Themes 13 and 16 (‘Contacts and Appointments’
and ‘Letters’) also bring a more deliberate focus on the formal aspect of AustralianIndonesian encounters. The Cultural Notes for Theme 13 are extensive and contain
quite a lot of sociocultural information. Themes 14-16 look at the future purposes to
which current study might be put, referring to future work and careers. The topics in
Themes 17-19 delve a little deeper into aspects of Indonesian culture and society
(village life, religions, famous people); and the final theme deals with Indonesian
views of Australia. These last four themes offer keys to understanding Indonesian
society, in the form of content knowledge about Indonesia. The second semester
Introductory themes can be seen as preparation for a longer stay in Indonesia, such as
a period of in-country study or a period of employment.
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6.3.2 Intermediate themes

The 14 Intermediate themes are listed below. (In keeping with the higher level of
language appropriate at this (second year) level, the names of the Intermediate themes
are in Indonesian (gloss provided by the author), and for convenience will be referred
to by their English versions hereafter.)

1.

Hubungan Pribadi [Personal Relations]

2.

Pendidikan - Generasi Muda - Mahasiswa [Education - Youth Culture
- Students]

3.

Politik [Politics]

4.

Kebudayaan ‘Pop’ [Pop Culture]

5.

Agama dan Kepercayaan [Religion and Belief]

6.

Turisme dan Pengaruhnya [Tourism and Its Effects]

7.

Perdagangan - Ekonomi - Perusahaan [Trade - Economy Companies]

8.

Peranan Wanita [Women’s Role]

9.

Pekerjaan - Buruh - Majikan [Work - Workers - Employers]

10.

Kebudayaan Pusat - Kebudayaan Pinggiran [Centre and Fringe
Cultures]

11.

Kesusasteraan [Literature]

12.

Kebhinnekaan dan Multikulturalisme [Diversity and Multiculturalism]

13.

Lingkungan Hidup [Environment]

14.

Hubungan Australia-Indonesia [Australia-Indonesia Relations]
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It will be noted that some of the topics in the Intermediate themes (eg, religion,
education) are the same as topics in Introductory themes. The content and level of
difficulty however are different. As mentioned in Chapter 5.2, a spiral syllabus is a
technique recommended in CLT (eg Dubin and Olshtain 1986: 55-57) so that material
that has already been covered can be reintroduced and consolidated in subsequent
modules.

These themes cover aspects of Indonesian society and culture that are important in
modern Indonesian life and/or relevant to Australia-Indonesia relations, mostly
problematic topics that reflect the fast-changing nature of Indonesian society. The
focus, overwhelmingly, is on the complex and dynamic world of modern Indonesia.
The past only appears as background, in glimpses, eg, in ‘Religion and Belief’ and
‘Literature’. In the Intermediate themes, emphasis is also placed on including
Indonesian views of Australia. The worlds of Indonesia and Australia are presented
as impinging on each other. The aim is clearly to provide the learner with keys to
understanding and participating in interaction between Australia and Indonesia. As
was shown in Section 3.2, this was one of the main purposes of the original
conceptualisation of the UNSW curriculum.
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6.3.3

Advanced themes

Four thematic modules were produced in the Advanced TIFL materials:

1.

Origin of the New Order11

2.

Assessment of the New Order

3.

SDSB (Sumbangan Dermawan Sosial Berhadiah)12

4.

Gender

No overview or unit guide is provided for any of these themes. However, an attempt
is made below to convey an impression of each theme.

The ‘Origin of the New Order’ theme is quite specific, and is more in the nature of a
topic or study unit, as it deals with historical events that led to the establishment of
the Suharto regime (ie, the aborted coup on 30 September 1965, the gradual
displacement of Soekarno and the gradual assumption of power by Suharto). The
viewpoint is not so much that of the contemporary impact of these events as of
analysing the historical accounts relating to them. There are just two texts, which
are‘Laporan Utama’ [special reports] from 1986 and 1988 issues of ‘Tempo’ news
magazine.

11

Suharto regime.
12 Social Charity Contribution with Prizes, a state lottery which was controversial because opposed by
Muslims.
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‘Assessment of the New Order’ focuses on an analysis of the impact of colonialism
on the Indonesian people and an enquiry into the ‘Indonesian dream’, ie, the national
ideals of Indonesians. The texts consist of two ‘Laporan Utama’ from the 20 August
1988 issue of ‘Tempo’.

The module on the SDSB lottery contrasts the aims and claimed benefits of the state
lottery (to raise funds for development and social welfare) with the actual social
effects, which were mostly negative. This theme, like the first one, is really more in
the nature of a topic, since it is so specific, dealing with a particular social
controversy of the 1990s about a state lottery that has since been abolished. The texts
consist of an editorial and a ‘Laporan Utama’ from the 20 November 1993 issue of
‘Tempo’.

The theme titled ‘Gender’ actually deals only with feminist issues. The texts for this
theme are more varied, including a transcript from the television historical drama
series, Sitti Nurbaya; a review of a serial drama published in a 1991 issues of
‘Tempo’; three other magazine and newspaper articles about women from 1991-1992;
photographs of Indonesian and western women (for discussion topics); the creed of
the Dharma Wanita (national association of civil servants’ wives); a chapter about the
issue of balancing career and family, from a book of essays; and a ‘fable’ (about a
debate over paternity) from a 1995 issue of Horison (a literary magazine).

The thematic modules in the Advanced TIFL materials appear to be essentially four
of the six study units originally planned for a module on sociopolitical issues, which
was meant to be one of three modules in the Advanced materials. As the existing
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Advanced materials are incomplete, and as no introduction or overview is provided, it
is difficult to see what the overall plan for the thematic organisation was meant to be.
The view is taken that no useful purpose would be served by analysing something
that is incomplete, and the Advanced materials will therefore not be included in the
remainder of the description and analysis of the TIFL materials in this chapter.
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6.4

CONTENT ANALYSIS OF THE TIFL CURRICULUM MATERIALS

This section describes and analyses the content of the TIFL curriculum materials in
order to establish whether they embody a coherent application of CLT. Their
effectiveness from the viewpoint of SLA is also considered. For the most part this
section is limited to discussion and analysis of the materials themselves in theoretical
terms, viewed as artefacts of communicative curriculum design. Nevertheless, where
it is thought to be relevant, the analysis in this chapter also refers to the historical
information presented in earlier chapters, and to interview data from TIFL curriculum
designers and from lecturers and students in universities that use the TIFL materials.
As explained in Chapter 1, the study also includes an empirical investigation of the
materials in use, because the aim is to evaluate them in a holistic manner. However,
that part of the study will be reported and discussed separately, in Chapter 7.

The Student Workbooks and the Teaching Notes are the first of the materials to be
described and discussed. The remainder of the curriculum materials and their related
activities are then discussed and analysed in the order in which they are listed in the
‘General Pattern of the Themes’ in the Introductory Teaching Notes13 (except that
role-plays, which come last in the general pattern of the themes, will be discussed
together with communicative activities in this section). The order will be:

13

1.

Vocabulary development activities

2.

Listening activities

This is shown in Figure 26 in Section 6.5; and can also be seen in context in Appendix 3 (No. 2).
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3.

Communicative activities, including role-plays

4.

Sociolinguistic discussions

5.

Reading activities

6.

Grammar activities
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6.4.1 Student Workbooks

In appearance the Introductory and Intermediate Student Workbooks (referred to as
SW hereafter, for convenience) are not like a commercial publication. They are
paper-bound compilations of A4 sheets, and contain three main types of material:

1.

Photocopied reproductions of authentic Indonesian texts: montages of
captions from magazines and newspapers that are related to the themes; other
realia or ‘real-life readings’ such as advertisements, greeting cards, book
covers, forms, invitations and the like; and longer reading passages that are
mainly excerpts from books, magazines and newspapers. There are also
'spoken' texts in the form of transcripts.

2.

Reproductions of documents produced by word processor: mainly vocabulary
lists for reading passages and worksheets for communicative exercises, such
as grids for surveys and questions for interviews and discussion; and
worksheets for a variety of other exercises.

3.

Pictures: mainly vocabulary development pictures, discussion-stimulus
pictures and cartoons from Indonesian sources.

These materials will be described in more detail in the context of discussing the
learning activities devised for their use.
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At first glance the SW appear quite mysterious as they contain no explicit language
instruction or explanations in English, but they do contain an explanation of the
rationale of the communicative approach, which appears at the beginning of
Introductory Workbook 1 as an ‘Executive Summary’ (see Figure 13). This
explains, in non-technical language, that communicative methodology means that
‘for most learning, the language is spoken first by the teacher, and you then use this
language to communicate in pairs and small groups.

It goes on to explain in succinct fashion the basic principles of communicative
methodology and how it differs from traditional language methodology, ie, ‘The
language you will learn is not written on the page, to be learned by reading. You will
hear it, then speak it and practise it.’ This signals the emphasis on oral/aural skills
characteristic of CLT. A basic tenet of CLT is that learners must be provided with
ample opportunities to use language themselves for communicative purposes in order
to develop strategies for relating structures to their communicative functions in real
situations and real time (Littlewood 1981: ix).

The next paragraph states that ‘You will use it to say real things about your life and
opinions, and to find out from other students.’ This signals stimulation of
psycholinguistic processes and focus on message, two of the five contributions of CM
to language pedagogy identified by Johnson and Johnson (1998: 69-72).

The following paragraph states that ‘The material in the Cultural Notes will be
particularly important for the role-plays you do at the end of each theme.’ This
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Figure 13: Executive summary (Introductory Workbook 1, p. 1)

Please see print copy for Figure 13
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signals that free practice techniques will be used and that sociolinguistic
appropriateness is important for the achievement of communicative competence -two more of the five contributions of CM to language pedagogy identified by Johnson
and Johnson (Ibid.).

It goes on to say, ‘The Grammar Notes provide a more systematic explanation of
features of the language that come up as you learn to speak and listen,’ which signals
that grammar will not be a focus for its own sake, but that an understanding of
grammar will be needed in order to communicate effectively. This does not refer to
one of the innovations of CM but to what many theoreticians (eg, Littlewood, 1981:
ix) have described as a corequisite for attaining communicative competence:
grammatical competence.

At the end of Introductory Workbook 1, there is a worksheet, “The good language
learner quiz” (shown in Figure 14 ), which is designed to increase learners’
awareness of effective language learning strategies. Item 1 signals the importance of
risk-taking. Item 2 refers to the stimulation of psycholinguistic processes; 4 and 6
refer to the learner’s need to construct his/her own grammar or interlanguage; 5 refers
to the importance of the learner taking responsibility for his/her own learning and to
the value of interaction with native speakers; 7 refers to the importance of
sociolinguistic appropriateness. From the point of view of CLT and SLA, this
worksheet, like the executive summary in the Introduction, contains valuable
guidance on some effective language acquisition strategies. Although no instructions
for its administration are given in the Teaching Notes, it is obvious that it should be
administered either before or after class discussion of the points. However, the
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Figure 14

Please see print copy for Figure 14
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Teaching Notes do not give any pointers about how to use this worksheet, or about its
purposes, or indeed about communicative competence theory.

In other words, the Introductory SW do offer clear indications to the learners of the
rationale behind the communicative approach that is employed, and guidance as to
effective ways to further their own learning – though there is no indication in the
Teaching Notes of how to ensure these points are understood and internalised by the
students. The bulk of the remainder of the Introductory and Intermediate SW – the
unlabelled pictures and cryptic worksheets – appear as tantalising mysteries that can
only become meaningful through classroom activities. Students in the Introductory
level who miss classes would not be able to study by themselves the material that had
been covered. The Intermediate SW are somewhat less mystifying in appearance
because they contain numerous reading passages.
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6.4.2

Teaching Notes

The Teaching Notes (TN) are A-4 books of teaching materials which parallel the
materials in the SW, and also contain additional materials such as overviews of theme
contents, instructions for activities, transcripts of audio recordings, role-play
scenarios, communicative crosswords masters and solutions, handouts for jigsaw
activities, and suggestions for additional audiovisual resources.14

Appendix 3 reproduces the General Introduction of the Introductory TN in full. As
can be seen, it includes:

1.

‘Contents of these volumes’: a description of the contents of the TN and a
list of the other curriculum materials that have been developed for that
level. It is specifically mentioned that “there are too many materials for
one year’s teaching. It was our intention that teachers could select from
the materials in different ways, with some more emphasising the
speaking/listening materials, and others perhaps doing more work on
reading/writing.”

14

The meaning of the terms ‘communicative crossword’ and ‘jigsaw activity’ will be explained in
Sections 6.4.3 and 6.4.5.
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2.

‘General pattern of the Themes’: a description of the general pattern of
activities (called ‘steps’) used in each Introductory theme (see also Figure
26 in Section 6.5).

3.

‘Recommendations on carrying out activities’: general methodological
instructions for carrying out the ‘steps’ listed in the previous section.

The remainder of the Introductory TN is organised into chapters for each of the 20
Introductory themes. Each theme chapter contains:

1.

An overview, consisting of a list of expected outcomes in the form of
specific language behaviour that learners will be enabled to do in that
theme, and a summary of the materials and activities contained in it

2.

A summary of the contents of the Grammar Notes for the theme and an
indication of how the grammar points can be related to the theme

3.

A summary of the contents of the Cultural Notes for the theme

4.

A summary of the audio-cassette material for the theme

5.

A summary of the video materials for the theme

6.

Recommended activities for teaching the theme, set out in the form of
around 20 ‘steps’

7.

A list of extra resources relevant to the theme

8.

Activity sheets paralleling the contents of the Introductory SW

The Introductory Teaching Notes are thus systematically organised and contain
plenty of useful information for the teacher.
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The Intermediate TN are organised differently. They begin with a 'Teachers' Manual'
section instead of a ‘General Introduction’. It contains some generic instructions for
activities, in different order and expressed differently from the generic instructions
provided in the 'General Introduction' to the Introductory TN (the Intermediate
‘Teachers’ Manual’ is reproduced in full in Appendix 4). The instructions are brief
and vague; eg, teaching ‘the skill of paraphrasing' is recommended, but there is no
explanation of what this means or how to do it. Terminology is also different at
Intermediate level. For instance, the activity called 'brainstorming' in the
Introductory TN is termed 'semantic mapping' in the Intermediate TN, but there is no
explanation given for the term.15 In the Intermediate materials, activities are labelled
in an inconsistent way according to macroskills (eg, ‘speaking activity’) as well as by
activity type (eg, ‘information exchange’) or simply by a title for an activity (eg,
‘Saya bekerja sebagai apa?’ [What’s my job?]).

After the 'Teachers' Manual' section, the remainder of the Intermediate TN (like the
Introductory TN) consists of chapters for each theme. These chapters begin with a
'Unit Overview' and continue with a 'Unit Outline' containing brief instructions for
around 25-35 activities, which for the most part do not seem to be in any particular
order (unlike the Introductory TN, which are far more systematic), and quite long lists
of audiovisual resources. As well, there are numbers of 'attachments', which consist
mainly of worksheets for communicative activities (eg, jigsaw activities,
communicative crosswords), transcripts of Scripted Dialogues, and extra or ‘noncore’ activities not included in the SW. (These ‘attachments’ are sometimes

15

Brainstorming and semantic mapping will be discussed in Section 6.4.3.
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identified in the Unit Outline as ‘Attachment A’, ‘Attachment B’, but in places all
that appears in the description of an activity is ‘see attachments’.)

It is also confusing that the Introductory and Intermediate SW and TN are not
consistent in what they contain. For example, at Introductory level the texts of the
Scripted Dialogues are included in the SW, but at Intermediate level they are in the
TN.

From the description given above, it will be obvious that the Intermediate TN are
much less satisfactory in terms of clarity and consistency than the Introductory TN.
Furthermore, the fact that the Introductory and Intermediate TN are different in both
organisation and nomenclature is a source of confusion.

In both the Introductory and Intermediate TN, instructions are given on how to
conduct all activities. However, explanations of the rationale behind the
methodology are only in the form of brief hints, as shown in the examples given
below.

On communicative activities:
(a) ‘This is usually a survey – a grid where there is very little language “on the
page”, but which elicits a lot of language “in the air”. The grids are aimed at the
students working in pairs, and switching pairs a number of times during the activity.
(b) It is always worthwhile spending a few minutes setting up the activity well –
WITHOUT writing anything on the board. The teacher should relate the activity to
work already done, and explain the usefulness of the language to be used in the
activity. Relate this to real-life situations that students may later use the language
in.’ (General Introduction, Introductory TN, p.5)
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Not writing instructions on the board is perhaps meant to ensure that the practice will
be free and spontaneous (though it may be an idea retained from audiolingualism that
language should be first encountered aurally).16 As explained earlier (Sections 4.3.4
and 6.1), in CLT it is considered important that activities be relevant so that learners
will feel motivated (thus simulating psycholinguistic processes). This is one of the
five innovative contributions of CM. Free practice techniques are also one of the
major innovations to language teaching of CM. However, there is no discussion of
these or many other attributes and purposes of communicative activities that could
have been mentioned here (the communicative activities themselves are treated in
detail in Section 6.4.5 below).

On role-plays:
‘Role-plays are an excellent activity for revision, and for pulling together the
language and the cultural issues. They also train students’ strategic competence’.
(General Introduction, Introductory TN, p.7)

Strategic competence is not defined in the materials but has been identified as a
component of communicative competence (Canale and Swain, 1980 – see Section
4.2.1). There are also other reasons for using role-plays in a communicative
approach, eg, holistic practice. The importance of holistic practice was mentioned in
Sections 4.3.4 and 6. 1.

On montages:
‘These are snippets from Indonesian papers and magazines, aimed at getting students
used to the fonts and formats of real-life Indonesian. They are chosen to be fairly
much within students' ability, aimed at teaching students to “read for gist” – NOT
16

A preference for ‘hearing the word, then speaking it’ is evidenced repeatedly in the TIFL materials.
The issue will be discussed in detail in Section 6.4.3.
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using dictionaries, but using what they already know to make an informed guess at
what the clippings mean.’ (General Introduction, Introductory TN, p.6)

This hints at the important of risk-taking. An emphasis on risk-taking was mentioned
in Sections 4.3.4 and 6.1 as one of the five innovative contributions of CM.

On realia:
‘There always seems to be a lift in enthusiasm and buzz when you can bring real
items into class and use them as stimuli for the language activities.’ (General
Introduction, Introductory TN, p. 7)

In CLT, use of genuine materials such as realia is thought to be important because
they are a source of sociocultural input, providing preparation for real-life
communication (Johnson and Johnson, 1998: 69-72).

On reading activities:
"The learners should retell the essence of the article only and not do a word for word
(literal) translation. The skill of paraphrasing needs to be taught for this activity."
(Teachers' Manual, Intermediate TN, p.2)

This hints at the strategy of risk-taking in reading, and also refers to the
communicative strategy of paraphrasing17 – which is never explained.

On teaching grammar:
‘We suggest that the Grammar Notes be read late in the Theme, when students are
already used to the language relevant to that Theme.’ (General Introduction,
Introductory TN, p.7)
‘Each lesson should have a grammar activity. After an overview of a grammar point,
the point should be reinforced through a text/situation (song/video) being used at that
particular time. This can be achieved by the learners getting into pairs and
highlighting the relevant grammar structures within the text. In short, a grammar
point should come out of the material used.’ (Teachers' Manual, Intermediate TN,
p.2)

17

Paraphrasing will be discussed in Section 6.4.3.
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It is characteristic of CM that grammar is taught in context, as a tool for more
precision in expresssion, not as an object of study for its own sake (Littlewood 1981:
viii).

Although the communicative approach is not mentioned explicitly, these quoted
remarks can be seen as hinting or signalling points related to CLT. The purposes of the
activities are implied, but they are not explained, although the TIFL materials are
avowedly ‘based on communicative methodology’.18

The lack of overt references to the communicative approach in the TN is because
Reeve had become convinced that he should not try to persuade colleagues to use the
communicative approach. As mentioned in Section 3.5, one of the things Reeve did
during the implementation of the project was to visit Australian tertiary Indonesian
programs to publicise it. He spoke numerous times in personal communications and
also in an interview of the negative reactions he often met when he talked about
‘things that are absolutely routinely used by ESOL teachers around the country ... as
though I've defiled the Holy Ghost. As though I personally am suggesting absurd
things.’ He elaborated as follows:
‘That's happened at almost every university I've gone to. Each university I've gone
to, there are either people who know about ESOL and know about what's happening
in language generally, who are highly receptive, and then there are other people
who've just been cut off for years, at the end of their teaching careers, hate the idea
of being told that what they've been doing for thirty-five years is wrong (which is the
last thing I want to say), and being told that they have to change. So the best thing is
to wait them out.’ (David Reeve, interviewed by the author, 1 July 1996)

18

TIFL brochure, Appendix 1.
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In other words, his experience was that the concepts underlying CLT were not widely
understood by lecturers in Indonesian language in Australian universities. Barko
(1996b) makes the same point. Moreover, Reeve had formed the view that there was
nothing to be gained by trying to explain the communicative approach. As a result of
his experiences while publicising the TIFL project, he thought that people who knew
about ESOL would be receptive, but others would just be defensive. That was why
the TIFL materials were promoted as a ‘bank of resources’ that could be used
according to the particular aims of teachers or teaching programs.

As explained in Section 3.4, both Reeve and Worsley have stated unequivocally that
the TIFL materials were not meant to be used exclusively in a communicative
approach; nevertheless, since Reeve was personally convinced of the value of CLT
(Section 3.2), we may conclude that there was a hidden agenda to try to motivate
teachers to improve/change their teaching styles and become more informed about
communicative methodology and pedagogy.

Teachers’ reactions to the TIFL materials, as evidenced by their responses in
interviews, are presented and analysed in Section 7.2, and it is shown that even
among teachers who were using the TIFL materials there was quite a wide variation
in understanding of CLT. For example, one teacher had never heard of the term
‘communicative approach’. A number who had some understanding of the principles
underlying the communicative approach nevertheless mentioned that they were
confused about how to use the materials, even after reading the TN.

The activities recommended for the TIFL materials constitute a major departure from
what was previously used in Indonesian language teaching (Section 3.3). If teachers
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have incomplete understanding of communicative competence theory or the
pedagogic techniques related to CLT, they will be likely to interpret instructions for
activities in terms of what they are familiar with (ie, they may misinterpret them, and
conflate techniques from different methodological approaches). For this reason, it
would have been better to have included in both the Introductory and Intermediate
TN some clear information for teachers about the rationale for activities according to
CLT, their purposes and their expected outcomes.

For example, the TN could explain that communicative competence means an
extension of what was previously included in language learning; ie, it includes
knowledge of sociolinguistic appropriateness as well as knowledge of the forms of
language. The need for message-focus rather than focus on form could be explained
by making the point that pieces of language need to be thought of as carriers of
message, not just as exemplars of usage. It could be pointed out that one of the
reasons for the emphasis on realia and other authentic resource materials in the TIFL
materials is because such materials are created as a means of communicating
content and not for some pedagogic purpose. It could be explained that it was not the
intention that that grammar and lexis be ignored; they still need to be taught, but they
should be taught in such a way as to support communicative competence rather than
mastery of structures. The rationale behind information-gap activities could be set
out, explaining that they are designed to stimulate the psycholinguistic processes that
occur when people feel a need to obtain or transmit information. The purpose of gistreading, i.e., to develop the ability (needed in real-life situations) to extract
information from a context that is incompletely understood, could be explained. The
rationale behind free-practice techniques such as surveys, interviews and role-plays
could be specified: ie, to place students in positions where they will want to say
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something and provide them with the means to say it; and to provide practice in the
marshalling of sub-skills in holistic combination. These are just some examples of
simple explanations that would make the TN more user-friendly to teachers
unfamiliar with CLT.

Analysis of the TN will be taken up again in the context of a discussion of whether
the TIFL material are a bank of materials or a curriculum (Section 6.5). The rest of
Section 6.4 deals with the remainder of the teaching materials and the activities that
have been devised for their exploitation.
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6.4.3

Vocabulary development activities

There are two main vocabulary development activities in the Introductory materials:

1.

Brainstorming

2.

Drilling with pictures

At Intermediate level there are four main vocabulary development activities:

1.

Semantic mapping

2.

Tugas kamus [dictionary tasks]

3.

Ungkapan/peribahasa [sayings/proverbs]

4.

Communicative crosswords

Besides these activities, vocabulary learning is also promoted through a
‘recommended vocabulary policy’.

Brainstorming and semantic mapping

'Brainstorming' is done at the beginning of each theme (from Introductory Theme 5
on). The instructions for conducting a brainstorming activity, as given in the
Introductory TN, are shown in Figure 15. Brainstorming is not an activity exclusive
to language teaching, but it is is extremely useful in language teaching, where it
typically has three main aims:
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Please see print copy for Figure 15
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1.

to remind learners of vocabulary they already know that will be useful
in relation to the next unit of work

2.

to introduce learners to important new vocabulary related to the next
unit of work

3.

to ensure that members of the class have common knowledge of
vocabulary items that will be needed to communicate with each other
about the next unit of work

The aims of the brainstorming activity described in Figure 15 appear to be the ones
just described, although they are not stated explicitly.

Because CLT emphasises the ability to understand and convey messages, the learners
need to work together in verbal interactions. For this reason, it is always important in
CLT to ensure that members of the class have familiarity with the most important
vocabulary items needed for any particular activity or unit of work. If the learners in
the class have a common store of vocabulary items, they are more likely to
understand each others’ messages in pair and group work. Thus establishing a
common vocabulary base is an important preliminary activity for a communicative
language program.

At Intermediate level the brainstorming activity is termed ‘semantic mapping’.
Semantic mapping is a more advanced version of brainstorming, in which concepts
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are grouped according to meaning. This can be done in various ways, according to
the pedagogic purpose of the activity.

According to Stoller and Grabe (1993: 34), semantic mapping activities can also
demonstrate how new words fit into a learner’s existing knowledge base by
diagramming meaning networks and connecting new words to known words. They
lead to better vocabulary retention because new lexical items are introduced in
semantic networks. Figure 16 reproduces a typical example of how semantic
mapping is set out on the board in the classroom.

Brainstorming, or semantic mapping, can be said to constitute a foundation activity of
the TIFL curriculum materials, because it is a technique that is used a great deal
at both Introductory and Intermediate levels. As well as being used to introduce
each theme, it is also used to predict vocabulary that will be met in the audio and
video recordings that are used in classroom activities.

Brainstorming or semantic mapping is now a common technique in mainstream
language teaching, due to the widespread influence of the communicative approach,
with the result that student teachers enrolled in a TESOL or LOTE teacher education
program would hardly escape knowledge of it nowadays; but it is not a technique that
was ever used in GT or audiolingual methodology. Many lecturers who teach
Indonesian language are specialists in areas other than language (cf. Section 7.2), and
virtually their only acquaintance with language teaching pedagogy is what they
experienced themselves in the past, when they were students of the language. For
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Figure 16: Example of semantic mapping
(Source: Stoller and Grabe 1993: 34 )

Please see print copy for Figure 16
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instance, one such lecturer (educated in the discipline of political science but teaching
Indonesian language) who was working with TIFL materials stated in an interview:
“...the fact that we really produce students who are confident to speak is a great
strength because ... well, for example, while I was at University X, even by third
year, although we'd been doing a lot of language, we had a separate conversation
class, which wasn’t necessarily well thought out, and it would be very awkward;
people would come in, tongue-tied, wouldn’t feel confident. Say we were supposed
to be speaking about the environment one week, we wouldn’t have had any
experience in talking about the environment before, there were no clear guidelines of
how to go through the process ...” (TT.7, 18 March 1998)

This lecturer clearly did not experience brainstorming or semantic mapping as a
preparation for speaking activities when he was learning Indonesian. However, the
methodology intended for the TIFL materials would be even clearer if information
were provided about the rationale behind the instructions. As it is, the rationale for
the brainstorming activity is not explained, and teachers have to make the connection
for themselves between the description of how to conduct the activity and its
purposed outcomes.

Drilling with pictures

Vocabulary drilling is the major vocabulary development activity in the Introductory
TIFL materials. For this purpose, many vocabulary pictures were produced and are
included in the Introductory SW. An example of a page of vocabulary development
pictures can be seen in Figure 39 in Section 7.5.4.2.

In the teaching of the themes, vocabulary drilling comes early in the theme, after the
brainstorming. The purpose is evidently to follow up the initial vocabulary work
which has been done in the brainstorming session, by reinforcing essential new
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vocabulary. It is moreover clear that vocabulary learning is done as a preliminary to
communicative activities. It is important as a means to an end, not for itself, and thus
is completely in line with one of the tenets of CLT: emphasis on message-focus.
Learning of vocabulary is a necessary, if not a sufficient, condition for
communication to take place, and thus is a prerequisite or corequisite for
communicative teaching and learning. However, it should be realised that in CLT not
all learning of vocabulary need be done from context in an inductive way, although
practitioners of CLT have certainly tended to favour that approach to vocabulary
learning. Indeed, some authorities (eg, Schmitt 2000: 14; Zimmerman 1997b: 12-14)
believe that this is a weakness in CLT. This point will be returned to in the
discussion later in this section.

Figure 17 shows the instructions that appear in the Introductory TN for activities
exploiting the vocabulary development picture pages. Although these instructions are
quite clear and detailed, they do not give information about the rationale for the
activity, nor about the expected outcomes. Nevertheless, if we examine Figure 17,
we can see that the procedure amounts to a specific methodology, unique to the TIFL
materials, for teaching vocabulary items from pictures, with the following rationale:

1. Vocabulary is best recalled if initially presented aurally
2. Spelling of words should be done in the TL
3. The TL label for a picture is more likely to be remembered if the label is not
attached to the picture
4. Because the short-term memory can only retain 6 to 8 items at once, 7 is the
optimum number of lexical items to teach at any one time
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5. A number of repetitions in the form of oral drilling will assist learners to
remember a word
6. It is useful for students to have to make an effort to recall a word (eg, through
testing each other in pairs)
7. It is useful to revisit the vocabulary development picture pages.

A discussion of vocabulary activities later in this section will attempt to analyse the
underlying principles of this rationale and assess their validity.

Vocabulary policy

The Introductory TN set out a recommended ‘vocabulary policy’ (as used at
UNSW).19 A vocabulary list is developed during the year. It is made up of 20 words
per lesson, which the students and teacher select together from the material in the
day’s lesson. This list is entered into a computer and generates a definitive list of
words that students are expected to know. At the start of each lesson the list worked
out in the last lesson is distributed and students test and drill each other. At the rate
of 60 words per week, students are expected to learn approximately 1500 words per
year. This vocabulary learning strategy would ensure that the list includes items that
the students regard as relevant and worth learning. It also would stimulate recall of
what has been learnt and teach language learning skills – although these expected
outcomes are not mentioned in the TN.

19

‘Step 2’ of the ‘General Introduction’ to the ‘Introductory TN’ (Appendix 3).
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This practical vocabulary policy is recommended in the General Introduction to the
Introductory TN, but not alluded to again. However, as will be seen later in Section
7.5.3, it is actually an important aspect of the instructional program at UNSW.

Discussion of vocabulary activities in the Introductory materials

Reeve believed that time-tested drilling techniques are an efficient and effective way
to teach vocabulary initially, which can be consolidated later by revisitation in
context in class. He also believed that this technique provides a model of vocabularylearning strategies for students. In an interview, he put forward these views:

‘The only thing that works is drilling. And use. And there are two things you can
do. You can ask students to meet after work to do their vocab practice—extremely
unlikely—or they can use cards and lists, which have proved to be very beneficial.
Whenever I suggest this, language teachers jump down my neck and say “learning
words is not learning language”; and I’m not saying it is; all I’m saying is that
learning words is learning words, but without words you can’t make language. And
all our good techniques, the cards and so on, are thrown away. Whereas Nation’s
research on vocab20 shows that it’s pretty effective; it lasts quite a long time; and if
you’re creating enough chances in class for that vocab to be recycled, then it seems
to me you’ll be encouraging them to do it at home as well.’ (David Reeve,
interviewed by the author, 1 July 1996)

Since Nation’s writing on vocabulary acquisition has influenced Reeve’s thinking, it
is relevant to recapitulate some details (extensively reported in Section 4.2.9) at this
point. Nation (1984: 128-144), does not agree that we should leave all vocabulary
acquisition to incidental contact in context. He cites a number of studies, and
concludes that almost without exception the experiments comparing learning in
context with learning word pairs (foreign word-English translation) have not
produced results in favour of learning in context. Nation contends that word list
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learning is a legitimate part of the process of vocabulary learning – although he
emphasises that cards are actually better than lists, because of their flexibility for use.

According to Nation (1984: 1-3), in teaching vocabulary it is important to be aware of
both the frequency and range of occurrence of vocabulary items. Words with a
narrow range only occur in specialised areas. Words with high frequency generally
have a wide range. It is generally better to learn high frequency words before
learning low frequency ones. High frequency words deserve considerable time and
attention from both the teacher and the learner. Importantly, it is stated that explicit
teaching is probably essential for the most frequent words of any L2, because they are
prerequisites for language use. The purpose of vocabulary drilling in the TIFL
materials appears to be to teach important basic vocabulary as quickly as possible, so
that it is available to the learners for use in communicative activities.

Furthermore, according to Nation (1984: 30-36), there is evidence (eg, Crothers and
Suppes, 1967; Kachroo, 1962; Salling, 1959) to show that there is truth in the
common-sense notion of ‘practice makes perfect’: there is indeed a relationship
between repetition and learning. However, the type of attention given to an item is
more important than repetition (Craik and Lockhart, 1972; Craik and Tulving, 1975).
For example, oral repetition of a word form is not so effective a way of learning as
having to recall the form of a word. Seeing the word form and a definition of its
meaning is not so effective as having to make an effort to recall its meaning and then
being shown the definition as feedback. In general, if the teacher does not use

20

Nation (1984).
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challenging ways to draw the learners’ attention to a word, then learning will be poor.
If learning is poor, the repetition will be needed in order for learning to occur.

The vocabulary drilling recommended in the TIFL materials can be justified as an
instructional strategy on the grounds that it provides sufficient repetition for learning
to occur, on the basis of Nation’s arguments, despite not being an activity normally
used in communicative pedagogy.

However, one aspect of the procedure recommended in the TIFL materials is different
from Nation’s recommendations. The instructions for drilling in the TIFL
Introductory TN (Figure 17) strongly emphasise that the teacher should not write the
words on the board. Furthermore, the teacher should stop the students from writing
the words on the page. The words can be written in their notebooks at the end of the
activity, but students should be trained to learn and use the words first, and only write
later. This is in clear contradiction of Nation’s observation that oral repetition of a
word form is not as effective a way of learning as having to recall the form of a word,
which raises the question of why oral repetition without seeing the form of the word
is so strongly recommended in the TIFL materials, even against Nation’s advice. In
Section 3.2 it was shown that Reeve believed that the communicative approach did
not offer effective techniques for teaching vocabulary, and that he intended to
develop instructional techniques based on earlier methodologies, in particular
audiolingualism. In fact, as explained in Chapter 4.2.9, vocabulary has not (until
recently) received the same attention in communicative language research or
methodology as newer topics such as appropriate use of communicative categories
and language as discourse.
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The audiolingual approach held that most problems experienced by foreign language
learners concern the conflict of different structural systems. With grammar (or
‘structure’) as its starting point and the belief that language learning is a process of
habit formation, the audiolingual method paid systematic attention to pronunciation
and intensive oral drilling of basic sentence patterns. A basic principle of
audiolingualism, derived from behaviourist psychology, was that language skills are
learnt more effectively if items of the foreign language are presented in spoken form
before written form (Rivers, 1964).

On the basis of Reeve’s essay ( Section 3.2), and his remarks in an interview, quoted
above, it seems that Reeve had confidence in drilling as an instructional technique,
due to having experienced it himself as a language learner in the era of
audiolingualism. He appears to have conflated the audiolingual drilling techniques
with Nation’s recommendation of repetition as a vocabulary teaching technique.
Thus the method of vocabulary drilling suggested in the TIFL Introductory TN
(always hearing before seeing the word) is in part derived from a technique of
audiolingual methodology that was based on behaviourist learning theory, now
discredited (cf. Section 4.3.2).

Another recommendation in the instructions for drilling with vocabulary pictures
(Figure 17) is to teach six to eight pictures (ie, lexical items) at a time, because a
maximum of seven items is best for short-term memory retention. Moreover, the
vocabulary pictures in later themes contain some new items, and some the students
should already know. There is thus some new work and some revision. These
recommendations are based on Nation (1984: 30-36), which advises that if learning is
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poor, the word will need to be repeated for learning to occur – at least five and up to
16 repetitions being needed for acquisition. If a coursebook does not provide enough
repetition, Nation suggests the teacher should organise to add to the number of
repetitions provided by it. These repetitions should be spaced with increasing gaps
between them for maximum effectiveness. The human mind can store vast amounts
of knowledge in long-term memory, but it is able to process only small amounts of it
in real time (Pawley & Syder, 1983). Research has shown that when learning new
material, most forgetting occurs soon after the end of the learning session. From this
insight the principle of expanding rehearsal has been derived, that learners should
review new material soon after the initial meeting and then at gradually increasing
intervals (Pimsleur, 1967; Russell, 1979: 49; cf. also Baddeley 1990: 156-158). In
this way, forgetting is minimised. Students can use the principle of expanding
rehearsal to individualise their learning.

The recommendation in the TN that the teacher return to the pictures in later lessons
for brief revision or to use the pictures as stimuli for creating sentences and little
dialogues is thus soundly based, from the viewpoint of SLA theory and research. As
well, the recommendation that students test each each other in pairs is in accordance
with Nation’s advice that requiring students to make an effort to recall a word’s
meaning is an effective instructional technique; furthermore, it models the technique
of rehearsal.

Recent SLA theory and research findings support explicit teaching of vocabulary in
the initial stages of language learning competence (Section 4.2.9). In fact, according
to some current thinking (Schmitt, 2000: 137), it is probably best to teach high
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frequency words to beginners in an explicit fashion initially, with recycling
consciously built into the language teaching program, and without too much
extraneous information which might interfere with learning by adding to the attention
burden. Explicit teaching is probably essential for the most frequent words of any
L2, because they are prerequisites for language use. The learning of these basic
words cannot be left to chance, but should be taught as quickly as possible, because
they open the door to further learning. The varied contexts in which learners
encounter words during later incidental meetings tend to ensure broader
understanding of their collocations, additional meaning senses and other higher-level
knowledge.

On the other hand, Schmitt (Ibid.) advises that less frequent words may be best
learned by reading extensively, because there is not enough time to learn them all
through conscious study. Thus, explicit teaching and incidental learning complement
each other, both being necessary for an effective vocabulary program. (As will be
shown in Section 6.4.7, the TIFL materials provide large amounts of reading as well
as explicit vocabulary instruction.)

To sum up this analysis of the vocabulary drilling technique and the vocabulary
learning policy recommended in the Introductory TIFL materials, in the main they
constitute effective pedagogical techniques in terms of both CLT and SLA. Indeed,
it has long been recommended by theorists (eg, Richards, 1976; Rivers, 1983;
Widdowson, 1979a) that the linguistic code should not be neglected, because
command of the linguistic code is a necessary prerequisite for communicative
competence. However, the stipulation that it is important that the spoken form be
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drilled initially, before students are allowed to see the written form of the words,
appears to be out of line with current understandings in SLA.

Discussion of vocabulary learning activities in the Intermediate materials

The vocabulary development activities in the Intermediate TIFL materials will be
considered next. Semantic mapping has already been discussed in connection with
brainstorming. The other three main vocabulary development activities at this level
are dictionary tasks, proverbs and communicative crosswords.

Tugas kamus [dictionary task]

A list of words for the dictionary task is included for each Intermediate theme. The
instructions given in the TN are as follows:
“Using the Tugas Kamus guide, select the appropriate words for the Theme and ask
the learners to identify their different forms listed in the dictionary. They should
then make sentences using these forms. In the next lesson, different forms and
sentences should be checked. It is preferable that the learners check each other’s
work with the teacher used mainly as a resource for queries and confirmations.”
Intermediate TN, p. 3.

This is a good exercise in dictionary use because it encourages the learners to
distinguish morphosyntactic features, additional meaning senses and other higherlevel aspects of words that are appropriate beyond beginner level (cf. Nation’s
observations on what is involved in knowing a word, Section 4.2.9). It is also a meta
activity that teaches the learners the metalanguage needed to analyse, classify and
discuss lexical items; ie, the terminology used by lexicographers, such as names of
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parts of speech. The fact that it is designed to be carried out in a learner-centred
fashion is in line with the communicative approach.

Ungkapan/Peribahasa [sayings/proverbs]

Two traditional sayings or proverbs are included in each Intermediate theme. The
instructions for this activity are inadequate, with no rationale, purpose or outcomes:
“The teacher should give to the learners two Peribahasa/Ungkapan from the List per
fortnight and hold a class discussion for cultural issues. The learners can then make
up sentences using the peribahasa at home.” (Intermediate TN p. 3)

Nonetheless, these idiomatic expressions and proverbs seem to be particularly well
selected, from the point of view of their usefulness in conversation and writing. They
also have illocutionary force, so in that sense their learning overlaps with the learning
of communicative functions (which will be discussed in Section 6.4.4). As well, they
provide insights to Indonesian ways of thinking, because they frequently have very
different meanings from what a foreigner might expect – meanings which relate to
traditional village life. For instance, hangat-hangat tahi ayam [strong warmth of
chicken droppings] has the surprising meaning of ‘inconstant in purpose’ (because
chicken excrement is hot when fresh, but quickly cools off). Another example,
memancing di air keruh [to fish in murky waters] actually means ‘to seek profit’.
When there is a flood, as there frequently is in the rainy season in the tropics, fish
may be caught in the floodwaters, and boys and men can often be seen taking
advantage of the circumstances by fishing while others are battling the problems
caused by the flood. So the idea is that when things are chaotic, some will take
advantage of the circumstances.
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Several students mentioned in interviews that they found using these proverbs and
expressions made their speech seem more fluent and idiomatic, and that they were
pleased with the very positive feedback they got from NS interlocutors. Lecturers
also mentioned that the students appeared to learn these proverbs and idiomatic
expressions and use them effectively, eg:
“People do say those things in real conversation, so ... they can be very useful for
them, like dia seperti katak di dalam tempurung [he’s like a frog under a coconut
shell]21, or, habis manis sepah dibuang [when the sweet part is finished the pith is
thrown away]22.”

The Ungkapan/Peribahasa are obviously a valuable vocabulary development activity
from the viewpoint of CLT and SLA because they help learners to understand
Indonesian culture and express themselves with sociocultural appropriateness.

Communicative crosswords

Each Intermediate theme contains a communicative crossword, and they are
positioned at the end of themes to provide consolidation of vocabulary before moving
on to a new theme. Students work in pairs, each individual preparing the vocabulary
for half of the puzzle ahead of time. In class, they give each other clues, speaking in
Indonesian.

Communicative crosswords are described and recommended in Nation (1984: 105,
107) as an excellent technique for practising paraphrasing, which is an important
vocabulary strategy when speaking and thus contributes to communicative

21
22

ie, has limited vision.
referring to a person using and discarding another person.
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competence. It is likely that Nation’s observations on paraphrasing have influenced
the design of the Intermediate materials, because it is stated in the Intermediate
Teaching Manual (at the beginning of the Intermediate TN – see Appendix 4) that the
learners should be taught the skills of paraphrasing so that they can do the first
communicative crossword. (Unfortunately, the instructions for conducting the
activity are far from clear, and no explanation of paraphrasing, instructions for how to
teach it or rationale for why it should be taught are provided.)

According to Nation (1984: 104-105), being able to cope with gaps in vocabulary or
with temporary inability to recall a word that is needed is an important
communicative strategy. Failure of learners to use paraphrases, definitions or some
other substitute for a word they do not know has been reported by several researchers
(eg, Baxter, 1980; Brown, 1979; Woodeson, 1982). Bialystok and Fröhlich (1980)
studied the strategies SL language learners used to make up for gaps in vocabulary,
and classified them into those that were based on the L1, those based on the L2, and
those not based on language (ie, use of gestures or sounds). L2 strategies are
particularly useful in speaking, because there is no time to refer to a dictionary, and
also because there is a chance of getting feedback from the listener to show if the
paraphrase has been successful or unsuccessful or to supply the needed item.
Learners who use them have several advantages: they are able to operate with a small
productive vocabulary; they have independence from the need to ask for translation;
and their speaking can remain fluent, thus making it easier to maintain a conversation.

Nation (Ibid.) suggests that vocabulary learning should not be seen just in terms of an
accumulation of items, but as including the dynamics of use. Simply predicting the
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items that students may need, then teaching them, is inadequate, because it must be
assumed that in many instances the items supposedly learned will be unavailable for
use when needed. Learning communicative strategies for dealing with missing
vocabulary items enables students to express meaning in an appropriate manner. The
most powerful vocabulary compensation strategy in speaking is paraphrasing. The
basic principle of the strategy is that it is not necessary to be exact, because speaking
allows interaction between the speaker and the listener, so there can be continual
checking to make sure that the meaning gets through (ie, negotiation of meaning).

It is particularly important to supply such strategies to learners because the use of
bilingual dictionaries tends to militate against their development (Baxter 1980: 330).
This is because, when using a bilingual dictionary, the learner is continually referring
to matchings of lexical items. What is cumulatively absorbed is the notion that
meaning is always expressed through use of a lexical item. A bilingual dictionary
(unlike a monolingual one) gives no training in having recourse to conversation
definition.23

A number of techniques to practise paraphrasing are suggested by Nation, including
communicative crosswords. To clarify what is meant by a communicative crossword,
let us look at Nation’s description:
“Woodeson (1982) describes an excellent technique for practising paraphrase and
definition. Learners work in pairs. They each have a crossword puzzle. The puzzle
has no clues but learner A has half the words written in, and Learner B has the other
half. They ask each other for the words missing from their version. They are not
allowed to say the words themselves or show their puzzles to each other but they
must give paraphrases of the words. So if A asks ‘What is 5 down?’ B has to say
23

This is also a strong argument for encouraging learners to move as soon as possible to the use of a
monolingual dictionary, which (a) helps them master the metalanguage of definitions, eg, general class
words; and familiarises them with the practice of defining and paraphrasing words in the L2.
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something like ‘The part of your body where your food goes just after you eat it?’ ...”
Nation (1984: 105)

There are no instructions for communicative crosswords in the Teachers’ Manual
(Appendix 4). The instructions in the theme chapters are all identical and are not
very easy to understand, as the following quotation illustrates:
‘This communicative crossword consists of an A and B sheet with DOWN or
ACROSS only on it. Learners work in pairs to complete their sheet. They can only
give clues in Indonesian. They can either describe the word or (not to) use it in an
incomplete sentence. Ensure that the learners revise the relevant vocabulary before
the lesson.’ (Intermediate TN, p. 54)

To sum up, the communicative crossword is a very good activity from the viewpoint
of CLT and SLA. It deals with recall of lexical items and gives practice in the
valuable vocabulary compensation strategy of paraphrasing. As well, when
participants have tried to recall a word and been unable to, they can then review the
crossword clues and see the word they couldn’t remember; ie, in line with Nation’s
advice (mentioned above) that seeing the word form and a definition of its meaning is
not so effective as having to make an effort to recall its meaning and then being
shown the definition as feedback. It is an excellent communicative technique for
vocabulary learning. However, better instructions are needed so that teachers
understand how to use them.

Other vocabulary development activities

The explicitly vocabulary-focused tasks and activities that have been described above
are not the only activities that contribute to vocabulary development at Intermediate
level. Another activity that would aid vocabulary learning is the Focus Questions. In
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the study of each Intermediate theme, a set of Focus Questions appears after the
montage that introduces each theme.24 These are thought-provoking questions about
issues in Australian and Indonesian society that are raised by the materials in that
theme. Some of them are marked by asterisks. They are questions that are not
answered in the existing materials, and signal possible topics to be researched for
assignments. Some examples of Focus Questions:
•

‘How has the position of Indonesian women changed this century?’ (Intermediate
Theme 8: Women’s Role)

•

‘Are there unions in Indonesia? Who controls them?’ (Intermediate Theme 9:
Work – Workers - Employers)

•

‘Are the problems faced by the Irianese different to those faced by Australian
Aboriginals?’ (Intermediate Theme 10: Centre and Fringe cultures)

The learners work in pairs or small groups to translate these questions into
Indonesian, but do not have to answer them. At the end of the theme they are
supposed to return to the questions and see if they can answer them, working in pairs.
This exercise is useful for vocabulary learning (as well as a preview and review
exercise), especially since the teacher can ensure that the vocabulary needed for the
Focus Questions has been introduced in the immediately preceding Semantic
Mapping session. Unfortunately, the responses from students and lecturers in
interviews indicate that the Focus Questions have not been exploited consistently by
other universities besides UNSW, which may be partly because teachers have not
realised their value. This in turn may be because once again there is little explanation
of how to conduct them.

24

Montages are described in Section 6.4.7.
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6.4.4

Listening activities

Listening activities in the TIFL materials are based mainly on the Scripted Dialogues
(SD) and the Video Wawancara [interview videos] that were produced by the project.
Unscripted Dialogues were also produced, although they were more in the nature of
an experiment, and were not so carefully worked out as the SD. The fact that the
Unscripted Dialogues are not mentioned in the TN is an indication that they are less
important. Numerous audiovisual resources not included in the TIFL materials are
recommended in the TN, but these are considered outside the scope of the study.

Scripted Dialogues

The SD are 99 audio recordings of dialogues written by a team of writers (see
Sections 6.2.1 and 6.2.2) and spoken by native speakers. There are 73 for
the Introductory Themes and 26 for Intermediate. Their purpose is not only to
provide listening practice, but also to model and teach communicative functions and
sociocultural and discourse aspects of spoken Indonesian.

In the Introductory materials, the scripts of the dialogues are included in both a book
of transcripts, Introductory Indonesian Dialogues, and also in the Introductory SW.
In the Intermediate materials, these transcripts and their associated communicative
functions are included in both a book of transcripts, Intermediate Indonesian
Dialogues, and in the TN, but not in the Intermediate SW. This is confusing. At

381

Intermediate level the dialogue transcripts are also presented differently: each one is
followed by examples of communicative functions.

The book of Intermediate dialogue transcripts also contains an index of 57
communicative functions, which refers to other TIFL resources as well as the SD.
However, the Intermediate SD appear to be the main vehicle for modelling and
teaching communicative functions in the TIFL materials. In CLT it is regarded as
important for learners to pay attention not only to language forms but also to
communicative functions, ie, what people do with language forms when they want to
communicate with each other. Learners must also develop strategies for relating these
forms or structures to their communicative functions in real situations and real time
(Littlewood,1981: viii). The SD are the first systematic attempt in Australian
materials designed for teaching Indonesian to adults to help learners do this. (As
mentioned in Section 3.3, the course materials used at the SU/UKS in-country
language courses include a list of communicative functions, which formed the basis
of the planning for teaching communicative functions in the TIFL materials.) 25

As well as being the main vehicle for communicative functions, the dialogues are the
main way of modelling and teaching socioculturally appropriate oral registers. They
are almost equally balanced between formal, informal and neutral registers, as Reeve
points out in the following quotation:
“There are almost exactly a third that are highly colloquial, about a third that are
highly formal, and a third that sort of range in the middle. But we set out the 7
principles that we’d adhere to, and we just kept them in mind as we brainstormed
and role-played through them over a period of quite a number of weeks, and though
25

School-level materials such as the New South Wales Indonesian Syllabus Years 7-10 (NSW Board of
Secondary Education, 1989) and White’s Bahasa Tetanggaku course materials (1988) had already
begun to incorporate the idea of teaching communicative functions
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we weren’t saying, oh, we’ve got one of this, one of that, we just kept in mind that
we wanted that range, and it oddly ended up to be almost an exact third by a third by
a third division.” (David Reeve, interviewed by the author, 1 July 1996)

Figure 18 displays the general principles used to create the SD. In order to include a
range of registers, imbalances of age and status were included, because age and status
are the major influences on register in spoken Indonesian. A sexual mix was
provided – including homosexuality. This is a ‘first’ for Indonesian teaching
materials, despite the fact that homosexuality, and particularly transvestitism, have

Figure 18

Please see print copy for Figure 18
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long been accepted in many Indonesian societies. Another innovation is that lower
socio-economic levels were included as well as young, middle-class university types
similar to the learners. Only examples of the middle-class tended to appear in the
older materials.26 Government officials were included because they are an
omnipresent fact of life for Indonesians – and for visitors too – and learners need to be
able to address them in appropriately tactful, formal language. This was also
innovative. Different parts of the archipelago, with its regional differences, are
represented, which is another ‘first’. In earlier materials (eg, Hendrata, 1969, 1970;
Johns 1977, 1990; McGarry and Soemaryono 1970), a bland, homogenised Indonesian
persona was all that learners were made aware of. Australians feature in numbers of
the dialogues so that sociocultural differences can be highlighted. This is also
different, because Australians are not just cast in the role of visitors, as in previous
materials; they appear in varied roles, including roommate, host, interviewee, job
applicant, employer, researcher and information officer. All these aims have been
closely adhered to in the creation of the dialogues, resulting in dialogues that are rich in
sociocultural elements, and also lively, vivid and much more confronting than anything
previously produced. Unfortunately, space will not permit translating and explaining
them in detail, which would be a very interesting analysis. Two dialogues – one formal
and one informal – are reproduced in Figures 19 and 20, with gloss provided by the
author. Figure 19 is a discussion about television, but it also models in a realistic way
the register young people use with each other. Figure 20 features a confrontation
between a powerful businessman and a young labour activist, in which she politely but
doggedly pursues her point, while the businessman delivers a veiled threat in

26
With the exception of the Cornell University materials (eg, Wolff, 1975, 1979), which were
specifically designed with the needs of postgraduate anthropology researchers in mind.
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Please see print copy for Figure 19
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Please see print copy for Figure 20
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patronising language. These two examples were chosen to give an impression of the
range of the SD.

The recommended way to use the SD for Introductory level is set out in Figure 21.27
It is done by eliciting meaning, chanting and role-playing. This would help learners
to say them with natural and appropriate prosodic features. The way they are
supposed to be used is in some ways like drilling, but drilling done in an interesting
and useful way, because the learners would at the same time be absorbing features of
register and idiomatic expressions from the dialogues (especially if they were
highlighted and explained in the teacher’s review) – and also because the dialogues
provide engaging and often humorous ‘vignettes’ of Indonesian behaviour.

Figure 21

Please see print copy for Figure 21

27

See also Step 3 of the General Introduction to the Introductory TN, reproduced in Appendix 3.
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The instructions for using the SD at Intermediate level are shown in Figure 22.28
These instructions are quite different from the ones given at Introductory level (Figure
21.)29 At Intermediate level the learners are encouraged to predict vocabulary and
phrases before listening. This is no doubt the reason why the transcripts are not in the
Intermediate SW: it is so that they can be withheld from the students initially. It is

Figure 22

Please see print copy for Figure 22

28

See also Section A (Listening Activities) of the Teachers’ Manual of the Intermediate TN reproduced
in Appendix 4.
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further suggested that the communicative functions be practised through role-plays
which the students prepare after they have listened to the dialogues and discussed
communicative functions, grammar and sociolinguistic aspects in class. In other
words, because the Intermediate learners have greater linguistic resources they can be
expected to build on the dialogues to create their own texts.

However, it would not be obvious to a teacher planning to use the materials that the
instructions for the Introductory and Intermediate levels SD are based on different
rationale and aim to produce different outcomes, because there is no explanation of
the rationale behind the instructions.

To sum up, although they are not authentic in the sense of being genuine or
spontaneous, the SD are strongly realistic examples of discourse, exhibiting a
considerable range of communicative functions and sociocultural elements (including
moral attitudes, prejudices, superstitions, humour), unlike earlier materials (Section
3.3). Although they are generally brief, the SD are rich in nuances and cultural
overtones, with a vein of humorous observation of human nature available to be
mined by a teacher with imagination and a good knowledge of Indonesian culture.30

The SD also contain many examples of playful use of words. Learners always want
to be able to express themselves humorously in the L2, but being humourous across
cultural boundaries is notoriously difficult. Yet it is something so valuable for them to
be able to do appropriately. The SD introduce the informal register in proper context
(eg, the words kamu, nggak, and nonton in Figure 19) and show how to express
29
30

See also Step 3 in Appendix 3.
Section 7.5 will describe the treatment of the SD in the teaching at UNSW.
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politeness in a formal situation (eg, repeated use of bapak in Figure 20). In addition,
they are culturally appropriate because they are dramatic vignettes, and drama is an
absolutely central aspect of Indonesian culture. For all these reasons they are good
teaching resources from the viewpoint of CLT and SLA. They would be even better
teaching resources if the rationale for their creation and pedagogic exploitation were
explained.

Interview videos

The Video Wawancara [interview videos] are the other main type of listening
material in the TIFL materials. As well as ten 180-minute video cassettes, there are
two video dialogue booklets, containing transcripts of the interviews in the first four
cassettes. These video materials were produced rather late in the history of the
project, and perhaps because of that are only mentioned briefly in the ‘General
Introduction’ to the Introductory TN, after the ‘General Pattern of the Themes’, as
follows:
‘Selections from the two videos Wawancara 1 & 2 should be used alongside this
schedule – in class, as a self-access activity in the video lab, or in a combination.’
Introductory TN, p. 2.31

The videos are included in the instruction for some of the themes in the Introductory
and Intermediate TN, but are not mentioned at all in the ‘Teachers’ Manual’ of the
Intermediate TN.32 Despite this, a staff member at UNSW stated that they are the

31
32

No. 2, Appendix 3.
Appendix 4.
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items most frequently requested from the TIFL materials, which suggests that they
can be regarded as an important component.

One reason why the videos are frequently requested would be that they fill a gap in
the available resources for teaching Indonesian. Prior to the creation of the TIFL
interview videos, a set of delightful videos prepared by some Australian teachers
enrolled in the summer program at UKS constituted the only teaching videos for
Indonesian in existence, and these are no longer available for purchase in Australia
due to a change in Australian government import duty regulations which had made
them prohibitively expensive. The TIFL videos are therefore an important addition to
the resources available for Indonesian language teaching.

There are two main types of interview in the interview videos. In Video Wawancara
1 and 2, several people are interviewed as a group. There are three group interviews
related to each of the 20 Introductory and 14 Intermediate themes (a total of 102). In
these videos, a single interviewer (Ida Nurhayati) interviews a group of six people.
Although the same questions are put to each member of the group, there are slight
differences in phrasing. Each member of the group replies briefly to the question put
to him or her. Although their answers are different, they are structurally fairly similar
to each other. There is thus useful redundancy to aid learners without the tedium of
repetition. Efforts were made to ensure that the interviews did not contain fast speech
or difficult language, especially at the beginning of the series, but the interviews were
not scripted, so they are in natural conversational language, which occasionally
includes some items from the colloquial lexicon. The group was selected to represent
speakers from a variety of ethnic groups and regional backgrounds, including two
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Australian learners. Therefore they have a variety of accents and their speech shows
some regional variation. Although not quite genuine, these group interviews are
close to being authentic natural interactions.

Figure 23 reproduces the script of a group interview, with gloss. As can be seen, it is
quite short and easy to understand, containing considerable redundancy without
mechanical repetition, and constitutes a very useful resource for language learning.
The value of these interviews is partly in sociolinguistic aspects and communicative
functions, like the SD, but mainly they are excellent examples of the discourse of
conversation, vocabulary and idiomatic expressions.

One lecturer interviewed for this study gave a very good encapsulated description of
these group interviews, as follows:
‘There’s a variety of responses, yet they are still structured enough for the students to
be able to follow through. By the time they get to the sixth interviewee, the students
fully comprehend what’s being talked about, and when you replay them they follow
it all entirely, because I jot up any new vocab on the board. They’re refreshing—the
personalities of the six are all different. There’s the staid Bu Nur and rather
withdrawn Indah, the dour Roy and the delightful Glenn. The girls love Glenn
because he’s such a card. Vanessa’s always charming. So I think the way they’ve
been structured is excellent, so that’s one of the most valuable contributions the
project’s made, and it can be used by any any teacher anywhere, and it can be used at
any level that you want to slot it in.’ (TT14)

The second style of interview is unscripted interviews with individuals. Video
Wawancara 2 includes (besides the group interviews already described) a series of
interviews with Ratih Hardjono, an Indonesian journalist, interviewed by David
Reeve, on topics related to Themes 11-20. These are at a considerably more
advanced level than the group interviews. Video Wawancara 3 and 5 consist of a
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Please see print copy for Figure 23

395

series of unscripted interviews on Intermediate themes with three people (one each
for each of the 14 themes, amounting to a total of 42 interviews). The three people
interviewed are Christine Hakim, a famous Indonesian actor; Arief Budiman, an
Indonesian lecturer in politics (now Professor of Indonesian at the University of
Melbourne) who is a well-known political activist; and Indrawati Zifirdaus, a lecturer
in Indonesian language. Video Wawancara 4 and 6 are individual interviews on
Intermediate themes (a total of 59 interviews on 14 themes). The interviewees are a
range of Indonesian personalities, including Dindon, Nano Riantiarno and Ratna
Sarumpaet, playwrights; Emha Ainun Najib, poet and Islamic intellectual; Nh Dini,
novelist; and WS Rendra, poet. Video Wawancara 7-10 contain long individual
interviews (half an hour to an hour in length) with such people as Taufiq Abdullah,
researcher/historian; Chusnul Mariam, PhD candidate in political science; Putu
Wijaya, writer; and Nyi Ketut Sukarjati, Balinese housewife; as well as more
interviews with the people who were interviewed in Videos 4 and 6. Videos 7-10
contain material that was not able to be included in the TIFL themes but was
considered interesting and of value to advanced students. Scripts are available in a
booklet for Video Wawancara 3 to 6, but they were not able to be provided for
Videos 7 to 10. (As mentioned in Section 3.5, Videos 7 to 10 were included in the
TIFL materials through university funds, because DEETYA refused to cover this
cost.) This omission is unfortunate and detracts from their usability, because of the
poor audio quality of the interviews, many of which are indistinct.

The individual interviews are unstructured and have the same problem of being
tedious that is often associated with audio recordings of authentic conversations

396

(Nunan, 1985: 38-39; Ur 1984: 23). Sometimes the interviewee does not have much
to say on the topic; sometimes the speakers speak very quickly and idiomatically or
indistinctly, or stray from the topic; the quality of the recording is so poor at times
that the conversation is unintelligible. However, some of the materials are
‘treasures’, eg, a wonderful poetry declamation by the famous poet, W.S. Rendra.

The individual interview videos are unlikely to be as useful a resource for language
teaching and learning as the group interview videos. Besides the boredom factor
mentioned above, this is because they do not have the useful redundancy of topic and
language provided by the repetitive structure of the group interviews, and the
speakers do not use simplified language. This renders these individual interviews
much more difficult to understand, so that it would not be easy for students to learn
useful phrases and structures from them. As mentioned above, they are also uneven
in technical quality. Fortunately, the transcripts are available for Videos 3-6. With
the aid of transcripts, they become interesting and useful texts.

To sum up, the video materials are largely authentic, in the sense that they exhibit
genuine and natural use of language for communicative purposes in interview
situations. In terms of sociocultural appropriateness they cannot be faulted. Due to
the redundancy they contain, the group interview videos are a particularly good
language learning resouce, and a highly original contribution to Indonesian language
studies from the TIFL project. However, the effectiveness of these group videos as
communicative listening materials would be greater if there were clearer indications
of how to use them pedagogically. There is no explanation of the rationale for the
group videos. It is not even really clear from the TN that the communicative way to
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use these videos is to encourage the learners to listen for specific information or for
the ‘gist’, ie, the message. Because these points about listening as a communicative
activity are not explained, it is possible for lecturers to use them in uncommunicative
ways because they don’t understand the principles of CLT. For example, one lecturer
reported simply playing them to students non-stop for 50 minutes. A lecturer
mentioned that he stopped them after every speaker, giving exhaustive explanations
in English. Another lecturer related that he had used them for listening
comprehension assessment, setting them as homework and testing students on their
comprehension (and incidentally their memory!) in class the following day.

Unscripted Dialogues

The Unscripted Dialogues are audio tapes of unscripted, unrehearsed conversations
between native speakers on the 14 Intermediate themes. Because of their length (some
are about 20 minutes), they are difficult to use in a classroom situation, and more
practicable to use for self-access study with worksheets at home or in a language
laboratory. There are worksheets which were prepared for use with them at UNSW,
but these are not included in the TIFL materials. The questions in those worksheets are
all true/false and call for extensive (‘gist’) comprehension, never intensive. It is
obvious from these worksheets that the intention is that the Unscripted Dialogues be
used for gist listening.

A problem with the Unscripted Dialogues is that they are not particularly well recorded
and sometimes very difficult to hear, so that it is an effort to listen to them. It is also
difficult to concentrate on them because of false starts, changes of topic and losing the

398

thread of the discussion. Some are merely conversations between two people who may
not have much to say on the nominated subject, so that as well as being difficult they
can be obscure or banal, as remarked by one lecturer:

“A lot of effort [is required] to listen to [the Unscripted Dialogues], and the content,
because it’s unstructured and because it’s one person’s response—and if they’ve got
nothing to say on the subject, there’s nothing to say, is there? One of the
interviewees is interviewed on women’s literature, and he admits to knowing nothing
about women’s literature, and then they go on and talk about what he doesn’t know
about women’s literature, so for students to listen to this with all the ums and ers and
the half-finished sentences, and then the change of topics, and losing the thread – it’s
very difficult.” (TT14, 17 March 1998)

According to Ur (1984: 23), there are two major drawbacks to the use of recordings
of authentic unrehearsed discourse as listening comprehension exercises. These are
that the speech is ungraded and the language therefore often suitable only for the
highest levels. Second, without seeing the speakers it is hard for even a native
speaker to disentangle the thread of discourse, identify the different voices and cope
with the frequent overlaps. A third drawback is the common characteristic of FL
learners that they want to comprehend every word and feel frustrated when they
cannot:
‘It is this third problem – the apparent need of the foreign-language learner to
perceive and comprehend everything he [sic] hears even though he would not do so
in his native language – whose significance is not always realised. … He assumes
that successful comprehension is total comprehension, and finds it very difficult to
get used to the idea that he can be a perfectly competent listener with less than 100
per cent perception and/or understanding of what is said. … The ability to make do
with only part of what is heard and understand the main message is a vitally
important one for effective listening in a communicative situation. It is a mistake to
think that this ability will be automatically carried over from the native language.
Once the learner has moved over from intensive to extensive listening in the foreign
language and got used to coping with ‘noise’ and recognizing redundancy, his own
native language skills will come into play, but he needs conscious practice in making
the transition.’ (Ur 1984: 15)
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Widdowson (1979a: 165-166) also makes the point that authentic materials, presented
without pedagogic modification, are not always good language learning materials.
‘Authenticity’ depends on a congruence of the language producer’s intentions and
language receiver’s interpretation, this congruence being effected through a shared
knowledge of conventions—both linguistic and rhetorical. According to Widdowson,
it makes no sense simply to expose learners to genuine language use unless they
know the conventions which would enable them to realise it as authentic. In other
words, we cannot begin with authenticity; authenticity is what the learners should
ultimately achieve: it represents their terminal behaviour. Widdowson emphasises
(1979a: 166-167) that to believe one can reach this end simply by exposing learners
to genuine instances of discourse is misleading in two respects. Firstly, it
misrepresents the essentially interactive nature of discourse. Meanings are not as it
were there, present in the text awaiting collection: they are recovered by negotiation
with the aid of shared conventions. Discourse is achieved by active interpretation,
and unless the receiver is capable of the activity required, then s/he can never realise
the discourse as authentic. Secondly, it misrepresents the essentially contrived nature
of methodology. The whole point of any pedagogic procedure is to defer the
learners’ encounter with what they will ultimately have to deal with until they have
been prepared to cope with it. The pedagogy of any subject aims at guiding learners
towards their terminal behaviour by the contrivance of appropriate intervening stages.
Therefore, according to Widdowson (1979a: 171), ‘an uncritical acceptance of the
need to present learners with “authentic” data can lead to an avoidance of pedagogic
responsibility.’
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To sum up, the Unscripted Dialogues represent an attempt, with limited success, to
produce something to fill a gap in available materials. There is little available
authentic listening material for Indonesian language teaching, but the TIFL
Unscripted Dialogues demonstrate convincingly that audio recordings of unrehearsed
conversations are not the best way to fill this gap.

According to Ur (Ur 1984: 23-24), students may learn best from listening to speech
which, while not entirely authentic, is an approximation to the real thing, and is
planned to take into account the learners’ level of ability and particular difficulties.
She suggests listening material is best provided by a visible speaker, whose facial
expression and movements provide some material aids to comprehension – in other
words, a teacher. Buck (1995: 126), quoted in Section 4.2.11, makes the same point.

If recorded material is to be used, Ur suggests that when the texts are carefully
enough graded, prepared and administered, then the final transition from ‘imitation
authentic’ to ‘genuine’ authentic speech should take place smoothly. There may be
various degrees of approximation to authenticity, such as having speakers embroider
a skeleton text or notes, using their own words but controlling the difficulty of the
language. This is the approach that has been adopted in the TIFL group interview
videos. Ur is one of the writers who influenced Reeve’s developing understanding of
the communicative approach,33 and her advice may be what has inspired the creation
of the group interview videos.

33

Section 3.2.
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Other listening

Of course, not all the listening activity associated with the TIFL materials would
come from the listening materials that have been described. Much listening would
occur through other activities, such as listening to the teacher, communicative pair
and group work, and audio resources such as songs and films. These activities would
combine to provide learners with a great deal of exposure to listening in natural
modes.

It was pointed out in Section 4.2.11 that most real-life listening is characterised by the
following features:

1.

We listen for a purpose and with certain expectations.

2.

We make an immediate response to what we hear.

3.

We see the person we are listening to.

4.

There are some visual or environmental clues as to the meaning of
what is heard.

5.

Stretches of heard discourse come in short chunks.

6.

Most heard discourse is spontaneous and therefore differs from formal
spoken prose in the amount of redundancy, ‘noise’, and
colloquialisms, and in its auditory character. (Ur, 1984: 9-10)

All of these characteristics are present in communicative pair-work and group-work
activities. This means that the normal classroom activities provided for in the TIFL
materials would provide a great deal of listening practice with the characteristics of
real-life listening. In CLT, it is regarded as very important for learners to develop
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skills and strategies for using language to communicate and understand meanings as
effectively as possible in concrete situations. They must learn to use feedback to
judge their success, and if necessary, effect repairs (Littlewood, 1981: viii).
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6.4.5

Communicative activities

This section describes the activities in the TIFL materials that are termed
‘communicative activities’, as well as other activities that can be classified as
communicative; eg, role-plays are included in this section because they are preeminently communicative activities, although they listed as a separate item in the
‘teaching order’ that has been used as the organising principle of the chapter.

In this section the meaning of the term ‘communicative activities’ is first clarified,
because the TIFL materials are inconsistent in this regard. Then follow a definition
and a list of characteristics or essential elements of a communicative activity, which
draw on theoretical perspectives from the communicative approach, and an
explanation of the nomenclature and characteristics of the types of communicative
activities that may be be found in the TIFL materials. Following that, the
communicative activities in the materials are analysed by type and number. Finally,
the significance of their distribution in the materials is discussed.

Treatment of communicative activities in the TIFL materials

At Introductory level, each theme has at least one activity that is termed a
‘communicative activity’. There are generic instructions for conducting
communicative activities in the ‘General Introduction’ to the Introductory TN (‘Step 4’
in Appendix 3). Instructions are also given for individual communicative activities in
each theme chapter in the Introductory TN.

404

However, at Intermediate level the picture becomes unclear. In the ‘Teachers’
Manual’ of the Intermediate TN (Appendix 4), under the heading ‘Communicative
Activies’, there is only one sentence:
‘Please refer to the suggested use of the individual communicative activity.’

However, if you turn to the ‘unit outlines’ of the themes, there are no ‘communicative
activites’ listed! There are numerous ‘speaking activities’, but not all of them are
communicative in nature, eg, retells.34 Furthermore, each theme also contains
activities that are communicative under other names such as ‘information exchange’.
This inconsistency is a further illustration of the lack of clarity of the Intermediate
TN, which was mentioned earlier in Section 6.4.2.

There is no definition of a communicative activity or explanation of the purpose of a
communicative activity in the TIFL materials, though in the instructions for
individual activities, the purpose of the activity is sometimes explained, eg:
‘This is a grid aimed at eliciting a large number of responses about a number of
sports. For each of eleven sports listed, students ask each other: if they like the
sport, if they often play it, where they play it, and why they like/dislike it? This will
revise the forms of preference taught in Theme 4, and once again uses the adverbs of
frequency. The activity includes the expression of opinion, and giving reasons.’
(Introductory TN 2, p. 11)

As explained earlier (Sections 3.5 and 6.4.2), Indonesian lecturers are not all well
informed about the latest developments in language pedagogy. Communicative

34

Retell is an activity in which learners (generally in pairs) orally paraphrase a text. It cannot be an
information exchange if both members of the dyad have read or heard the same text; thus a retell cannot
be categorised as a communicative activity.
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activites are a departure from types of activities used in earlier teaching materials for
Indonesian, so it is quite possible that teachers will not be familiar with CC theory or
the pedagogic techniques that have developed in connection with CLT. Without an
explanation of the rationale for a communicative activity they might misunderstand
instructions and misapply them.

Definition of a communicative activity

As mentioned in Section 4.3.4, the essence of a communicative activity is that it is an
oral activity constructed in such a way that there is a gap between participants. The
most common type of gap is an information gap, but an opinion gap can also
stimulate a genuine desire for communication. Reasoning-gap activities are common
in task-based teaching. They involve deriving some new information from given
information through processes of inference, deduction, practical reasoning, or a
perception of relationships or patterns (Prabhu, 1987: 46). The rationale for gaps is
that where there is a genuine desire to find out something, then there exists a
communicative situation – which carries the implication that knowledge gaps must be
about something relevant or interesting to the participants. A communicative
situation takes the learners’ attention away from practising structures (form-focus)
and puts it on getting the message across (message-focus).

Another purpose of communicative activities is to provide language practice in which
the learner has the opportunity to marshall sub-skills (eg, discourse competence,
sociolinguistic competence) in holistic combination. As described in Section 4.3.4,
they can range from highly controlled activities such as contextualised drills and
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guided dialogues to virtually uncontrolled activities such as spontaneous role-plays
and simulations.

Communicative activities are not exclusively oral activities. They can also be based
on written communication, such as exchanging notes, letters or e-mail messages.
However, these are the exception. CC overwhelmingly involves the ability to
communicate orally and spontaneously. In order to develop CC in speaking, learners
need opportunities to practise speaking.

Essential characteristics of communicative activities

A checklist of characteristics of communicative activites was shown in Figure 5 in
Section 3.2. Summarised, these are the essential elements:

1.

There must be a topic or task: There must be a purpose to the activity.
Otherwise there cannot be message-focus.

2.

There must be oral interaction: According to the Interaction Hypothesis,
interaction is of major importance for the development of communicative
competence, through negotiation of meaning.35

3.

Focus must be on meaning, not language: If the focus is on meaning, rather
than form, the learners’ desire to convey or obtain a message stimulates

35

Cf. discussion of the Interaction Hypothesis in Section 4.2.2.
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psycholinguistic processes that promote language acquisition. Furthermore,
meaning focus encourages risk-taking.

4.

There must be a gap (information, opinion or reasoning). It is by structuring
an activity so that there is a gap that the above-mentioned psycholinguistic
processes are activated.

5.

The task must be interesting and relevant. Unless the task is interesting and
relevant, desire to convey or obtain a message will not be present.

6.

The task should be realistic. The purpose of a communicative activity is to
promote the ability to communicate with sociolinguistic appropriateness in a
real-life situation. Unless the task is realistic, it will not help prepare learners
for real-life communication.

Communicative activities are the unique and characteristic thing about
communicative methodology, and the most innovative contribution that the
communicative approach has made to language pedagogy. They are highly
motivating in comparison with traditional activities used in language pedagogy. Even
a controlled drill with contextualised responses adds an element of unpredictability
and is infused with an element of a desire to find out something, which makes it a
much more interesting activity than mechanical oral practice. As you move along the
continuum towards greater freedom and unpredictability, more and more of the five
essential characteristics of CLT are brought into play (sociolinguistic appropriateness;
message-focus; stimulation of psycholinguistic processes; risk-taking rather than
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focus on linguistic form; and free practice that allows marshalling of subskills in
holistic combination).

Of course, as you move towards greater freedom and unpredictability in a classroom
activity, you are also moving to a more unpredictable and less controllable situation
in terms of ensuring that students have the linguistic resources to carry out their tasks;
consequently the logistics of organising it become progressively more difficult
(Littlewood, 1981). Nevertheless, writers about communicative methodology (eg,
Norman et al., 1986) stress that it is advisable to include the freer forms of practice
from a very early stage in language learning, even if that means that not everything
said is formally correct. Willingness to use the TL in a given situation can often be of
greater importance for understanding and communication than grammatical
correctness. Grammatical competence will develop as learning progresses. The
importance of free practice techniques for CLT is another reason why it is unfortunate
that the instructions for carrying out communicative activities become less clear in
the Intermediate TN.

Communicative activities have central importance to the TIFL materials, as a bank of
avowedly communicative teaching resources,36 so it is important to this investigation
to determine whether the activities termed ‘communicative’ in the TIFL materials
have the characteristics described above. Ideally (though not exclusively), the
activity types should progress from more controlled to less controlled forms.

36

See the official brochure of the TIFL Project in Appendix 1.
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In this connection (as mentioned in Section 3.5), evaluations of all learning activities
were carried out at three universities (UNSW, MU and SU) during the life of the
TIFL project. Evaluations of individual activities were carried out at the end of
themes by students and lecturers, using forms provided, and these evaluations were
then collated and analysed by the TIFL team at UNSW. Any activity that was
consistently disliked by students was excluded from the materials. This process has
ensured that all communicative activities can be confidently assumed to fulfil the
criteria of being interesting, relevant and psycholinguistically motivating.

The nomenclature of some communicative activities needs clarification before
proceeding further.

Types of communicative activities in the TIFL materials

Contextualised drills are the most rudimentary type of communicative activity.
These are really vocabulary drills, but are contextualised by being related to reality.
For example, in Introductory Theme 1 the teacher shows students an unlabelled map
of Indonesia and asks, ‘What is the name of this island?’ Students have to try to
supply the real names of particular islands; thus the drill is given message-focus.
Another way is to personalise a drill. This both provides an information gap and
gives it authenticity and unpredictability. For instance, in Theme 1 the teacher
personalises drills with questions like ‘How old are you?’ and ‘What is your family
name?’ addressed to individual students, who give authentic – and therefore
unpredictable – responses. The learners then circulate and use their language
resources to get acquainted – while simultaneously drilling each other.
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Surveys are a more elaborate variation of personalised drills, in which the learners
have to ask several people the same set of questions. They have a worksheet in the
form of a grid with headings for rows or columns. Each heading represents a
question. So each learner asks several questions of several people, and records the
replies in note form. Some surveys are very simple, but some more advanced ones
are so elaborate they are really structured interviews.

Pair-work conversations, which are exchanges of information or opinion with a
partner, can range from simple guided dialogues to very unstructured exchanges of
ideas and opinions. For example, in one of the early themes learners exchange basic
information about their families. In another, they carry out a simple negotiation about
what time they will eat lunch together. In Introductory Theme 19 there is a much
freer, more complex interaction where students in pairs discuss pictures of famous
people, saying who they think they are and whether they like or dislike them, and
giving their reasons.

Pair-work conversations are an excellent way to ensure that participants know each
other and there is an atmosphere of trust and cooperation. Establishment of trust
among members of the group is important for successful teaching in a communicative
classroom. If the class is not large enough, there will not sufficient unpredictability
in pair work after a while, and other pedagogic strategies will need to be used. If
learners are unwilling to make an effort, pair-work can become stale and
unproductive.
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Only pair-work activities that meet the criteria for communicative activities, as set out
above, have been included in this category in this study; eg, retells have not been
included because (as previously explained) they do not meet the criteria for
communicative activities.

Group-work conversations are basically the same as pair-work conversations, only in
groups of three or more. Some TIFL activities are clearly only suitable for pairs or
groups (eg, an information exchange based on an article which has three or more
natural divisions would be more suitable for group-work), and have been categorised
accordingly. Some others that could be done in either groups or pairs have been
categorised as one or the other according to which is specified in the materials.

Physical response in the TIFL materials is another type of pair-work activity, where
one person gives instructions and the other person demonstrates understanding by
responding physically, eg, by moving in some way or drawing something.

Ranking is another (usually) pair-work activity, in which learners discuss a number of
choices and rank them. For example, in one ranking activity they discuss which of a
menu of 22 activities they would like to experience when they visit an Indonesian
village (Introductory Theme 17). In another, they discuss whom they would prefer to
invite to a party, from a list of famous people, giving reasons for their choices. This
is a fairly elaborate group ranking activity in which the group must reach agreement
on whom to invite (Intermediate Theme 14).
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A barrier game is a pair-work activity where the learners sit back to back, with
identical sets of pictures (eg, Indonesian postcards) before them. They have to put
them in identical order, by identifying the pictures through description and saying
where they are placed (which row, position in row, etc.). The object is to practise
descriptive and procedural language.

Communicative crosswords have been described in detail in Section 6.4.3, in the
context of vocabulary development activities. Although their purpose is to review
vocabulary and practise the skill of paraphrasing, they are also highly messagefocused and fulfil all the criteria of a communicative activity.

A communicative task is an activity in which learners have to work together in the
target language to produce something (as opposed to just talking together about
something, which is also a task, but may not require a specified outcome).37 There
are four such communicative tasks in the Introductory materials; all of them involve
the production of an itinerary for some type of trip in Indonesia or Australia.

A jigsaw activity is a task involving at least three people, where each person is
provided with a worksheet that has only some of the information needed to complete
a picture or perform a task. Normally, three people have three slightly different
worksheets. They have to get information from each other to build a complete picture
or fulfil a task. Jigsaws have been mentioned as a separate category from other
group-work (where groups of more than two typically perform discussions or

37
Communicative tasks were discussed in connection with task-based curriculum design in Section
4.3.5.
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information exchanges) because of the structured nature of a jigsaw activity, and the
way the complementary missing bits fit together (like pieces in a puzzle). In theory,
jigsaw activities are very communicative, because they have inbuilt task
dependency,38 but it is hard to design tasks that are interesting enough to be really
motivating. Jigsaw activities also have the practical disadvantage that they are
difficult to organise, requiring the teacher to bring to class different photocopied
sheets in the right numbers and to get students into groups.

In a role-play, two (or more) people take on roles and act them out. Role-plays can
be quite simple, such as acting out ordering a meal in a restaurant or consulting a
doctor. They can be scripted, cued or extemporaneous. They can be modelled on an
example, based on a scenario, or entirely created by the learners. Role-plays provide
opportunities for holistic practice and encourage risk-taking. They also add to the
range of possibilities for communication practice, because students are not limited to
the kind of language used by learners in a classroom: they can pretend to be in a
different domain, and can vary their language according to a variety of parameters
such as status, personality, attitude, mood, communicative functions and purpose.
Furthermore, since role-play exercises are based on real-life situations, the speech
required is close to genuine discourse. They are also fun to do. For all these reasons,
role-plays are highly favoured in CLT.

Scenarios for role-plays related to each of the Introductory and Intermediate themes are
provided in the role-play booklets. Role-play scenarios also appear in the Introductory

38

Task dependency means that completing the task depends on communicating effectively in the early
stages of the task, thus providing both motivation for communication and immediate feedback on
success or otherwise of communication. Task-dependency is a prized element in communicative tasks.
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TN. Several Intermediate role-play scenarios are shown in Figure 24, which have
been selected to convey an impression of the range of scenarios that is provided in the
materials. The type of role-play based on scenarios used in the TIFL materials is
highly unstructured and creative, and is similar to the type developed by Di Pietro
(1987), also described by Rutledge (1993). Most of the scenarios involve
Australian/Indonesian pairs. Many are designed to bring out sociocultural differences,
and many also lend themselves to humorous interpretations.

The Introductory Role-Play booklet gives suggestions on several ways of preparing and
performing role-plays. The recommended way is to handle preparation by group-work.
Each group brainstorms a part. Then the groups are split into pairs, each pair
containing a person from each group. This means that when the students perform the
role-plays in pairs, they are prepared, but don’t actually know what their partner is
going to say. This approach allows for preparation but also makes the role-play more
genuinely communicative.

There are a number of other communicative activities in the TIFL materials that will
not be explained here because they are either self-evident (eg, interactive lecture,
whole-class discussion) or not common in the materials.

A breakdown of the communicative activities in the TIFL materials, by level and
activity type, is shown in TABLE 8. Activities which meet the criteria for
communicative activities, as set out above, are included in this table even if they are
not identified as communicative activities in the materials. There is a total of 434
activities that fulfill the criteria for communicative activities set out above.
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Please see print copy for Figure 24

. You are a komodo dragon and a goanna,
who meet at Lizard Island for a holiday. The komodo wants to know where to visit
next.
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TABLE 8 also reveals that the far greatest number of communicative activies is roleplays, of which there are a total of 202. The second largest category is pair-work
conversations, which number 68. Surveys are in third place (44), followed by group
work (24), contextualised drills (18) and communicative crosswords (16). Of these,
contextualised drills, the simplest and most highly controlled type of communicative
activity, occur only at Introductory level. The second least complex activity is the
survey, of which there are 36 at Introductory level and only 8 at Intermediate level.

Pair-work conversations, which range from very simple exchanges and negotiations
to quite sophisticated and demanding discussions, eg, the meaning of cartoons,
number 25 at Introductory level and 43 at Intermediate. Interestingly, there are
almost as many role-plays at Introductory as at Intermediate level (89 and 113
respectively), reflecting the range of role-play scenarios, which vary from
simple to sophisticated. Hence, the TIFL role-plays provide holistic language
practice at sequential levels of complexity. Communicative crosswords, which
require relatively sophisticated language because they utilise descriptive language and
require the skill of paraphrasing, only occur at Intermediate level (with the exception
of one communicative crossword specifically designed for learning names, in
Introductory Theme 1). Thus the TIFL materials contain numerous communicative
activities, and these communicative activities can be seen to progress from more
controlled to less controlled forms. In other words, the communicative activities are
very well thought out from the perspective of CLT and constitute a highly
communicative aspect of the TIFL materials.
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TABLE 8
NUMBER OF COMMUNICATIVE ACTIVITIES
IN THE TIFL MATERIALS, BY TYPE
Activity type
Barrier game
Brainstorm a topic
Communicative crossword
Communicative task
Contextualised drill
Exchange written messages
‘Find my friend’
Group/pair/group information exchange
Group-work
Guessing game
Interactive lecture
Interview
Jigsaw
Pair-work
Physical response
Quiz
Ranking
Record an answering machine messsage
Role-play
Rumour game
Simulation
Story-telling game
Survey
Take notes (message-focus)
Team competition
Whole-class discussion
Total

Introductory
2
1
4
18

Intermediate
3
15
1

1
1
2
1
4
2
25
5
2
2
2
89

36
1
198

22
3
1
10
4
43
4
1
113
1
1
1
8
1
4
236

Total
3
2
16
4
18
1
1
1
24
3
2
14
6
68
5
2
6
3
202
1
1
1
44
1
1
4
434
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6.4.6

Sociolinguistic discussions (the Cultural Notes)

Mention has been made many times already in this dissertation that sociocultural
aspects of the language are very important in teaching Indonesian to Australians,
because of the considerable cultural gap between the two societies. Sociolinguistic
discussions in English of material presented in the Cultural Notes (CN) are the main
way in which this is done in the TIFL materials, although the Scripted Dialogues (SD)
and interview videos are also rich sources of sociocultural input (Section 6.4.4).
Realia and real-life readings also provide a great deal of sociocultural information
(Section 6.4.7).

The CN are a book of excerpts from various writers, in English, about Indonesian
customs, differences between Indonesian and Australian culture and cross-cultural
awareness. They are part of the Introductory level materials. They begin with an
introductory chapter, which is followed by chapters for each of the Introductory
themes.

The way the TN recommend that teachers utilise the CN is by setting sections to be
read at home and discussed from memory in pairs in class. It is suggested that the
teacher can follow this with brief whole-class discussion to reinforce important points
and clarify issues (eg, ‘What are the key points you got out of the notes?’). A
suggested alternative is to set the CN for reading earlier, as an introduction to a theme
(see Step 5 in Appendix 3). These theme chapters (eg, Intermediate Theme 13)
sometimes contain specific instructions for teaching the CN as well.
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The introductory chapter of the CN makes a number of general points about crosscultural understanding, which are summarised below:

1. Language is only one aspect of learning to communicate. Para-verbal and nonverbal signals are also important, and at times words may not be taken at their
face value.
2. It is hoped that the CN will provide a basis for dealing with people from other
cultural backgrounds besides Indonesian, because such skills are useful in
multicultural Australian society.
3. There is no such thing as a typical or average person from any culture. Lists of
‘dos and don’ts’ can set up stereotypes that are counter-productive, because
they do not attempt to help understand why differences exist. Any interaction
between yourself and an Indonesian is an interaction between two individuals,
each with a cultural background with certain generally accepted ideas (eg,
about sex, class, status), which both individuals may accept only partially.
4. To come to a positive understanding of other cultures we need first to
understand just where we ourselves are coming from. (An exercise to assist
this is suggested.)
5. Rather than trying to ‘do it their way’, it may be better to aim to attempt to do
things in ways which are effective for the task in hand and will probably not be
the preferred way for either you or the other person. Fontaine’s (1991) concept
of ‘International Microcultures’ is referred to.
6. Robinson (1985) suggests it is better to approach differences by looking for the
positives and emphasising similarities. This is more important than trying to
learn ‘facts’ about other cultures which do not lead us to understand – let alone
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accept – other ways, even if those facts are true and accurate. Some form of
ethnographic study, even of a single person from the target culture, is
recommended, since that will enable you to get to know and understand them
and their problems in dealing with our society.
7. Everyone acquires from his/her culture an interpretative schema, made up of
cultural rules and value themes.
8. Cultural rules guide actions, provide a set of expectations and provide meaning
to life experiences.
9. Cultural rules are not immutable. They can be negotiated, changed, ignored.
10. Cultural rules are culture-specific. Different cultures adopt different rules for
achieving the same thing. As a consequence, the same action is evaluated in
different terms. When persons cross a cultural boundary they take with them
the meaning structure of their home culture, choosing actions consistent with it
and interpreting other people’s actions in terms of their home meaning
structure.
11. Cultural rules are unwritten and learned in childhood. Adults take them for
granted and may not even be aware that they are following rules. The correct
way to act is obvious to cultural insiders, but not obvious to cultural outsiders.

The next section of the Introduction is titled ‘The Theory Applied’, in which a number
of scenarios are set out contrasting typical behaviour of Australians and Indonesians,
eg:
‘An Australian and an Indonesian walked to the bus stop. They were running late.
The bus was about to leave. The Australian ran and jumped on the bus. The
Indonesian walked calmly and slowly. Each thought the other’s action was slightly
ridiculous.’ (CN, p. 5)
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It is explained that these are a few examples of kinds of incidents that commonly
occur. They are concerned with the minutiae of everyday life, out of which we
construct and enact our cultural forms – and out of which the phenomenon of ‘culture
shock’ emerges (the term ‘culture shock’, however, is not defined or explained in the
CN).

Some of these scenarios are then examined more closely to explain the cultural rules
that the Australians and Indonesians are following in their actions.

Finally, the key differences between the two societies are analysed in terms of cultural
themes, ie (in brief):

Cultural theme 1
Indonesia: sociability and mutual togetherness. Closeness but no best friends.
Australia: privacy; strong individual bonds; no general sociability.

Cultural theme 2
Indonesia: group more important than the individual
Australia: individual more important than the group.

Cultural theme 3
Indonesia: importance of maintaining a smooth, graceful lifestyle. Emphasis on
politeness.
Australia: importance of efficiency and doing things with a minimum of fuss.
Direct and open manner.
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It is explained that these rules and cultural value themes are not the only ones, and
may not be accepted by all people or even all groups within the two cultures, but are
examples of dominant culture themes.

Chapter 6 so far has been a litany of complaint about lack of explanations about
rationale given in the TIFL materials, but in the CN we find excellent explanations of
the rationale for understanding differences between societies and factors affecting
cross-cultural communication.

The Introduction also contains a bibliography of ‘further reading’. However, it
contains numerous in-text references that are not included in the bibliography, which
is an annoying oversight.

Following the Introduction are chapters for each of the 20 Introductory themes. The
material in each chapter consists mainly of excerpts from various writers. The chief of
these are Draine and Hall (1986), Geertz (1976), Keeler (1984) and Odling-Smee
(1992), and they are quite varied in type and content. There are also some comments
by the compilers, and each chapter also contains a separate section on Batak culture
called ‘Batak Notes’.

The ‘Batak Notes’ provide an interesting contrast to the other materials, which (in
common with all previously available teaching materials for Indonesian) tend to refer
to a generic Indonesian culture or to focus on Javanese culture, though other cultures
are mentioned. The problem with referring to a generic Indonesian culture is that there
are hundreds of regional cultures in Indonesia, and it is extremely difficult to nominate
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particular beliefs or attitudes as being common to all Indonesians (Sections 2.2 and
4.2.4). Furthermore, due to its dominance, Javanese culture has been the most studied
and therefore has tended to be extrapolated, in a simplistic and misleading fashion, to
cover all Indonesians. However, as the ‘Batak Notes’ are the perceptions of an
individual informant, who is a Christian and from the Toba Batak ethnic group, they
are possibly idiosyncratic rather than representative. Furthermore, they could give
undue prominence, in students’ minds, to a single ethnic group which is only one of
many different and varying ethnic groups and small in proportion to the Indonesian
total population. Nevertheless, the culture of this group does provide a strong contrast
in many respects to the Javanese-dominated image of a generic culture that is often
promulgated, and the attempt to portray in the CN at least some of the great variation
in Indonesian culture is therefore an advance in comparison with earlier materials.

TABLE 9 presents an analysis of the topics covered in the CN, by theme. It shows that
there is much variation both in topics and in the amount of material in the
different themes in the CN. For instance, there is only one page for Theme 9 (Media
and the Press) and there are 13 pages for Theme 13 (Contacts and Appointments).
This probably reflects in part their perceived importance in terms of Indonesian culture
and in part the amount of material that was readily available in the literature about
Indonesia. Topics range very widely, including sociolinguistics, etiquette, geography,
history, politics, traditional customs and religions. It can be concluded that the CN are
a way of including far more sociocultural and sociolinguistic content than could
otherwise be included in the first year of a language program, at a far more complex
cognitive level than if it were in the TL.
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TABLE 9
TOPICS COVERED IN EACH THEME OF THE TIFL CULTURAL NOTES39
Theme
1. Self and
family

39

No.
of
pages
5

2. Direction
and location

2

3. Time

4

4. Food and
drink

6

5. Buying and
selling

4

6. Description

3

7. Archipelago
and continent

4

8. Travel

3

Topics
1. Family relationships and roles
2. Familial system used throughout society
3. Introductions and hand-shaking
4. Forms of address according to status/hierarchy
5. Naming systems and customs related to names
6. Business cards
1. Importance of orientation in various cultures
2. Addresses – how written and expressed
3. Magical aspects of location
4. Pointing
5. Beckoning
1. Attitudes to time
2. Time of day (eg, time periods, Muslim prayer times)
3. Expressions for telling the time
4. Types of calenders in use (eg, international, Muslim, Javanese,
Balinese)
5. Religious holidays (eg, Hindu, Buddhist, Muslim)
1. Meals – terms and content
2. Cuisine
3. Eating patterns (who eats together, when they eat)
4. Table manners
5. Special beliefs and cultural customs about foods in various groups
6. Attitudes to alcohol
7. Hygiene (advice for visitors)
8. Hospitality (attitudes and customs)
9. Etiquette while visiting
10. Etiquette when eating out
1. Attitudes to money
2. The bargaining process and etiquette of bargaining
3. Kinds of shops
1. Describing people (eg,what is complimentary)
2. Insults
3. Complimenting
4. Halus/kasar [refined/coarse] concept
5. Expressing negatives politely
6. Feelings and emotions (eg, typical, dangerous, ‘good’, ‘bad’)
7. Apologizing
1. Geographical information
2. Demographic information
3. Climate
4. Ethnic groups
1. Mobility
2. Salutations and farewells
3. Etiquette on public transport
4. Oleh-oleh [bringing gifts after a trip]
5. Specifically Indonesian types of transport
6. KTP [identity documents]
7. Use of the horn when driving

Besides the topics shown, every chapter also contains a section of ‘Batak Notes’.
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TABLE 9 continued
9. Media and
the press
10. Love and sex

1
3

11. Health and
sports

4

12. House and
home

5

13. Contacts and
appointments

13

14. Education
and study
15. Careers and
occupations

4
3

1. Press censorship
2. Television
1. Expections about marriage and having a family
2. Homosexuality
3. Public discussion of sex/relationships/AIDS/family planning
4. Public show of affection
5. Dress and behaviour
1. Jamu [traditional herbal medicine]
2. Attitudes to illness
3. Health services and chemists
4. Health and sports
5. Health and food
6. Cultural aspects of body awareness (eg, head, hands, feet)
1. Definition of space in dwellings
2. Making a social visit to an Indonesian home
3. Eating
4. Bathing and bathrooms
5. Toilets
6. Children at home (eg, their care, responsibilities)
1. Key value of friendliness
2. Smiling
3. Eye contact
4. Chatting (importance, compulsory topics, topics to avoid)
5. Harmony of feelings (eg, maintenance of face, avoidance of negative
behaviour, acceptable ways to be negative)
6. Social sanctions for breaking culture rules
7. Emotional control (importance of mastery of emotions)
8. Casual meetings – how people behave
9. Hospitality
10. Meals and social visits
11. Farewells
12. Forms of address (eg, use of kinship terminology)
13. Honorific prefixes
14. Characteristics of informal register (eg, morphology, word order,
pronunciation changes, lexis)
15. Extremely polite formal behaviour (eg, proper form for proper rank,
indirectness, dissemination, avoidance of acts suggesting lack of selfcontrol)
16. Custom of asking for forgiveness for errors one might make
17. Use of go-betweens
18. Importance of not being judgmental
19.Conducting polite conversation
20. Treatment of foreigners
1. The Indonesian system of education
2. Contrast between Indonesian and Australian learning styles
1. Staff selection procedures
2. Preferred occupations
3. Private sector
4. Trade unions
5. Orang kaya baru (nouveau riche/yuppies)
6. Sex stereotypes and working women
7. Paternalism and the boss
8. Indonesian attitudes to work and pay
9. Work priorities in an Indonesian workplace
10. Social attitudes that interfere with the work commitment
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TABLE 9 continued
16. Letters

2

17. City and
village

3

18. Religion and
beliefs

9

19. Biography
and personalities

2

20. AustralianIndonesian
relations

5

1. Characteristics of Indonesian social correspondence
2. Telegrams
3. How to write a good letter in Indonesian (tips, openings, closings)
1. Structure of the Indonesian bureaucracy
2. Characteristics of the Indonesian bureaucracy
3. Dealing with the bureaucracy
4. Attitudes to village life
5. Alun-alun and lapangan [city squares]
6. Suburbs
1. Importance of religious belief
2. Religion and Panca Sila [state ideology]
3. Religious groups (Muslims, Christians, Hindus, Buddhists and
animists)
4. The supernatural and superstitions
5. Religious orientation reflects in vocabulary used by Indonesians
6. Identifying religious orientation
7. Selamatan [ritual meals]
8. Importance of rituals and ceremonies
9. Typical pattern of a ritual occasion
10. The life-cycle ceremonies (birth, adolescence, marriage and death)
11. Grieving and consoling
12. Important Muslim practices
13. Islamic terms and greetings
14. National religious holidays
1. Role models
2. Presidents
3. Ministers
4. Politics
5. Military
6. Entrepreneurs
7. Religion
8. Academics
9. Sport
10. Music
11. Arts
12. Indonesian national heroes
1. Australian perceptions of Indonesia and vice-versa
2. Chronicle of events that have featured in Australian-Indonesian
relations over the past 50 years
3. Official relations between Australia and Indonesia
4. Economic links

427

Section 4.2.4 reviewed developments in the theory and practice of teaching culture in
language programs, and showed that the three dominant paradigms in the past have
been to present ‘culture as high culture’ (eg, literature); ‘culture as area studies’ (ie,
knowledge about the history, geography and institutions of the TL country); and
‘culture as practice’ (an approach that describes cultures in terms of the values and
practices that typify them) (Crozet et al., 2000: 8-9).

As well as the above three paradigms, an emerging new approach was also described
in Section 4.2.4, which has been termed Intercultural Language Teaching (Liddicoat,
and Crozet, 1999; Lo Bianco et al. 1999). The aim of Intercultural Language Teaching
(ILT) is to develop a realisation of linguistic and cultural relativity. It implies an
acknowledgment and understanding of the links between language and culture as well
as an understanding of how communication works across cultures. In fact, the
integration of culture and language constitutes new teaching content which language
teachers need to assess and introduce into their teaching practice. The three essential
elements of ILT are overt teaching of linguaculture, by which is meant the links
between language and culture; teaching of the target language/culture in
counterdistinction to the learners’ L1; and development of intercultural competence,
by which is meant the ability to recognise where and when culture is manifest in in
cross-cultural encounters and also the ability to manage an intercultural space where
all parties to the encounter are comfortable participants.

The CN present cultural knowledge from the viewpoint of three of these four
paradigms or approaches. The oldest one, ‘culture as high culture’, does not appear.
However, ‘culture as area studies’ does appear in several sections, eg:
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•

Kinds of shops (Theme 5)

•

Climate, geography, population and different ethnic groups (Theme 7)

•

Specifically Indonesian forms of transport (Theme 8)

•

The press and television (Theme 9)

•

Health services (Theme 11)

•

System of education (Theme 14)

‘Culture as practice’ appears in nearly every theme of the CN, eg:

•

Introductions and handshaking (Theme 1)

•

Pointing politely (Theme 2)

•

Attitudes to time (Theme 3)

•

The bargaining process (Theme 5)

•

The halus/kasar [refined/rough] value system (Theme 6)

•

Cultural practices and beliefs of different ethnic groups (Theme 8)

The approach now called ILT can be identified in 15 of the 20 Introductory themes. In
order to explain this assertion, it is necessary to look more closely at the components
of ILT. First, to clarify what is meant by the concept of teaching linguaculture, this
refers to the links between language as culture, or culture as embedded in language.
This is not quite the same as teaching sociolinguistics, which is the study ‘of all
aspects of the relationship between language and society’,40 though it derives from

40

Crystal, 1985: 281.
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sociolinguistics. Seven components have been identified for the teaching of verbal
interaction and culture (Crozet, 1996). These are norms of interaction,
pragmatic norms, kinesic and prosodic features, spoken grammar, colloquial lexicon
and features of pronunciation.

Norms of interaction describe speakers’ organisation of sequences in conversation,
such as openings, closings, turn-taking and adjacency pairs. The ones that need to be
taught are those that are highly culturally specific. There is some overlap with
pragmatic norms, which describe how speakers express intent in specific speech
situations, such as requests, complimenting, thanking, and the like. Kinesics refers to
such things as gesture, posture, stance, eye contact and synchrony. Prosody refers to
such things as stress, intonation and rhythm. Spoken grammar refers to such things as
disruption of canonical word order to create varied informative effects. The colloquial
lexicon needed to understand and participate in spoken language includes idiomatic
expressions as well as informal words and pronunciation. Pronunciation itself is
important – not to sound native-like, but to ensure understanding.

TABLE 10 shows the extent to which these components of verbal interaction and
culture that are important for teaching appear in the CN. It shows that each component
appears in at least one of the themes.

TABLE 11 displays an analysis of the CN in terms of how often and where they
embody three of the four major paradigms or approaches to culture in language
teaching that have been described (the first type, ‘culture as high culture’, is not
included because it does not appear in the CN). TABLE 11 shows that three paradigms
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are well represented in the CN, particularly ‘culture as practice’ (present in the
Introduction and 19 themes), followed by ILT (Introduction and 14 themes), with
somewhat less emphasis on ‘culture as area studies’ (12 themes).

TABLE 10
COMPONENTS OF VERBAL INTERACTION
AND CULTURE IN THE TIFL CULTURAL NOTES

Theme 1
Theme 2
Theme 3
Theme 4
Theme 5
Theme 6
Theme 7
Theme 8
Theme 9
Theme 10
Theme 11
Theme 12
Theme 13
Theme 14
Theme 15
Theme 16
Theme 17
Theme 18
Theme 19
Theme 20

Norms of
interaction
x
x
x
x
x
x

Pragmatic
norms

Kinesic
features
x
x

Spoken
grammar

Colloquial
lexicon

x
x
x
x

x

x
x

x
x

x
x
x
x

x

x
x
x

x

Prosodic
features

x

x
x

x

x

x

Note: Pronunciation as a general skill has not been included in TABLE 10, because
it is not taught through the CN. However, the changes in pronunciation that occur in
the colloquial lexicon are introduced in Theme 13 of the CN.
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TABLE 11
PARADIGMS OF CULTURE IN LANGUAGE TEACHING
AS DISPLAYED IN THE CULTURAL NOTES

Location

Introduction
Theme 1
Theme 2
Theme 3
Theme 4
Theme 5
Theme 6
Theme 7
Theme 8
Theme 9
Theme 10
Theme 11
Theme 12
Theme 13
Theme 14
Theme 15
Theme 16
Theme 17
Theme 18
Theme 19
Theme 20

Culture
as
area
studies

x
x
x
x
x
x
x
x
x
x
x
x

Culture
as
practice

ILT

x
x
x
x
x
x
x

x
x
x
x
x
x
x

x

x

x
x
x
x
x
x
x
x
x
x
x

x
x
x
x
x
x
x

The analysis of the CN that has been conducted in this section demonstrates that the
treatment of culture in the TIFL materials is in line with three main paradigms of
culture teaching that have been developed since the 1970s. The emerging paradigm of
Intercultural Language Teaching, which is based on an expanded understanding of the
nature of cross-cultural encounters and a deeper understanding of the links between
language and culture, is clearly a more expanded and developed approach to teaching
cultures in teaching language than the two earlier paradigms that are evident in the

432

TIFL materials. Furthermore, ILT sits very comfortably with CLT. In fact, ILT can be
seen as an outgrowth or extension of the communicative approach. However, this does
not mean that earlier approaches no longer have value or cannot contribute to a
program of teaching culture in teaching language. For example, the area studies
approach, evidenced by the provision of information about the geography, history and
institutions of Indonesia, obviously provides essential, though not sufficient, content
knowledge related to Indonesian culture. Similarly, the material provided in the
Introduction to the CN, which draws heavily on the ‘culture as practice’ approach,
provides valuable conceptual input about cultural themes and cross-cultural
communication.

With regard to ILT, it has been shown that the components for teaching verbal
interaction and culture that are regarded as important for understanding linguaculture
and developing intercultural competence are present throughout the CN. In this
respect the TIFL materials appear to have been ahead of contemporary practice in CLT
at the time they were created. The same components of verbal interaction and culture
– in particular norms of interaction and pragmatic norms – are also present in other
TIFL materials such as the SD and their accompanying communicative functions, and
the role-plays.

The role-plays deserve special mention here. The role-plays were described and
discussed in Section 6.4.5 above, and it was mentioned that many of them are designed
to bring out sociocultural differences. The instructions for preparing role-plays that
appear at the beginning of the Introductory role-play booklet emphasise the
importance of sociolinguistic appropriateness, ie:
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‘For every role-play, students should consider sociolinguistic and cultural issues
appropriate to their situation – eg, age, sex, social status of participants, venue, time
of day, etc. They should make explicit decisions, concerning such items as they have
already learned, about including appropriate items. These start only with choices of
forms of address (anda/saudara/kamu/Ibu/Bapak) [ways of saying ‘you’], but can
become more complex (eg, with deh, dong, kok, sih, etc.) [particles that express the
attitude of the speaker to what is being said], and dropping or maintaining ber- and
me- forms [markers of formal language], as the subject progresses, and as the teacher
decides.’ (The T.I.F.L. Project Introductory Indonesian Role-plays, p. 1)

Thus the CN both support and are supported by other TIFL materials – particularly the
SD, interview videos and reading matter – which present aspects of discourse and
sociolinguistic behaviour in the TL.

To sum up, it can be concluded that in terms of both sociolinguistic appropriateness
and sociocultural content, the TIFL materials are in line with the communicative
approach and also with very recent developments in SLA theory about how to teach
culture while teaching language.
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6.4.7

The approach to reading in the TIFL materials

The TIFL materials provide a great deal of ‘authentic’ or genuine reading matter,
which is in keeping with a communicative orientation. As explained in Section 4.3.4,
authentic reading material – by which is meant material that was prepared to be used
by native speakers for communicative purposes – is favoured in CLT, instead of the
artificially constructed reading passages that were used in earlier approaches. Genuine
texts are regarded as important because they present learners with language exposure
similar to that enjoyed by native speakers, including all the characteristics of natural
language which may be necessary for them to interpret texts.

The following are the main types of reading matter in the Introductory and
Intermediate TIFL materials, which will be discussed in turn:

•

Montages

•

Realia and real-life readings

•

Clippings or excerpts of authentic Indonesian prose texts in a variety of genres

Montages

The montages are snippets of headlines and captions from Indonesian papers and
magazines, arranged together in collage-type format according to theme. There are
from two to eight montages for each theme, amounting to a total of 91. An example of
an Introductory montage is reproduced in Figure 25.
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Figure 25: Example of a montage (Introductory Workbook 1)

Please see print copy for Figure 25
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The TIFL montages have two main aims. One is to accustom students to reading the
fonts and formats used in Indonesian publications. The other is to encourage students
to ‘read for gist’. In an interview, Reeve explained how the montages were
conceptualised and created, which was originally with the idea of exposing learners to
the fonts that actually occur in Indonesian publications. The first ones that were
designed were too difficult for students to read, which meant that the designers had to
think hard about how to produce montages that the students could cope with
unassisted, ie:
‘If you pick up any of the existing standard texts nothing is in the font that you’d get
in an Indonesian newspaper. So we said, we’re going to cut them out and get [the
learners] used to the fonts that really occur. Then when we started cutting them out,
we realised they were far too hard. And we’ve got lots of montages we haven’t used.
Eventually we decided to go for captions from headlines, but of course 99 per cent
were beyond the students’ range, so we ended up by getting these ones that are more
or less within the students’ ability to read for gist. So the original thing was to get
real-life readings, because as we said, there are so many thousands of existing
[artificially constructed] readings that we can pull down if we need them.’ (David
Reeve, interviewed by the author, 1 July 1996)

Having developed the montages, they found they needed to develop a pedagogic
technique to exploit them:
‘Then we had to think, how can we use them? And it wasn’t very good when we had
[the students] sitting trying to puzzle out what they were in class, so we devised this
thing, which is after all exactly what we’d been telling ourselves to do with
communicative [language teaching], to split them up and have half the students
prepare one page – and they prepare to different degrees – but we get all the people
from page 1 together for five minutes and all the people from page 2 are working,
and then they go in pairs and explain the page to each other. We think from the
explaining they’ve learnt something well, and also, as you can see, it’s a very nice
activity: the students are busy, and they’re talking, and they’re teaching, and they’re
interested, and the whole activity takes just over 15 minutes.’ (David Reeve,
interviewed by the author, 1 July 1996)

In other words, they developed the idea of exploiting the montages as a pair-work
activity. The way in which this is to be done is explained in the Introductory TN. It is
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recommended that they form the basis of an information exchange activity, involving
the students preparing different pages for homework and then explaining the meaning
to each other (in English):
‘They are chosen to be fairly much within students’ ability, aimed at teaching
students to “read for gist” – NOT using dictionaries, but using what they already
know to make an informed guess at what the clippings mean.
a. Half the class (group A) should prepare one page for homework, while the other
half (group B) should prepare the second page. They should spend only 10-20
minutes, looking for the words they DO know, not stopping at words they DON’T
know. Make intelligent surmises: “What must it mean?” No need to use a
dictionary.’ (Introductory TN, p. 7)

Briefly, the rest of the procedure is that each group sits together, pooling their
knowledge and guesses. The teacher circulates, occasionally helping out. Then the
class is broken into A-B pairs. In pairs, they explain to each other what ‘their’ page
means. The teacher may wish to review the pages quickly afterwards from the front, if
there is time and there are points that need explanation (Step 7 in Appendix 3).

Although the TN are quite explicit about the procedure for dealing with the montages
in class, the purpose of learning to read for gist is not actually explained. Reading
superficially to get just an impression of the message is not the way that reading has
normally been done in foreign language classrooms. Traditionally, reading has always
been done intensively, with exegesis in L1, followed by comprehension questions to
ensure understanding. In the interview, Reeve explained his idea of the purpose of
training the students to read for gist:
‘Every day I slog through ‘Kompas’, but I read it like I read the ‘Herald’. I scan
headlines and then I read the articles that are interesting. I don’t read the others. So
you’ll see in our Introductory course, with two pages of montages of headlines, in 20
themes they’ll have done 40 pages of headlines by the end of it, which is stage one –
to read the headline, grasp the meaning, what is it, read the gist, is it important?’
(David Reeve, interviewed by the author, 1 July 1996)
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In other words, the purpose of the activity is to introduce students to the kind of
reading strategies that would be useful for them in real-life reading of Indonesian.
Students must learn to read without help, on their own. These are the kind of skills
described by Nuttall (1996: 31-39) as valuable for L2 learners. Some of her principles
are that students must be equipped to tackle texts that they have never seen before. In
general, reading two texts is better than reading one twice. Students must learn to read
at different rates for different materials and purposes, and must have practice in
assessing what type of reading is appropriate in various circumstances. She points out
that skimming and scanning and taking risks with texts are necessary steps toward
becoming a more effective reader. She also points out that at least some of the reading
should be target texts, the sort of texts that students will want or need to read after they
have completed their course.

Realia and real-life readings

There are many advertisements, forms and other realia or real-life readings scattered
through the themes in the SW, amounting to a total of 43 items at Introductory level
and 15 at Intermediate. What is the difference between realia and real-life readings?
Realia are authentic cultural artefacts featuring printed messages, such as menus,
greeting cards, labels, packets, stickers and the like (in the TIFL materials they are of
course photocopies of such items, not the actual items). Realia, being artefacts
produced for specific purposes, are rich sources of cultural content and authentic
everyday language use. The expression real-life readings in the TIFL materials
appears to mean utilitarian print items like television programs, advertisements, public
announcements, directories and so on, which can be found in magazines and
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newspapers, and do form a large part of everyday reading in all literate societies. Such
real-life readings can provide useful reading practice, particularly in skimming and
scanning.

Directions for activities with the realia and real-life readings are included in the TN
and in the theme outlines. An example is the instructions for Introductory Theme 11
(Health and Sport), which contains a number of advertisements for medicines. The
instructions recommend that students ‘search out clues to identify the medicines, the
symptoms and the claims made about the medicines’. It is also suggested that ‘useful
grammatical forms may be noted’. In other words, the aim is to read for gist in a way
that one might in real-life if one were considering whether to buy the product or trying
to determine how to use it (message-focus). However, some language focus is also
flagged: pointing out aspects of morphology and the semantic changes that occur with
affixation.

Clippings or excerpts of Indonesian prose texts

The third most numerous type of reading is copies (whole or part) of extended prose
texts, often articles from news magazines, or extracts from books or brochures,
totalling 10 at Introductory and 40 at Intermediate level. Almost invariably, these texts
are followed by glossaries and comprehension questions. They are mostly texts that
lend themselves to being divided into sections and used for information exhange
activities.
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Besides the genuine texts, non-genuine passages written by native speakers for students
to read from existing older materials (known in the profession as bacaan) are also
recommended as additional resources in some of the themes, and four of these are
included in the materials. Some of the old bacaan are quite charming and students still
enjoy them. In Reeve’s view41 they should not be dropped from the pedagogic
repertoire just because they are not authentic texts; some of the old bacaan are
examples of good writing, and make interesting and informative reading.42 It has been
pointed out that although the disadvantage of reading such texts with controlled
vocabulary is that students are less likely to learn new vocabulary from meeting words
incidentally in context, the advantage is that they can be read with more ease, and this
encourages reading for pleasure (Nation, 1984; Huckin et al., 1993).

As well as the above-mentioned texts, which are mainly in promotional, informative
and journalistic registers or genres, there is some reading for aesthetic purposes.
Poetry is a popular form of literature in Indonesia and it is appropriate that there are 13
poems in the TIFL materials. Intermediate Theme 11 (‘Literature’) contains an
introduction to the main poetry movements in Indonesian literature. Another popular
art form is protest songs and there are several song lyrics to read in the materials,
generally as cloze exercises to go with recommended musical recordings. Although
these are listening exercises they also provide reading practice. There is also a drama
script and a slide video script which can be read in class, and an extract from an
Indonesian novel.

41

David Reeve, interviewed by the author, 1 July 1996.

42
In particular, some of the bacaan in Hendrata (1970), McGarry and Sumaryono (1974) and Sarumpaet
and Hendrata (1968a,b).
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Regarding genre, it was originally envisaged in Reeve’s Grad Dip TESOL essay that
the reading activities would ‘shade into discussion of genres’ (Section 3.2). In fact,
learners are introduced to a wide range of genres in the TIFL materials, as the above
description makes clear. However, the topic of genre is not mentioned in the TN. The
only overtly genre-related teaching is in Introductory Theme 16 – ‘Letters’, where
learners are given tasks of writing formal and informal letters. The genres of formal
and informal correspondence are well-represented, with 31 examples of letters
included in the materials, 26 of which are genuine.

Reeve explained why more overt attention was not paid to genre:
‘There isn’t time. What we would be likely to do is pick one up and say, ‘This is ...,’
but you need to have done lots of work on comparing a wide sample before you
identify the real structural features of the discourse.’ (David Reeve, interviewed by
the author, 1 July 1996)

No genre studies of modern Indonesian were available at that time. The lack of
research on Indonesian genres was in fact what inspired one of the other projects in the
TIFL umbrella project, the Indonesian Language Database Project (see Section 1.2) at
Flinders University in Adelaide, which planned to work on genres and registers. Be
(1999) is a paper resulting from that project. A paper on teaching students about
genres for writing in Indonesian was presented at the South Australian Indonesian
Teachers’ Annual Conference in Adelaide in 2001 (Pedler, 2001).

The approach to reading articles is set out in the Intermediate Teachers’ Manual
(Appendix 4). It is recommended to begin with semantic mapping to predict
vocabulary, in the same way as for listening activities. The learners are then asked to
gist-read at home in preparation for the next lesson. If the article is long, students are
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given sections to prepare for an information exchange activity. In class, three types of
activity are recommended:

•

If the article is a short one, the learners work in pairs to retell it. They should
retell the essence of the article only, and the skill of paraphrasing needs to be
taught for this activity (it is suggested that the communicative crosswords in each
theme offer opportunities to practise paraphrasing).

•

If sections have been allocated, the learners are grouped so that each group
consists of an entire article. The learners can then do an information exchange
activity.

•

If there is a set of questions attached to the article, the learners interview each
other in pairs. They change partners halfway through the set of questions. (In
fact, as mentioned above, almost every article is followed by a set of questions.)

In an information exchange, individuals or groups have different information and their
task is to share it. In the TIFL materials learners are often supposed to read different
parts of texts and explain them to each other. The texts which are to be used in this
way generally have worksheets provided, thus providing a structured task. This is a
communicative activity because there is an information gap. As explained in Sections
4.3.4 and 6.4.5, an information gap is one of the essential characteristics of a
communicative activity, because it provides the psycholinguistic stimulation to
communicate and understand a message.
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However, the activity called retell in the TIFL materials is actually an exercise in
paraphrasing. It is often recommended in the unit guides to the Intermediate themes
that students work in pairs to retell in Indonesian a short text that they have read in
Indonesian or sometimes a ‘Think Piece’ that they have read in English.43 This is not a
communicative activity because there is no information exchange. Such an exercise, if
frequently repeated (as it is in the Intermediate materials), would become sterile and
uninteresting. Not only is the retell not a communicative activity, it is not a motivating
language learning activity because it is unfocused. Activities consisting of a task with
a definite outcome are more motivating and stimulating, because they require the
learners to use the material for a purpose (Prabhu, 1987: 46-53), which should be
related to real life because two essential characteristics of communicative activities are
that they should be realistic and relevant (Section 6.4.5).

The sets of questions that are provided after the articles are generally comprehension
questions, but sometimes ask for opinions or reactions. Pair-work interviews on the
basis of such a set of questions is likewise not a very communicative activity, because
there is no information gap – though there could be an opinion gap. Even where there
existed an opinion gap, such an exercise would not exert very strong psycholinguistic
‘pull’. Information gaps exert a stronger psycholinguistic ‘pull’, particularly if there is
a task to perform with a specified output (Prabhu, 1987: 46-53; Ur, 1981: 12-17).

TABLE 12 provides a breakdown of the reading materials in the Introductory and
Intermediate levels of the TIFL materials, by type and number (song lyrics have not

43

Many of the themes include a ‘Think Piece’ in English.
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TABLE 12
ANALYSIS OF THE READING MATTER CONTAINED
IN THE T.I.F.L. MATERIALS
(Note: Articles are identified by English versions of titles)
Types of authentic reading material
Montages
Realia and real-life readings:
Menus
Television program
Magazine covers
Formal invitations
Pages of stickers
Job application form
Resume form
Calendar pages with Islamic quotations
Brochures for exhibitions
Book covers
Advertisements
Pages of classified ads
Pages of death announcements
Lottery entry form
Total items, realia and real-life readings

Correspondence:
Advice column letters and replies
Sample informal letters
Sample formal letters
Total letters

Adapted magazine articles:
Questionnaire: ‘Are you a jealous person?’ (1 p.)
‘The language of stamps’ (1 p.)
‘Introductions’
Total adapted magazine articles

Extracts from books or brochures:
Pictures of traditional houses with captions (3 pp.)
Profiles of personalities (1 p.)
Table of contents of book (3 pp.)
‘Australian political parties’
‘Australian-Indonesian trade relations’
‘Labour relations in Australia’
John Holland safety manual for Indonesian workers
‘Aborigines threatened with extinction’
Extract from novel
‘A multicultural nation’
‘Australia, what thing is it?’
Total extracts from books or brochures

Introductory Intermediate
59
2
1
2
2
7
1
1
4
2
1
17
3

32

1

2
9

43

2
1
15

3
9
6
18

2
4
2
8

1
1
2
1
4
1

6

1
1

7
1
1
1
1
1
1
1
1
15
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TABLE 12 continued
Unadapted magazine articles:*
Mazine gossip section (2 pp.)
Horoscope page
‘Profiles of young people who want to get into films’
‘Australian tourist refused entry’
‘Indonesian evening’
‘Getting English qualifications for study abroad’
‘Australians learn Indonesian’
‘A female vice-presidential candidate’
Review of TV show
‘Indonesian Olympics team’
‘Monitor controversy’
Issues in tourism
‘Australians want to be agents for Indonesian firms’
‘Schoolgirls not virgins’
‘Freedom means responsibility’
‘A labour union is formed’
‘Gays, lesbians and transvestites’
‘Korowai, newly discovered ethnic group’
‘Aceh’
‘Pollution’
‘Slaughter of kangaroos’
Interviews
Total unadapted magazine articles

1

Poems
Indonesian cartoons
Script of slide video
Extract of play script

6
8

1
1
1

1

2

1
1
1
1
1
1
1
3
1
1
1
1
1
1
1
1
1
2
24

7
11
1
1

Types of non-authentic reading material
Cartoon dialogues
Example letters
‘Bacaan’ from existing textbooks
Total items

2
5
4
150

119

* ‘Unadapted’ means that the language has not been simplified. Some of the articles are shortened in
length, but they are photocopies of the originals.
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been included, as they are primarily texts to accompany listening exercises). This table
shows that there are a great many items of reading material: an impressive total of 269
items. Of the authentic texts, only 3 appeared to have been simplified in any way other
than by shortening them. All others are photocopies of originals. Only 11 texts in total
are unauthentic, ie, written for pedagogic purposes. TABLE 12 also shows how the
readings progress in difficulty from Introductory to Intermediate level. For example, at
Introductory level there are 43 realia and real-life readings, while at Intermediate level
there are 15. In contrast, there 2 unadapted magazine articles at Introductory level and
24 at Intermediate.

An analysis of the titles or topics (for ease of reading, all articles have been identified
only by English translations of their titles/topics) demonstrates the broad topical range,
realism and rich sociocultural content of the images of Indonesian society that are
presented to learners in the reading texts. It also reveals that the aim expressed in the
original conceptualisation (Reeve, 1989) has been carried out, which was that the
complex relationship between Australia and Indonesia would provide the central focus.
Many of the reading materials present Indonesian views of Australia, which is the first
time this has ever been done in curriculum materials for teaching Indonesian.

Discussion of reading activities in relation to CLT and SLA

It has been shown that the dominant strategy for teaching reading in the TIFL materials
is to use genuine materials, which the students read for gist at home before discussing
them in pairs in class, either in a retell, mutual interview or information exchange
activity. The authentic language of the texts and the nature of the activities are

447

consistent with the essential emphases of CLT because it presents learners with
language exposure similar to that enjoyed by native speakers, including all the
characteristics of natural language which may be necessary for them to interpret texts.
The interview and information exchange activities provide message-focus, which is
important because it provides practice in negotiating meaning through interaction, with
immediate feedback on communicative effectiveness. They also provide the
psycholinguistic stimulation of information or opinion gaps; and they are activities
which allow holistic language practice, though they tend to be in a particular register.

Reading for gist means, in effect, reading to ‘get the message’, as opposed to reading
analytically, so it is of course consistent with message-focus. But it also means risktaking: trying to understand a message without completely understanding the context.
Risk-taking in reading and listening is one of the five unique characteristics of CLT
identified by Johnson and Johnson (1998: 69-72). It is invaluable for reading and
listening in real-life, where it is often important to understand a message in a context
that is only partially comprehended.

The reading texts and reading activities in the TIFL materials therefore exhibit four of
the five unique characteristics of communicative methodology (message focus,
psycholinguistic stimulation, free practice techniques, and risk-taking) identified by
Johnson and Johnson (Ibid.).

One of the conclusions that can be drawn from the literature on reading reviewed in
Section 4.2.10 is that reading subskills are not hierarchical but overlapping, so that a
variety of types of reading tasks, together with explicit information on reading
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strategies, is likely to be helpful. Topic interest appears to be important in promoting
motivation to read, although the relationship between topic interest and reading
comprehension is not clear. However, it appears to be extremely difficult to predict
topic interest; therefore a varied range of texts is again most likely to be effective, by
providing at least ‘something for everyone’.

It has been demonstrated in this section that the TIFL materials provide a variety of
texts and tasks, which would help in developing a range of reading subskills. In terms
of provision of target texts (the sort of texts that students will want or need to read after
they have completed their course), the TIFL materials rate very highly. However,
explicit information on reading strategies appears to be lacking in any of the materials,
and the inclusion of such information (eg, as suggested by Cohen, 1991 – see Section
4.2.10) would enhance the learners’ development of reading subskills.

The findings about the importance of reader schemata that match the cultural schemata
of the text were discussed in Section 4.2.10 (eg, Carrell, 1983). These findings are
also very relevant to reading authentic texts in Indonesian. Distortions and
misunderstandings affecting learner comprehension of authentic texts, due to
insufficient sociocultural knowledge, are always a problem in teaching Indonesian.
The fact that students are meant to read texts on their own, at home, would exacerbate
difficulties in this area. If the only way that texts are dealt with in class is by pair and
group work activities, it is possible that distortions would be reinforced rather than
cleared up in class. Some misunderstandings are inevitable, but it would arguably be
important for teachers to be aware of, and guard against, possibilities for distortions
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and misunderstandings if they use the TIFL reading materials in the ways suggested.
It would be better to explain these things to both the learners and the teachers.

As well as needing assistance in how to read for gist, learners need to understand why
they are encouraged to read for gist. Otherwise they may conclude that intensive
reading is not important, whereas research (eg, Koda, 1997) shows that relying
exclusively on a holistic rather than an analytical approach can cause problems for
learners. Many teachers, particularly those who learned Indonesian in the earlier
tradition of strongly text-based learning, are unaware of the value of developing other
reading strategies and still assume that reading should be done intensively so that the
learners will understand as much detail as possible. If they know that skimming and
scanning are useful skills, they may not realise that ‘reading for gist’ is not necessarily
a simple matter. As explained in Section 4.2.10, research shows that guessing from
context is far more difficult than realised, and learner guesses are more often wrong
than right. This is particularly so when readers’ vocabulary is limited (ie, in the first
two years of language learning) or their schemata do not match those of the target
culture, as is very often the case with anglophone learners of Indonesian (eg,
Bensoussan and Laufer, 1984; Laufer, 1997). Teachers need to be aware that learners
will have these problems when attempting to read holistically, so they can help them
develop strategies or move to minimise interference, as suggested by Steffensen and
Joag-Dev (1984) – see Section 4.2.10.

There is another potential problem with the pedagogic technique of using reading as a
stimulus for interview and information gap activities in class. Pair-work and group
work conversations work very well as a speaking and listening exercise while learners

450

can talk about themselves and everyday things that do not require great breadth of
vocabulary. But at a more advanced level, the input for pair-work conversation tends
to be in the form of texts with more reference to real-world facts and events and
personalities. If the students' knowledge was limited, they would not have much
ability to converse on these topics. Moreover, readings about unfamiliar things (eg,
about politics or labour relations) are more difficult to read, and gist reading would
become problematic as a reading strategy. Students would then need to read
intensively (and laboriously) for comprehension. In fact, Reeve was conscious that
this was a problem, as this remark confirms:
"Well, we found that as long as we get them to talk about their own lives they talk,
but of course there's the other thing of having to teach about Indonesia. The more
you introduce Indonesian-type stuff through split readings that they do at home, the
less they want to talk about it, but you've still got to teach something, so we have a
strong mixture; but if you look at early introductory TIFL stuff, it mainly asks them
to talk about themselves, because they know the answers to that. So it's eliciting
factual type information but it increasingly elicits opinions. But once again, we often
fall into the trap of asking them to give opinions about things that are interesting to
us but which are in fact completely uninteresting to them. As in politics, trade
unions and things like that. So there's a constant tussle in making it interesting
within those limits ." (David Reeve, interviewed by the author, 1 July 1996).

Encouraging readers to seek out reading material that they themselves find interesting
is highly recommended to promote interest in reading and the skills of extensive
reading (eg, by Nuttall, 1996), but is probably beyond the scope of a two-year
instructional program.

In Sections 4.2.9-10, the relationship between vocabulary knowledge and L2 reading
ability was shown to be particularly important and also to be circular, ie, vocabulary
knowledge and reading ability reinforce each other strongly, and vice versa. Paribakht
and Wesche (1997) found that extra reading, even without instructional intervention
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(other than comprehension questions) led to significant gains in vocabulary
knowledge. Half the amount of extra reading plus vocabulary exercises produced an
even greater quantitative gain of vocabulary as well as qualitative gains, ie, greater
depth of understanding (note that the reading was thematically related in this
experiment, as in the TIFL materials). Remembering that the recommended
vocabulary policy in the TIFL materials is for students to select 20 words per lesson to
make up a lexical syllabus, and to test each other on their vocabulary knowledge
regularly, it seems probable that the large amount of reading on thematically related
materials, plus the strong focus on vocabulary learning, would be effective in
increasing learners’ vocabulary knowledge and at the same time developing their
reading ability.

In comparison with the ways in which Indonesian has traditionally been taught, the
approach to reading in the TIFL materials is one of the most original aspects of the
materials. The reading activities consistently emphasise the strategies of scanning,
skimming and especially reading for gist, starting with simple montages, moving to
realia and real-life readings, and on to authentic articles from newspapers and
magazines that are at the level of an educated Indonesian reader. Notwithstanding the
problems identified in the discussion above, this systematic and graded approach to
reading for message by concentrating on what the reader knows and what the text
probably means, without focusing on detail more than necessary, is the first concerted
effort to teach students to do this type of reading that has ever been attempted in
Indonesian language teaching materials, and it has therefore advanced the pedagogy of
Indonesian language teaching. If the rationale were explained more clearly it would be
beneficial because it would be better understood by both teachers and learners.
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6.4.8

The approach to grammar in the TIFL materials

In his essay, ‘Introductory Indonesian – UNSW’, Reeve was critical of the lack of
suitable curriculum materials for Indonesian, pointing out that only one reference
grammar was available, Macdonald and Dardjowidjojo (1967):44
“which uses the pre-1972 spelling, and has ridiculous example sentences like:
‘From time to time can be heard a sound as if a civet cat is chasing a
mouse’ (p. 220).”

(Reeve, 1989: 16)

The reason for such peculiar example sentences is that this book is a descriptive
grammar based on a particular corpus. The point is that in 1989 it was effectively the
only reference grammar for Indonesian available in English. Every teacher of
Indonesian had to cobble together their own version of the rules of Indonesian syntax
and morphology out of what was available in Macdonald (1976), together with
incomplete and inconsistent bits and pieces in coursebooks such as Almatsier (1967),
Dardjowidjojo (1978), Lie (1965, 1966), Partoredjo (1975), Sarumpaet (1969, 1977,
1982) and Wolff et al. (1984, 1986) – as well as figure out a modus operandi for
teaching them. Students had to rely on obsolete coursebooks, supplemented by
handouts created by their teachers.

By the time he produced “TIFL textbooks - a critique”, the paper presented to the
Indonesia-Australia Conference on the teaching of Indonesian as a Foreign Language
at the University of Indonesia in 1991 (Section 3.3), Reeve’s thinking had progressed
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There is a second edition with updated spelling (Macdonald, 1976).
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from a complaint about the lack of suitable curriculum materials for Indonesian to a
conceptualisation of what was needed:
‘There is too much English in most texts. Yet the explanations are useful, and
students like to have notes to refer to. The grammar and usage explanations should
be combined into a separate reference grammar.’ (Reeve, 1991: 5)

The final proposal for the project did not specify anything about grammar, but Dr
James Sneddon was included in the project team as the senior linguist. During the
workshops that were held to develop the TIFL materials, the project team decided to go
ahead with the idea of including a separate reference grammar in the materials. The
TIFL Project Introductory and Intermediate ‘Grammar Notes’ (hereafter referred to as
GN for convenience) were the result.

To digress briefly from the GN, Reeve’s concern about the lack of a useful reference
grammar for learners of Indonesian was the stimulus for the ultimate creation of three
such resources. As well as the TIFL GN, Sneddon wrote the Indonesian Reference
Grammar (Sneddon, 1996a) with a grant from DEET through the TIFL project. It was
published simultaneously in the US, UK and Australia. In the US and UK it was
published by Routledge (Sneddon 1996b). Copyright is owned by DEET (now DEST)
and royalties go to the Australian government.

Although termed a reference grammar, the Indonesian Reference Grammar has strong
pedagogical elements. The Introduction states, “This is a description of the Indonesian
language for English-speaking teachers and learners and for any others interested in the
language and its structures.” This book builds on the work Sneddon had done for the
TIFL GN, but it is more a more advanced and detailed treatment. It is organised
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according to four basic levels – words, phrases, clauses and sentences – and contains
generalised descriptions of formal standard Indonesian. There are few references to
colloquial language, regional variations or diachronic changes. However, it constitutes
the most complete description of Indonesian grammar targeted at learners that is
available in English, and it contains clear analyses of many points that learners need to
know, such as the fact that the relative pronoun (yang) can only act as the subject of the
verb of a relative clause in Indonesian. This important point was never satisfactorily
elucidated in any previous writing in English on Indonesian grammar consulted by the
author. Furthermore, Sneddon (1996a, b), unlike nearly everything that was previously
available in English, is descriptive rather than prescriptive, which represents an
enormous advance.45

The Indonesian Reference Grammar was followed by Understanding Indonesian
Grammar (Sneddon, 2000), a book that contains practice exercises as well as
explanations. The ‘Acknowledgements’ at the front of the volume state that the
suggestion for a workbook to accompany his Indonesian Reference Grammar was first
put to him by David Reeve. This work is described in its ‘Introduction’ as ‘a reference
and practice book designed primarily for intermediate and advanced students’. It is
clearly a pedagogic grammar. It contains brief discussion of grammar topics with
accompanying exercises. An answer key is provided at the back of the book. The
topics are mainly morphology and syntax, with more weight given to constructions
likely to be studied at intermediate and higher levels.

45
Another descriptive grammar of Indonesian in English has recently been published which appears to
be written for linguists rather than learners (Vamarasi, 1999).
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Thus the production of three Indonesian grammars is a major achievement that was
initiated by the TIFL Project, providing sorely needed tools for the teaching and
learning of Indonesian in English-speaking countries. With the recent publication
of a learner’s dictionary (Quinn, 2001), which is actually based on frequency counts
conducted by Indonesian scholars at the University of Indonesia,46 the path to mastery
of Indonesian by anglophones has been greatly smoothed by the efforts of Australian
scholars. The English-Indonesian section of Quinn’s dictionary is particularly
informative and useful, being designed with the intention of forestalling many common
misunderstandings of anglophone learners. As demonstrated in Section 2.3, a direct
relationship exists between good quality teaching and learning materials and the
success of Indonesian language programs both globally and historically, so these
publications are certain to be of great importance in the long term.

Returning to the GN, their purpose is to explain linguistic items drawn from the
teaching material, in language that would be accessible to students. They contain no
exercises for practice. The format of the GN can be seen in Appendices 5-8, which
reproduce the tables of contents and examples of pages from the Introductory and
Intermediate GN.

Although they are notionally organised according to the themes, the link between the
GN and the rest of the TIFL materials is tenuous. In earlier texts the grammatical point
would be first introduced and then practice exercises would follow, together with
dialogues and reading passages which had been constructed so as to illustrate the
grammatical point that was in focus. In an interview, Sneddon explained that with the
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first few TIFL themes (eg, ‘Direction and Location’ and ‘Time and Daily Activities’)
he was able to relate the grammar points to the other materials, but later he found it
impossible to pick out dominant grammar points in the themes, so he reverted to
presenting grammar points more or less in the order in which they had traditionally
been presented. Essentially, therefore, the GN present grammar out of context. None
of the examples of usage are drawn from the texts in the TIFL materials – or indeed
from any corpus. They are artificial examples made up (or in some cases inherited
from earlier works) for illustration of grammatical points.

However, the TN do provide useful tips for ways in which to relate the GN to the
materials and activities in the themes, eg, these remarks in the overview of Introductory
Theme 5 – ‘Buying and Selling’:
“[The GN for this theme] contain material on comparative and superlative of
adjectives (lebih, kurang, paling, ter-). The equative of adjectives (se, sama, -nya
dengan). Adjective phrases (terlalu, sangat, sekali, [too very] etc). The uses of yang
in noun phrases. Noun phrases with two nouns (eg, toko buku [book store]). The
bargaining process involves competing claims about good/bad/better,
cheap/expensive, etc, so it is a highly appropriate place to deal with adjectives,
comparatives, superlatives, equatives. Shopping locations such as toko buah [fruit
shop] provide a convenient place to discuss noun phrases.” (Introductory TN 1, p.
107)

The GN can be regarded as a pedagogic grammar, rather than purely a reference
grammar, despite presenting grammar out of context and containing no practice
exercises. This is because they are intended for the use of learners, and contain
information that is designed to explain to English-speaking learners the appropriate
way to use Indonesian. For example, the following section is quite clearly directed to
inform learners about the illocutionary effects of different ways of expressing that one
has lost one’s watch:
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‘9.1 ADVERSATIVE VERBS WITH AFFIX KE-…AN
These verbs indicate that the person involved is unpleasantly or negatively affected
by the action. The sentence Jam saya hilang “My watch is lost” makes a neutral
statement about what has happened, with no emphasis on its adverse effect on me.
However the sentence Saya kehilangan jam emphasises the fact of my misfortune.
The usual translation is “I’ve lost my watch” though a more literal translation would
be “I’ve been subjected to the loss of a watch”.’ (Intermediate GN, p. 35)

In general, the descriptions of Indonesian grammar in the GN are designed for practical
effect: they aim to help learners develop grammatical competence as a component of
communicative competence. They are not included for the purpose of linguistic
analysis. However, although they describe language and usage in traditional
grammatical rather than linguistic terms, the GN do contain some linguistic
observations, eg:
‘You will sometimes come across causative verbs based on adjectives, such as
memperbesarkan ‘to enlarge’. Not all Indonesians use such forms and some regard
them as incorrect. They probably arise through the confusing of memper- forms like
memperbesar (see Introductory Theme Fourteen) with meN-…-kan forms like
membesarkan (see Introductory Theme Eleven). Such forms are not discussed here.’
(Intermediate GN, p. 43)

In places, particularly in the Introductory GN, there are explanations of metalanguage,
because Sneddon was conscious that many Australian tertiary students these days do
not possess the basic metalanguage needed to talk about grammar. For example:
‘When two or more words come together meaningfully they form a
CONSTRUCTION. One of the simplest and most common constructions is a
PHRASE.
A PHRASE is “a sequence of two or more words acting as a single unit in a
sentence”.
As a unit the words in a phrase act in the same way as a single word. Thus

458

a noun phrase
a verb phrase

acts in the same way as a noun
acts in the same way as a verb
… and so on’

(Introductory GN, p. 1)

The way of teaching the GN that is recommended in the Introductory TN (cf. Appendix
3, which reproduces the General Introduction to the Introductory TN) is to set the
relevant pages for the students to read at home. In class the students discuss the
reading in pairs – from memory, without opening the book. The teacher asks what the
main points are. The teacher can quickly review the main points in class discussion if
wished. The whole activity, it is suggested, will take about ten minutes. In other
words, the GN are used in pair-work activity in the same way as the CN.

Advocates of CLT emphasise the importance of teaching activities designed to
encourage informal learning (eg, Brumfit, 1984). Krashen (1981, 1982, 1985) claims
comprehensible input is sufficient for acquisition to occur. According to Fotos (1994:
323), many SL teachers who are committed to the use of communicative approaches in
language learning largely omit teacher-fronted grammar instruction, relying on the
provision of a rich variety of comprehensible input to enable learners to acquire
grammar naturally. If grammar is formally taught in CLT, the approach is generally to
teach it inductively by focusing on particular grammar points in context, as they arise.
The Intermediate TIFL materials seem to advise this approach:
‘Each lesson should have a grammar activity. After an overview of a grammar point,
the point should be reinforced through a text/situation (song/video) being used at that
particular time. This can be achieved by the learners getting into pairs and
highlighting the relevant grammar structures within the text. In short, a grammar
point should come out of the material being used.
Traditional grammar
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exercises/drills could be given to the learners in later lessons.’ (Intermediate TN, p.
2)

This advice seems contradictory. On the one hand it suggests presenting ‘an overview
of a grammar point’ and then reinforcing it with a text, which sounds very much like a
deductive approach. On the other hand it suggests a grammar point ‘should come out
of the material being used’, which sounds like an inductive approach in line with CLT.
Perhaps what is meant is that the teacher should find a way to reinforce a grammar
point that s/he wishes to teach by devising a task that uses a text as a source of
language data. (Perhaps the grammar point should be one from the GN for the theme
that is under way at the time.) Undoubtedly, the Intermediate TN are less than clear on
grammar activities.

The only other recommendation regarding grammar in the Intermediate TN is to
administer an affixes cloze at the end of each theme, using a short passage taken from
one of the readings already used, with the affixes removed so that the learners can
supply them, ‘thus putting grammar into context’ (Intermediate Teachers’ Manual, p. 1
– see Appendix 4). This exercise, as described in the Teachers’ Manual, looks as if it
might be aimed more at testing than teaching.

The reason why no other grammar exercises are included in the TIFL materials, Reeve
explained in an interview, is because they are already plentifully available in older
materials. The aim of the TIFL tertiary curriculum project was to produce new, up-todate materials, not more of the same types that were already available. However, the
TN state:
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‘If there are problems a standard grammar exercise can be set. This will not usually
be necessary, as the students are already ‘learning the grammar’ in the dialogues, the
video interviews, and particularly the structures modelled for communicative
activities. The “big grammar items” ... will need more detailed treatment.’
(Introductory TN 1, p. 7)

In other words, the approach to grammar in the TIFL material is that grammar will be
acquired naturally and inductively for the most part, with ‘more detailed treatment’ in
the form of ‘standard grammar exercises’ for the items or entities that learners find
difficult to master. The learners’ attention is directed to grammar via the GN, but
grammatical items are actively taught only as needed to develop communicative
competence, not for their own sake.

Discussion in relation to CLT and SLA

As discussed in Sections 4.2.1 and 4.3.4, early models of communicative competence
included grammatical competence. Canale and Swain’s (1980) model, which consists
of grammatical competence, sociocultural competence, discourse competence and
strategic competence, has been widely accepted. Grammatical competence means
knowledge of the language code, including lexical items, rules of morphology and
syntax, sentence-grammar semantics and phonology. However, as discussed in
Section 4.2.2, Krashen’s ideas subsequently contributed to a perception that formal
instruction in grammar is often inefficient and of limited value to SL success. His
Input Hypothesis (Krashen, 1985: 2-3) amounts to a claim that if L2 learners are
exposed to 'comprehensible input' and are provided with opportunities to focus on
meaning and messages rather than grammatical forms and accuracy, they will be able
to acquire morphology and syntax as they comprehend meaning, in much the same
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way as L1 learners. In other words, L2 acquisition can occur naturally; and if it does,
the learner develops an implicit feeling for what is correct.

The concept of grammatical consciousness-raising (CR) and the pedagogical grammar
hypothesis (PGH) put forward by Rutherford and Sharwood Smith (1988a) were also
discussed in Section 4.2.2. The theory of grammatical CR rests on two characteristics
of adult language learning which have been identified by a number of researchers, eg,
Bley-Vroman (1988): (1) that the provision of comprehensible input alone is not
sufficient to ensure L2 grammatical accuracy; and (2) that at appropriate times some
form of grammatical CR is effective in improving such accuracy. The associated PGH
assumes that hypothesis testing on the part of learners is an integral part of their
achievement of grammatical competence, and claims that instructional strategies that
draw the attention of the learner to structures will tend to result in faster language
learning. This idea is in harmony with the central principles of the communicative
approach. In CLT the aim of teaching grammar is to present information about the
structure of language to the learners in ways that help them to develop communicative
competence, rather than as an analytical exercise.

Corder (1988: 129-133) emphasises that it is important to realise that pedagogical
descriptions of grammar are aids to learning but not the object of learning. The
problem of devising an efficient pedagogy of grammar is, then, more a
psycholinguistic than a theoretical linguistic one. The form grammar pedagogy takes
will be dependent upon what we believe to be the psychological processes involved in
language learning. If we apply the extreme inductive hypothesis to the learning of
grammar, then all we should need to do would be to expose the learners to plenty of
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uncontrolled, unorganised data for them to get to work on. Corder calls this the
‘sunburn’ method and describes it as typical of the more extreme forms of messagefocused and content-based approaches to language learning, now largely discredited
(Section 4.2.2). It is little different from immersion or submersion in a TL
environment (eg, a period in the TL country) and hardly amounts to teaching, which is
characterised by the methodical or systematic organisation of the data for learning.

However, Corder (Ibid.) also points out that there is no necessary or logical connection
between an inductive approach to teaching and any particular theory of linguistic
structure, such as CLT. He reminds us that the ‘structural approach’ to the teaching of
grammar which was strongly associated with audiolingualism was also highly
inductive, in the sense that it consisted almost entirely of patterns and exercises, with
very little in the way of grammatical description. The difference lies in the
conceptualisation of SLA associated with audiolingualism, that language learning is a
process of forming habits, whereas in CLT and immersion language teaching the
conceptualisation of SLA is that language acquisition is some kind of natural process
involving input/interaction and the Language Acquisition Device; cf. Krashen’s
Acquisition-Learning Hypothesis (Krashen, 1982:1).

GT was of course the most extreme form of the deductive approach to grammar
learning. In GT, rote learning and subsequent repetition of the rules of grammar were
regarded as evidence that internalisation of the rules had taken place. Learners who
could spout conjugations and declensions and parse sentences ‘knew’ the language.
CLT has contributed to language pedagogy an understanding that it is not sufficient to
enable learners to produce grammatical sentences; they must know when and how to
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use them. Grammatical ability is only one element contributing to communicative
competence. The teaching of grammar cannot be divorced from the teaching of
meaning as it used to be in both the extreme deductive GT approach and the extreme
inductive ‘structural method’ associated with the audiolingual approach.

Corder (Ibid.) suggests that learning grammar is fundamentally an inductive process,
but one which can be controlled and facilitated by descriptions and explanations given
at the appropriate moment and formulated in a way which is appropriate to the
maturity, knowledge and sophistication of the learner. In other words, the teacher’s job
is to provide the learners with the right data at the right time and teach them how to
learn; that is, help them develop appropriate learning strategies and means of testing
their hypotheses. The old controversy about whether to provide the rule first and then
the examples or vice versa is, he suggests, merely a matter of tactics, to which no
categorical answer can be given. Giving a rule or description first means directing the
learners’ attention to the problem, or establishing a readiness for the task; giving the
examples or data first means encouraging the learners to develop their own mental set
of strategies for dealing with the task. This implies that they must be given the
opportunity to make decisions or choices and, consequently, run the risk of making
errors.

The TIFL GN have the potential to function as a grammatical CR stimulus. The
process described above is very much what would seem a possible outcome of an
instructional program based on the TIFL materials: a mixture of (a) exposure to rules
and descriptions via the GN; (b) inductive learning based on the listening and reading
exercises; and (c) focused practice if and when problems become evident. Thus it
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seems that the approach to grammar teaching and learning in the TIFL materials is in
line with discussions in theoretical and pedagogical literature (eg, the readings in
Rutherford and Sharwood Smith, 1988b) of the appropriate way to manage grammar
acquisition according to the principles of CLT.
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6.5

THE TIFL MATERIALS: A BANK OF RESOURCES OR A
CURRICULUM?

This section discusses the nature of the TIFL materials as an entity; in particular,
whether they are a bank of resources or a curriculum. Only the Introductory and
Intermediate materials are included in this discussion, because it has been determined
that the Advanced materials are in an incomplete state, and therefore cannot properly
be discussed as a whole.

In Section 3.2 the conceptualisation underlying the TIFL curriculum materials was
examined and it was found that initially it was a curriculum plan for a new Indonesian
course at UNSW that would offer a different view of Indonesia and a new context for
learning Indonesian, ie, the Australia-Indonesia relationship. From the start, therefore,
the concept was a course of study rather than a bank of materials.

The conceptualisation that was expressed in the proposal accepted by the Asian Studies
Council was that of packages or modules of teaching materials that would offer a
different view of Indonesia and that would also enable the way Indonesian was taught
in universities to be updated, by making it possible to teach it in communicative ways
that had already proved successful with TESOL and some European languages. The
packages were to provide “a range of materials sufficient to allow teachers to select
materials appropriate to their classes’ needs”. These materials were to include “core
dialogues and readings, and a range of communicative activities”. Audiovisual and
realia materials, which were to be obtained from Indonesia, were to be integrated into
these materials.
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The official brochure (Appendix 1), produced by Professor Frances Christie, Project
Coordinator of the larger umbrella TIFL Project, describes the ‘Indonesian Curriculum
Materials (Tertiary) Project’ as ‘developing a bank of materials for teaching Indonesian
at the Introductory, Intermediate and Advanced levels of tertiary study’. However, it
goes on to describe the planned materials as ‘a program’ of themes, and specifies the
content as follows:

‘For each theme there will be a range of communicative activities, dialogues,
grammar and socio-linguistic explanations, realia, a teacher’s guide and audiovisual
resources advice. Videos are planned. The development of materials is based on
communicative methodology.’

This leaflet appears to be slightly ambiguous, in that a ‘bank of materials’ is also
termed ‘a program of themes’ with ‘a teacher’s guide’.

The publicity leaflet for the TIFL project prepared by Reeve that was mentioned in
Section 3.5 (Figure 8) simply stated:
‘As part of the Teaching Indonesian as a Foreign Language (TIFL) Project, the
Languages Unit at the University of New South Wales has been developing
communicative Indonesian teaching materials for the university level.’

Nevertheless, the major figures involved in implementing the project stated
unequivocally when interviewed that the TIFL materials were not a ‘course’, but a
collection of teaching materials, eg:

‘So what we wanted to create was a vast bank of material that all sorts of people
would use in different ways, and if you had twice as much material as there were
hours to teach it in, then you would force or allow people to select from it. If they
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want [they can] do a mainly spoken course, as we do, but if they want [they can] draw
on other elements of it and combine it with things they already did and keep a more
grammar-based or a more writing and reading based course. What we were trying to
do was to make a vast bank of material that people would draw things from and
hopefully take into their teaching. Whereas we package it in one way, but that one
way isn't the way it has to be. It's a bank of resources. Not a teaching course.
Though we use it as a teaching course and are happy to recommend that other people
do so.’ (David Reeve, interviewed by the author, 1 July 1996)

"It's essentially and it's set out to be simply a collection of teaching materials,
presented in as open and as flexible a way as possible, so that it could be used in
different classrooms. It's not simply that – it came with a strong encouragement to
use it as a communicative mode of teaching, and that came later from David's course
at NSW. I mean, it's not so much an encouragement to use the communicative
method but the materials were essentially designed for that kind of classroom. But the
intention was not to fix it into that kind of form, but that people would find it
interesting and usable in whatever kind of classroom they wished to use it. (Peter
Worsley, interviewed by the author, 17 March 1998)

In other words, both Reeve and Worsley state quite definitely that what they have
produced is not meant to be viewed as a teaching course, even though it is in use as
one.

A problem with these statements is that the materials are not set out in the way one
would expect a ‘bank of resources’ to be set out. One would expect a bank of
resources to be grouped according to type, in some sort of system that included indexes
and cross-referencing to the communicative functions, macro-skills, topics, vocabulary
and other items relevant to language pedagogy that might be located in various parts of
the materials. But the TIFL materials are presented in what certainly appears to be a
coherent teaching program, except for the fact that it has more materials than could
possibly be used in a two-year program.

In Section 6.3 it was pointed out that the TIFL materials are in fact organised like a
communicative syllabus. Instead of being based mainly on grammar and lexis like a
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traditional syllabus, Reeve had formulated a description of purpose and specifying a
proposed taxonomy of language skills. They are also organised thematically in a way
that is typical of communicative syllabuses. An example of a thematic model of a
content-based syllabus was described in Section 4.3.3. This model of a thematic
content-based syllabus has much in common with the TIFL materials, ie, theme and
content are of primary importance (message focus), language exercises are derived
from the text rather than imposed upon it, texts are authentic and unsimplified and texts
represent a variety of media.

To illustrate that the organisation of the TIFL materials is like a syllabus rather than a
bank of resources, Figure 26 shows the ‘General pattern of the Themes’ that appears at

Figure 26

Please see print copy for Figure 26
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the beginning of the Introductory TN. This shows the pattern of teaching and learning
that is envisaged.

The pattern of teaching is first to check the vocabulary knowledge that the learners
have, reminding them of what they have already learned and introducing some
common vocabulary that they will need for the theme. This is followed by introduction
of new vocabulary items for the theme, which are drilled intensively over several
lessons. As they acquire new vocabulary, the students begin working with the SD, first
as listening exercises, then as memorised role-plays. At some stage the interview
videos are to be used. They are only mentioned specifically in some of the themes
where they are particularly important (eg, ‘Letters’) When the videos are mentioned
specifically in the ‘Recommended Activities’ for the themes, they usually come early
in the theme, which is consistent with Reeve’s belief in listening before speaking or
reading. The listening activities are followed by or interspersed with communicative
activities. In the Introductory materials, these are nearly always surveys, which are the
simplest form of communicative activity, amounting essentially to a form of drilling of
structures and vocabulary, made communicative by being contextualised and
personalised. Following this, there is cultural input in the form of discussion of the
CN. This is followed by a second communicative activity, such as another survey or a
pair work activity. At this stage some reading input in the form of montages is
included. Then there is a third communicative activity or more reading, followed by
the GN towards the end of the theme. The GN, appearing at this late stage, draw the
learners’ attention to grammatical items that they have already met in other forms. The
penultimate step in the theme is a role-play, a free practice and highly communicative
activity involving holistic use of what has been learned during the theme. The final step
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in each theme is a checklist of activities and skills for students to review their own
progress.

There are detailed instructions for each of the Introductory themes in the TN, with
‘recommended activities’ set out in a series of ‘steps’ similar to the ‘steps’ that can be
seen in Appendix 3. The pattern of activities is somewhat differently ordered in each
theme, but each theme is clearly visualised as a unit of teaching and learning with
definite criterion-based outcomes. In fact, the learning outcomes are defined at the
beginning of the Unit Overview of each Introductory theme. An example is
Introductory Theme Nine (Media and the Press). The TN state:
‘Theme Nine enables students to:
• talk about media in Australia and Indonesia
• describe their own TV / paper / radio / film-watching habits
• express opinions about the media
• skim read sections of Indonesian newspapers, reading for gist.’(Introductory
TN, p. 183)

However, this analysis of the TIFL materials as a coherent curriculum does not work so
well if we consider the Intermediate materials. They include a Teachers’ Manual at the
beginning of the TN, but it is far less detailed and informative than the General
Introduction to the Introductory TN, and there is no ‘general pattern’ of themes.
Furthermore, the Intermediate materials are more modular in nature than sequential
like the Introductory materials. There is some progression in terms of conceptual
complexity of content (eg, from Theme 2, ‘Education – Youth Culture - Students’, to
Theme 12, ‘Diversity and Multiculturalism’), but other than that they are not sequential
in any respect.
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However, by examining the Intermediate TN we can discern a pattern within the units.
Each Intermediate theme begins with a Unit Outline with a list of ‘Core Activities’.
The first activity is always ‘Semantic Mapping’ (ie, brainstorming vocabulary) to
ensure a common fund of vocabulary for the theme. The montages appear at the
beginning of each theme, so they would presumably be the next activity. However, the
TN say nothing about what to do with them. Teachers who had not used the
Introductory materials previous to the Intermediate ones would have no idea that the
montages are meant to be used for an activity. The second activity mentioned in each
theme is the Focus Questions, a translation exercise aimed at reinforcing the
vocabulary work done in the semantic mapping session. Each Intermediate theme ends
with a ‘Communicative Crossword’ for vocabulary review and a role-play for free,
holistic practice, followed by a self-assessment questionnaire for students to check
their own progress. The rest of the activities, between the Focus Questions and the
Communicative Crossword, are simply listed one after the other, in no apparent order,
with very brief instructions for carrying out each one. There are a great many of these
activities, generally between 25 and 35 per theme. It is obvious from this
superabundance that teachers must select from the materials and create a structure for
their own instructional programs.

Whether the Intermediate materials are viewed as a curriculum or a bank of resources,
the Intermediate TN are not a satisfactory guide to them. For example, the list of
activities in each Intermediate theme always includes the Scripted Dialogues, reading
texts, communicative activites and communicative crosswords, but the interview
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videos are only sometimes mentioned; and the Grammar Notes and Unscripted
Dialogues are never mentioned.47

To sum up the discussion, the Introductory materials appear in many ways to be more
like a teaching program than just a bank of resources, while the Intermediate materials
appear to sit uncomfortably half-way between being a bank of resources and a teaching
program, and are not well organised for either purpose. However, in one sense the
TIFL materials must be regarded as a curriculum – and will now be referred to as such
where appropriate – because they are used at UNSW as the entire basis of the first two
years of instruction in Indonesian language. In a de facto sense, they are therefore a
curriculum.

The next chapter investigates the TIFL curriculum in use at UNSW and other
universities, and asks whether the TIFL curriculum materials, as used in classrooms,
promote a communicative way of learning Indonesian.

47

A number of other criticisms of the Intermediate TN made in Section 6.4.2 are not repeated here for
sake of brevity.
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CHAPTER 7
THE TIFL CURRICULUM IN PRACTICE

7.1

INTRODUCTION

The focus of this chapter is an empirical investigation that complements the theoretical
analysis reported in Chapter 6. The question is asked:

Do the TIFL materials, in use, promote communicative teaching and learning
of Indonesian?

This is the second research question of the study, and it has been approached from two
positions:

1.

Are the materials perceived as communicative by the users (teachers and
students)?

2. Is the pedagogy that uses the materials communicative?

The findings are interpreted in terms of communicative competence theory and, where
relevant, in a broader perspective of SLA theory and research.

The methodology, procedures and instruments used in the study were all described in
Chapter 5, so will only be recapitulated briefly here. The material presented in this
chapter draws on correspondence with colleagues; official documentation and
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curriculum materials from Australian universities using the TIFL materials; interviews
with lecturers and students; classroom observations; the International Second Language
Proficiency Ratings (ISLPR); and the Communicative Orientation of Language
Teaching (COLT) Observation Scheme.

Section 7.2 presents teacher reactions to the materials, drawing on interviews with
lecturers at eight universities where the TIFL materials are used in various ways.
Section 7.3 presents student perceptions of the materials at three universities where TIFL
materials form the basis of the Indonesian curriculum: the University of New South
Wales (UNSW) and two other universities, which are termed Universities A and B to
preserve confidentiality. Section 7.4 presents the results of ISLPR self-administered
proficiency assessments that were conducted at the same three universities. The ISLPR
results make it possible to compare outcomes in terms of proficiency achievement.
Section 7.5 consists of a case study of the TIFL curriculum in use at the Indonesian
program at UNSW, which represents its most complete and ‘ideal’ practical application.
This section looks in detail at what actually happens in the TIFL classroom. It describes
this using the COLT observation scheme, an instrument which is designed to measure
the communicative orientation of language teaching.
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7.2

PERCEPTIONS OF TEACHERS ABOUT THE TIFL MATERIALS

7.2.1 Introduction

Teachers’ perceptions of the TIFL materials are part of the empirical investigation of
whether the TIFL materials are perceived as communicative by the users. The data for
this part of the study come from interviews of tertiary teachers, ie, university lecturers in
Indonesian language, who were or had been using TIFL curriculum materials. The
interviews were planned to investigate the following issues:
1.

Teachers’ views about how Indonesian should be taught (eg,
methodological approaches)

2.

Teachers’ conceptualisations of the communicative approach

3.

Teachers’ perceptions about the TIFL materials

A total of 16 lecturers from 8 universities in 4 states/territories were interviewed, using
the interview plan which can be seen in Figure 11 (Section 5.3.1). 10 were female and
6 were male. To summarise their background, 11 were non-native speakers (NNS) and
5 were native speakers (NS). Three of the NNS were mainly self-taught; of the others, 4
had learned Indonesian via GT and 4 by an audiolingual approach in Australian
universities. In educational background they ranged through a number of disciplines,
summarised in TABLE 13. Only one appears to have specialised in Indonesian language
at postgraduate level. This reflects the nature of language teaching in universities.
Lecturers are often individuals from other disciplines who happen to be fluent speakers
of a language; however, their research interests are generally in areas other than
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TABLE 13
EDUCATIONAL BACKGROUND OF LECTURERS INTERVIEWED
Educational qualification

No.

BA

1

DipEd

4

Grad Dip Applied Linguistics

2

MA

1

M. Applied Linguistics

1

PhD Anthropology

1

PhD Applied Linguistics

2

PhD Indonesian Literature

2

PhD Linguistics

1

PhD Political Science (in progress)

1

TOTAL

16

language teaching.1 Only 4 of the 16 teachers interviewed had an educational
background with a specialisation in pedagogy. Only 5 had a specialisation in applied
linguistics, which might be expected to provide them with an understanding of CC
theory. As a group, the interviewees were quite heterogeneous but, it is thought, fairly
representative of Indonesian lecturers in Australia.

1

For example, the author is aware of two professors of Japanese language with qualifications respectively
in architecture and ethnomusicology and two professors of Indonesian language with qualifications
respectively in history and political science.

477

The interview plan (see Section 5.3.1) had two main groups of questions. The first
group were personal questions designed partly to build an image of the respondents’
backgrounds (which has been described above) and partly to set the subjects at ease so
that they would respond frankly to the later questions.
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7.2.2 Teachers’ conceptualisations of the communicative approach

The second group of questions in the interview plan was about language pedagogy. Of
these, Question 8 was pivotal:
Question 8: What are your ideas about communicative language
teaching? How would you define CLT?

Before describing the responses to this question, the theoretical stance of this study will
be recapitulated briefly. The definition of communicative competence that has been
adopted is based on Canale and Swain (1980), and consists of four competencies:
grammatical, sociocultural, discourse and strategic, and the view is taken that these
competencies should be seen not as discrete but as overlapping and interactive (Section
4.2.1). These competencies can be equated with four domains of skill that the learner
needs to master. They are described in detail are Section 4.3.4, but are summarised here
as follows:

1. Skill in manipulating the linguistic system (grammatical competence)
2. Items mastered as part of a linguistic system must also be understood as part of a
communicative system (discourse competence)
3. Skills and strategies for using language to communicate meanings as effectively
as possible in real-life situations (strategic competence).
4. Awareness of the social meanings of language forms and ability to choose
appropriate ones (sociocultural competence) (Littlewood, 1981)
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It is also explained in Section 4.3.4 that over the years language teachers have devised a
communicative methodology that has made five unique contributions to language
pedagogy, which are summarised here:

1. Sociolinguistic appropriateness
2. Message-focus rather than focus on linguistic form
3. Activation of psycholinguistic processes through stimulation of the learners'
desire to convey or obtain a message (pre-eminently in information exchange
activities)
4. Encouragement of risk-taking rather than thoroughness and correctness in
reading and listening
5. Free practice techniques (Johnson and Johnson 1998:69-72)

Teachers with an understanding of CLT could be expected to show awareness of the
theoretical and practical aspects of CLT set out above.

15 teachers answered Question 8. Figure 27 displays brief versions of their definitions
of CLT, which are discussed below.

The first quotation is from a lecturer who saw spontaneity and natural, realistic
communication as important components of the Communicative Approach. He seemed
to have a sense of the way CLT can stimulate psycholinguistic processes and of the
importance of having topcs to communicate about that are relevant to the learners. TT1
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Figure 27: Teacher conceptualisations of CLT – Excerpts from responses
to Question 8
TT1: ‘I think to be communicative it has to be fairly natural; get [the students]
talking about themselves and each other, it’s interesting to them and natural.’
TT2: ‘Keeping the conversation rolling, but I call it working on communicative
competence; CLT means moving on [from everyday conversations] to [content-based
teaching].’
TT4: ‘We should be using the material in a way that students can take hold of it and
use it for themselves, so that the text becomes not something there as an exercise for
translation but something they can take from and use to develop their own
communicative skill.’
TT5: ‘TIFL material is the only experience I've had of communicative material, but I
tell you what, I think it works.’
TT6: ‘The four [macroskills] need to be integrated; a lot of student-centred activities;
gives students self-confidence in speaking and listening because they are taught
strategies.’
TT7: ‘Learning results from aiming to communicate, by picking up key tools: useful
words and phrases, also vocabulary and forms.’
TT8: ‘Putting the emphasis on communicating, rather than grammar. You learn a
language by speaking it, you don't learn a language by learning about it.’
TT9: ‘Students are assigned to do something at home, … so when they come to
class, they can already just talk about it, for a language activity. Rather than talk
about language, they use the language in class.’
TT10:
‘More student-centred, teacher as facilitator, student-student interaction
much greater than student-teacher interaction.’
TT11: ‘Pairwork and group work and things like that, that I don't really enjoy doing.
The thing I find difficult is the [information] gap.’
TT13: ‘I have to confess I’m not familiar with the terms and the philosophy.’
TT14: ‘Communicative competency, which cannot be developed in a classroom.’
TT15: ‘Main goal is communicative effectiveness rather than control of structure;
getting the message across with appropriacy.’
TT16: ‘CLT is language teaching which emphasises speaking and writing
(productive language) and implies communicative competence, including strategic,
sociolinguistic, grammatical and – what’s the fourth one?’
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also showed awareness of free practice techniques as an aspect of CLT by remarking,
‘I think it’s hard to be communicative and yet controlled, unless you clearly set the
scene.’ (TT1)

TT2 is another teacher who expressed the opinion that being communicative meant
having realistic conversations with people. However, he also thought an important
characteristic of communicative language teaching at university level was to ‘move on
to content-based language learning’ in the sense of getting beyond trivial topics like
‘buying train tickets’ and moving on to topics like ‘the politics of Indonesia, the ecology
of Indonesia, the literature of Indonesia, gender issues, development issues, AustraliaIndonesia relations’ (TT2).

It is pointed out in Section 4.3.3 that content-based teaching is a type of communicative
teaching developed along the principles of immersion language teaching. ‘Content’
means almost the same thing as ‘message’, but in content-based instruction, as with
immersion education, content learning is integrated with language teaching aims. The
form and sequence of the language presentation are dictated by the content material,
rather than the other way. The underlying rationale is that a second language is learned
most effectively when used as the medium to convey informational content of interest
and relevance to the learner (Brinton et al., 1989). The idea that was expressed by TT2
is part of the rationale for theme-based curriculum design, which has had a strong
influence on the design of the TIFL materials.
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TT5 is a teacher whose only knowledge of the communicative approach had come from
using the TIFL materials. She said that she didn’t know much about CLT but remarked,
‘I tell you what, I think it works.’ She then described how her students’ speaking ability
developed well through the use of TIFL materials, and concluded:
‘So that’s the only communicative course I’ve taught, that’s the only
communicative material I’ve used. So I have to say, for whatever’s wrong with it
there’s a hell of a lot that’s working well, and I think it’s an effective course. I’m
not thinking of dropping it in a hurry.’ (TT5)

This person is a highly experienced teacher who described herself as eclectic, always
willing to try something new, willing to use ‘whatever works’, but with little interest in
theory. It was her experience of success in developing her students’ speaking ability
through the TIFL materials that caused her to view them favourably. This point will be
referred to later in the discussion.

TT6 is a teacher who gave a very ‘operational’ definition of CLT, in terms of lesson
management, but she also appeared to be referring to risk-taking (and possibly
paraphrasing) when she mentioned ‘strategies’:
‘Four [macroskills] all need to be integrated into [communicative] teaching, not
just concentrating on one aspect. There are a lot of student-centred activities.
There are moments when you have to teach: present materials, grammar points,
cultural points, talk about sociolinguistic aspects of language, but you combine
that with a lot of student-generated activities. Providing materials that will
generate student-centred activities. Information gap type activities that generate
the need to communicate. I look at it from results. I find that by employing
communicative methodology the students have a lot more confidence in speaking
and listening because you teach them strategies.’ (TT6)

An information gap is considered a necessary ingredient for message-focused
communication (Johnson and Johnson 1998: 70).
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TT6 also showed awareness of the importance of sociolinguistic appropriacy by going
on to say:
‘Because you are teaching functional language, when they go to Indonesia they do
find it very useful. They have confidence to say something. They do make mistakes but it doesn’t matter. Teaching them language for particular situations, that
helps them to speak language [appropriate] for who they speak to. If you give them
a situation they know straight away what terms of address to use, what kind of
structure to use, what kind of vocab to use, all the functions, whether it has to be
formal or informal, those really subtle degrees of formality, and I think that’s the
kind of result you get by using this type of aproach.’ (TT6)

TT7 is a lecturer with a background in political science who had clearly developed a
good understanding of communicative competence theory. He said his basic concept
was that
‘Language is not an abstract system of symbols, but only has meaning and utility
as a means of communicating ideas, and ideas themselves only exist within a
cultural, social context, which is why we stress the cultural background of how
and why you say particular things in particular ways.’ (TT7)

He thought this meant that:
‘Students learn language by aiming to communicate, by the process of
communication itself, by struggling to find the words to say something, by
learning key tools – almost like shortcuts: little phrases, particular language
functions that are useful for communicating certain ideas. As students struggle to
communicate they pick up the vocabulary and forms and so on.’ (TT7)

TT7 seemed particularly aware that both message-focus and sociolinguistic
appropriateness, including communicative functions and pragmatics, are aspects of CLT.
He also seemed to be aware of the stimulation of the desire to communicate that is the
third contribution of CLT to language pedagogy, and to be saying that acquisition occurs
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through interaction, including negotiation of meaning.2 He would agree with the Lexical
Approach (Section 4.2.9).

TT9 saw CLT as a task-based methodology, but interestingly also singled out
brainstorming as particularly characteristic of CLT. She may have misconstrued both
CLT and the nature of the TIFL materials. Brainstorming is a common feature of
communicative teaching, though it is not exclusive to CLT (Section 6.4.3). Further,
CLT can be task-based but is not necessarily so. According to Nunan (1989a: 10), in
task-based instruction lessons and units of work will consist, among other things, of
sequences of tasks, and the coherence of such lessons or units will depend on the extent
to which the tasks have been integrated and sequenced in some principled way. Taskbased curriculum design is an integrative approach because few tasks involve only one
skill. There are few such integrated and sequenced tasks with definable outcomes in the
TIFL materials. Therefore the TIFL materials do not exemplify the principles of taskbased curriculum design.

TT10 said she couldn’t define CLT, but could describe it as ‘more student-centred’, with
the teacher acting as facilitator. Student-student interaction was much greater than
student-teacher interaction. This simplistic statement probably reflects the emphasis on
pair-work in the TIFL materials that she is familiar with. But it is in fact considered very
important in CLT that activities and topics be relevant and meaningful to students,
2

Some communicative theorists accord great importance to the role of interaction in language acquisition.
According to the Interaction Hypothesis, face-to-face linguistic interaction is the vehicle by which
acquisition and the development of proficiency take place. By negotiating meaning learners develop the
language forms that carry the meaning (Section 4.2.2).

*
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because that is necessary for meaning-focus. Many proponents of CLT emphasise
developing meaningful tasks by tapping students' own situations, experiences, opinions,
feelings and preferences. There are many examples of this type of task in the TIFL
materials (Section 6.4.5). Indeed, for many teachers, the term ‘communicative’ simply
denotes that the language learning activites are made as meaningful and personal as
possible (Johnson and Johnson, 1998: 72).

TABLE 14
TEACHER AWARENESS OF CHARACTERISTICS OF CLT
Aspects of CLT

Teachers who demonstrated
awareness
1 2

6 7 8

9 10 11 15 16

Methodological emphases
Sociolinguistic appropriateness
Message-focus
Activation of psycholinguistic processes
Risk-taking
Free practice techniques

x x
x
x x

x
x
x
x
x

x
x x
x x
x x

x
x
x

x
x

x

x

Domains of skill involved in CC
Grammatical competence
Discourse competence
Strategic competence
Sociocultural competence

x
x

x
x
x
x
x
x x

x

x x

x
x
x

Other concepts about CLT
Interaction Hypothesis
Learner-centredness

x

x

x
x

x
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TABLE 14 displays an analysis of the data summarised in Figure 27, showing which
aspects of CLT the teachers appeared to be aware of, according to three groups of
criteria. The first group consists of the five unique contributions that CM has made to
language pedagogy which were outlined earlier. The second group is the four domains
of skill that a learner needs to master to attain communicative competence (CC), also set
out earlier. The last group consists of two other conceptualisations of CLT that teachers
showed awareness of. One is learner-centredness. The other is the concept that verbal
interaction plays a role in promoting language acquisition. This is closely connected
with the third characteristic of CM, activation of psycholinguistic processes. TABLE 14
demonstrates that all the above aspects or characteristics of CLT were known to at least
one of the teachers. The ones teachers were most aware of were message-focus and free
practice techniques. Five teachers also signalled awareness of the importance of
interaction. Only one teacher mentioned risk-taking. Risk-taking is very important to
the pedagogic strategy for reading in the TIFL materials, which is based on developing
the skill of reading for gist (Section 6.4.7). Reading for gist means reading to grasp the
message without worrying too much about detailed knowledge of texts, and is thus a
risk-taking strategy above all. It is therefore surprising that teachers showed little
awareness of it.

Sociocultural competence / sociolinguistic appropriateness (these two concepts are
closely linked), discourse competence, strategic competence and grammatical
competence represent the epistemological underpinnings of CLT because they are basic
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components of CC theory. However, teachers showed little awareness of these concepts.
It is understandable that grammatical competence was not mentioned by more teachers
because, although it is an essential aspect of communicative competence, it was
regarded as essential to language acquisition long before the concept of communicative
competence existed. It is therefore not identified in people’s minds with communicative
competence. Although the other three skill domains are important aspects of CC, they
are relatively recent areas for language pedagogy, which may partly explain why
teachers did not demonstrate awareness of them. This point will be referred to again
later in this chapter.
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7.2.3

Teacher ideas about the teaching of Indonesian

Question 10 was deliberately open-ended to allow a range of responses:

Question 10: What are your ideas about the teaching of Indonesian?

Not only ideas about how Indonesian should be taught (eg, methodology) but ideas
about the state of Indonesian language teaching (problems, needs, etc.) were sought.
Another aim of the question was to explore the views teachers had about the purposes of
Indonesian language programs: whether their ideas about what they should be trying to
achieve were compatible with the aims of the TIFL materials. It was hoped that answers
to this question would enable the researcher to evaluate the teachers’ responses better in
terms of where they were ‘coming from’ or their mindset.

Ten responses to Question 10 were recorded. Figure 28 sets out the respondents’ views
in brief quotations. They fall into three categories, according to how the question was
interpreted: (a) four responses that related to language pedagogy; (b) four concerning
aims of teaching programs; and (c) two that dealt with the needs of the subject on a
national basis.

Category (a) reponses

Of the category (a) responses, TT15 said that he had become ‘wary of best approaches’.
He thought that teaching with interest and enthusiasm was the most important thing, and
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Figure 28: Teacher views of what is needed in the teaching of Indonesian
language – Excerpts from responses to Question 10
(a) Language pedagogy
TT15: ‘If you taught pure TIFL with conviction you’d get fantastic results. If I did it I
might not, because my heart wouldn’t be in it. I think there’s a huge range of stuff that can
be effective, from old-fashioned to really touchy-feely.’
TT13: ‘I wonder whether Indonesian is different from other languages, but in my limited
experience, I do think students need a bit more structure, particularly initially, than there is
in the [Introductory TIFL] materials.’
TT16: ‘Students should speak and write as much as possible. They should manipulate
models initially to build their lexical and grammatical resources. Teachers should provide
opportunities regularly for students to add new content/skills to old so that they learn to
produce chunks of language and can see that they have made progress.
TT4: ‘We constantly go through these cycles with Indonesian of getting a good student
interest response and not being able to keep it because we just don’t yet have effective ways
of teaching.’
(b) Aims of teaching programs
TT2: ‘I want them to be able to have fun with people their own age and I think it’s
ridiculous not to give students what they want at least .’
TT1: ‘I think it should be meaningful, interesting and fun. Those are the key ingredients.’
TT9: ‘I'm thinking why are the students only interested in researching about politics or
something like that, and why aren't they interested in research about discourse or translation
studies, but maybe it's because we don't promote [those things] enough.’
TT14: ‘In all the years I've been doing it I've come to the conclusion that real
communicative competency is almost impossible to achieve in a purely classroom situation
until that student has been in the country, so it has to include an in-country component.’
(c) Needs of Indonesian language teaching nationally
TT11: ‘I think [the teaching of Indonesian langauge] is quite healthy. Things produced by
the Curriculum Corporation3 and the TIFL stuff as well – different imaginative materials.’
TT10: ‘I don't know much about schools but I feel there is a need to coordinate teaching
languages for continuity, so students don't have to repeat from the very beginning again.’

3

The Suara Siswa National Curriculum Guidelines for Indonesian (National Indonesian Language
Curriculum Project, 1992-3).

490

that if teachers believed wholeheartedly in a particular methodology they would be likely
to get ‘fantastic results’ with it. Many language teachers suspect that enthusiasm is the
most effective ingredient in language pedagogy. Unfortunately, according to Ellis
(1994: 517), there has been very little systematic research on the effects of various
pedagogic behaviours on motivation, so there is no actual empirical research to prove or
quantify this belief.

TT13 (who had not even heard of the term ‘communicative language teaching’ – see
Figure 27) remarked that she felt students needed more ‘structure’ and that she
supplemented the TIFL materials with extra grammar instruction. Her views can be
regarded as typical of a person with no knowledge of recent developments in language
pedagogy, who naturally is inclined to interpret anything new in the light of her own
experience. This type of teacher would particularly benefit from more informative
Teaching Notes.

TT16, who in his answer to Question 8 did not mention message-focus as an important
aspect of CLT, answered Question 10 by saying that practice in productive skills was
very important, and that students should be given opportunities to manipulate models to
build their linguistic resources. He added, ‘Second language students can’t “use their
own words” because, in the first year or two at least, they don’t have any!’ This makes it
clear that he thought of productive language as something which must be practised from
models, ie, a skill, rather than something that is learnt through some psycholinguistic
process as a result of trying to communicate meaning in interactions. He would
probably not agree with the Interaction Hypothesis.
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Category (b) responses

Of the category (b) responses that related to purposes of teaching Indonesian, one
respondent stressed strongly that the overriding motivation of students was ‘to be able to
communicate in the language’. He added:
‘I don’t see that large numbers will come and sit in a course which is literature or
linguistics. ... I don’t want them to be able to go and have a conversation about the
Angkatan 45 and the Angkatan 66.4 I want them to be able to have fun with people
their own age and I think it’s ridiculous not to give students what they want at
least.’ (TT2)

This is interesting because, in talking about what he thought the students wanted, he
spoke about what he wanted for them. This person had strong feelings about the
inadequacy of the way he had been taught. He described his undergraduate Indonesian
as ‘three years of unrelieved boredom’, and bemoaned how academic and stilted his
Indonesian was when he graduated. He ended by saying, ‘…and so I always had a
drive. I will not be like that as a teacher.’ This was true of others as well. I heard a
number of ‘horror stories’ about the frustration people had experienced as students
learning via GT and audiolingual methodology. These people had a strong interest in
different pedagogy because they resented the way they themselves had been taught.

TT1 felt that the key ingredients of Indonesian language teaching were that it should be
meaningful, interesting and fun. He went on to remark:

4

Poetry movements.
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‘That applies to any course: it should be fun, interesting and relevant to the
students’ needs – keeping in mind that they may not be able to identify their own
needs, but in our wisdom we have some insight into their needs, so I think we have
to foresee their needs and be tuned into that.’ (TT1)

In other words, like TT2, he thought students should be allowed to learn what they
wanted and needed, but that teachers should be prepared to offer guidance.

The third respondent in this group, TT9, felt that students were too interested in politics,
and should be researching language-related topics such as discourse analysis, discourse
and women’s development or discourse and the labour system. She thought that perhaps
these areas of enquiry had not been sufficiently promoted. She too seemed to have the
view that lecturers should guide students.

The last respondent in this group, TT14, stated that communicative competence was
only achievable when a learner had been in Indonesia, and that teaching programs
should therefore include an in-country component. Although this teacher did not answer
Question 8, her view obviously would be that communicative competence entails
sociolinguistic competence. The idea that a period in-country is the only way to achieve
true fluency is one of the accepted folk beliefs about in-country study (Freed, 1995: 5).
In fact, while this belief may be true, it is a folk belief about language teaching that has
not yet actually been proved or quantified by empirical research. Moreover, as pointed
out in Section 4.2.4, the concept of the best language learner as one who comes nearest
to native speaker mastery of the grammar and vocabulary of the language is currently
being replaced by a different concept of ‘good learner’: those who are aware of their
own identity and culture, and of how they are perceived by others, and who also have an
understanding of the identities and cultures of those with whom they are interacting.
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Such 'intercultural speakers' are able to establish a relationship between their own and
the other cultures, to mediate and explain difference, and to accept that difference and
see the common humanity beneath it (Byram and Fleming, 1998). In Section 6.4.6 it
was argued that the TIFL CN seem well designed to promote intercultural competence.

Category (c) responses

The first of the category (c) responses in Figure 28 refers to the availability of good
curriculum materials and represents a positive reaction to the TIFL materials. The
second refers to the chaotic state of language teaching in Australia, where many
languages are taught in an uncoordinated fashion, but it is an issue not particularly
relevant to this study.

These responses to Question 10 will be referred to again in the discussion in Section
7.2.7.
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7.2.4 Teachers’ views of the TIFL materials as a curriculum or a bank of
resources

Question 11 was designed to elicit whether teachers saw TIFL as a curriculum or as a
bank of resources:

Question 11: What is your main understanding of TIFL?

The responses are shown in Figure 29. It was answered by 9 respondents. Of these, 3
were in no doubt that it was a ‘collection’ or ‘set’ of resources. TT11 pointed out that
there was a problem in that, being resources, the TIFL materials actually require
language teaching methodology knowledge ‘that most tertiary teachers don’t have’.
TT10 pointed to the same issue in a different way, mentioning that the materials could
not be used for self-instruction but were meant for class teaching, ie, they had to be
interpreted for learners by a teacher who understood them.

TT6 stated definitely that the TIFL materials were a collection of resources. However,
she also made the point that knowledge of methodology is required to know how to use
them, stating that if she were a beginner teacher she would not know what to do with the
materials, because they do not have the framework that she would like to know when
she ‘picks up a course’. Thus, although she had said it was a collection of resources, she
clearly thought of it as a course.
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Figure 29: Teacher understandings of the TIFL materials (Question 11)
TT2:
‘My understanding is that a bunch of people were fed up with quite old-fashioned
tertiary materials and also with doing what we've been doing in schools for years – scrabbling
for resources – so they hoped to get a government grant to either find, create or collate lots of
good communicative materials, and organise them into themes that almost everybody would
agree are worth doing, and slap them out there for the Australian tertiary teachers of
Indonesian to use.’
TT14:
‘A very wide-ranging program of preparation of materials covering all sort of
skills, applicable to any Indonesian course at tertiary level in Australia.’
TT11:
‘A set of resources for people to use. The resources are great. But because they
are resources it actually requires language teaching methodology knowledge that most
tertiary teachers don't have, and that's really the problem.’
TT10:
‘I think the idea of TIFL was to provide resources for university teachers to teach
Indonesian, so that's why there's so much material, much more than you need for teaching 5
or 6 hours a week for Introductory. So it's meant to be just a collection of materials for
teaching at university. It's not self-instruction materials, it's for class teaching, so it's a bit
difficult for students to buy the book and stay at home and learn something.’
TT 6:
‘A collection of resources. If I were a beginner teacher or not familiar with the
materials I really wouldn't know what to do with them. First of all there's a lack of
introduction to the framework. I would like to know the framework when I pick up a course.
There is no framework of learning outcomes, functions, grammar points, strategic skills that
students have to know, and its not graded either. Perhaps in the Introductory but not in the
Intermediate. The rationale, I think that's lacking a lot, and the objectives, and also I still
now have to make extra exercises when I use it. Say the particular material has a grammar
point. I still have to extract that and then make my own exercises. I still have to think about
the cultural points.’
TT5:
‘My understanding of it would be it's designed to help, enhance students’
proficiency in the main communication skills, with the emphasis on speaking and listening,
but of course their reading skills are also involved because they have to read sometimes quite
sophisticated pieces in order to be able to discuss them.’
TT1:
‘It’s an attempt to provide a whole range of materials in a comprehensive way.
Having said that, I don’t think when I used it I did it in a comprehensive way. I selected bits
out of it, and I found it difficult to actually adopt it as a comprehensive course in itself.
Perhaps that’s not what it was designed for, but that’s what I thought it was.’
TT9:
‘The materials developed by TIFL, the first time I looked at it and used it, I told
myself it's just like the lessons that I used to use when I taught English … , which is taskbased, so students are assigned to do something at home, to read something at home, to listen
to something at home, to read a think piece or whatever, so when they come to class, they can
already just talk about it, for a language activity. Rather than talk about language, they use
the language in class.’
TT13:
‘What I’ve gleaned from using the materials, I think there seems to be an attempt
to simulate the conditions of learning for a child to some extent, so that what we do in the
montages – lots of images and stimuli that come to us in Indonesian – the idea is that
capacity will develop almost spontaneously through that immersion process and I think that

496
the limitation of that for us at this university is that we haven’t got the capacity to give them
six hours a week of that kind of immersion.’

Two other respondents seemed ambivalent or confused about whether the TIFL
materials were a collection of resources or a course. TT5 saw it as something ‘designed
to help students’proficiency … with the emphasis on speaking and listening’. This may
indicate that she saw it not as a course but as something that could be used as a
supplement to a course. TT1 was clearly confused about whether it was a
‘comprehensive course’ or not. He thought it was a course at the time he was using it,
but now was not sure.

TT9 saw it as a communicative course, similar to ESOL materials she had used
previously. She was the only respondent who appeared quite clear in her mind that it
was a course.

TT13, with no theoretical understanding of CLT (Figure 27), had an impression that the
materials were designed to somehow stimulate spontaneous acquisition of language
through a kind of ‘immersion process’ similar to the way a child naturally learns an L1.
It is interesting that, though completely lacking in knowledge of the theory underlying
the communicative approach, she put her finger on the major theoretical weakness of
CLT, the fact that it is unclear about the process of SLA (as discussed in Section 4.2.1
and 4.3.4). In fact, there is as yet no consensus about how SLA occurs, despite theories
including the Input Hypothesis (eg, Krashen, 1983; Long, 1985), the Learnability
Hypothesis and Processability Theory (Pienemann, 1984, 1998) and the Interaction
Hypothesis (eg, Allwright, 1984a; Hatch, 1978).
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To summarise the responses to Question 11, there seems to be a consensus on two
points. First, whether or not the TIFL materials constitute a curriculum, they are a
massive and wide-ranging bank of materials; and second, it is not easy to work out how
to use them. The consensus is thus positive in one aspect but negative in another aspect:
ie, there are a lot of materials which are new, vivid, different and valuable, but the way
the materials are presented is confusing for the user.
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7.2.5 Positive views of the TIFL materials

The responses to Questions 21- 22 overlapped. These two questions will therefore be
dealt with together:
Questions 21- 22: What do you see as the major achievements of TIFL?
What do you feel is distinctive about the TIFL program as compared to
Indonesian programs you taught in before?

First, we will look at what these teachers saw as distinctive about TIFL in comparison
with other Indonesian curriculum materials for teaching Indonesian language that they
were familiar with. The defects of the main course materials that were available before
the TIFL materials were produced were described in Reeve’s essay ‘TIFL textbooks - a
critique’ (Reeve, 1991). The thrust of his critique (see Figure 6 in Section 3.3) was that
the existing materials for teaching Indonesian were no longer appropriate for use at
tertiary level. There were essentially two main criticisms. One was that the existing
materials did not contain authentic reading matter or present realistic images of
Indonesia. The second was that the materials were not suitable for communicative
teaching, because of their content limitations: ie, there was no material covering things
that Australians might be asked about by Indonesians; there was an avoidance of
sensitive social issues; there was little sociolinguistic content; grammar was taught
without regard to functionality; exercises were not communicative; and listening
materials were based on the techniques of audiolingualism.

What the teachers mentioned as distinctive was the comprehensive nature of the TIFL
materials and their use of a very diverse range of authentic sources, which had expanded

499

the resource base available for teaching Indonesian. The videos were particularly
invoked as something that had never been available previously for teaching Indonesian
(cf. Section 6.4.4). An example of the diverse range of authentic sources can be seen in
TABLE 12 (Section 6.4.7), which analyses the content of the reading texts in the TIFL
materials.

TABLE 12 also demonstrates the realism of the materials, which was also seen as
something distinctive by the teachers, one of whom put this point vividly:
‘I've never seen or used anything at all like the TIFL [materials], so I think, you
open the workbook and you think, wow, this is fun! I mean, there's fun and
humour, I think this looks interesting, look at the cartoons – look, there's some
real Indonesian material! So it's the realism, I think. It's not an artifically created
kind of textbook.’ (TT5)

This realism in the TIFL materials was unique in ‘trying to go beyond language’, as TT6
put it. She thought it made students see Indonesians as real people. Several others also
mentioned the content about Indonesia in the TIFL materials as one of their unique and
valuable characteristics.

The contemporary, interesting and relevant nature of the themes in comparison with
earlier materials was mentioned, eg, ‘It was actually designed for young adult learners.’
(TT8). The thematic approach itself was also seen as something fresh and unique in
Indonesian language teaching. Earlier materials had chapter titles with no internal
consistency, eg, ‘Comparisons, Silahkan/harap, Dapat/boleh, Liburan, “Astaga!”’
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[Giving permision/polite imperative, Can/may, Holidays, Exclamation of shock/horror]5.
Some teachers emphasised that the materials were fun to use. This (sadly) they saw as
something unique in Indonesian language teaching, eg:

‘It's fun! I don't think there's ever been an Indonesian program, anybody's
methodology, that's been fun. That's been fun for the teachers to teach, that's been
fun for the students to learn.’ (TT8)
‘I think it made learning fun. Not only the topics are fun ... playing games is fun,
interacting with other students is fun. I think that’s the real achievement of TIFL.’
(TT6)

The views described above refer to what might be termed non-linguistic aspects of the
materials. Some teachers also mentioned features related to SLA as distinctive qualities
of the TIFL materials. A point made was that the materials encourage a great deal of
speaking in class and ‘really produce students who are confident to speak’, eg:
‘Students are speaking or should be speaking for almost the entire class – and
certainly when I learned Indonesian it wasn't necessarily like that, or if it was, it
was speaking to a microphone. I think that's got to be the most distinctive feature
of it, and it's an interesting process to watch because in a way it's a kind of
miraculous process when you see these students developing ... you see them
speaking, and bit by bit their sentences become more coherent and able to express
more abstract ideas and so on ... That is the great strength, the systematised
approach to allowing students to express themselves orally.’ (TT7)

TT7 mentioned that a unique contribution of the TIFL materials was the use of informal
Indonesian. In his view this is really important because of the difference between formal

5

The title of chapter 3 of An A-L Course in Bahasa Indonesia Pt. 1A (Hendrata, 1972).
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and everyday Indonesian. He made the point: ‘Once you go there, unless you have at
least some entry point into that kind of language, it's very baffling.’ 6

TT7 also mentioned the emphasis on reading for gist as a unique contribution of the
TIFL materials. He felt that this was handing students a ‘wonderful strategy’ – which he
personally found invaluable for his own research, because it enabled him to get through
a huge amount of material, which he would never be able to do if he were to read
everything intensively. Others also mentioned that the large number, diversity and level
of sophistication of the reading texts was a distinctive characteristic of the materials.

Figure 30 summarizes the responses to Questions 21-22. A pattern can be seen. The
elements of the TIFL materials that are felt by the teachers to be distinctive or good
include the large amount and the comprehensiveness of the materials. The materials
present an authentic image of Indonesia. The thematic structure is relevant and
appealing to a young adult age group. Humour and fun make the materials enjoyable to
use. The TIFL materials produce students who are confident to speak and know some
informal Indonesian. The materials are the first to teach the useful skills of reading for
gist.

6

The diglossia that is a characteristic of Indonesian is discussed in Section 2.2.
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Figure 30: Positive teacher views of the TIFL materials (summarised
responses to Questions 21-22)
TT1:

‘More comprehensive package than previously available.’

TT2:

‘A great bundle of teaching material.’

TT4:

‘An attempt to provide authentic but accessible materials.’

TT5:

‘Fun, humour, realism.’

TT6:

‘Authentic, interesting and practical; makes learning fun.’

TT7:

‘Produces students who are confident to speak; introduces informal
language; teaches reading for gist.’

TT8:

‘It’s fun; actually designed for young adult learners.’

TT9:

‘Rather than talk about language, they use language in class.’

TT10: ‘Videos and audio dialogues.’
TT11: ‘Videos.’
TT12: ‘I really like these materials not so much for what they are, but for the way
they stimulate your brain to think, now how can I use that?’
TT13: ‘They allow maximum fast-paced oral skills development.’
TT14: ‘Thematic approach chosen to suit young adults; authentic, relevant and
interesting.’
TT16: ‘Based on mostly sound pedagogical principles.’
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7.2.6 Problematic aspects of the TIFL materials

Question 23 sought to elicit what teachers did not like about the TIFL materials:
Question 23: What do you see as shortcomings of the TIFL approach?

The aspects of the materials that were felt to be problematic have been formulated as the
following ‘issues’:

1. Difficulty in knowing how to use the materials
2. The physical appearance of the materials
3. The audiovisual materials
4. The Grammar Notes
5. The Cultural Notes
6. Reading
7. Obsolescence
8. Assessment

These issues are discussed below.

1. Difficulty in knowing how to use the materials

Teachers felt they did not have sufficient methodological expertise to know how to use
the materials, and that there was insufficient guidance provided in the materials, eg:
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‘I found the materials disjointed. Perhaps I didn’t invest the time to really study
them, but I found them difficult to see how they could be used, how they could be
applied comprehensively, and to me it seemed like you needed a simple guide on
how to use them – I’m not even sure whether there was one.’ (TT1)
‘I looked at it and thought, I’d like to do some of these communicative tasks but I
can’t really see how this is going to work, so I didn’t use them. I felt I wasn’t
adept enough to use the materials.’ (TT1)

People also thought they were probably omitting parts they should be using, but said
they had not worked out how to design a balanced course from the great mass of
materials because they didn’t have time to sort through them, eg:
‘I read the Teaching Notes and I implement some of what they say. I just am
daunted by how much is in there. There has never been a get-together workshop
about it. It’s up to us to read the Teaching Notes and try to convert that to a
human situation in the class. There’s just so much stuff in there, and it’s
impossible to deal with it all. There’s lots of good stuff I’d like to use – don’t
have the class time, don’t have the lifetime.’ (TT2)
‘The workbook and the teaching notes are confusing. One flips from one book to
the other trying to match the article/activities up without success.’ (TT16)

What TT16 is referring to in the above quote is the numbering of the Teaching Notes
and Student Workbooks, which is not the same for both. The pages of the Introductory
TN are grouped into themes and numbered accordingly, while the SW are numbered in
the order in which teaching is done at UNSW, ie, several themes are taught at once in
an interwoven fashion. For example, a worksheet from Theme 5 might actually appear
in Theme 4 instead of Theme 5 in the SW, and then be repeated in Theme 6 and 7. This
is confusing to anyone trying to learn how to use the materials.

The TN were also seen to be insufficiently informative about pedagogic techniques, as
these teachers remarked:
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‘I don’t think the TIFL materials work unless you’re very good, not just in
language but pedagogic style. You’ve got to be very creative, and they allow you
to be – it’s their strength and their weakness at the same time. You read about
some exercise, some sort of attachment you can use – or it will be set up like a
chart, say, “What is your university timetable?” You look it up in your Teaching
Notes, and it says, ‘This is a questionnaire’, or ‘This is an information exchange,’
and you think, ‘Oh right. That’s nice to know – but how do I do it?’’ (TT13)

‘Well, I don't know how to use it. I've got the Teaching Notes and I still don't
know how to use it.’ (TT8)

TT11 made a very specific criticism that the TN were not designed in a way that would
have made the TIFL materials more appealing to teachers as a resource kit. She thought
the development of a good manual for teachers should have been provided for in the
project funding and planning, saying ‘I think the low budget has meant that they haven't
really got the benefit of all that work they put into it.’ She thought the late delivery of the
TN was the major reason the TIFL materials had not been incorporated into more
university Indonesian programs:
‘The Teaching Notes came out so late, and people had already got the [rest of the]
materials and thought ‘Isn't that nice?’ and put them on a shelf and gone back to
what they were doing.’ (TT11)

The late delivery of the TN was mentioned in Section 3.5, with the point being flagged
that it probably hindered acceptance of the TIFL materials by tertiary programs. The
above remark by TT11 would seem to confirm that this happened. If people had
received the TN at the same time as the rest of the materials they might have been more
inclined to study them and familiarise themselves with the package at once as a whole.
There really should have been some funding for inservicing or workshopping the
materials, to help people understand them and learn how to use them. Something so
innovative should not be simply distributed with no follow-up.
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The comments from teachers about their difficulties in working out how to use the TIFL
materials also confirm a point made repeatedly in the description and analysis of the
materials in Chapter 6 that the TN (particularly the Intermediate TN) did not provide
sufficient information about the rationale for activities. Sometimes quite detailed
instructions were provided about how to carry out an activity, but the purpose of the
activity and the expected outcomes from it were almost never explicitly explained. The
lack of clarity in the TN is directly related to the difficulties teachers experienced in
understanding how to use the materials.7

This means that even had the TN had not been delivered late they would not have been
of much benefit to those teachers unfamiliar with CC theory and CLT. It was shown
earlier (Section 7.2) that the educational background of tertiary teachers of Indonesian
language is quite heterogeneous, and that it therefore cannot be assumed that they have
knowledge of communicative methodology. This may be part of the reason why
teachers find it difficult to build their own syllabus from the abundance of the TIFL
materials. Not having a good understanding of the rationale behind the activities and
materials, they do not have a basis for selection.

2. The physical appearance of the materials

7

It should be remembered that teaching notes were not actually mentioned as an objective of the
Curriculum Materials Project in the proposal, though the official brochure prepared by Christie does
mention a ‘teacher’s guide’ (Section 6.5). Proper publication was also not listed as an objective, though
the expectation that it would ensue once the materials had been produced is borne out by the fact that the
official TIFL brochure states that ‘it is intended that materials developed will be published and thereby
made available for wider use’ (see Appendix 1).
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Nearly every teacher who was interviewed mentioned that the physical presentation of
the TIFL materials was off-putting, and most also mentioned that students would like a
good, well-published textbook – if only there were one available. Some thought that
the cryptic appearance of the Student Workbooks – lacking instructions and obvious
structure – was a drawback to their effectiveness because the students could not learn
much on their own, if they missed classes.

The covers were denigrated as unattractive, but it was the photocopied realia that came
in for the most criticism on grounds of appearance. The problem is that the materials
have to be re-photocopied and then distributed to students, so that they lose too much
definition:
‘By the time you get to the third generation quality, it is often so awful that it
distracts from the material.’ (TT11)

3. The audiovisual materials

Nearly all the teachers thought the Introductory and Intermediate group interview videos
were an excellent teaching resource and one of the most valuable contributions of the
TIFL project, though it was pointed out that they lack variety and are not engaging
visually. Poor sound quality was also a problem at times, eg:
‘I used mainly the videos . We copied off a video for each student and we set
homework tasks from the video. In lectures we would sometimes revise very, very
short segments so we didn’t use up class time viewing the video, except for maybe
one or two to revise stuff or alternatively to push ahead, to introduce new
concepts. The feedback I had from the students was that they loved that, they
loved having their own video, they could listen to it over and over, they could
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model their pronunciation and also they could watch the mouth in terms of how to
make the correct pronunciation. At times the quality of sound was an issue, but
we also had the transcripts, and I used them, though I didn’t let the students have
them.’ (TT1)

One teacher told how her students accessed the interview videos as models of natural,
idiomatic language:
‘And the videos I think are particularly good because you hear similar structures
over and over again, just with different people's information stuck in, and people
do sort of use them. Often I think, I haven't taught them that in class, where did
they get that? And they've recycled it from the videos, and I think that's
wonderful, that really is sort of very self-motivated, self-directed ... I guess that's
what communicative methodology is actually all about, but obviously that works
better in-country ... they're getting it reinforced by going off to the shop and stuff
like that.’ (TT8)

The advanced video material came in for heavy criticism, with remarks such as:
‘So much of the video material is terribly disappointing because it’s so badly
produced. Sometimes when you’re trying to use the interviews as teaching
material there’s nothing being said so it’s hard to draw something out of it.’
(TT14)
‘I don't use the videos. I think they're pretty boring, difficult and uninteresting.
They're actually so awful that they might as well have saved the money The first
year ones are quite good. With the advanced ones the quality is poor.’ (TT11)

The same two criticisms – that they were badly recorded and lacking in intrinsically
interesting content – were levelled at the Unscripted Dialogues.

In Section 6.4.4, it was reported that according to some writers (eg Ur, 1984) there are
major drawbacks to the use of recordings of authentic unrehearsed discourse as
listening comprehension exercises. These are that the speech is ungraded and often
contains many idioms and colloquialisms; furthermore it is often difficult to
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disentangle the thread of discourse, identify the different voices and cope with the
frequent speech overlaps. These observations explain the negative reception of the
Advanced interview videos and Unscripted Dialogues.

4. The Grammar Notes

Opinion seemed to be unanimous among teachers that the TIFL GN were unsatisfactory.
They were said to be too difficult for students to understand. It was thought that the
TIFL materials lacked an approach to the learning of grammar that integrated it with
functional language, eg:
‘Perhaps because I'm a bit old-fashioned, I do like to have a bit of grammar in a
course, and I think students like a bit of grammar, and I think that is the big
weakness of this material. There's a set of grammar notes, but they're totally
unrelated to the themes, they're just there, and they're practically useless. One of
the philosophies of the TIFL materials, as I understand it, is to draw the grammar
out of the piece that you're reading, and not just teach something in isolation, so in
a sense I'm not using those Grammar Notes at all. I tell the kids to buy them and
read them if they want to.’ (TT5)

From observations and teachers’ remarks, it seems that the GN were not being utilised in
the way intended. In the Teaching Notes, it is recommended that the GN be reviewed by
the students in class in pairs, and that the teacher circulate, clarifying points, and perhaps
summing up points in whole-class discussion. But, possibly due to the late
completion of the Introductory TN, no programs appeared to be doing this, or indeed to
be exploiting them actively at all. As discussed in Section 6.4.8, if utilised in the way
intended, the GN are actually in line with recent thinking on grammatical consciousnessraising (eg, the readings in Rutherford and Sharwood-Smith, 1988).
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A further perceived problem with the GN is that they are difficult for students to
understand. This is because most students nowadays have very little metalanguage and
very hazy concepts to draw on when trying to comprehend grammatical explanations.
Focused exercises are therefore helpful in assisting students to reach understanding. It is
much easier for many learners to grasp grammatical concepts from exercises than from
explanations. However, grammar exercises do not need to be the old part-practice types
of sentence manipulations, which are of limited value. As an example, TT5 explained
that she designs her own material to teach grammar:
“Some [students] have made comments that [the GN are] unintelligible to them.
As you would know, they come with so little understanding of what’s a noun and
what’s an adjective that you’ve got to really design [exercises to teach them], so I
do. I mean I tell them the point we’re looking at, give them the piece of paper and
say go and underline all of those, say, derived nouns of a particular kind. But I try
and lift all the vocab out of the piece that they’re reading, so it’s reinforcing their
vocab and giving better [comprehension of the text].” (TT5)

This is a practical and effective approach, because texts for language teaching will
always go out of date and need replacing, in any case. In fact, it is what the Intermediate
TN recommend (see Section 6.4.8), although the idea is not clearly expressed in the TN.

5. The Cultural Notes

One person mentioned concerns that the CN may simply replicate stereotypes:

‘There's a lot of stuff about Indonesian etiquette and so on and so forth. Unless
you spend a lot of time going over that and discussing it in class, I think it's easy
for students just to fasten on to particular aspects of it.’ (TT7)

As discussed in Section 4.2.4, this is a danger associated with transmitting cultural
knowledge via L1 in the ‘culture as practices’ paradigm. However, as previously
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mentioned (Section 6.4.6), the CN stand up quite well to scrutiny as sources of balanced
sociocultural and sociolinguistic input, and fulfill many of the criteria of the new
paradigm for teaching language in culture called Intercultural Language Teaching (eg,
Liddicoat and Crozet, 2000; Lo Bianco et al. 1999).

In general, teachers did not seem to be very familiar with the CN or to be making much
use of them. If they were used, it was mainly as reference material for the students to
read on their own. Given that the CN provide quite detailed rationale, this is an
unexpected finding. A possible explanation is that teachers are preoccupied with
teaching language. It was shown earlier in this section that their conceptualisation of
communicative competence, as expressed in interviews, did not give much weight to
aspects such as sociocultural understanding, sociolinguistic appropriateness and strategic
competence. Perhaps because of that gap in their conceptualisation of CC, they did not
give sufficient weight to the importance of sociocultural understanding as part of CC and
therefore as a necessary part of the language teaching and learning process.

If the technique for exploiting the CN in class through pair work were explained more
clearly in the TN, and if the explanation of the technique were accompanied by
information about the rationale and purpose of the activity, teachers might realise the
importance of the CN and utilise them more effectively.

6. Reading
Concern was expressed about the retell activity often used with reading passages.
Teachers said that what tended to happen was that the students would work in pairs to
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translate the reading passage together in class, and would be speaking in English, instead
of retelling it to each other in Indonesian. This meant the teachers had to police the
activity. TT8 was strongly critical of the retell activity on the grounds that it was not a
true communicative activity and did not have definite outcomes. She thought that
comprehension questions or some other more structured activity would provide more
challenge and interest to students. In the discussion in Section 6.4.7 it was pointed out
that the retell activity is in fact an exercise in paraphrasing and is not communicative
because no information gap exists. It therefore does not offer psycholinguistic
stimulation. TT5 explained how she gets around this problem by emphasising the
relevance and usefulness of developing the skill of paraphrasing:

‘I try to tell them to read it thoroughly and then I give them some idea of how we
might use this when they come into class next week. Maybe you'll be doing some
questions and answers, maybe you'll be reporting or constructing it together or
whatever, so I say not only read it but think how you're going to tell someone, so
try to think in your head, someone's come up and said, Hey, what's this article
about? and you have to explain it.’ (TT5)

TT5 (a teacher who claims not to be interested in theory) obviously knows very well
how to teach language in a way that motivates her students!

7. Obsolescence
It was a criticism frequently voiced that the TIFL materials were becoming dated,
particularly the Intermediate Theme of Politics. However, some teachers pointed out
that the TIFL materials were designed to allow teachers to slot in alternative materials to
replace what becomes obsolete, eg:
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‘I think it's up to the teacher who uses it to continually evaluate the material in it,
so I remove stuff that I don't like. And I'll try to replace it with something that's
contemporary, so in a couple of weeks’ time we're going to do the Theme on
Politics and I don't think I'll use any of it. I think I'll get it all off the Internet with
all the stuff that's happening now. That will be the basis of our reading.’ (TT5)

In fact, language materials do become obsolete very quickly and need periodic updating,
so this is essentially an unfair criticism that shows a lack of understanding of the point
and purpose of the materials.

8. Assessment
TT16 thought having a self-assessment checklist at the end of each theme was putting
into practice a sound pedagogical principle (giving students responsibility for their own
learning progress).

TT7 felt that there was a contradiction in the approach of the TIFL materials, in that
students were encouraged to concentrate on message rather than form in speaking, and
then were assessed on their proficiency achievement. Similarly, they were encouraged
to listen for gist, and then assessed on the accuracy of their comprehension. This is an
issue related to CLT, not just to the TIFL materials. For CLT to work effectively, both
teachers and students need to have a clear understanding that accuracy will only be
regarded as important insofar as it relates to communication of meaning, and will not be
sought for its own sake. Conversely, it needs to be understood that accuracy is
important when it impacts on a learner’s ability to convey or comprehend
communications effectively. This view of the importance of accuracy is very different
from GT or audiolingual methodology (Sections 4.3.1 and 4.3.2). Therefore, it would be
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helpful if the TN included the information that teaching communicatively has these
implications for assessment.

Figure 31 displays excerpts of the teachers’ responses about the shortcomings of the
TIFL materials, which indicate the following perceived shortcomings. The materials are
disjointed, which makes it hard to select a syllabus. The TN are not sufficiently
explanatory about pedagogy. The materials are not visually appealing. Treatment of
grammar is inadequate, mainly because it is not integrated with the rest of the materials.
The technical quality of the listening materials (audio dialogues and video interviews) is
poor.
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Figure 31: Shortcomings of the TIFL materials (Summarised responses to
Question 23)
TT1:

‘Difficult disjointed; difficult to use.’

TT2:

‘Too much material; poor video quality.’

TT4:

‘Student worksheets of limited value.’

TT5:

‘Treatment of grammar.’

TT6:

‘Lack of integration of grammar with the rest.’

TT7:

‘Students want more grammar.’

TT8:

‘Not enough structure to activities (too many retells).’

TT9:

‘Grammar is neglected.’

TT10:

‘Can seem disorganised, confusing.’

TT11:

‘Poor presentation; needs better teachers’ manual.’

TT13:

‘Learners have very hazy notions of grammar.’

TT14:

‘Not easy to make use of them; poor quality of listening materials.’

TT16:

‘Workbooks and TN are confusing; appearance is unattractive; videos
lack variety and are not engaging visually.’
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7.2.7 Discussion
If we refer back to TABLE 14 (Section 7.2.2), which describes teacher awareness of
characteristics of CLT, only four teachers mentioned sociolinguistic appropriateness as
a focus of CLT. Activation of psycholinguistic processes is evident in only 5 responses.
Only one teacher showed awareness of risk-taking. Even message-focus and free
practice techniques are evident in only 7 responses – less than half the teachers
interviewed. Still fewer teachers showed awareness of the theoretical underpinnings of
CLT. Each of the four domains of skill involved in communicative competence was
only mentioned by 2 - 4 teachers. In sum, it appears that the rationale that underpins the
TIFL materials was not understood by approximately a third of the respondents to this
question, and only partially understood by approximately two thirds, with the result that
teachers were not seeing the materials in terms of their underlying epistemology. These
responses are not generalisable beyond this study, but it can be assumed that they would
be reasonably representative of Indonesian teachers in Australian universities. In fact,
since these teachers had been using the TIFL materials they could be expected to know
more about CLT than their colleagues.

To investigate the relationship between understanding of CLT and ideas about what is
needed in Indonesian language teaching, TABLE 15 correlates the responses to Questions
8 and 10 from Figures 27 and 28 (Sections 7.2.2 and 7.2.3), and shows what appear to
be the logical connections between them (in some cases, eg, TT6, a logical connection is
not apparent). In the cases of TT4 and TT13, it seems clear that the responses to
Question 10 are conditioned by lack of understanding of CLT. The responses of five
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TABLE 15
CORRELATION OF TEACHERS’ RESPONSES TO QUESTIONS 8 AND 10
Teacher
interview*

Q.8: Your ideas about
communicative language
teaching?

Q.10: What does
Indonesian teaching
need?

TT1

Must be natural

Should be meaningful,
interesting and fun

TT2

Keeping the conversation rolling;
moving on to content-based teaching

TT4

Text becomes not the object of study but
something students can take from and
use to develop their CC
It works – develops speaking ability

Learners want to be able to
communicate with
Indonesians
Need more effective ways
of teaching

TT5

Need to relate to Indonesia
as it is now
Teachers should just use
what they are comfortable
with

TT8

Competencies are integrated; students
have more confidence in speaking and
listening
Language only has meaning and utility
as a means of communicating ideas
within a social context
Putting the emphasis on speaking

TT9

Brainstorming; task-based

Needs more emphasis on
discourse

TT10

More student-centred; teacher as
facilitator
CLT is the only kind of language
teaching to do

Need to coordinate teaching
languages for continuity
Teaching of Indonesian is
quite healthy; good
materials are now available
Need more teachers who
can teach communicatively

TT6
TT7

TT11
TT12

Sociolinguistically appropriate language

TT13

Not familiar with terms and philosophy

Students need more
structure than TIFL
materials provide

TT14

Communicative competency, which
cannot be developed in a classroom
Teaching whose main goal is
communicative effectiveness rather than
control of structure; getting the message
across with appropriacy
Emphasises productive skills and
implies communicative competence

In-country programs

TT15

TT16

*Recording of TT3 was damaged.

There’s a huge range of
stuff that can be effective,
from old-fashioned to really
touchy-feely
Students should speak,
write as much as possible,
should manipulate models
initially to build their
lexical and grammatical
resources.

Implied logical
connection between
responses to Q.8 and
Q.10
Message-focus comes
naturally if material for
discussion is meaningful,
interesting and fun
To communicate you must
know how to talk and have
something to talk about
I have not yet worked out
how to move from study of
text to development of CC
Relating to Indonesia as it
is now means being able to
interact orally
No apparent logical
connection

The focus needs extending
to discourse features to be
more holistic
No apparent logical
connection
Materials needed for CLT
are now availabe
Teachers are not aware of
the importance of
sociolinguistics, which is
important for CLT
Not knowing anything
about CLT, I am relying on
my own experience of
language learning
Students must go incountry to develop CC
CLT is not the only valid
way of teaching language
effectively
Speaking practice to build
oral skills is more important
than message-focus.
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teachers who (a) demonstrated a good understanding of CLT and (b) gave answers that
possessed logical consistency have been highlighted; they are TT1, TT2, TT11, TT14
and TT15.

TABLE 16 combines data from TABLE 15 and Figures 29-30, to show the correlations
between teachers’ ideas about CLT, the needs of Indonesian language teaching, and the
strengths and shortcomings of the TIFL materials. Responses to Questions 21-22
demonstrated a positive evaluation of the TIFL materials by teachers, to the extent that
they understood them. However, it is noticeable that the teachers’ responses to
Questions 10, 21-22 and 23 do not display a philosophical basis. They seemed to just
view the materials in a practical way: the materials ‘worked’ in the sense that they
produced students who can communicate.

The interviews of the 5 teachers who demonstrated a good understanding of CLT and
showed a logical connection between their answers to Questions 8 and 10, which were
highlighted in TABLE 15, are highlighted again in TABLE 16. It could be expected that
these teachers would have the most positive response to the TIFL materials because they
are the ones who would have the understanding and expertise needed to use them in a
communicative approach. However, if we examine what these teachers found to be the
shortcomings of the TIFL materials, their responses are similar to those of the other
teachers. In particular, they mention that the materials are not easy to use, the videos are
of poor quality and the treatment of grammar is unsatisfactory. The responses about the
good aspects of TIFL are also similar for both groups. In other words, the reactions
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TABLE 16
CORRELATION OF TEACHERS’ RESPONSES TO
QUESTIONS 8, 10, 21-22 AND 23
Teacher
interview*

Q.8:
Communicative
approach?

TT1

Must be natural

TT2

Keeping the
conversation rolling;
moving on to contentbased teaching
Text becomes not the
object of study but
something students can
take from and use to
develop their CC
It works – develops
speaking ability
Competencies are
integrated; students
have more confidence
in speaking and
listening
Language only has
meaning and utility as a
means of
communicating ideas
within a social context
Putting the emphasis on
speaking

TT4

TT5
TT6

TT7

TT8

TT9

Brainstorming; taskbased

TT10

More student-centred;
teacher as facilitator

TT11

Only kind of language
teaching to do

Q.10:
What does
Indonesian teaching
need?
Should be meaningful, interesting and
fun
Learners want to be
able to communicate
with Indonesians

Q.21-22:
Distinctive/good
things about TIFL?

Q.23:
Shortcomings of
TIFL?

More comprehensive
package than
previously available
A great bundle of
teaching material

Difficult to use

Need more effective
ways of teaching

Attempt to provide
authentic but
accessible materials

Student
worksheets of
limited value

Need to relate to
Indonesia as it is now
Teachers should just
use what they are
comfortable with

Fun, humour, realism

Treatment of
grammar
Lack of
integration of
grammar with
the rest

Needs more emphasis
on discourse and
translation studies
Need to coordinate
teaching languages
for continuity
Teaching of Indonesian is quite
healthy; good
materials are now
available

Authentic, interesting and practical;
makes learning fun

Too much
material; poor
video quality

Produces students
who are confident to
speak; teaches
reading for gist

Students want
more grammar

It’s fun; actually
designed for young
adult learners

Not enough
structure to
activities (too
many retells)
Grammar is
neglected

Rather than talk about
language, they use
language in class
Videos and audio
dialogues
Videos

Can seem
disorganised,
confusing,
Poor presentation; needs better
teachers’ manual
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Table 16 – continued
TT12

Sociolinguistically
appropriate language

Need more teachers who
can teach
communicatively

TT13

Not familiar with terms
and philosophy

TT14

Communicative
competency, which
cannot be developed in a
classroom
Teaching whose main
goal is communicative
effectiveness rather than
control of structure,
getting the message across
with appropriacy
Emphasises productive
skills and implies
communicative
competence

Students need more
structure than TIFL
materials provide
In-country programs

TT15

TT16

I really like these
materials, not so much for
what they are, but for the
way they stimulate your
brain to think, Now how
can I use that?
Allow maximum fastpaced oral skills
development
Thematic approach
chosen to suit young
adults; authentic, relevant
and interesting

Learners have very
hazy notions of
grammar
Not easy to make
use of them; poor
quality of listening
materials

There’s a huge range of
stuff that can be effective,
from old fashioned to
really touchy-feely
Students should speak,
write as much as possible,
should manipulate models
initially to build their
lexical & grammatical
resources

Based on mostly sound
pedagogical principles

SW& TN confusing; appearance
unattractive; videos
lack variety & not
visually engaging

to the TIFL materials of teachers who understand CLT and those who do not are
essentially the same. This is an unexpected finding.

The teachers viewed the materials as discrete resources rather than as a whole
curriculum because they could not really see what the whole purpose of the materials
was, due to an incomplete understanding of their rationale. It has been shown that this
is due partly to the fact that most of these tertiary language teachers do not have a strong
grasp of the CC theory, which is not surprising when their educational background (as
shown in TABLE 13, Section 7.2.1) is taken into consideration. It is also partly due to
the fact that the TIFL materials, while being methodologically highly innovative for
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Indonesian language teaching, are not presented in a way that exposes their underlying
rationale.

It is a well known phenomenon that pedagogy tends to change very slowly. Change is a
slow, difficult and gradual process for teachers. Most teachers oppose changes that
require radical alterations in their instructional programs (Guskey, 1985). There are in
general two ways in which teachers can develop new concepts about pedagogy. One is
to be prompted by some means to initiate changes in their classroom practices.
According to Guskey (1985), if these changes appear to be successful, changes in beliefs
and attitudes can and will follow. TT5’s positive evaluation of the TIFL materials based
on successful use of them (Section 7.2.2) is an example of this process.

Another way for teachers to develop new concepts about pedagogy is to be provided
with information, eg, with facts and theories. However education research (eg, Bolster,
1983) has found that attempts to alter teachers’ attitudes and foster commitment to new
practices prior to implementation are generally unsuccessful. In most cases, experienced
teachers seldom become committed to new practices until after they have actively
engaged in using them and have seen that the new practices work well in their
classrooms with their students. Guskey (1982, 1984) found that neither training alone
(ie, in-servicing) nor training followed by implementation was a significant condition for
change in beliefs and attitudes among experienced teachers. Such changes occurred only
when the above conditions were combined with evidence of improved student learning.
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Although the studies mentioned above were concerned with teaching at school level, if
one assumes that experienced tertiary teachers tend to react in similar ways to
experienced school-level teachers concerning changes in teaching practices, their
findings would be relevant to the behaviour of tertiary teachers as well,.
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7.2.8

Conclusion

The main things that the teachers found to be attractive about the TIFL materials
include:
•

The large quantity and comprehensiveness of the materials – no other course
materials for teaching Indonesian have provided such a complete package,
including audio, video, teaching manuals, student workbooks, cultural material
and grammar material.

•

Realism –the materials present a realistic image of Indonesia through the use of
genuine materials.

•

The themes are relevant and appealing to a young adult age group.

•

Humour and fun make the materials enjoyable to use.

•

The TIFL materials produce students who are confident to speak.

•

Introduction of informal Indonesian.

•

Reading for gist – a ‘first’ for Indonesian language teaching materials.

The following things were problems in the view of teachers:
•

The materials are disjointed, which makes it hard to select a syllabus.

•

The TN are not sufficiently explanatory about pedagogy.

•

The materials are not visually appealing.

•

The technical quality of the listening materials (audio dialogues and video
interviews) is poor.

•

The treatment of grammar is inadequate, mainly because it is not integrated with
the rest of the materials.
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The salient feature of the teacher perceptions of the TIFL materials is that they assess
them primarily as artefacts. This was true for those teachers who demonstrated a good
understanding of CC and for those who did not. As artefacts, they were evaluated
according to their interest and relevance to students, student outcomes (ie, speaking
ability), for organisational and technical shortcomings and for perceived lack of
grammar.

Guskey’s research (Guskey 1982, 1984, 1985) shows that experienced teachers will
change their beliefs and attitudes if they experience positive outcomes from engaging in
new practices. This is what seems to have been occurring with tertiary teachers who
have used TIFL materials; ie, the materials have positively affected their students’
learning outcomes, which has resulted in the teachers developing a positive view of the
materials despite having had little input in terms of epistemology.

This confirms what has have already been stated (Section 6.5): the designers of the
TIFL materials had a brief to produce a bank of curriculum resources. However, in their
enthusiasm they really went beyond their brief and produced a communicative
curriculum. This has led to the paradoxical situation where the communicativeness of
the materials, including their rich sociocultural content, is both their weakness and
strength. It is their weakness because the materials are so complex and innovative that
they need to be accompanied by a good manual, and the TN do not fulfill that function.
But it is also their strength in the sense that they are effective as communicative
teaching materials, in the experience of teachers, because they produce students with
confidence to speak.
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7.3

PERCEPTIONS OF STUDENTS ABOUT THE TIFL MATERIALS

7.3.1 Introduction

Students’ evaluations of the TIFL materials are the second part of the empirical
investigation of whether the TIFL materials are perceived as communicative by the
users. The data for this part of the study come from interviews with students at the
University of New South Wales and two other universities, designated Universities A
and B. The student interviews can be considered some of the most valuable data in this
study because the students were from three different instructional programs where the
TIFL materials formed the basis of the Indonesian language curriculum.

The student interviewees were self-selected. Volunteers were called for and
appointments made at the end of each lesson that was observed. This is an important
point to bear in mind because it means the interviews can have no statistical
significance. However, the students who volunteered to be interviewed may well be
ones who had reflected on their experience of learning Indonesian and would be likely to
make a useful intellectual contribution.

The interviews were planned to investigate the following issues:

1.

Student perceptions about the TIFL-based Indonesian instructional program at
their university

2.

Student perceptions about the TIFL materials
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Figure 12 in Section 5.3.1 shows the interview plan that was used with students.
Naturally, approval had to be sought for it to be used, at each university visited. This
meant that the interview questions had to be tactfully phrased so that colleagues would
not feel that it was prejudicial to themselves or the teaching program, or too intrusive on
their students’ privacy. Therefore, none of the questions in the interviews directly
requested students to evaluate the TIFL curriculum or the teaching program. However,
questions were put to students about particular TIFL activities and materials.
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7.3.2 Student profiles

The first four questions that were asked in the interviews with students were designed to
set the interviewees at ease by showing personal interest in them as individuals, and also
to build a picture of their background and interests:

Questions 1-4: Why are you learning Indonesian? What degree are
you doing? Do you believe you will be able to use your Indonesian after
you graduate? How do you think you might use your Indonesian?

Student profiles are displayed in TABLE 17. It is of interest that only two male students
volunteered to be interviewed. It can also be seen that the students were enrolled in a
wide range of courses and that the purposes of study were varied. These students were
extremely heterogeneous in their background and interests. They were from many
different disciplines, such as anthropology, commerce, computer science, education,
environmental science, international studies, languages and visual arts. They ranged in
educational level from first-year students fresh from high school to an academic who
was learning Indonesian as preparation for her doctoral studies, and in age from about 19
to perhaps mid-forties.

Responses to these questions indicate that the experience of visiting Indonesia or
personal contact with Indonesians appears has motivated about half of the respondents
(18) to learn Indonesian. Three were married to Indonesians. One was a
businesswoman who had a manufacturing plant in Indonesia. Some had never visited
Indonesia, but many had – one had been there 14 times.
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TABLE 17
PROFILES OF STUDENTS INTERVIEWED
Student

University Gender

Course

S1

B

F

International
studies,
business
Computer art &
design
Single subject

S2

B

M

S3

B

F

S4

B

F

S5

B

F

S6

B

F

S7

B

F

S8

UNSW

F

S9

UNSW

F

S10

UNSW

M

English and
Indonesian
Honours
Indonesian
French,
Indonesian
Arts

S11

UNSW

F

Theatre arts

Reason for learning

Planned use of Indonesian

Husband is Indonesian

Communicate with husband’s family, work in
Indonesia

Been to Bali, finds people genuinely friendly,
wants to be able to communicate
Wants to talk with employees

Travel (‘door to culture’) and ‘extra string to
bow’ for work
Setting up business in Indonesia (aluminium
fabrication)
Wants to ‘empower women artists’ in Indonesia

Computer art & Chosen for want of anything better, thought it
design
could be interesting
Arts/Science
Been to Indonesia 4 times, enjoyed the culture,
wanted to learn the languge
Single subject
Doctoral research
Always wanted to learn a language; only
Indonesian was available
Visited Indonesia, found language easy to
learn, loved the people,
Likes languages, wants to teach
Interested in culture, enjoys taking trips there,
would like to work there
Loves learning about the culture, history,

Travel, would like to work with environmental
problems
Professional reasons (lectures in design,
interested in art of outer islands)
Teach English in Indonesia
Work for NGO or aid agency, setting up craft
import firm with Indonesian husband
Schoolteaching in Australia
Definitely travel, hopefully work
Travel, work (interested in culture)
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S12

UNSW

F

Politics and
Indonesian
Business

S13

UNSW

F

S14

UNSW

F

S15
S16

UNSW
UNSW

F
F

Arts/environmental science
Arts
Visual art

S17
S18
S19

UNSW
UNSW
UNSW

F
F
F

Arts
Arts
Asian studies

S20

UNSW

F

S21

A

F

Environmental
science
Arts

S22
S23
S24

A
A
A

F
F
F

Arts/education
Arts
Arts/education

S25

A

F

Arts

S26

A

F

Architecture

S27

A

F

Arts

S28

A

F

Single subject

music & theatre
Studied in high school, wanted to continue
Went there and fell in love with the place,
people more helpful to learners than French
people
Visited Indonesia, met people in environmental NGOs, was moved by their passon
Similar to own culture (Mauritian)
Visited Indonesia, wants to go back & be able
to talk to people
Had travelled there
Thought language sounded beautiful
Worked on a ship, learned some language
from Indonesian crew
Learned some language, visited Indonesia,
enjoyed talking, wants to go back
Each member of her family has to learn a
language for the family business
Visited Indonesia as a child
Thought it would be interesting
Been there 9 times, always wanted to learn the
language
Loved it in primary school, wanted to continue
Father works in Indonesia, mother is
Indonesian
Wanted to learn a language closer to Australia
than German, involved with East Timor
groups
Husband is Indonesian

Short-term interpreting, long-term teaching or
work for government
Travel, work
Australian Volunteers Abroad or NGO
Schoolteaching in Australia
Travel, work (interested in culture)
Travel, work
Schoolteaching in Australia
Short-term translating, long-term research or
work in Indonesia
Travel, work
Family import/export business
Teach
Travel
Teach
Not sure
Extra qualification, travel, talk to mother’s
family
Work with migrants and community groups
Converse, write letters, maybe live in Indonesia
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S29
S30
S31

A
A
A

F
F
F

Arts/education
Single subject
Arts

S32

A

F

Law/arts

S33

A

F

S34

A

F

S35

A

F

Indonesian &
Japanese
Anthropology &
Indonesian
Arts/science

Mother’s friends were Indonesian teachers
Husband is Indonesian
Started as single subject to fill in time, now doing
degree & majoring in Indonesian
Wanted to learn an Asian language, thought it
would be easy, enjoys it, now a major
Heard it was a good language for career prospects,
now learns for enjoyment
Friend’s mother said her daughter liked it, now
learns because of challenge
Always loved travel, would like to go there or
South America

Teach
Understand what husband’s relatives are saying
Not sure
Not sure
Career – maybe government. Wants to continue
learning Indonesian.
Not sure
Interested in tropical ecology, wants to work in 3rd
world country
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TABLE 18
COURSE ENROLMENTS OF STUDENTS
Course

No.

Arts (unspecified)

9

Single subject

4

Arts/education

3

Arts/science

3

Computer art & design

2

Anthropology & Indonesian

1

Architecture

1

Asian studies

1

Business studies

1

English & Indonesian

1

Environmental science

1

French & Indonesian

1

Honours Indonesian

1

Indonesian & Japanese

1

International studies

1

Law/arts

1

Politics & Indonesian

1

Theatre arts

1

Visual arts

1
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Although the students had a broad range of plans and ambitions, they had two things in
common: they were interested in travel, and expected or hoped to be able to use their
Indonesian language skills in their future careers. Some had very specific plans, but
others had only vague ideas of how they might do this.

When the respondents spoke of their reasons for learning the language or their plans to
use it in the future, many of them evinced a strong interest in communicating with
Indonesian people – which may be taken as an indication that the communicative
approach is an appropriate instructional strategy for Australian universities to use.
These Australian university students appear to have a much stronger interest in actually
interacting with Indonesian people than the American students who were surveyed more
than a decade earlier by Soemarmo (1988), mentioned in Section 2.3.2.

TABLE 18 analyses the data in TABLE 17 by course enrolments. Most students were
drawn widely from the humanities and social sciences, but without a strong
preponderance of any particular field of study.

TABLE 19 analyses the data further, according to the uses to which the students expected
to make of their Indonesian language skills. The largest categories are unspecified
‘travel’ and ‘work’. Most of these respondents were definite that they planned to visit
Indonesia, and hoped that they could work in Indonesia or do work that was connected
with Indonesia. The response of S.10 (‘definitely travel, hopefully work’) typifies this
view. Many students, however, had quite definite ideas of what they would like to do.
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TABLE 19
STUDENT AMBITIONS
Planned use of Indonesian
Work (unspecified)
Travel, holidays
Teach in Australian schools
Culture
Social welfare (NGO, aid agency)
Talk with relatives
Unsure
Business
Ecology, environment
Government
Translating/Interpreting
Research
Teach English in Indonesia

No.*
10
9
6
4
4
4
4
2
2
2
2
1
1

*The number of choices is more than the number of students
interviewed because some students gave multiple responses.

It has been pointed out by numerous observers (eg, Mackerras, 1995) that the promotion
of Asian studies and Asian languages in this country has been aimed mainly at economic
gain rather than cultural aspirations. Although many of the student interviewees hoped
that their knowledge of Indonesian would lead to career opportunities, this was by no
means their only motivation. It would appear that the majority of interviewees were
interested in Indonesian people, which would be an indication of instrumental
motivation. As discussed in Section 4.2.5, both teachers and researchers believe
motivation to be an important factor in achievement in language learning. Gardner’s
research (eg, Gardner and MacIntyre, 1991) points to a distinction between 'integrative'
or 'instrumental' motivation. Integrative motivation is characterised by a sincere
interest in the people and culture of the target language (TL). Instrumental motivation,
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on the other hand, is represented by concern with the practical value and advantages of
learning a new language. Generally, integrative motivation tends to be associated with
successful language learning (Gardner, 1985; Gardner and Lambert, 1972; Gardner and
MacIntyre, 1991), but instrumental motivation can also be effective in settings where
there is an urgency about mastering a second language (Gardner and Lambert 1972:
141). It appears that integrative as well as instrumental motivation was present in these
learners.

Ellis (1994: 513) points out that motivation can also result from success in learning a
language. This is borne out by the fact that a number of these students referred to
success in learning Indonesian or enjoying the experience of learning Indonesian as a
reason for continuing to learn the language.
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7.3.3 Student perceptions of their instructional program

Questions 7 and 8 aimed to elicit students’ perceptions about their instructional
program, in an attempt to ascertain whether it was in line with the communicative
approach of the TIFL materials:
Questions 7-8: What do you think is the philosophy of the Indonesian program
at this university? How well does this fit with your personal goals and
ambitions?

All the students expressed, in various ways, that they thought their instructional program
aimed at making them into fluent speakers with cultural understanding. Those who had
studied other languages nearly always mentioned that Indonesian was taught very
differently. Some examples:
‘They’re trying to get us to actually be able to speak the language, which is really
a change from my experience of French, and it’s really good. I really like the
approach.’ (S7)
‘It seems to be more based on speaking and colloquial informal language, which is
good, because I know from being in Indonesia, the people are friendly and they are
really laid back, and conversation was, like, one of the most important things. If
you can’t relax in a conversation then you shouldn’t be there.’ (S18)
‘I think they are trying to make us good communicators in the language. I think
they stress the spoken and also modern use of the language rather than any
traditional way of speaking and learning. So the first year you basically spend
learning to say what you think you want to say, and the second and third year is
refining that, so it’s actually correct. But it’s different from the European
languages taught here, which are very structured – they’re taught according to the
book – and that’s probably why I ended up giving up German and coming to
Indonesian instead, because in this class we have a basic understanding of a lot of
cultural issues, a lot of traditional aspects, things like that, that naturally come up,
because we’re reading newspapers, we’re reading poems and short stories, all of
which are mostly modern. And the use of the language, it’s taught the way it’s
actually spoken now, so we often learn a lot of slang or Javanese words that are
commonly incorporated in the articles we read, which are often like that, rather
than being perfectly academically correct – which is good.’ (S28)
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‘There’s quite a big stress on talking to people and being able to express yourself
in quite a wide range of situations – like formally and informally. I’ve noticed it’s
quite different from high school. The way the syllabus is constructed in high
school is a lot more formal, rather than being able to express yourself and being
able to identify when you should use formal and informal. The topics, they cover
a lot about Indonesian politics, culture, environment, tourism – they incorporate
quite a lot of issues into the syllabus, which is good. It’s really functional, and
whatever topics you cover, you cover them in such a way that you can speak about
them in conversation, have a real impact on how you’d talk if you were to go over
to Indonesia, it’s sort of geared towards preparing you, I think, for talking to
people, rather than cultural sensitivity as such – though you always have to keep
that in the back of your mind – yeah, it’s just geared to being able to communicate
effectively.’ (S15)

It seems clear from these reflective comments that students experienced the TIFL-based
instruction as communicative, and furthermore that they compared it favourably with
less communicative programs they experienced.
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7.3.4 Students’ learning preferences

Question 9 sought information about what activities or materials the students liked best,
aiming also to find out whether the parts of the instructional program the students liked
derived from the TIFL materials:
Question 9: In the lessons you can remember, what did you like best?

Here the answers were varied. The things the students liked best are presented in
TABLE 20. They are listed in roughly the same order in which the TIFL materials were
discussed in Chapter 6.

To summarise the data in TABLE 20, there were 10 items that were best-liked by at least
two students and 21 items that were mentioned by only one student. The items most
often mentioned as ‘best-liked’ were whole-class discussions in Indonesian, led by the
lecturer, and conversations in pairs and groups, which indicates that talking was a
popular activity. However, the fact that 30 different items were given as best-liked by
35 individuals indicates not only that the learners were indeed heterogeneous, but also
that the sheer variety of the TIFL materials may be one of their most positive attributes,
because they offer ‘something for everyone’. They are learner-centred, in the sense that
learners with very different interests can find things in the program that are relevant and
appealing.

Communicative aspects (ie, message-focused communication) and sociocultural aspects
were the most popular. Although sociocultural competence is part of communicative
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TABLE 20
BEST LIKED ASPECTS OF TIFL-BASED LANGUAGE PROGRAMS
Best liked aspect

No. of choices*

Communicative
1. Lecturer-led whole-class discussions

5

2. Speaking in pairs or groups

5

3. Having discussions abut readings

2

4. Material about personal relationships

2

5. Role-plays

2

6. Regular changes of topic

1

7. Brainstorming vocabulary**

1

8. Having a lecture in Indonesian

1

9. Leaving a message on an answering machine

1

10. Doing charades

1

11. Oral presentations

1
Sociocultural information

12. Watching videos and movies

3

13. When teachers talk about their own experiences in Indonesia

2

14. Food-related activities

1

15. Topics that ‘push the boundaries’ like women, minority groups,

1

environment, multiculturalism
16. The Kesusasteraan [Literature] Theme

1

17. History-related topics

1

18. Proverbs and idiomatic expressions (finding out what they mean)

1

19. Scripted Dialogues

1

20. The teacher going through dialogues and bringing out the meaning

1

21. Indonesian songs heard on tape while reading the transcripts

1

22. Montages and real-life readings

1

23. Reading articles from Indonesian media

1

24. Field work assignments (Tugas Lapangan)

1

25. Research assignments on cultural issues

1

*The number of choices is more than the number of students interviewed because some
students nominated more than one item as ‘best-liked’.
** This was categorised as communicative because it was not the focus on vocabulary so much
as the activity of brainstorming that was liked.
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Table 20 – continued.
Linguistic form
26. Reconstructing jumbled sentences

2

27. Grammar lessons

2

28. Practising speaking in class (ie, phonology)

1

Other (related to personal interests)
29. Political topics

2

30. Web-based assignments

1

competence, the things the students mentioned related more to knowlege about
Indonesian society and culture than about sociolinguistic aspects of communication, so
they have been grouped separately, even though sociocultural knowledge would
ultimately feed into sociocultural competence. 22 students mentioned 11
communicative aspects as things they enjoyed most. 17 students mentioned 15
sociocultural aspects as things they liked best. Taken together, the aspects of the
instruction that were liked were overwhelmingly to do with message-focused
communication and sociocultural understanding.

Obviously, many of the things that students liked were related to the teaching in their
programs as well as the TIFL materials, eg, items 13 and 20 in TABLE 20. In particular,
two things mentioned as best-liked are not part of the TIFL curriculum but initiatives of
individual lecturers; these were whole-class discussion with the teacher and charades.
However, both of these activities are communicative and in accord with the approach of
the TIFL materials. Charades, an old favourite, adapts easily to CLT, like many other
dramatic activities. Teacher-led discussions were only nominated by students from
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University B, where a whole-class interactive discussion technique that is not a feature
of the TIFL materials is used a great deal in tutorials. From observing these tutorials
and chatting with students during a visit to this university, as well as from student
interviews, it was obvious to the researcher that students found these teacher-led
discussions very enjoyable and stimulating.

As mentioned in Section 4.2.11, teachers should remember that the richest source of
listening texts can be themselves. For example, Buck (1995:126) advises teachers to
‘get into the habit of talking to your students. … You don’t have to be an expert, and
you don’t even have to be right. All you have to do is be interesting’. Teacher-led
interactive discussions are a technique of communicative methodology that is
conspicuously missing from the TIFL materials. The inclusion of this technique would
provide a break from pair-work and group-work, and could be a source of valuable input
for learners.

The most salient feature of the responses to Question 9 is the variety of students’
preferences for topics and activities. The variety of the TIFL materials has made it
possible to quantify this for the first time. Previously, no instructional program in
Indonesian language had much variety, so the opportunity did not exist to discern the
range and variety of student learning preferences. If motivation is important to language
learning, this finding must be an important one for Indonesian language teaching.
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7.3.5 Aspects of their instructional program disliked by students

Question 10 sought information about what activities or materials the students liked
least, and also aimed to find out whether the parts of the program the students liked least
were derived from the TIFL materials:

Question 10: In the lessons you can remember, what did you like least?

The main items mentioned as least-liked are listed in TABLE 21. There are less than 35
items because some students said they could not think of anything they disliked. It is
possible that some evaded this question to avoid potential repercussions. It is clear from
this table that student responses to Question 10 ranged quite widely, though there was
less variety than in best-liked items. Fewer items in total were ‘least-liked’ – 16 items
being chosen by 35 students. Video worksheets (for the group interviews8) aroused the
most criticism, with 6 students nominating them as least-liked. This issue was probed in
discussion, and it seems from the responses that they felt they had to spend too much
time on the video worksheets. Students seemed to feel they had to try to understand the
videos in detail because the worksheets were assessed. For example:
‘I know you’re not supposed to sit there for ages, you’re supposed to just
comprehend the meaning, but I’m just too worried – not being sure about things –
so I write out every word that they say, and it just takes so long, it’s so tedious.’
(S26)
‘I don’t trust myself, so I take it down word for word. I just hate being uncertain
about what I’m writing, especially if I’m being assessed.’ (S22)
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TABLE 21
LEAST LIKED ASPECTS OF TIFL-BASED LANGUAGE PROGRAMS
Least liked aspect

No. of students*

1. Video worksheets

6

2. CALL activities*

5

3. Role-plays as an oral assessment task

2

4. Talking about culture

1

5. Vocabulary tests

1

6. Read and re-tell

1

7. Listening to videos

1

8. Putting direct speech into indirect speech

1

9. Dictogloss

1

10. Reading

1

11. Politics

1

12. Sexual content of the materials

1

13. Scripted dialogues

1

14. Tests
15. Vocabulary pictures
16. Grammar

1
1
1

* Computer assisted language learning: a generic term that includes a range of materials and
activities such as multimedia software programs, Web-based activities, intranet activities like
conferencing.

8

Wawancara 1 and 2. These are described in Section 6.4.4.
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‘We decided with the last one to do what the other students do, which is to
transcribe it, take it home and translate it, then write it up. It took five hours to
transcribe, one hour to translate, one to write up’ (S30).

What these students have expressed is the difficulty that, according to Ur (1984),
students often find with recorded listening exercises as self-access materials or as
homework, which is related to its being an unnatural kind of listening. It was pointed
out in Section 4.2.11 that most real-life listening is characterised by features that
include the following:

1.

We listen for a purpose and with certain expectations.

2.

We make an immediate response to what we hear.

3.

We see the person we are listening to.

4.

There are some visual or environmental clues as to the meaning of what
is heard.

5.

Stretches of heard discourse come in short chunks. (Ur, 1984: 9-10)

Furthermore, it is unrealistic to expect students to listen for gist, as recommended in the
TIFL materials, when what they are listening to is a recording that can be played over
and over again. Kramsch (1993) emphasises that teachers should try to be aware of the
unspoken messages that are transmitted in teaching. The unspoken message when
students are given a self-access recording is that the material is worthy of their scrutiny,
particularly if they know their comprehension is going to be assessed subsequently.
Naturally, they will try to listen until they understand it thoroughly.

544

If we add the factor that some of the TIFL recordings are not very clearly recorded, it is
easy to understand why the students find such tasks onerous. All the students who said
the video worksheets were the thing they liked least were from University A, where it
seems they did not have access to the video transcripts, because they spoke of how
laborious it was to first transcribe and then translate the interviews.

CALL activities – specifically, e-mail assignments or web-based activities – were least
liked by 5 students, but their reasons were various. One complained of the logistics of
having to come into the university just to work in the computer lab. Two students at
University B mentioned that their university did not allow enough access to the
computer lab. One complained that working on screen was unwieldy, because of
having to bring up the glossary to look up words and then go back and try to find her
place in the text. One found the actual composing of e-mail assignments difficult: ‘You
really have to push yourself because it’s [in writing]; you have to do the spelling
correctly and everything’ (S7). This last seems not so much a complaint related to
CALL per se as a complaint about writing in the TL. Most of the complaints about the
CALL activities seem to be about non-linguistic matters.

Two students found the oral assessment of roleplays onerous, eg:
‘I often get a bit frustrated where you’re preparing to do the speaking test and you
get given a topic, [you have to] not only think up a theme, and imagine a dialogue
between two people, and keep it going with somebody who might be at a different
level to you, but you also have to remember the words, so you have to be creative
and remember the words – all of that. I find that quite difficult’ (S13)
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The issue here seems to be that of assessment in CLT that was mentioned in Section
7.2.6, ie, the tension between focus on message rather than accuracy and assessment of
proficiency. There needs to be a clear understanding between teachers and students that
accuracy will be a criterion for assessment when it would affect communication of
message, but otherwise not.

As well as the above items, identified by at least two students, 13 other items were each
mentioned as ‘least liked’ by only one student. These items are listed below, with the
reasons that were given.

1. Talking about culture – a waste of time that would be better spent on practising
using language.
2. Vocabulary tests –because the words were ‘out of context and hard to
remember.’ (S14)
3. Read and re-tell – a ‘waste of time’ because ‘other students go through and
translate everything or just speak English.’ (S24)
4. Listening to videos – because the student had a hearing problem.
5. Putting direct speech into indirect speech (not a TIFL activity; but the initiative
of an individual lecturer) – disliked because ‘It was really hard. It was also
difficult because we had to sit on our own and write it. I always find it better to
communicate. It’s hard if you’re just writing it, because if you get stuck you’ve
got no prompt from anyone else, you’ve got no suggestion from your lecturer.’
(S31)
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6. Dictogloss – also not a TIFL activity, but an activity that is used quite a lot by
TESOL teachers.9
7. Reading – because the texts were too long and too difficult, so that they had to
look up a great many words.
8. Politics – according to one student, there was ‘… too much about politics.
Everything we do comes back to politics, and that gets pretty boring after a
while. It would be nice to do a cooking course, some other aspects a bit more
cultural.’ (S9)
9. Sexual content – the sexual content of the materials was ‘a bit offensive. Those
materials can lead to very personal questions in class.’ (S1)
10. Scripted Dialogues – because hard to understand.
11. Tests – disliked per se.
12. Vocabulary pictures – because difficult to remember words learnt that way.
13. Grammar – because it was uninteresting.

To sum up the data in TABLE 21, no topics or activities were generally disliked. In fact,
only three things were identified as least-liked by more then one student: video
worksheets (6), CALL activities (5) and roleplays (2). Only video worksheets and
CALL appear to be disliked by more than one or two learners. It is interesting that it
was not the videos themselves but the worksheets that were the most generally disliked
activity. However, it seems from students’ comments that it was actually the self-access

9

Dictogloss, also known as Grammar Dictation, is a type of dictation exercise in which the teacher reads
a short passage. The students are allowed only enough time to take brief notes and then work in groups to
reconstruct the passage from memory. The aim of the exercise is not accurate transcription, as in a
French dictée, but to raise the learners’ consciousness of grammatical forms (Wajnryb, 1987, 1990).
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listening without transcripts that was the problem. This suggests that using videos in
self-access mode without providing learners with vocabulary assistance or access to
transcripts is not the optimal way to exploit them, because the level of frustration for the
learners is high. Making worksheets assessable makes the task even more unpleasant. It
is obviously a useful exercise for students to attempt to listen for gist without reading a
text first. However, they should then have the opportunity to listen again with a
transcript, so that they have a chance to learn to recognise things that they missed the
first time.

The second most disliked thing was computer-based activities, and these were the
favourite of only one student. The main reasons seem to have been technological. The
remainder of the most disliked things were each mentioned by only one person and are
offset by also being rated as best-liked by at least one student (except role-plays, which
got two votes for and two against). In sum, nothing about the TIFL materials was
actually disliked by a significant proportion of students.
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7.3.6

Student views on particular features of the TIFL materials

Questions 11-13 focused on particular materials and activities, attempting to elicit
opinions about particular materials and activities, and also information about how the
materials were used in the program:
Questions 11-13: What did you think of activity X? What do you feel that
activity was trying to achieve? (Go through TIFL materials.) How do you like
_______ (specific TIFL activity or curriculum material)? What do you think is
good or bad about it for language learning?

It was also hoped to elicit students’ feelings about the effectiveness of these things in
terms of SLA, ie, whether they had a feeling that their instructional program was
effective.

Questions 16 and 17 were designed specifically to elicit information about what students
found problematic in their instructional program or in the TIFL materials.
Questions 16 – 17: Are there any suggestions you'd like to make about changes
that would improve the teaching materials or the teaching program here? Is
there anything else you'd like to tell me that we haven't talked about yet?

It was decided to treat responses to these five questions as a group, because they
overlapped, with issues in the following areas emerging about the TIFL materials:

1. Student Workbooks
2. Focus Questions
3. Montages
4. Scripted Dialogues
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5. Unscripted Dialogues
6. Communicative activities
7. Cultural Notes
8. Reading
9. Grammar

For consistency, these items have been sequenced in roughly the same order in which
the TIFL materials were discussed in Chapter 6.

1.

Student Workbooks (SW)

On the whole, students appeared to like the thematic organisation of the SW, eg:
‘It’s much easier to learn in themes. In my Spanish class it’s not in themes.’ (S23)
‘You do a theme for three weeks, you use the same vocab for three weeks. It sinks
in.’ (S31)
‘The vocabulary is in context, like, you were given a reading piece and then the
discussion on that afterwards is meant to reinforce the vocab, and then you write
something on the same thing, and that uses the vocab again.’ (S32)

No students made unfavourable comments about the thematic organisation of the TIFL
materials.

The overviews that appear in the SW at the beginning of each theme were not much
used by the students, although two displayed an appreciation of their purpose and value,
eg, ‘I find they’re useful as an analysis of how [the themes] are put together and what
they expect the learner outcomes to be.’ (S4)
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Some students mentioned that the lack of a clear structural framework in the SW made
it difficult for them to revise what they had studied, or to catch up if they missed classes.
Some examples of student comments:
‘I wish we had a textbook that was structured. You know how in French or other
languages you have a passage (or a tape or video) with some vocabulary or some
grammar hints related to it, not grammar which is totally on the side and the
article is by itself – a proper text that you could refer back to, and not just [some]
articles.’ (S9)
‘I find it hard to refer back – I wouldn't know where to start.’ (S16)
‘I’ve seen the high school textbooks and I think they’re much better than what
we’re doing – it’s got the culture parts, it’s got everything.” (S15)

However, the appearance of the SW, which was a major issue for teachers, did not seem
to be an important issue for students, because it was not mentioned by any.

2.

Focus questions

Not many students had much interest in the Focus Questions, though a few appreciated
their value and purpose, eg, ‘The questions to do with the theme at the very beginning –
the English ones that you speak about in Indonesian – that’s quite good. It’s a bit
daunting because it’s the beginning of the theme, but it gives you a bit more exposure to
what’s going to be in it.’ (S35)

3.

Montages

Generally students liked the montages, though they usually said that not much time had
been spent on them. Some mentioned that they were good because they were genuine in
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appearance, which made them visually stimulating, eg:
‘You can see things that have been cut out of newpapers that are real and not just
something an Australian’s made up.’ (S22)

They provided a basis for what was going to be talked about in class, eg:
‘They are kind of a nice way to start off a theme, to go through them, get a feeling
for the vocabulary, get a feeling for the new issues that are coming up.’ (S31)

Some mentioned that they were good to go through in class but troublesome to prepare
at home, because they would have to look up a lot of vocabulary and perhaps still not
understand.

4.

Scripted Dialogues

Teachers showed little interest in the Scripted Dialogues, but students invariably spoke
of them in positive terms, and numbers mentioned that they 'mined' them for idioms and
language functions whenever they were preparing for oral presentations and oral
examinations, eg:
‘What we do is listen to the dialogue, discuss it, and then she’ll hand out the sheet
with the dialogue typed up and then we’ll listen again while reading it, and then
perhaps read it [aloud] ourselves, so it gives us a chance to try and understand it as
a listening exercise, and then what we can’t understand we can then learn from the
script and go over it at home.’ (S16)
‘I love them because whenever I have to do an oral I just go through them and you
can pick up all the little ways of saying things, and you can hear them [on tape] so
you can hear the words and know how they're spelt and read the words and know
how they're pronounced. I think they're really great.’
‘I think if you actually hear the tape quite a few times useful phrases do become
embedded in the memory, and I presume they are sort of authentic conversations
that people would have, so for that reason I think they're quite good.’
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‘I liked the dialogues because they give me sentence patterns. It's easier to imitate
someone else's sentence patterns.’
‘I think the dialogues are good because you hear them, see them written, then say
them yourself. Like, you sort of go over and over the dialogues. I think it’s good
learning words in phrases.’
‘Phrases just stick and I use them.’
‘I always enjoyed them because it's always good to have different phrases to trot
out instead of 'ya, tapi ...' [yes, but...] and they're good sometimes when you can't
think of something – when you're trying to sound fluent.’
‘I love them. I play them in my car.’
‘They're good. You can see the way people relate to each other and you get to
know the opinions of Indonesians and that kind of thing.’

Clearly, students appreciated the vivid, lively language and the sociocultural content of
the Scripted Dialogues. The communicative functions that are listed after the
Intermediate Scripted Dialogues also received very similar favourable comments, eg,
‘You might know single words, but not how they’re combined. [The communicative
functions] are very useful for openers, like “My opinion is …” ’ (S27)

The Scripted Dialogues and their accompanying communicative functions are evidently
a feature of the TIFL materials that is quite accessible to students and appreciated by
them. The above comments make it clear that they have been actively involved in using
them as learning resources, using them to learn independently. What makes them a rich
learning resource may be that the transcripts were not withheld from the learners and the
meaning was explicated in class. They are portable, and easier to use than the videos.
They are interesting to listen to, because they are dramatic and often intriguing. The
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sound quality of the recordings is very good, which also makes them attractive to listen
to. The student reaction to the videos may be less positive partly because they are not
visually interesting and party because they were relegated to self-access viewing,
without provision of transcripts.

5.

Unscripted Dialogues

Most of the students did not like the Unscripted Dialogues because they were hard to
understand, but a few did appreciate their value, eg:
‘They are quite hard to understand, they babble on a lot. They’re not much use to
me, but what I find it’s good for is just to listen, get used to hearing it, you pick up
words.’ (SS4)
‘If you look at the goals – gist reading – if you use them as such [they are good],
but I think a lot of other students can’t handle it, they get really stressed.’ (S5)

One student made the same point about difficulty in disentangling the thread of
meaning in unrehearsed authentic recordings (Ur, 1984: 23) that has previously been
noted:
‘One-on-one interviews can be harder to understand. If there are two speakers and
someone goes off on a tangent, you have no clues so you don’t know what they’re
talking about. And with language, when you know what someone’s talking about,
it’s easy to understand, but when they suddenly divert, “where are they going?”’
(S33)

6.

Communicative activities

There were quite a lot of remarks to the effect that group work and pair work were good
activities if everyone in the class actually put in the effort required, but if they did not,
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then it broke down. One student remarked that ‘it’s a bit too easy to get away with not
learning.’ (S24) Others pointed out that it only works if the topic is interesting. One
said she liked whole-class discussions with the teacher better, ‘because the classes are
small enough to have a discussion, the whole class kind of working together.’ (S31)

Surveys were generally liked as being good for discussion, though a bit repetitive. They
helped get people talking who were normally unwilling to speak out. However, one
student remarked shrewdly, ‘You find that you generally fill them out in point form, so
they’re not really good for your flow of language.’ (S31)

Communicative crosswords were well-liked. One student expressed clearly the way in
which they encourage paraphrasing, saying:
‘They are always good for expanding vocabulary. Having to try to get the other
person to know what you’re talking about was interesting – all the different ways,
not having the vocab you really needed, not having a simile at hand, you had to
use all kind of strange examples. It was good for learning how to get your point
across.’ (S32)

7.

Cultural Notes

It appears that the CN only featured consistently in the teaching program at UNSW.
UNSW students clearly liked the CN and found them useful. Two students said they
had taken them on trips to Indonesia for reference. This confirms the impression given
by the teacher interviews that teachers were not very conscious of sociocultural
competence as an important issue in communicative language pedagogy.
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8.

Reading

There were complaints by the majority of students about the extended readings taken
from Indonesian media, particularly that they were not graded for difficulty, some being
much harder than others. Students said that when passages were too difficult they could
not read for gist, because they didn’t know enough vocabulary. They had to look up too
many words and ended up translating word-for-word. Looking up words was a slow
process because Indonesian words have to be looked up in a dictionary by their stems,
which were difficult for them to work out. By the time they had looked up a great many
words they would have forgotten where they were in the passage. One student
questioned the value of authentic texts at first year level. She said:

‘I know the theory is to immerse us entirely, but in the classroom it is very
difficult to do that. You’ve only got six hours at most and you’re not totally
immersed. For the 200 other hours in the week it’s all English.’ (S33)

Reading sections of articles at home and and doing an information exchange afterwards
in class also came in for criticism from several students. One thought whole-class
discussions were more interesting than pair-work. In fact, according to her, ‘That’s
what we end up doing. You end up listening to what everyone else is saying.’ (S5)
Another said the students tended to only pay attention to their own sections in wholeclass information exchanges. It was too hard to concentrate on listening to the other
groups: ‘We’d just switch off when the other groups were doing their passages. I just
can’t concentrate unless we’re actually doing something, especially if I’ve had a late
night.’ (S26)
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In this connection, Prabhu (1987: 50) points out that it is much harder for students to
concentrate on presentation of work in the TL (presenting outcomes) than to use
language for operations (involving reasoning). This affects listening as well as
speaking. Prabhu believes that tasks that involve reasoning are better communicative
activities because they offer more opportunities for negotiation than information-transfer
activities based on an information gap.

Student views about the readings texts seem more negative than the teacher views. It is
a matter of concern that only a small number of students spoke of enjoying the reading
that they had done or of learning things that were of value from reading. Their
responses indicate that the reading passages may have been too difficult for their
proficiency level. Many writers (eg, Krashen 1982: 129) have pointed out that when
texts are so difficult that reading becomes a matter of ‘crypto-analytic decoding’ much
of the value of reading is lost. Students read word by word and consequently rarely
focus completely on the message.

Widdowson’s point about authentic texts has been mentioned several times in this thesis
(eg, Section 6.4.4). Widdowson (1979a: 165-166) warns that authentic materials,
presented without pedagogic modification, are not always good language learning
materials – in fact he warns that their use in this fashion amounts to abdication of
pedagogic responsibility.

In Section 4.2.10 it was shown that reading is a very complex skill which cannot be
directly observed or transmitted but is a private, internal process that must be learned by
the individual. It is not very different in the L1 and L2; however, it appears L1 skills
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are only transferred to L2 reading after a certain threshold of vocabulary knowledge has
been reached (Alderson, 2000). All research appears to indicate that the importance of
vocabulary knowledge for reading ability is pre-eminent. For example, Laufer (1997)
reviews a number of studies and claims that by far the main factor in good reading is the
number of words in the learner’s lexicon.

It was also pointed out in Section 4.2.10 that many low-frequency words are only met in
reading texts, but that it is difficult to learn them by meeting them in context in that way
because they are not encountered frequently enough to provide the repetition needed for
retention. It is a phenomenon familiar particularly to advanced learners that they look
up a word in the dictionary repeatedly but do not retain it. The reason is that the context
in which the word occurs is not sufficiently vivid and repetition does not occur
frequently enough for learning to occur (Nation, 1984). Focused vocabulary instruction
using a variety of techniques was shown by the experiments of Paribakht and Wesche
(1997) to have greater effectiveness than reading alone for learning vocabulary, and to
result in greater depth of understanding of the words learnt.

It was mentioned in Section 6.4.7 that the TIFL materials deserve praise because they
are the first curriculum materials for Indonesian that have introduced reading for gist,
which is such a valuable skill in real life. However, these less than positive reports by
students about their reading experience seem to be in line with research findings (eg,
Bensoussan and Laufer, 1984; Cooper, 1984; Laufer, 1997) that indicate reading for gist
is more problematic than previously realised, because guessing words from context is
much more difficult than had been supposed. Perhaps teachers who use the TIFL
materials (or any reading materials) ought to devise focused vocabulary instruction to

558

increase the value of the reading experience. This might be more effective than the
present approach recommended in the TIFL materials, which gives students little
assistance in developing the skills and strategies involved in reading, and is largely
limited to treating texts as source material for information exchanges and retells.

The only students who did mention that they enjoyed reading were from University A,
where there was an emphasis on literature and some of the teaching focused specifically
on literature, which provided a contrast to the TIFL curriculum. Some students from
university A spoke warmly of the value of reading fiction and poetry, eg,

‘Doing something in literature broadens what you know about something as well,
certainly a lot more cultural overtones are found in fiction in things like
descriptions of women being beautiful because they’ve got black gums or
whatever, that kind of thing, and then somebody has to explain why. That’s a
cultural thing. And also in literature you get a much broader range of vocabulary,
I think, whereas articles don’t have the constructions and things you want to use in
everyday speech; whereas in a short story, apart from just the main theme you’ll
also be getting some direct speech and exclamations.’ (S31)
‘The fact that we’ve done so much fiction means that when you read a newspaper
now you actually don’t just read what they’re saying. I’d have to say my
Indonesian skills jumped exceptionally in about the first or second semester of last
year when we read many short stories, and we were translating from English to
Indonesian, and Indonesian to English, and really doing proper things with it, and
that was when I had the biggest growth in my language skills, from that. It’s also
because you enjoy it. You get something out of a story. A story’s more
interesting.’ (S32)

Students who enjoy learning languages often enjoy literature. This is not to say
language study should return to the text-based, literature-focused mode of yesteryear,
but we should not turn our backs on the more imaginative and aesthetic uses of
language. Certainly the students quoted above were stimulated, challenged and
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extended by reading literature, and were conscious that they had gained vocabulary
knowledge and cultural understanding.

9.

Grammar

Although a few students had strong views about grammar, it didn’t seem to be an
important issue for most. Some mentioned that grammar was approached in a
piecemeal fashion but that gradually it fitted together like a jigsaw. Some complained
that because they had never been taught English grammar it was hard for them to learn
the grammar of Indonesian. In other words, they had little metalanguage and little
familiarity with grammatical concepts. One student felt that besides grammar
explanations they needed some reinforcement grammar exercises:

‘One thing I feel the TIFL materials lack is reinforcement grammar activities – old
[style] exercises – change the sentence, put it in the passive, that kind of thing. X
has been doing complex sentences in the lectures. He’s taken about six weeks to
do that – for it to sink in – and probably if we had had a few pages of exercises it
would have sunk in.’ (S1)

However, another really liked the TIFL approach to grammar:
‘We have a grammar book but we don’t often use it. In general conversation it
usually comes up, or one person asks a question that may be bothering them and
the teacher elaborates on that, so you learn it as it comes up, in its relevant context
– whatever we’re doing at the time – so instead of having a stupid grammar lesson
every Thursday we just learn it as it’s relevant and needed.’ (S16)

Opinion was divided about the GN, too, eg, ‘The GN are so separate you tend to forget
about them. In a proper textbook every topic has its own grammar.’ (S9) In contrast,
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three students mentioned that they found the GN very useful and had taken them along
and used them as a reference when they went to Indonesia.

The general lack of concern about grammar on the part of students contrasts with the
views of the teachers, many of whom had the opinion that the TIFL materials were badly
lacking in this area.

To comment on the above discussion of issues raised from Questions 11-13 and 16-17,
the responses from students are illuminating because they provide a counterpoint to the
teachers’ views discussed in Section 7.2. The contrast between teachers’ and students’
perceptions is striking in some matters. It is noteworthy that the Scripted Dialogues,
which were hardly mentioned by teachers, appear to be greatly enjoyed and valued by
the students as sociolinguistic resources. Another difference between teachers and
students was that none of the students mentioned the presentation of the materials,
which the teachers felt was a significant drawback to their effectiveness. The treatment
of grammar in the TIFL materials was felt to be a shortcoming by teachers, but the
students did not, for the most part, view the treatment of grammar negatively. The poor
sound quality of the listening materials was not mentioned by students, though it may
have been part of the reason why they had trouble with video worksheets.

561

7.3.7 Student perceptions about language pedagogy

Question 14 was designed to elicit students’ perceptions about language pedagogy,
evaluations of their instructional programs and comparisons with other language
programs:
Question 14: Is learning Indonesian different from what you expected?

There were generally affirmative replies to this question, eg:
‘I expected language laboratories where you don’t talk to anyone, you just listen.
I was very pleasantly surprised.’ (S13)
‘It’s actually a lot more fun to learn Indonesian this way. German classes are
more formal, no group work, it’s more reading novels and discussing them in class
– and that’s really good too. In Indonesian, of course, there’s more variety than in
the German class.’ (S24)
‘I thought it would be more intense but the way it’s done I find myself hating it if I
miss a class, it’s so relaxed, it’s nothing like a subject, but it is [a subject of
study].’ (S11)
‘I actually enjoy it, and I think the conversational aspect means you’re asking
quite a lot of personal questions of people and there is actually quite a nice rapport
in the class, and that makes it enjoyable.’ (S6)
‘It’s better than what I expected … it’s a lot more fun, it’s colourful, it’s friendly,
it’s relaxed, and it’s better than I expected – and more colloquial than I expected
as well.’ (S16)
‘This is my first language so I can’t compare, but I’ve been very pleasantly
surprised with the openness of the group, the willingness of the teacher to kind of
meet us halfway with the culture and the language – she’s an excellent teacher.’
(S20)
‘I actually find it’s been really nice to learn, and the thing I really like about it is
that it’s not that difficult. It’s beyond my expectations, and you can see how
accessible it is, and it’s only limited by yourself. You can see the goal in the end.
It doesn’t feel like it’s impossible, like with Spanish, I can’t imagine ever being
fluent. I’ll never know how to use all those tenses, that’s the problem, now I’m
scared to open my mouth because the wrong tense will come out, but Indonesian I
like, because you can just go blah blah blah.’ (S35)
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‘I knew it was going to be hard, and I knew I was going to enjoy it, I just didn’t
know I was going to enjoy it as much. I didn’t realise I’d end up making plans to
spend the rest of my life [involved with Indonesian]. We had French for three
months in Grade 8, but that’s an awful language. I didn’t want to learn that
language, but this is really interesting. I’m really enjoying it. It’s better than I
thought it was going to be.’ (S7)

It is clear from the above responses that some students enjoy learning Indonesian via the
TIFL materials a great deal. Furthermore, it appears to be the communicative aspects
that inspire so much enthusiasm.

Four students said that learning Indonesian was harder than they had thought it would
be. It is interesting that their backgrounds were diametrically opposite: one was a
student whose previous language learning experience had been learning Japanese in
high school, and the other was a naturalistic learner, who had learned some Indonesian
while travelling in Indonesia. The ex-high school learner found university-level
Indonesian challenging because it moved much faster than high school Japanese. The
naturalistic learner said:
‘It is much harder than I thought it would be, because what I learned on the road
was pretty simple, and I’d extrapolated that that was what the language was like,
but it is harder – more sophisticated – than I thought. Although it is easier than
other languages because of the grammar, and I have achieved a higher level than I
would have with another language.’ (S14)

These two responses, taken together, indicate that the TIFL curriculum materials are
intellectually challenging. It is an indication that being communicative does not mean
they are easy or intellectually lightweight.
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Only two students expressed dissatisfaction with the way they were learning Indonesian.
One was disappointed because she had expected to be ‘totally immersed’ in the
language. Another was pleased that there was less grammar than she had expected, but
thought a ‘more structured approach’ would be better.

With regard to the generally positive evaluation by students of the pedagogy in these
three TIFL-based instructional programs, it is worth mentioning two factors unrelated to
the TIFL materials that may have contributed. First, all the classes were roughly the
same size, ie, not very large or small. These are the sizes of the classes at the three
universities:

UNSW Introductory (day class), March 1998

19

UNSW Introductory (evening class), October 1998

10

University B Introductory, Sept. 1998

20

UNSW Intermediate (post Year 12), March 1998

16

UNSW Intermediate (Second Year), March 1998

16

University A Intermediate, Sept. 1998

34

University B Intermediate, Sept. 1998

15

Class sizes like these are very good for language teaching (large enough to be
stimulating, but small enough so that everyone can interact), and could in fact have been
a factor in the overall positive evaluation by students. Another possible factor is that
both programs A and B were new, and it is not uncommon that a new initiative in
teaching will benefit simply from energy and enthusiasm radiated by teachers.
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7.3.8 Conclusion
The variety of the TIFL materials has made it possible to quantify for the first time the
range and variety of student learning preferences. Previously, no instructional program
in Indonesian language had much variety, so the opportunity did not exist to ascertain
the range and variety of student learning preferences.

The two characteristics of the TIFL materials most appreciated by teachers (Section 7.2)
were their interest and relevance to young adult learners and the realistic image of
Indonesia that they present. These aspects dominated teacher perceptions, although the
fact that they produce students who are confident to speak was also praised. These
teacher perceptions are validated by the things identified as ‘best-liked’ by the learners.
Aspects such as realism, interest, relevance, fun and emphasis on speaking skills all
featured strongly in the student views of the materials.

However, many aspects of student perceptions of the TIFL materials are considerably
different from the teacher perceptions. In some matters the contrast between teachers’
and students’ perceptions is striking. For example, the approach to grammar, which
teachers found the main drawback of the TIFL materials, was not seen as a problem by
students; in fact they seem, on the whole, to have liked the approach to grammar. The
physical appearance of the materials and the audio quality of the videos, major problems
for teachers, were not mentioned by the students. The students spoke of the Scripted
Dialogues with considerable enthusiasm, which was not evident in the teachers’
comments. The students seemed aware of the way the TIFL materials promote
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sociolinguistic appropriacy (including colloquial language), which was an aspect
noticeably absent from teachers’ comments.

From the point of view of SLA, it appears there may be a problem with authentic
readings that are sometimes too difficult for the level of the learners, so that they have to
do so much word-for-word decoding that effective L2 reading strategies are not
developed. Furthermore, students did not appear to experience much enjoyment from
their reading. This aspect of the TIFL materials was not apparent from the teacher
interviews, although it was mentioned that some of the reading texts were quite
advanced. If there was a problem in this area, it may have been because reading for gist
is more problematic than previously realised, because guessing words from context is
more difficult than had been supposed (Bensoussan and Laufer, 1984; Cooper, 1984;
Laufer, 1997). Teachers therefore may not have been conscious of the problems posed
by the reading tasks.

In terms of CLT, the student interviews provide evidence that the five characteristics of
CLT identified in Section 4.3.4 are present in these three teaching programs that use the
TIFL materials as the basis of their curriculum. These are sociolinguistic
appropriateness; meaning-focus rather than focus on linguistic form; activation of
psycholinguistic processes through stimulation of the learners' desire to convey or obtain
a message; encouragement of risk-taking rather than thoroughness; and free practice
techniques. The communicative aspects of both the TIFL materials and the instructional
programs tended to be the ones enjoyed by students. Furthermore, the students certainly
seemed to be conscious of the communicative approach of the TIFL materials, and to
value it. This is in contrast to the teachers, who seemed more conscious of the
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authenticity of the image of Indonesia that was presented than they were of the
communicative nature of the materials. Taken overall, the student interview data
provide an enthusiastic endorsement of the TIFL materials as communicative language
learning materials.
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7.4

ISLPR PROFICIENCY ASSESSMENTS

7.4.1 Introduction

As part of the empirical investigation of whether the TIFL materials, in use, promote
communicative teaching and learning, this section reports on International Second
Language Proficiency Ratings (ISLPR) assessments of students. Self-assessment
proficiency ratings were obtained from First and Second Year students at UNSW,
University A and University B, three universities where the TIFL materials form the
basis of the Indonesian curriculum.

As explained in more detail in Section 5.3.3, the ASLPR (Australian Second Language
Proficiency Ratings) is now called the ISLPR. It is a proficiency rating scale with
associated procedures for assessing language proficiency. These consist of a one-to-one
interview followed by a set of writing tasks – altogether requiring two hours per
participant to administer. It was decided to use the self-assessment version of the
ISLPR, consisting of a questionnaire (which is reproduced in Appendix 11), because of
the length of this procedure.

The purpose of conducting proficiency assessments was to discover whether the TIFL
materials in practice promote language learning to the levels envisaged. The levels
envisaged are described in the UNSW handbook, Indonesian Studies at UNSW
(Appendix 10). According to this, the goal for Introductory Indonesian is ASLPR Level
1+ and the goal for the Intermediate Indonesian is ASLPR Level 2+.
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Because the TIFL materials ‘put speaking and listening higher than reading and writing’
(Figure 13, Section 6.4.1), it was therefore expected that they could result in more
advanced oral-aural skills. A second aim of the ISLPR assessments was therefore to
discover whether these students felt their aural/oral skills were more advanced than their
reading and writing skills.

569

7.4.2 Presentation of data

ISLPR self-assessment ratings of Introductory students from UNSW are shown in
TABLE 22. This table displays results for a class in October 1998, at the end of their
first academic year of study of Indonesian. At this stage, more students thought they
were at level 1+ than any other level, and the majority are in the range of levels 1 - 2.

TABLE 22
UNSW INTRODUCTORY INDONESIAN PROFICIENCY
RATINGS, OCTOBER 1998
N = 10
Code

Speaking

No.

%

Listening

Reading

Writing

No.

%

No.

%

No.

%

1

10

2

20

1

10

0
0+
11

3

30

2

20

1

10

2

20

1+

3

30

3

30

4

40

4

40

2

4

40

2

20

2

20

2

20

1

10

1

10

1

10

1

10

2+
3
3+
4

The levels that were picked by the greatest numbers of students are in bold face. Groups
of cells that together constitute a majority are shaded, to show the trends.
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Unfortunately, the ISLPR was not able to be administered to the first year cohort at
University A. However, it was done at University B. Results are shown in TABLE 23.

TABLE 23
UNIVERSITY B INTRODUCTORY INDONESIAN
PROFICIENCY RATINGS, SEPTEMBER 1998
N = 20
Code

Speaking

No.

%

0+

3

15

1-

2

1

Listening

Reading

Writing

No.

%

No.

%

No.

%

10

3

15

3

15

2

10

4

20

1

5

1

5

1

5

1+

5

25

6

30

4

20

5

25

2

4

20

7

35

11

55

7

35

2+

1

5

2

10

1

5

3

15

3

1

5

1

5

2

10

TABLE 24 shows a comparison of the Introductory proficiency ratings of UNSW and
University B. They are remarkably similar. Clearly, students meet or exceed the goal
set for Introductory level, which is 1+.
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TABLE 24
COMBINED INTRODUCTORY PROFICIENCY RATINGS
OF TWO UNIVERSITIES USING TIFL CURRICULUM

Speaking

Listening

Reading

Writing

Code
UNSW
(%)

Univ.
B (%)

UNSW
(%)

Univ. B
(%)

UNSW
(%)

Univ.
B (%)

UNSW
(%)

Univ.B
(%)

0+

15

1-

10

10

15

20

15

10

10

1

30

20

20

5

10

5

20

5

1+

30

25

30

30

40

20

40

25

2

40

20

20

35

20

55

20

35

2+

5

10

10

10

5

10

15

3

5

5

10

3+
4

10

In other words, this is how the majority would probably have rated their own ability
towards the end of their Introductory year:

10

ISLPR Level 1+
Speaking:

10

I can speak well enough to take part in simple conversations in faceto-face situations. My language is 'creative' enough (see above) and
complex enough to allow me to convey in a simple way my own
attitudes to familiar things. I often have great trouble coming up with
the vocabulary I need. I make a lot of mistakes in grammar,
particularly when I am trying to express more complex ideas (e.g.
with an ‘if’ clause).

The source used throughout this chapter is the ISLPR Self Assessment Version for Indonesian, full text of
which is displayed in Appendix 11.
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Listening:

I understand in simple face-to-face conversations on topics that are
familiar or of particular interest to me (e.g. food preferences). I can
follow some complex sentences (e.g. with an ‘if’ or ‘because’ clause)
provided the other person is willing to speak slowly and carefully. I
understand very little of even a very simple news story on TV or
radio.

Reading:

I get the essential information in simple texts on familiar topics where
the meaning is clearly spelled out or where they are fairly predictable
(e.g. circulars about routine events or simple personal notes
addressed to me). If the notes are handwritten, the handwriting style
must be familiar to me, and the writing must be neat. I understand
some complex sentences (e.g. with an ‘if’ or ‘because’ clause).

Writing:

I can write well enough to conduct simple social correspondence.
My language is 'creative' enough (see SPEAKING) and complex
enough to allow me to convey in a simple way my own attitudes to
familiar things. Even using a dictionary I make a lot of mistakes,
particularly when I try to express more complex things (e.g. with an
‘if’ clause) but I generally get my ideas across.

Results for the UNSW Intermediate students in October 1998 are shown in TABLE 25.
Generally they rated themselves as ranging between 1+ and 2+ towards the end of their
Intermediate year.
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TABLE 25
UNSW INTERMEDIATE PROFICIENCY RATINGS, OCTOBER 1998
N = 27

Code

Speaking

No.

%

0+

1

4

1-

3

1

Listening

Reading

Writing

No.

%

No.

%

No.

%

11

3

11

1

4

2

7

2

7

1

4

1

4

1

4

1+

7

26

5

18.5

4

15

2

7

2

6

22

9

33

27

3

11

4

5

33
33

10

2+

9
9

6

22

3

5

18.5

4

15

3

11

6

22

1

4

3+
4

Self-assessment proficiency ratings were administered to the Second Year cohort at
University A. TABLE 26 shows the results, which are very similar to the UNSW results,
with the majority of students rating themselves at around levels 2 to 2+.
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TABLE 26
UNIVERSITY A INTERMEDIATE INDONESIAN
PROFICIENCY RATINGS, SEPTEMBER 1998
N = 34
Code

Speaking

Listening

Reading

No.

%

No.

%

0+

1

3

1

3

1-

1

3

1

3

9

3

9

1+

11

32

6

18

5

2

6

18

8

23.5

2+

7

20.5

8

3

3

9

3+

2

5

4

Writing

No.

%

No.

%

1

3

1

3

2

6

15

5

15

11

32

11

32

23.5

12

35

10

29

7

20.5

5

15

4

12

1

3

1

3

Ratings for Intermediate students at University B are shown in TABLE 27. Curiously,
their ratings are slightly lower than those of the Introductory students, at levels 1+ to 2.
The explanation for this anomalous result may lie in the fact that the program at
University B was new. The Intermediate (Second Year) cohort were the very first to
study Indonesian at that university, so their learning may have suffered, at least in
comparison with the second cohort, from the problems that are almost inevitable in the
first year of a teaching program.
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TABLE 27
UNIVERSITY B INTERMEDIATE SELF-ASSESSMENT
PROFICIENCY RATINGS, SEPTEMBER 1998
N = 15
Code

1-

Speaking

No.

%

1

7

1

Listening

Reading

Writing

No.

%

No.

%

No.

%

1

7

1

7

1

7

1+

9

60

3

20

4

27

3

20

2

3

20

7

47

7

47

5

33

1

7

3

20

2

13

2

13

3

20

1

7

1

7

2+
3

2

13

3+
4

TABLE 28 shows the combined Intermediate results of the three universities. Like the
Introductory results, they are very similar. They meet the goal of between 1+ and 2+ for
Intermediate level.
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TABLE 28
COMBINED INTERMEDIATE PROFICIENCY RATINGS OF
THREE UNIVERSITIES USING TIFL CURRICULUM
C
o
d
e

UNS
W
(%)

Univ.
A
(%)

0+

8

3

1-

17

3

1

8

9

1+

33

32

60

2

33

18

20

Speaking

2+

20.5

3

9

3+

5

Univ.
B
(%)

Listening
UN
SW
(%)

Univ.
A
(%)

Reading
UN
SW
(%)

Univ.
B
(%)

Univ.
A
(%)

Writing
UN
SW
(%)

Univ.
B
(%)

Univ.
A
(%)

Univ.
B
(%)

3
7

13

4

17

8

3

8

3

7

8

6

7

9

7

8

33

18

20

33

15

27

8

15

20

42

23.5

47

42

32

47

50

32

33

8

23.5

7

8

35

17

29

20

20.5

13

8

12

20

3

7

15

13
7

3

This means the majority of Intermediate students saw their proficiency as approximately
ISLPR Level 2, the descriptors of which are as follows:
ISLPR Level 2
Speaking:

I can speak well enough to take part in face-to-face conversations
with a number of people and in telephone conversations. I can
describe familiar things and tell about familiar events, conveying my
opinions about them fairly precisely. I get frustrated in conversations
about more complex issues, because I can't express the things I
want to, and I worry that other people may think I am stupid. I use a
variety of constructions with clauses but I make quite a lot of
mistakes, particularly when I am trying to express more complex
ideas (e.g., with an ‘unless’ clause). I often have trouble coming up
with the vocabulary I need.
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Listening:

I understand when I am participating in fairly simple conversations
(face-to-face or on the telephone) about topics that are familiar or of
interest to me (e.g. the dangers of a sport I play). If I am not a
participant in a conversation (e.g. when I overhear people talking on
a bus), I generally understand very little. I can get the main ideas of
very simple TV and radio news stories on general (e.g. humaninterest) topics, provided the newsreader is speaking slowly.

Reading:

I get the essential information in simple texts on familiar topics (e.g.
short, simple human-interest news stories from a daily paper and
personal letters to me about everyday events). Handwriting must be
in a standard style and neat. I may need to use a dictionary to help
with unfamiliar key items.

Writing:

I can write well enough to describe familiar things and tell about
familiar events in social correspondence. I can write simple letters
and reports about things I buy and services I receive (e.g. I can give
feedback about the service in a hotel I have been staying in) and
convey my opinions about such things fairly precisely. I use a variety
of constructions with clauses but I make quite a lot of mistakes,
particularly when I am trying to express more complex ideas (e.g.
with an ‘unless’ clause). I often have trouble coming up with the
vocabulary I need, and I feel I need to use a dictionary to help me
convey my message.
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7.4.3 Discussion

As pointed out in Section 5.3.3, these results must not be viewed as an assessment of the
students’ actual proficiency but as indicating how they saw their own proficiency. It is
however of interest that the results from all universities are so similar. A possible
explanation for this similarity could lie in the use of the TIFL materials. However,
before reaching that conclusion it would be necessary to obtain results from students in
other universities not using the TIFL materials for purposes of comparison.

It was expected because the TIFL materials emphasise oral skills, and the teachers
commended the TIFL materials for producing students with confidence to speak, the
students would rate their aural-oral skills highly. However, the students did not feel that
their speaking and listening skills were better than their reading and writing. They rated
their reading and writing ability slightly higher than their speaking and listening. This is
an unexpected finding. Possibly they had a more realistic appreciation of their oralaural skills precisely because of the emphasis on them in the TIFL curriculum.
However, it is also a possibility that their reading proficiency may actually tend to be at
a slightly higher level than their other skills.

In Sections 4.2.9 and 4.2.10, the relationship between vocabulary knowledge and L2
reading ability was shown to be particularly important and also to be circular, ie,
vocabulary knowledge and reading ability reinforce each other strongly. In Section
6.4.7 it was suggested out that the TIFL materials, with a large amount of reading on
thematically related materials in combination with a deliberate focus on vocabulary
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learning, may have the potential to increase learners’ vocabulary knowledge with
concomitant development of their reading ability. It is quite possible that the students’
assessment of their reading ability demonstrates that the strong focus on reading plus
explicit attention to vocabulary that exists in the TIFL materials tends to boost students’
reading ability to a higher level than their other L2 skills. In Section 7.3 it was shown
that the students appeared to find the readings difficult. If the TIFL reading program is
in fact a challenging one, this could explain why students rate their reading proficiency
relatively highly.

From the viewpoint of SLA, the consistency of these results from three different
universities can be regarded as strong empirical backing that the TIFL materials will
reliably produce ISLPR results of 1+ at Introductory and 2+ at Intermediate levels in
tertiary Indonesian programs. How this would compare with other instructional
programs would be a question for further research.
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7.5

THE TIFL CURRICULUM IN USE AT THE UNIVERSITY OF NEW
SOUTH WALES

7.5.1 Introduction

As part of the investigation into whether the TIFL curriculum materials promote a
communicative way of learning Indonesian, this section provides a description of how
the TIFL curriculum is used at the University of New South Wales (UNSW), and
compares and contrasts that with the picture that has emerged from the examination of
the materials as artefacts of CLT (Chapter 6).

As explained in Chapter 1, the TIFL materials were developed at UNSW and form the
entire curriculum for the first two years of Indonesian study there. The process by
which the TIFL materials were conceived by Reeve and developed into a project, with
the help of SCIMS members, and the implementation of that project, has already been
described in Chapter 3, where it is shown that the initial conceptualization was in the
form of a design for a new course which he was to introduce at UNSW in 1990.

Section 7.5.2 describes the structure of the Indonesian program at UNSW. This section
draws on official documentation from UNSW. Section 7.5.3 describes how the TIFL
materials are actually used in that program. This section draws on archival material,
ethnographic observations, interviews and correspondence with lecturers, and interviews
with students. Section 7.5.4 reports on an empirical investigation which attempts to
quantify the communicative orientation of the lessons observed at UNSW, using the
Communicative Orientation of Language Teaching (COLT) Observation Scheme.
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7.5.2

Structure of the Indonesian program at UNSW

At the time of the TIFL project, Indonesian was taught in the Languages Unit of the
Faculty of Arts and Social Sciences at the University of New South Wales, along with a
number of other languages such as Chinese, Spanish and Modern Greek. At time of
writing (2001) it was in the Department of Chinese and Indonesian in the School of
Modern Language Studies.

In the BA degree at UNSW, subjects are semester-length and worth 15 cp each,
whatever the level. To count Indonesian as a major sequence towards the Bachelor of
Arts degree, students must complete 90 credit points (6 semester units) in Indonesian
language subjects plus 15 cp (1 semester unit) in any of the option studies subjects
offered in Indonesian. The structure of the teaching program consists of two streams,
the A Stream (Beginners) and the B Stream (post-Year 12). The subjects are described
briefly in Figure 32, and Appendix 10 reproduces pages of a UNSW handbook,
Indonesian Studies at UNSW, which provide more detailed descriptions. The aims and
objectives of the subjects that are listed in the handbook are almost exactly the same as
the aims and objectives listed in Reeve’s essay (Reeve, 1989), which can be seen in
Section 3.2. The handbook also includes descriptions of the targeted proficiency levels
of 1+ for Introductory and 2+ for Intermediate on the ASLPR scale for Indonesian (1993
version). Assessment is based on assignments/performance in class (40 %), speaking
tests (50%) and fieldwork (10%). There are no examinations.

Please see print copy for Figure 32
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7.5.3

Use of the TIFL materials at UNSW

This section shows how the TIFL materials are implemented at UNSW. It is found that
the recommendations in the TIFL Teaching Notes are closely followed; yet there are
some aspects that would not be apparent from the TIFL materials, and some aspects
which are unique to the UNSW program.

The way the Introductory Themes are taught in an interwoven fashion has been
mentioned in Chapter 6. Figure 33 reproduces a two-week teaching plan from the
UNSW Indonesian program. It can be seen that Themes 3, 4 and 5 are being
interwoven. Mixing the themes in this way worked well at UNSW, where they had 3 x
2-hour classes per week.11 Not many university language programs have classes in that
arrangement. The lecturers at UNSW thought the interweaving of Themes was a good
idea ‘because it can be so boring doing two hours just talking about Self and Family and
two hours just talking about Directions.’ However, they admitted that it could seem
unstructured and confusing to students, eg:
‘It can give the impression of being disorganised, it’s all over the place, especially
the Introductory course. Page 1 is about Self and Family, page 3 is about
Directions, page 5 is about something else. Often students say if they miss a class
they can’t catch up because they can’t read the Workbook because sometimes it’s
blank, so what are you going to do with it? When students have been away for a
while it’s very difficult to catch up.’ (Lecturer, UNSW, interviewed 16 October
1998)
11

Due to budget stringencies, class time has been cut at UNSW. Six hours per week class time, which
TIFL materials were designed for, have been reduced to five hours (2 x 2-hour classes and 1 x 1-hour
class) plus an hour self-access.
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Figure 33: Two-week teaching plan for Introductory Indonesian at UNSW.
Note: In the teaching plan‘WB’ refers to the Student Workbook (abbreviated as SW in
this dissertation).

Please see print copy for Figure 33
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Some lecturers at other universities also found the materials confusing to use because
the pages in the TN are numbered according to themes, while the SW are numbered
according to the teaching order used at UNSW.

An aspect of the instruction at UNSW that is not evident from the curriculum materials
is the fast pace at which teaching is done. At the start of the lessons a plan (taken from
the grid) is written on the board, often with the number of minutes specified for each
activity. A detailed description of two lessons is provided later in Section 7.5.4, which
illustrate the speed and efficiency with which teaching is done. This disciplined, almost
regimented approach is also evident from the weekly homework sheets that are handed
out to students. An example is shown in Figure 34.

Another thing not obvious from the materials is the amount of vocabulary drilling that is
done. A description of an Introductory lesson, provided in Section 7.5.4.2 below,
demonstrates this emphasis on vocabulary drilling. In this connection, the information
provided in Section 3.2 is important background information for an understanding of the
design of the TIFL materials and also for an understanding of how they are implemented
at UNSW. It was shown that Reeve was impressed by the ideas of Nation (1984),
particularly his emphasis on the importance of repetition as an aid to retention. Because
audiolingualism used repetitive drills for habit formation, Reeve thought that
audiolingual-style drilling would be a good technique for teaching vocabulary and used
it in the course he designed for UNSW. He also incorporated it into the teaching
recommendations in the TIFL materials (Figure 17, Section 6.4.3). However, according
to Reeve such a strong emphasis on vocabulary drilling is not actually necessary:
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Figure 34: Homework sheet distributed to Introductory Indonesian students
at UNSW on 15 April 1996 (Note: WB = Workbook)
Note: WB means Student Workbook.

Please see print copy for Figure 34
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‘We had pictures drawn to help people use vocab, but that's not essential for the
TIFL, that's not at all essential for communicative methodology, it's because now
we've got the vocab pictures we're exploiting them, but if you'd been here two
years ago you wouldn't have seen it; and we may give it up, but we do think that
learning vocab's important, and we want to put a fair bit of stress on it. Most of
our vocab learning goes from pictures, so our students do a lot of chanting and
testing each other in class, which is fun as long as it doesn't go on too long –
doesn't overload them. We try and teach only in 7 at a time, because we somehow
remember the statistic that you can only put 7 words at a time into your short-term
memory, so when we teach the numbers we go 1 to 7 (which everybody else
thinks is mad) and we start again at 8 the next day. But that isn't necessary for
TIFL … if another teacher doesn't want to do them that's fine by us. We don't
mind. ‘ (David Reeve, interviewed by the author, 1 July 1996)

The treatment of the Scripted Dialogues can also be seen in the description of an
Introductory lesson in Section 7.5.4.2. The procedure followed is extremely close to the
recommendations in the TN (Figures 21 and 22, Section 6.4.3), but in practice it is
surprisingly detailed.

The interview videos are sometimes used in class at UNSW, but are generally viewed by
the students at home or in the language laboratory. Worksheets for use with the videos
were developed at UNSW. They are not included in the TIFL curriculum materials but
are in use at UNSW. These worksheets are mainly designed to train learners in listening
for specific items of information, but the later ones ask the learners to listen for gist. It
would perhaps have been a good idea to include them in the materials, with an
accompanying explanation of the purpose of the activity and the rationale for the design
of the worksheets. However, as reported in Section 7.3, some students at both UNSW
and the other universities complained about the amount of time they had to spend on the
video worksheets.
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A feature of the teaching program at UNSW that is not mentioned in the curriculum
materials is assessment. In the Introductory program a year's assessment consists of 2426 marks, so there is nearly one item of assessment per week. The assessment is never
in numerical scores but only in bands (pass, credit, distinction, etc. – which are
expressed in Indonesian as baik, bagus, etc.). The assessment tasks are role plays, video
listening tasks, writing tasks, dictations (usually from the Scripted Dialogues) and the
field work assignment (see below for a description of the field work assignment).

The variety of assessments of different types can be a problem for the students, and this
was mentioned by both staff and students at other universities, too, eg:

‘Another challenge, I think, is for the students to get to know where they’re going
in the course. I mean, when they have a structured course, you know they work
through a book and they get their exercises and they get their marks and they’re
going to do an exam and it’s all clear and they know, okay, vocab tests is equal to
so much percentage of the course and these exercises, etc., but there’s such a
variety of stuff coming in at them for their assessable things to do for this, and it’s
not quite so easy for them to see how they’re going.’

An interesting aspect of the assessment at UNSW is the Ramalan Cuaca [weather
prediction] which students receive part-way through the semester. In this one-page
summary, the student’s progress to date is set out and the student is asked to ‘predict’
what their result is likely to be.

The Ramalan Cuaca appears to be a clever device to ensure that students have a clear
idea of what sort of progress they have been making in terms of assessment, and perhaps
it would have been good to include it in the Teaching Notes.
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The Tugas Lapangan [field-work assignment] is one of the most innovative and
valuable activities at UNSW, but has not been included in the curriculum materials,
probably because not all universities are in the fortunate position of UNSW, which has
many Indonesian student enrolments and is in a community with a sizeable population
of Indonesians. The Tugas Lapangan could only be done by students in a place that had
many Indonesians available to be contacted.

For the Tugas Lapangan, students have to contact an Indonesian organisation, find out
about it, attend activities, and develop a list of related vocabulary (which is subsequently
tested). Examples of such organisations are an Indonesian church, a Quran-study group,
an Indonesian students' association, or a gamelan [traditional percussion-instrument]
orchestra. They have to write an essay or do an oral presentation. They also have to
produce an index card with contact details. This activity forces students to make contact
with native speakers and some lasting relationships develop.

The Tugas Lapangan is done in the Introductory level, but variations requiring some
kind of research are done at each level of the program at UNSW. It can therefore be
considered an integral part of the curriculum there.

One positive result of the increased contacts between the students of Indonesian and the
Indonesian community that came about as a result of the Tugas Lapangan was the
revival and revitalisation of the Indonesian Studies Society, which had faded away. The
name was changed to the Australia Indonesia Forum and the goal of the organisation
became the promotion of understanding between Australians and Indonesians. Students
at UNSW began to be actively involved and to organise activities.
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The vitality of the program at UNSW may be illustrated by an event that occurred while
the author was working on classroom observation data. While going through recordings
of classroom observations, a tape of an Intermediate class at UNSW was played
immediately after the tape of a second-year class at another university which was not
using communicative methodology. The contrast was striking. In the non-CM
classroom the teacher was talking in English almost the whole time. She was talking
about Indonesian language, not using it. Students were silent. When asked questions
they responded monosyllabically – seeming reluctant, almost sullen. When the tape of
the UNSW classroom was played, a teacher’s voice could be heard talking to the
students in lively, idiomatic Indonesian. She was conducting a brainstorming exercise
at the start of a theme. When she asked for words the students volunteered them
willingly. Some students made plays on words. There was humour and laughter. When
she set the students to do further brainstorming in pairs, the room was filled with a
lively hub-bub of Indonesian conversation (though voices could be heard speaking
English here and there as well!). When she continued the whole-class discussion they
had a lot more words to contribute. The difference between what was happening in the
two classrooms was striking. This is only impressionistic evidence, but it corroborates
the evidence already presented from teacher and student interviews that the TIFL lessons
are lively and purposeful, full of talk and laughter and activity.

591

7.5.4

Communicative orientation of language teaching at UNSW

7.5.4.1

Introduction

The question under consideration in this chapter is how communicative the TIFL
materials appear to be in practice, ie, the extent to which they promote a communicative
way of learning Indonesian. This section is the report of an empirical study aimed at
quantifying the extent to which TIFL lessons at UNSW are communicatively oriented.

16 classroom observations were carried out at UNSW, in April 1996, March 1998 and
September 1998. Of these, 12 were ethnographic in nature and 4 utilised the COLT
observation scheme. Data for this section come from two of these classroom
observations, an early Introductory lesson and a late Intermediate lesson, which have
been chosen as representative samples of the range of activities and verbal interactions
that occurred in the TIFL lessons observed at UNSW, and have been analysed using the
COLT (Communicative Orientation of Language Teaching) Observation Scheme
developed at the Ontario Institute for Studies in Education in Toronto, Canada.

There are two parts to the COLT Observation Scheme: Part A, which describes
classroom events at the macro level of episode and activity; and Part B, which describes
classroom events at the micro level, analysing the communicative features of verbal
exchanges between teachers and students and/or students and students as they occur
within each episode or activity. It is important to bear in mind that the COLT
Observation scheme measures observable events that are relevant to research on the
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effects of greater or less communicative orientation of language teaching. As explained
in Section 5.3.2, it does not in itself make judgments about the effectiveness of
particular techniques (Spada and Fröhlich, 1995).

All the information and explanations about the COLT scheme in this section are drawn
from Spada and Fröhlich (1995), which is a guide to the coding conventions and
applications of the COLT Scheme published by the National Centre for English
Language Teaching and Research at Macquarie University in Sydney. Mention is made
here so that it will not be necessary to continually refer to that work.

Two sections present descriptions and brief summaries of the content of an Introductory
and an Intermediate lesson. Then an explanation of Part A of the COLT scheme is
provided. A completed section of the Part A grid, coded to demonstrate the use of the
coding conventions for COLT Part A, is reproduced and explained, to demonstrate the
application of Part A. The data from Part A for both lessons are then presented and
discussed. A similar process of description, demonstration and presentation of results is
followed for Part B. Finally the significance of the findings is discussed and
conclusions presented.
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7.5.4.2

Introductory Lesson, 15 April 1996

The Introductory lesson of 15 April 1996 which will be described here was a two-hour
(approximately 110-minute) lesson. It was the first lesson after the Easter break, so it
represents the beginning of the second half of the first semester of the 1996 academic
year. It was thus quite early in the first year of the two-year span of the TIFL
curriculum. This lesson can be regarded as typical of the teaching pattern at UNSW at
that early stage of the TIFL curriculum, although it did have a particular focus on
reviewing vocabulary and reorienting students back into the instructional program after
their holiday. For example, the lecturer reminded students of the purpose of a number
of activities and how they fitted into the structure of the unit as a whole.
A lesson plan was written on the board at the start of the lesson, as is normally done in
the UNSW Indonesian program:
1
2
3
4
5
6
7
8

Vocab. revision
Dialogue 4.3
Dialogue 4.4
Montages Theme 3
CN T. 5
GN T. 3
T. 5 Vocab. buying & selling
T. 4 Survey. makanan & minuman [food & drink]

This lesson plan illustrates the interwoven way in which the Introductory Themes are
taught at UNSW. Themes 3, 4 and 5 were being taught at once, with items needed for
pre-knowledge brought forward, such as the Theme 5 CN and vocabulary development
pictures, and items that would work well as a revision activity coming late, such as the
Theme 3 GN. As mentioned in Section 7.5.3, such lesson plans or timetables are placed
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on the board at the beginning of most Indonesian lessons at UNSW, and illustrate the
disciplined, meticulously organised approach that was described in Section 7.5.3 as a
feature of the Indonesian program.

The content of the lesson is described briefly below.

Activity 1: Introduction (2 minutes)

Teacher welcomed the students back after the break, exchanged greetings with them,
introduced the researcher, and placed the lesson in context, eg:

‘We’re moving through now, finishing off Theme 3. Almost finished the time and
the calendar. Pushing on into various bits of Theme 4 – food and drink. And
we’ve just started a little bit, and we’ll do a bit more on Theme 5. Remember
what Theme 5 is? Buying and selling. Remember, we brainstormed a few words
about them. So this is Week 6 of the course, we’re right on schedule, we’re
moving along through the assessments – writing too, you will very kindly hand in
to me today. There’s a dictation on Thursday, based on the dialogues in Themes 3
and 4. There’s a speaking – the first major speaking – next week, which you
should think of as sort of a fun relaxation activity’ (laughter from students).

Activities 2-3: Vocabulary revision (13 minutes)

Vocabulary revision is a regular activity in the lessons at UNSW: at the start of each
lesson students quickly test each other on vocabulary.

A2:

While the students were reviewing their vocabulary in pairs the teacher

wrote the lesson plan for the day’s activities on the board, and then circulated,
monitoring the activity and answering questions.
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A3:

The teacher quickly reminded students of the purpose of the activity, as

follows:

‘Okay, these are the words we hope that you know. Remember that having vocab
is not speaking – it’s miles away from that – but you can’t speak without vocab.
These are the building blocks of which you’ll make speech. Remember that we
were learning 60 words a week for 28 weeks, so at the end of the course you will
know 1500 words. Some of them you will know very actively, some of them you
will know a bit passively, for recognition, many you will have forgotten entirely,
though we thought you’d learnt them, but anyway we’ll try and get there. Okay,
let’s quickly just check the pronunciation (produces flashcards). Say these after
me.’

A short extract from the transcript of the lesson in Figure 35 shows the pattern used
by the teacher for the drill, which was to work in small groups of words, first getting
students to chant them in chorus as a pronunciation check, then asking them to give
the meaning of the words. Where misunderstandings were evident he gave
explanations.

Activities 4-12: Dialogue 4.3 (25 minutes)

The text of Dialogue 4.3 is shown in Figure 36. This simple dialogue is actually a very
useful one (for young Australians!) because it shows not only how to order a meal but
how to obtain a cold (ie, refrigerated) beer – as opposed to a beer served with ice (as
often done in Indonesia).
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Please see print copy for Figure 35
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Figure 36: Text of Scripted Dialogue 4.3, with gloss provided by the
author (TIFL Introductory Workbook 1, p. 7)
A middling restaurant in large department store, in a provincial capital city. An
Australian customer is greeted by the waiter.
W :

Berapa orang, Tuan? [How many people, sir?]

T :

Satu saja. [Just one.]

W :

Baiklah. Di sini saja Tuan. Ini daftar makanannya. [Very good.
Right here, sir. Here’s the menu.]

T :

O, tidak usah. Saya minta sate ayam dan nasi goreng saja. [Oh, that
won’t be necessary. I just want chicken satay and fried rice.]

W :

Dan minumannya, Tuan? [And to drink, sir?]

T :

Ada Bir Bintang dingin? [Is there any cold Bintang Beer?[

W :

Tentu saja. Besar atau kecil? [Of course. Large or small?]

T :

Besar. [Big.]

This dialogue was given the ‘normal’or full treatment for dialogues that is used in
the Introductory instructional program at UNSW. The procedure was as follows:

A4:

The teacher introduced the dialogue. Students were set to read it in pairs,

taking turns to do each part, and then to go through it in pairs checking the meaning
together.

A5:

The teacher elicited from the students whether the dialogue was in formal

or informal language (eg, the use of tuan, a polite term of address often used for
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foreigners). He then read through the dialogue with the students chorusing after
him.

A6:

The teacher went through the dialogue checking that the students

understood the meaning, as shown in Figure 37.

A7:

The teacher briefly recapitulated the content of the dialogue.

A8:

The teacher led the students through another choral reading. During this

second reading the teacher corrected the students’ pronunciation and intonation
more than the first time.

A9:

The teacher set the students to read it twice more in pairs, changing parts

as before, and then they had to close their books and try to ‘re-create the dialogue’,
ie, recite it from memory, taking parts.

A10-12:

The teacher led the class in a ‘re-creation’, taking one part himself with

the students chorusing the other part. This was done twice, then the roles were
reversed and it was done a third time.

Altogether the students read, recited or listened to the eight-line dialogue approximately
13 times during a series of activities lasting approximately 25 minutes – a very thorough
treatment. At the end the students had learned the dialogue ‘by heart’ very well and
could say it with fairly correct rhythm and intonation.
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Please see print copy for Figure 37
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Activities 13-20: Dialogue 4.4 (14 minutes)

Dialogue 4.4 is shown in Figure 38. Normally a lesson would only have one dialogue,
but two were squeezed into this lesson. The second dialogue was given a shorter
treatment than usual. Sociolinguistically, this is an interesting dialogue because it
shows how a sophisticated ‘yuppie’ from the capital city would behave politely towards
an itinerant street vendor who was an older woman, despite her socially inferior status,
and it is also illustrates amusingly the Indonesian reluctance to utter the word tidak [no].

The procedure is described below.

A13:

The teacher began with an introduction, drawing attention to words that

marked the register, and drilling the word nggak [no], which is difficult for
Australian learners.

A14:

The students were set to read the dialogue twice in pairs.

A15:

The teacher went through the dialogue, drilling for pronunciation and at

the same time elucidating the meaning.

A16:

The teacher read through the dialogue with the students repeating in

chorus.

A17:

The teacher briefly recapitulated the content of the dialogue.
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Figure 38: Text of Scripted Dialogue 4.4, with gloss provided by the
author (Source: Introductory Workbook 1, p. 7)
On the beach at Kuta [beach resort in Bali]. A middle-aged selling lady tries to
sell something to a young Jakarta miss, lolling in a skimpy two-piece, thinking of
having her hair braided.
L : Mau minum, Non? [Would you like a drink, Miss?]
M : Ada Sprite, Bu? [Have you got Sprite, Ma’am?]
L : Wah, habis. [Oh, I’ve run out.]
M: Kalau begitu, 7 Up saja deh. [In that case, I’ll just have 7 Up.]
L : Wah, nggak stock hari ini. [Oh, I don’t have stock of that today.]
M : Kalau Coca Cola ada? [Have you got Coca Cola?]
L : O, nggak bawa hari ini. [Oh, I didn’t bring it today.]
M : Yang ada, apa? [What have you got?]
L : Bir, mau? [Beer, would you like that?]
M : Nggak deh, Bu. Nanti saya beli di warung saja. [No thanks, Ma’am, I’ll
buy something at the kiosk later.]

A18-20: The class was split into two groups for a ‘split-class challenge’ and set to
recite the dialogue in chorus in two parts, twice with roles one way and a third time
with the roles reversed. The teacher gave feedback on their ‘performance’ each
time, declaring one side the ‘winner’.
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In this 14-minute treatment there were eight readings or recitations. The treatment of
this second dialogue illustrates the consistency that is found in the teaching in the
program at UNSW. Although the treatment of the TIFL curriculum at UNSW may be
modified to suit circumstances, the basic instructional elements are maintained, which in
the case of the Scripted Dialogues are sociolinguistic aspects of language (eg, register),
prosodic features (pronunciation, rhythm and intonation), comprehension of meaning,
and repetition to ensure retention.

Activities 21-22: New weekly vocabulary list (3 minutes)

In this activity the teacher handed out a list of vocabulary items, drilled the students on
the words, and asked them to add words of their own from the lesson.

As described in the ‘recommended vocabulary policy’ (see ‘Vocabulary Policy’ section
under ‘Step 2’ in Appendix 3), students learn 60 words each week. A basic list is
provided each week, to which the students add words that they think are important from
the week’s lessons. The agreed list is then printed out and distributed at the beginning
of the following week (as in Activity 2 above).

Activity 23: Montages (15 minutes)

The procedure followed with this activity was that the teacher first checked on whether
any students had prepared one of the two assigned pages of montages (only a few had,
due to the intervening holiday), then divided the class into two groups to share their
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knowledge. After five minutes he told students from ‘Group A’ to each join with a
partner from ‘Group B’ and explain to each other in pairs what they understood about
the montages they had prepared. This is the procedure described in the
‘recommendations’ in the Introductory Teachers’ Notes (Step 7 in Appendix 3), except
that the teacher did not review from the front afterwards.

Activity 24: Cultural Notes (2 minutes)

The procedure for this activity was that the teacher asked the students to ‘turn to the
person next to you and say the four most striking things that you noticed from reading
the CN for Theme 5 – Buying and Selling.’ This procedure followed the first two
recommendations in the Teachers’ Manual (see Step 5 in Appendix 3). The teacher did
not review the main points, which is the third recommendation.

Activity 25: Grammar Notes (3 minutes)

The procedure followed here was exactly the same as for the CN: ‘Turn to the person
next to you and say the four most interesting things about grammar that you have
learnt.’ Again, this is according to the first two recommendations in the Teachers’
Manual (see Step X: GN in Appendix 3).

The teacher explained to the researcher after the lesson that more time would normally
have been spent on the CN and GN, but because of the need to cover two dialogues in
one lesson the allocated time was reduced. This is another instance when time was short
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the most important elements of the procedures recommended in the TIFL Teaching
Notes were still carried out.

Activity 26-27: Theme 5 vocabulary (26 minutes)

This activity involved teaching new Theme 5 (‘Buying and Selling’) vocabulary from
two sheets of unlabelled pictures in SW, one of which is reproduced in Figure 39. The
words are listed below:
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.

Warung [stall or kiosk]
Toko [shop]
Plaza [shopping mall]
Pasar swalayan [supermarket]
Pedagang asongan [street vendor]
Penjual batik [batik seller]
Perhiasan emas [gold jewellery]
Perhiasan perak [silver jewellery]
Wayang kulit [leather puppet]
Wayang golek [wooden puppet]
Ukiran kayu [wood carving]
Sarung [sarong]
Tas [bag]
Sepatu [shoe]

The procedure was as follows:

1. Teacher taught the meaning and sound of the words first, explaining in English
what each picture represented (eg, a leather puppet), saying the word (eg,
wayang kulit) and getting students to repeat after him in chorus several times
until they could say it properly, then drilling for recall, pronunciation and
meaning in random order.
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Figure 39: Vocabulary development pictures used in an Introductory lesson at
UNSW on 15 April 1996 (Source: Introductory Workbook p. 114)

Please see print copy for Figure 39
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Figure 40: Grid copied from board by students for the vocabulary picture
page shown in Figure 39.

wayang golek
[wooden puppet]12

wayang kulit
[leather puppet]

ukiran
[wood carving]

sarung
[sarong]

tas [bag]

sepatu [shoe]

When students appeared to know the words, teacher elicited spelling in
Indonesian, based on the sound, eg: ‘How would it be spelt?’ He drew a grid on
the blackboard and wrote the words on it as the students dictated them in
Indonesian (Figure 40), placing the words in the same positions as they would
be on the page (Figure 39). He told the students to draw a similar grid in their
vocabulary notebook to represent the sheet of pictures in the workbook. They

12

The English gloss has been provided by the author. Only Indonesian words were written on the grid.
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were to write the names of the pictures in the workbook onto the grid in their
notebooks.
3.

Teacher set the students to test each other in pairs.

This procedure is almost exactly the same as the recommended procedure for
vocabulary development picture pages shown in Figure 17 in Section 6.4.3. It amounts
to a specific methodology, unique to the TIFL materials, for teaching vocabulary items
from pictures. The rationale behind this methodology was discussed in detail in Section
6.4.3, where it was explained that Reeve’s ideas were mainly derived from the writings
of Nation (in particular Nation, 1984), but were also derived from audiolingual
practices.

Two of the assumptions of audiolingualism are that foreign language learning is
basically a mechanical process of habit formation, and that language skills are learnt
more effectively if items of the foreign language are presented in spoken form before
written form (Rivers, 1964). These beliefs led to the pattern drills of audiolingual
methodology. There are four main types:

1. Simple repetition
2. Substitution
3. Transformation (eg, changing an affirmative sentence into a negative sentence)
4. Translation

As can be seen from the description of the vocabulary teaching in this lesson, Reeve has
not used substitution or transformation drills. His use of audiolingual methodology for
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vocabulary instruction is limited to simple repetition and translation. It is clear that the
methodology has been followed consistently in this lesson. Leaving aside the question
of whether lexical items are best presented aurally initially, it is clear that 26 minutes
spent drilling 14 words may well have ensured sufficient repetition so that the students
would remember them.

The group of words learned in this lesson are a good example of the value of explicit
vocabulary teaching, because they are words that are important and useful to know when
in Indonesia, but which do not tend to get used often in even a communicative
classroom. Explicit teaching means that they will be available for future use.

Activity 28:

Food survey (7 minutes)

The survey is one of the communicative activities described in Section 6.4.5. It was
based on a grid in Theme 4 of the SW. The teacher set the activity up very quickly and
simply: ‘I want you to find out what other people in the room eat and drink. This is the
structure: Kalau pagi, anda makan apa? [What do you eat in the morning?] Kalau
siang, anda makan apa? [What do you eat at lunch-time?] etc. Same for minum
[drink].’ He mentioned a few items of vocabulary, such as kentang [potatoes] and roti
[bread]. ‘When you have asked them I want you to note at the bottom whether it is baik
atau tidak untuk kesehatan [healthy or not].’ The students worked in pairs, and the
teacher got them to change partners once before the lesson ended.

Altogether this was a lesson packed with input in a variety of forms. Students were
actively engaged in hearing and speaking Indonesian almost constantly.

609

7.5.4.3

Intermediate lesson, 8 October 1998

The Intermediate lesson that will now be described contrasts strongly with the
Introductory lesson described above. Occurring in October 1998, it fell at the end of an
academic year, and is an example of a lesson at the end of the two-year span of the TIFL
curriculum. It was typical of a lesson occurring at the end of a semester in which
students gave oral presentations of tugas lapangan [fieldwork assignments] that they
had undertaken. In contrast to the early Introductory lesson, the late Intermediate lesson
was conducted almost entirely in Indonesian. The Introductory lesson was notable for
its length and complexity, and displayed carefully planned pedagogy and even specific
methodology (eg, in the drilling with the vocabulary picture pages). The Intermediate
lesson, which was only 50 minutes long, had a simple structure, a natural atmosphere,
and consisted almost entirely of materials created by the students. The content of the
lesson is described briefly below.

Activity 1: Introduction (1 minute)

The teacher explained in English that the lesson would consist of student presentations
and asked in Indonesian who would like to go first. A student volunteered in
Indonesian. From this point (until the last activity) the lesson was conducted entirely in
Indonesian.
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Activities 2-7: Six Student presentations (from 5 to13 minutes each)

Six students in turn gave presentations in Indonesian, which were followed by questionanswer sessions compéred by the teacher, also conducted in Indonesian. The teacher
thanked each presenter before calling for the next one.

Activity 8: Homework (1 minute)

The teacher reminded the students in English about their homework assignments.
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7.5.4.4

The COLT Observation Scheme – Part A

This section explains how the COLT scheme works. The origin and purpose of the
scheme were described in Section 5.3.2; that information will therefore not be repeated
here. It has two grids on which classroom observations are recorded. Part A describes
classroom events at the level of activity and episode. It is normally completed in real
time, during the lesson, although for this particular lesson Part A was completed from a
recording during which ethnographic notes had been taken. Figure 41 shows Part A of
the COLT scheme. Seven main features, which will be explained in turn, are
differentiated in the headings.

Figure 41: COLT Observation Scheme Part A (Source: Spada and Fröhlich 1995:
13)
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It needs to be mentioned here that Spada and Fröhlich (1995) do not give references to
back up their statements about criteria for communicative orientation – perhaps because
it is a book aimed at practitioners rather than scholars. However, the criteria they use
are esssentially the same as the principles of CLT adopted in this study (cf. Section
7.2.2).

Column 1: Time

The starting time of each activity or episode is entered in the first column, so that the
percentage of time spent on the various COLT features can be calculated.

Column 2: Activities and Episodes

Brief descriptions of each Activity and Episode are entered under this heading. An
Activity is not easy to define, but is quite easy to identify in practice, because a change
of Activity in a lesson involves a change of overall theme or content. Separate
Activities would include such things as a drill, a translation task, a discussion or a game.
An Activity is divided into Episodes for the purpose of analysis. Three Episodes of one
Activity might be: teacher introduces dialogues, teacher reads dialogue aloud, individual
students read parts of dialogue aloud.

Columns 3-9: Participant Organisation

The feature Participant Organisation was developed to describe distinctions between
teacher-centred and group-work interactions in L2 classrooms. The rationale is that
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group work is considered to be essential in the development of communicative
competence because it encourages learners to negotiate meaning, to use a greater variety
of linguistic forms and functions and to develop overall fluency skills. Coding involves
placing check-marks in boxes. This heading is divided into three sub-headings, for
Class, Group, and Individual.

Class means that the instruction is organised in a teacher-centred manner with the
teacher reacting to whole class or individual students. This is further subdivided into
Teacher-to-student/class (3), Student-to-student/class (4) and Choral (5). For example,
a student presentation would be coded as Student-to-student/class. Choral means the
whole class participates in choral work.

The Group sub-heading is for group work and is further subdivided into Same Task (6)
– groups/pairs of students all work on the same task; or Different Tasks (7) –
groups/pairs of students work on different tasks.

The Individual heading can also show whether students worked alone on the Same Task
(8) or on Individual Tasks (9).

Columns 10-17: Content

Content refers to the subject matter/theme of activities. One of the crucial issues in L2
learning and teaching is whether the primary focus of instruction should be on meaning
or form. In CLT, it is considered important that there be focus on message, so that
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students are actually using the language to communicate, rather than focus on form,
which treats the language as an object of study.

Three major Content areas have been differentiated: Management, Language and Other
topics. Management is subdivided into Procedural (10) – eg, ‘Open your books to page
33.’; and Discipline (11). Language is subdivided into four areas. Form (12) means
reference to grammar, vocabulary, pronunciation and other aspects of the linguistic
code. Function (13) means reference to functions/communicative acts (eg requesting,
apologising, explaining). Discourse (14) means reference to the way in which sentences
combine into cohesive and coherent sequences. Sociolinguistics (15) means reference to
forms or styles appropriate to particular contexts. The category Other Topics is divided
in a binary fashion to represent the potentially vast number of topics that can arise in
classroom discourse. Narrow Topics (16) are ones that refer to the classroom and the
students’ immediate environment and experiences (eg, personal information,
information about the course). Broad Topics (17) are ones that go well beyond the
classroom and immediate environment (eg, international events, hypothetical events).

Columns 18-20: Content control

CLT encourages learners to negotiate methods, tasks, materials and content of
instruction, in the belief that this will contribute positively to their learning. This feature
was developed to describe the extent to which Content Control may be offered to
learners. There are three sub-headings. Teacher/Text (18) means the topic (or task) is
determined by the teacher and/or the text. Teacher/Text/Student (19) means the
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topic/task is jointly decided by teacher, students and/or the text. Student (20) means the
topic/task is determined by the student/s.

Columns 21-25: Student modality

The Student modality section of the grid identifies the various skills involved in a
classroom activity. The sub-headings are Listening (21), Speaking (22), Reading (23),
Writing (24) and Other (25). The last category is included to cover such activities as
drawing or miming. The rationale: in CLT, integrated skills practice is encouraged, to
reflect authentic language use. This feature was developed to indicate whether the
students are using skills singly or in combination.

Columns 26-33: Materials

This feature was developed to describe the different types of Materials used in L2
classrooms with the purpose of investigating how they might affect learning outcomes.
This is because some advocates of CLT believe authentic materials should be used
wherever possible to prepare learners to deal with ‘real’ language outside the classroom
setting, while some research has shown that simplified or adjusted input increases
learners’ ability to comprehend. The feature was designed to enable researchers to
distinguish the effect of using different types of materials.

Materials are described in terms of Text Type and Source. The subheadings for Type are
Minimal Text (26) – eg, captions, isolated sentences, word lists; Extended Text (27) –
eg, stories, dialogues, paragraphs; Audio (28) – ie, recorded material for listening; and
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Visual (29) – eg, pictures, cartoons. Films and videos are double-coded as audio and
visual.

There are three sub-headings for Source. L2-NNS (L2-Non-native speaker) (30) means
materials which are specifically designed for second language teaching, such as course
books, teacher-prepared exercises and the TIFL Scripted Dialogues. L2-NS (L2-native
speaker) (31) means materials originally intended for native speakers of the target
language, such as newspapers, brochures, advertisements. L2-NSA (L2-Native speakerAdapted) (32) means native speaker materials which have been adapted for L2 purposes
(eg, linguistically simplified or annotated).

Thus Part A is designed to quantify the presence of the following communicative
features in language lessons:

1. Group work
2. Message-focus
3. Learner control of content
4. Integrated skills practice
5. Authentic materials

The presence of these features is taken as an indication of communicative orientation.
Referring back to the features of the communicative approach that were identified in
Section 4.3.4, group work ties in with the Interaction Hypothesis. Both message-focus
and authentic materials are emphasised in CLT. Learner control of content is related to
the concept of learner-centredness, which is highly regarded in CLT because message-
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focus requires materials and topics that are of interest and relevance to learners.
Integrated skills practice is the reason for the free practice techniques so characteristic of
CLT.
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7.5.4.5

Application of Part A

This section is a demonstration of how Part A is applied. Figure 42 reproduces a page
of the Part A grid for the Intermediate lesson that was described in Section 7.5.4.3, as an
example. There are three Activities listed on the grid. A1 has only one Episode: an
introduction to the lesson. A2 has four episodes: the student presentation (A2-E1); a
call for questions by the teacher (A2-E2); a question-answer A2-E3); thanks to the
speaker, closing the activity (A2-E4). The first three episodes of A3 are also listed on
this sheet: the opening episode with a call for another speaker (A3-E1); a student
presentation (A3-E2); and call for questions (A3-E3).

The Participant Organisation section of the grid shows that all the episodes were T↔S/C
or S↔S/C, which means that either a teacher or a student was addressing the whole
class.

The Content section has ticks for Procedure opposite A1-E1, A2-E2, A2-E4, A3-E1 and
A4-E3, when the teacher was managing the class. In A1-E1 and A3-E3 the tick is for
Procedure is circled, to indicate that was the main focus, but in these episodes there
were other topics than language (ie, homework and the second presentation), so the
category Other topics – Narrow was also ticked. For A2-E1, A2-E3 and A3-E2, when
the students were giving their presentations or answering questions, the category Other
topics – Broad is ticked.
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Figure 42: Sample page of the Part A grid for the Intermediate lesson of 8
October 1998.

Please see print copy for Figure 42
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In the Content control category, the episodes when the teacher is speaking have ticks for
Teacher/Text, but the episodes when the students are giving their presentations are
ticked for Student, because the control of the fieldwork assignment was in the hands of
the students, who chose their own topics and researched them by themselves, and also
selected the order in which they gave their presentations.

Looking at the category for Student modality, the students were listening in each
episode. During the student presentations they were also reading, because overhead
transparencies or handouts were provided for the presentations. During presentations
they were also speaking, though student speech was only a focus of two episodes, A2E1 and A3-E2, where circled ticks are shown under Student modality-Speaking. Note
that in A2-E3, when the teacher was asking questions and the student presenter was
answering, the grid shows that both teacher and student spoke; Content control is held
by both teacher and student (Teacher/Text/Student) and none of the ticks are circled
because there was not a dominant focus to this episode.

When a whole lesson has been coded the percentage of time spent on the various
categories within individual activities/episodes as well as across the entire lesson is
calculated. These time calculations can be seen at the bottom of the Part A grid in
Figure 42. At the far left is the amount of time included on this page (16 minutes).
Under Participant Organisation, the figures show that the teacher spent approximately
2.5 minutes interacting with the whole class or with individual students, while a student
interacted with the whole class or with individual students for 13.5 minutes. Under
Content, it is shown that approximately 1.5 minutes was spent on procedure and
approximately 14.5 minutes was spent on Other topics - Broad. This represents the 13.5
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minutes taken up by the student presentations and about a minute for the question and
answer sessions. Looking at Content control, we find that the content was completely
controlled by the teacher for about 1.5 minutes, controlled by both the teacher and
students for about a minute during the question-answer sessions, and controlled
exclusively by students for 13.5 minutes during the presentations.
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7.5.4.6

Presentation of Part A data

It is hoped that the demonstration of how Part A is applied in Section 7.5.4.5 above will
make it easier to understand the data presented in TABLE 29, which displays in tabular
form the COLT Part A results for the two lessons at UNSW that are being analysed. For
purposes of comparison, the results are presented both in real time and percentage of
lesson time.

Some big differences between the Introductory lesson and the Intermediate lesson are
clearly evident in TABLE 29. In the Introductory lesson, 58% of the time was spent in
whole-class activity (including 31.5% in choral drills and recitations) and 42% of the
time was spent in group work. There was no Student↔Student/Class activity (which
would indicate a student or students addressing the whole class) in the Introductory
lesson. In the Intermediate class, on the other hand, 100% of the time was spent in
whole-class activity. Of that, 32% was teacher-fronted and 68% was
Student↔Student/Class. There was no group work. However, common to both classes
is absence of individual work in class time,13 because all class time was utilised for oralaural interaction.

Lesson content shows the greatest difference. Only 10% of the time in the Introductory
lesson was spent on other topics than language (ie, message-focused communication).

13

Except for a very brief period during Activity 26 when the students wrote down the new Theme 5
vocabulary in their notebooks (as shown in Figure 40).
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TABLE 29
MAIN FEATURES OF TWO LESSONS OBSERVED AT UNSW,
DESCRIBED IN TERMS OF COLT SCHEME PART A CATEGORIES

COLT categories (Part A)
Length of lesson
Participant Organisation:
Whole-class:
TeacherStudent/Class
StudentStudent/Class
Choral
Group work:
Groups – same task
Groups – different tasks
Lesson content:
Management
Language
Other topics
Content control:
Teacher/Text
Teacher/Text/Student
Student
Student modality:
Listening
Speaking
Reading
Writing
Materials:
Minimal texts
Extended texts
Audio
Visual
L2-NNS
L2-NS
Student-made

Introductory
Lesson 14.4.96
Minutes
%
111
100
64.5
29.5

58
26.5

35
46.5
39
7.5

31.5
42
35
7

24.5
75
11.5

Intermediate
Lesson 8.10.98
Minutes
%
53
100
53
17
36

100
32
68

22
68
10

7
1
45

13
2
85

60
51

54
46

9
8
36

17
15
68

111
78
39.5
6

100
70
35.5
5.5

53
53
25

100
100
47

7
2
2
2
5
2
2

54
15.5
15.5
15.5
38
15.5
15.5

6

100

6

100
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In the Intermediate lesson, however, 85% of the lesson was used for message-focused
communication. Turning to Content Control, we find that in both lessons a considerable
level of Content Control was available to the students. In the Introductory lesson 54%
of the lesson content was controlled exclusively by the teacher, while 46% of the
content control was shared (eg, pair work, choral re-creations and survey, all coded
Teacher/Text/Student). In the Intermediate lesson the proportions of Content Control
were 17% teacher and 15% shared, while 68% of the lesson content was exclusively
student-controlled.

Like Participant Organisation, the Student Modality category also confirms that in both
lessons the students were speaking and listening in an integrated fashion. In the
Introductory class all students were speaking 70% of the time, while in the Intermediate
class there were some students speaking 100% of the time, but they were all listening for
nearly the whole of both lessons. In the Introductory class the students were reading
35.5% of the time, though they were speaking and listening as well (eg, reading a
dialogue out loud in pairs). In the Intermediate class, too, the students were
intermittently reading overhead transparencies or handouts while listening to the student
speakers. Writing, too, was done during the survey activity and during choral spelling
of new words in Indonesian in the Introductory class. Thus in both lessons there was a
high level of integrated use of skills.

When we come to Materials, the lessons are also very different. Every type of text was
utilised in the Introductory lesson, while in the Intermediate the only materials were
Student-Made and Minimal. This reflects the fact that the Introductory lesson consisted
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of a great deal of input from texts, whereas in the Intermediate lesson the students were
producing the texts.

These figures only relate to two lessons, deemed to be representative of the 28 lessons
observed at UNSW. However, these Part A figures, taken from the beginning and end
of the curriculum, demonstrate highly student-centred lessons, integrated use of skills
and an increasing proportion of time (from 10% to 85%) spent in message-focused
communication. As well, in the Introductory class, almost half the time was spent in
group work and in the Intermediate lesson 85% of the time was spent in student-tostudent oral communication. Part A of the COLT scheme thus indicates a very
communicative orientation.
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7.5.4.7

COLT Observation Scheme – Part B

Part B of the COLT observation scheme analyses the communicative features of verbal
exchanges between teachers and students or students and students as they occur within
each episode or activity. Figure 43 shows Part B of the COLT form.

Part B, being very detailed, must be coded from transcripts of recordings of lessons.
Each turn – in fact, each utterance that constitutes a locutionary act – is coded
separately. A turn is any speech produced by a speaker until another person begins
speaking. It can be as little as a word or it can be several sentences in extended

Figure 43: COLT Observation Scheme Part B (Source: Spada and Fröhlich
1995: 61)
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discourse, as in the case of the Intermediate lesson. A locutionary act is an utterance
produced for a specific purpose, ie, a speech act.14 However, the purpose of the COLT
scheme is not discourse analysis per se. Although the categories allow for some
distinction between the kinds of interactions which take place between teachers and
students, they are not sufficient to describe every feature of an utterance, because the
scheme was not intended for that purpose. Only a few speech acts are identified and
coded, though the illocutionary intent of the speakers is taken into account, as in
discourse analysis. According to Fröhlich and Spada (1995) some researchers have
chosen to use Part A only, because of the methodological difficulties presented by
Part B.

The two main sections in Part B are Teacher Verbal Interaction and Student Verbal
Interaction. As can be seen in Figure 43, the features and categories vary slightly for
teacher and student interaction. The features of Part B are briefly explained below.

Matching Part A and Part B

Parts A and B are matched by entering the number of the Activity (A) and Episode (E)
in the three columns in the left margin. The times are also noted to facilitate matching.

14

Crystal (1985: 285).
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Columns 1-3 and 20-21: Target language

These columns distinguish between use of L1 (2) and L2 or TL (3). Off-task (1) is an
optional coding for language unrelated to the activity or lesson, which was not used in
this study because there were few off-task interactions.

Columns 4-7 and 22-25: Information Gap

One of the most important communicative features is the Information Gap, because of
its uniqueness and importance as a characteristic of CLT. An Information Gap exists if
Unpredictable Information (5) is given, or if a Genuine Request (7) for information is
made. Where Pseudo-Requests (6) for Predictable Information (4) are used, ie,
questions to which the teacher knows the answer, no Information Gap exists.
Furthermore, when Genuine Requests are made there is more latitude for the students to
use a greater variety of linguistic features (ie, unrestricted language) to communicate
their message, even though they will be limited by their proficiency level. This means
that they have an opportunity for holistic practice, which is a feature of CLT. A student
presentation, such as one from the Intermediate lesson that was described above, is an
example of provision of Unpredictable Information by a student.

Columns 8-9 and 26-28: Sustained speech

This category measures the turns of teachers and students. Ultraminimal is up to two
words; Minimal is more than two words and up to two clauses; Sustained is at least
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three clauses. Teacher utterances are not coded for Ultraminimal. Note that the coding
for this category is not made on the basis of utterances but on the basis of entire turns.
Thus, three short utterances in different categories (say, an Expansion, a Comment and
a Request) would equal one Sustained turn, rather than three Minimal ones.

The rationale for this category is that traditionally L2 instruction has restricted the
amount of speech that learners produce and given them few opportunities to engage in
extended discourse. Clearly, this is not typical of the language produced outside
classrooms where speakers engage in both extended and minimal speech.

Columns 10-11 and 32-33: Reaction to Form or Message

This category measures the number of instances of Form-Focus and MessageFocus in interactions. The rationale is that in L1 acquisition caretakers tend to
focus on errors in content rather than errors in form. Some advocates of CLT
argue that grammatical correction can interfere with the natural development
process.

A reaction to message-content is coded as Reaction to Message (32). A
reaction that relates to language form (eg, grammar, vocabulary, pronunciation)
is coded as Reaction to Form (10). This category is coded only when the
teacher or student reacts to something previously said.
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Columns 12-18 and 34-40: Incorporation of student/teacher utterances

The categories Message and Form are always coded in combination with other
categories under Incorporation of Student/Teacher Utterances because they represent
descriptions of types of reactions to what was previously said. Researchers in SLA have
argued15 that building on the L2 learner’s previous utterances can contribute to their
development. This feature is intended to measure the different ways in which this may
be done. There are 7 sub-categories, which are Correction (12, 34), Repetition (13, 35),
Paraphrase (14, 36), Comment (15, 37), Expansion (16, 38), Clarification Request (17,
39) and Elaboration Request (18, 40).

Correction refers to an attempt to provide the speaker with the information that they
have provided a linguistically incorrect utterance.16 Therefore it normally occurs with
other categories such as Repetition, Comment and Paraphrase. Comment refers to
previous utterances. Expansion means any extension of the content of the preceding
positive or negative response (not Corrections) to previous utterances, and may be either
Message or Form-related. Paraphrase means reformulation (including translation) of
utterance or the addition of information which is related to it, and can be Message or
Form-related. Clarification request means requests which indicate that the preceding
utterance was not clearly understood and a repetition or reformulation is required.
Elaboration Request means requests for further information related to the subject of the
preceding utterance, including requests for explanations (but not clarification). The

15

Fröhlich and Spada (Ibid.) do not give references for such statements, which is a frustrating aspect of
their book.
16
Correction for message is not coded.
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rationale for the Elaboration category is that building on shared discourse can contribute
to the learners’ development.

Although the categories under incorporation of student/teacher utterances allow for
some distinction between the kinds of interactions which take place between teachers
and students, they are not sufficient to describe every feature of an utterance, because
the scheme was not intended for that purpose. They are mainly designed to identify
what are thought to be the important distinctions between form-based and meaningbased instruction.

Discourse Initiation

This category is coded only for the student. It is thought that Discourse Initiation by
students is indicative of a more communicative classroom environment because
restricting students to the response mode leads to a restriction in the variety of language
functions they can produce.

Form Restriction

This category is also coded only for the student. It characterises the extent to which the
language that students produce is restricted in terms of linguistic form (not in length of
the utterance). Typical examples of restricted use of linguistic form include
transformation and substitution drills, reading aloud, identification of vocabulary items
(eg, translations, giving synonyms), singing and rewriting by changing tense or voice of
verbs. In particular, it includes utterances in which some linguistic freedom is permitted
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but it is clear that the expectation of the teacher, text or task is that the student produce a
particular form. This is an area where coding can be difficult.

In sum, Part B attempts to quantify the following features of CLT in language lessons:

1. Information gap (demonstrated by Genuine Requests or giving Unpredictable
Information)
2. Sustained speech
3. Message-focus
4. Building on the learner’s utterances
5. Discourse initiation by students
6. Unrestricted linguistic form

The presence of these features is taken as an indication of communicative orientation.
These features can be interpreted in terms of the explanation of CLT in Section 4.3.4.
An information gap is of major importance because it is needed to provide messagefocus, and is also the main source of the psycholinguistic stimulation of communicative
need that is considered so important in CLT. Discourse initiation by students is also
related to message-focus and learner-centredness. Students are only likely to initiate
discourse if they are interested, ie, experiencing psycholinguistic stimulation. Sustained
speech is important because it means using language at the level of disourse. Language
unrestricted in form is a related concept.

The concept of building on the learner’s utterances appears to be related to the
Interaction Hypothesis. The categories under this heading were developed to enable
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certain types of reaction to the learner’s utterances by the teacher to be identified, in
order that research could be conducted in this area. However, it is beyond the scope of
this study to investigate whether building on the learner’s utterances in particular ways
promotes the development of communicative competence.
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7.5.4.8

Application of Part B

To demonstrate how Part B of the scheme is applied to an observation, a section of the
transcript of the Introductory lesson, which has been coded for Part B, is reproduced
below. The whole transcript runs to 41 pages, so has not been included in its entirety.
In this transcript, the speech of the teacher (T) and the students (SS) is on the left-hand
side, while on the right-hand side the speech has been coded according to the relevant
categories on the scheme. An explanation of the abbreviations is provided at the start of
the transcript. The reader may find it useful to refer back to the description of Part B
(Section 7.5.4.7) for definitions of the categories, and to the description of the
Introductory lesson in terms of Activities and Episodes that is given in Section 7.5.4.2.

Section of coded transcript from the Introductory Lesson of 15 April 1996

Abbreviations for Part B categories
(in order of appearance in the transcript below)
Unpred.Info.

Unpredictable Information

PseudoReq.

Pseudo Request

Sust.

Sustained

Form

Reaction to Form

Para (T)

Paraphrase (Translation)

Unrestr.

Unrestricted

Ultramin.

Ultraminimal

Rep.

Repetition

Exp.

Expansion

Chor.

Choral

Comm.

Comment

Min.

Minimal
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Mess.

Reaction to Message

Pred.Info.

Predictable Information

Corr.

Correction

A13 E1 - Introduction to Dialogue 4.4
T:

Now we’re just going to rush through 4.4,
though it’s got lots of nice elements, this:
jazzy, informal, a middle-aged lady selling to
the Jakarta miss, so please sound like an
uppity, jazzy, little Jakarta miss … er …
so the lady calls the miss Non,17 as we
mentioned before, but she politely – even
though she’s jazzy she isn’t impolite – she
calls the lady Bu.

A13 E2 - Teaching nggak18
There’s one word we haven’t come across,
it’s very informal, and it’s the informal
word for not//

L1/L2/Unpred.Info.//

What’s the normal word for no or not?

L1/PseudoReq./Sust.

SS:

Tidak.

L2/Form.-Para.(TR)/Unrestr./Ultramin.

T:

Tidak//

L2/Form.-Rep.//

But the informal one, and it’s so common in
Indonesian, is nggak!
SS:

17

Nggak.

L1/L2/Form.-Exp./Sust.
L2/Form-Rep./Chor./Ultramin.

Translation will not be provided for Indonesian words in this transcription, as the text of Dialogue 4.4,
with gloss, is shown in Figure 38.
18
In A13 E1 the teacher has introduced the next Activity, which will be the reading of another dialogue.
However, in E2 he makes a kind of detour to teach the pronunciation of nggak, which is phonologically
difficult for anglophone learners because the phoneme /ŋ/ does not occur as an initial in English.
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T:

That sounded great//

L1/Form-Comm.//

Say it again.

L1/Unpred.Info./Min.

SS:

Nggak.

L2/Mess.-Pred.Info./Chor./
Ultramin.

T:

That sounds great//

L1/Form-Comm.//

But remember it’s a glottal stop//

L1/Form-Corr.+ Exp.//

Nggak!

L2/Form-Corr.+Rep./Sust.

SS:

Nggak.

L2/Form-Rep./Chor./Ultramin.

T:

That sounds right//

L1/Form-Comm.//

Say it again.

L1/PseudoReq./Min.

SS:

Nggak.

L2/Mess-Pred.info./Chor./Ultramin.

T:

Okay//

L1/Form-Comm.//

Say no, no, no!

L1/Unpred.Info./Min.

SS:

Nggak, nggak, nggak!

L2/Form-Para(TR)/Chor./Min.

T:

Okay//

L1/Form-Comm.//

Say no, no, no, no, no!

L1/PseudoReq./Min.

SS:

Nggak, nggak, nggak, nggak, nggak!

L2/Form-Para(TR)/Chor./Min.

T:

Well, that sounded fine//

L1/Form-Comm.//

except that there was a little bit of slipping into
making it /njə/, but it’s not / njə/, it’s ngg-gak.

L1/L2/Form-Corr.+Exp./Sust.

SS:

Nggak, nggak.

L2/Form-Rep./Chor./Ultramin.

T:

Good overall//

L1/Form-Comm.

but just at the end there are those who are
slipping into /njə///

L1/Form- Corr.+Exp.//

Nggak! Nggak, nggak, nggak!//

L2/Form-Corr.+Rep.//

Hear that?

L1/Gen.Req./Sust.
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SS:

Nggak, nggak, nggak, nggak.

T:

Nggak, nggak, nggak, nggak, nggak, nggak,

L2/Form-Rep./Chor./Min.

nggak.

L2/Form-Corr.+Rep./Min.

SS:

Nggak, nggak, nggak, ngggak, ngga-

L2/Form-Rep./Chor./Min.

T:

Okay, that’s better//19

L1/Form-Comm.//

It’s used all through Indonesia as the
informal form. It’s not the only one,
there’s another one. In Jakarta sometimes
they say kagak. And in Javanese areas
they say ndak. But nggak will get you
anywhere as the informal form of …
tidak. Being polite? Use tidak. But if
it’s a more – this conversation, though it’s
not impolite, it’s just informal. So there’s
a lot of Wah! Nggak stok hari ini, and so on.
Okay//20 (pause)

L1/L2/Unpred.info./Sust.

A14 E1 – Introducing pair work
Would you like to read it quickly?// 21
Two ways, and then we’ll speed through
it for the meaning. One of you can be the lady,
and one is the miss. Okay, get going.

19

L1/Unpred.info./Sust. 22

The teacher cuts the students off with a Comment. After this he gives Unpredictable Information about
other Indonesian variations for tidak. This has not been coded as an Expansion, because it did not seem
to be a reaction to the preceding discourse about how to pronounce the word.
20
This teacher regularly uses ‘okay’ as a transition marker to indicate the transition from one episode to
the next. ‘Okay’ when used for this purpose has not been coded in this study.
21
This is really a managerial directive in function; therefore it is coded as Unpredictable Information.
22
Note that the Sustained coding is only used at the end of a turn.
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A14 E2 – Reading in pairs
The students read the dialogue in pairs.23
A15 E1 – Pronunciation drill combined with
comprehension check
T:

Okay, stop, stop, stop. I just want to check
for pronunciation, and intonation, and
meaning. I’m sorry we’re doing it so fast
but we had that holiday. So say it after
me//

L1/Unpred.info.//

Mau minum non?

L2/Pred.Info/Sust. 24

SS:

Mau minum non?

L2/Form-Rep./Chor./Min.

T:

Ada Sprite Bu?

L2/Pred.Info./Min.

SS:

Ada Sprite Bu?

L2/ Form-Rep./Chor./Min.

T

As you know, it could be /spritə/ or /sapritə/

SS:
T:
SS:
T:

23

as they sometimes say outside Jakarta//

L1/L2/Form.-Exp.//

Ada Sprite Bu? Say it that way.

L1/L2/Unpred.info/Sust.

Ada Sprite Bu?
Wah! Habis.
Wah! Habis.
Kalau begitu, 7-up saja deh.

L2/Form -Rep./Chor./Min.
L2/Pred.Info/Min.
L2/Form -Rep./Chor./Ultramin.
L2/Pred.Info/Min.

This part of the lesson could not be captured by the COLT observation scheme. The COLT scheme
only captures the teacher-student interactions; it misses student-student interactions, except when students
address the whole class. To study group work and pair work interactions in a lesson would require a
different research strategy, which was beyond the scope of this study.
24
The teacher is reading, therefore giving Predictable Information.
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SS:

Kalau begitu, 7-up saja deh.

L2/Form -Rep./Chor./Min.

T:

Okay, where have we had deh before?

L1/L2/Form-PseudoReq./Min.

SS:

Oke deh.

L2/Mess.-Pred.Info./Unrestr./
Ultramin.

T:

Oke deh//

L2/Mess.-Rep.//

Adding this little tone, soothing, cajoling//

L1/Form-Exp.//

Wah! Nggak stock hari ini.

L2/Pred.Info./Sust.

SS:

Wah! Nggak stock hari ini.

L2/Form -Rep./Chor./Min.

T:

Is there a possible English word somewhere
in there?

L1/Form-PseudoReq./Min.

SS:

Stock

L1/Form.-Pred.Info./Unrestr./
Ultramin.

T:

Stock, yes//

L1/Form.-Rep.//L1/Form.-Comm.//

They shouldn’t have that in an Indonesian
conversation, but that’s what they say. Wah!
Nggak stok hari ini. It’s become a verb. I
haven’t brought any today//

L1/L2/Form.-Exp.//

Kalau Coca-cola ada?

L2/Predict.Info/Sust.

SS:

Kalau Coca-cola ada?

L2/Form -Rep./Chor./Min.

T:

Okay, so this is what happens all the time.
Do you have some of this? Oh no. Do you
have some of that? No, I don’t have any of
that. What do you have? So that’s what the
Miss has finally said: Yang ada apa? Because
everything she’s asked for – Ada Sprite?
Sorry, habis. 7-up? Wah! Nggak stock.
Coca-Cola? Nggak bawa, forgot to bring it.
Yang ada, apa? What do you have?//

L1/L2/Mess.-Exp.//

640

Yang ada apa?

L2/Pred.Info/Sust.

SS:

Yang ada apa?

L2/Form -Rep./Chor./Min.

T:

Sound a little bit irritated, you know. What?
for heaven’s sake, what have you got? You’ve
asked for three things and none of them hit//

L1/Form/Corr.+exp.//

Yang ada, apa?!

L2/Pred.Info/Sust.

SS:

Yang ada, apa?!

L2/Form -Rep./Chor./Min.

T:

Bir, mau?

L2/Pred.Info/Min.

SS:

Bir, mau?

L2/Form -Rep./Chor./Ultramin.

T:

Nggak deh Bu.

L2/Pred.Info/Min.

SS:

Nggak deh Bu

L2/Form -Rep./Chor./Min.

T:

Saya nanti beli di warung saja.

L2/Pred.Info/Min.

SS:

Saya nanti beli di warung saja.

L2/Form -Rep./Chor./Min.

T:

I’ll buy something over there at the
warung a bit later on.//

L1/Form.-Para.(TR)//

Beli – remember, we did membeli? Menjual,
membeli?//

L1/L2/Form-Exp./Sust.//

The choral chanting of dialogues seen in this excerpt is an example of another specific
methodology of the TIFL materials in use at UNSW which is derived from the
audiolingual approach. According to Rivers (1964), in audiolingualism learning is
based on dialogues at first. Dialogues are learnt by mimicry-memorisation and attention
is paid to pronunciation and intonation. When the whole class is word-perfect in the
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dialogues, it is divided, and dialogues are performed (chorused) as though they were
‘real-life’ ones, with questions and answers exchanged between divisions and with role
reversal. Dialogues are then adapted to the situation of individual students and further
practice in pairs ensues. The structures of the dialogues are consolidated and expanded
by pattern drill, done first in groups and then by individuals, or in the language
laboratory. As with vocabulary, Reeve does not carry out the patterns drills of
audiolingual methodology, but the stages of mim-mem, choral performance and pairwork practice are faithfully reproduced in his methodology. However, he pays attention
to sociocultural context and sociolinguistic appropriateness as well as phonology.

A page of the Part B grid that corresponds to the above section of transcript is
reproduced in Figure 44, to show the next stage of the coding. The general coding
procedure for Part B is to place check marks in the appropriate columns for any of the
relevant categories which occur within a teacher or student turn. However, it will be
noted the coding used here is by episodes rather than turns. Instead of using tick marks,
the number of instances of each category that occurred in an episode has been noted.
The coding of the individual utterances was done on the actual transcript, as in the
sample section above. This was done because there were hundreds of short utterances in
the oral drilling sequences, which meant that coding by ticks along a line of the grid for
each utterance would have become unwieldy. 25

25

Fröhlich and Spada (Ibid.) encourages researchers to adapt the scheme to their particular circumstances
if needed, and descriptions of some research projects which have used altered versions of the scheme are
given in the book.
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Figure 44: Sample page of the Part B grid for the Introductory
lesson of 15 April 1996.

Please see print copy for Figure 44
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Looking at the Teacher verbal interaction section of Figure 44, we see there were 39
utterances in L1 and 31 in L2. However, many of the teacher’s utterances are in both
L1 and L2, which indicates he was often speaking in English and using discrete items of
TL vocabulary. We can also see that there are more instances of Predictable
Information than Unpredictable Information, and more Pseudo-Requests than Genuine
Requests. The ratio of 26 Minimal to 19 Sustained turns seems unusual for a teacher.
We know this is because he was conducting vocabulary drills. There were 27 Reactions
to Form and only 2 Reactions to Message – again because of the drilling.

Turning to the Student verbal interaction section of the grid shown in Figure 44, the
picture is quite different from the Teacher verbal interaction section. In the case of the
students, there were no mixed utterances, so the total of L1 and L2 is the same as the
total number of utterances. There are 39 utterances, all but one in L2, but all of them
Choral (Choral, by its nature, is the category of utterance most restricted in form). Of
these, 8 were Predictable Information and only 1 was Unpredictable information. Only
1 was Sustained. Of 35 Reactions, 32 were to form and only 3 to message. It will be
noticed that for A13-E2 there is a series of question marks instead of figures. This
episode consisted of reading in pairs by students. One can assume therefore that it
contained L2 utterances, Predictable Information, Minimal and Ultraminimal utterances
and utterances that were Restricted in form. However, as mentioned earlier, what
happens in pair work cannot be quantified due to the nature of the COLT observation
scheme.
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The most salient aspect of Figure 44 is that neither the teacher nor the student verbal
interaction contains a preponderance of features that would indicate a communicative
orientation. The data in this figure represent a lesson segment, however, and are not
necessarily representative of the whole lesson.

645

7.5.4.9

Presentation of Part B data

The Part B data for the two UNSW lessons are displayed in TABLES 30 and 31. TABLE
30 shows the features of Teacher Verbal Interaction and TABLE 31 shows Student
Verbal Interaction. Each table includes both the Introductory and Intermediate lessons.

In TABLE 30, total utterances are not the same as total turns, because some turns
contain several different utterances (an example might be a turn containing a Repetition,
an Expansion and a Request for Information). That also explains why the total of L1
and L2 utterances is much greater than the total utterances. Similarly, the total for
Incorporation of Student Utterances is greater than the total Reactions to Student
Utterances because they may be double coded; eg, Corrections nearly always occur
together with some other feature, such as Repetition or Paraphrase.

Unlike the section of transcript that was examined in detail, in the whole Introductory
lesson there were more interactions in which L2 was used by the teacher (69%) than L1
(61%). However, almost all the Unpredictable Information, which indicates an
Information Gap, was actually in English. Only 5% of Requests for Information were
Genuine and 95% were Pseudo Requests. 76% of Reactions to Student Utterances
focused on Form and only 24% on Message. The most common types of Incorporation
of Student Utterances were Corrections and Repetitions. Indeed, many of the
Repetitions were corrections of pronunciation. Overall, the Part B data for Teacher
verbal interaction in the Introductory lesson are not indicative of a communicative
orientation.
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TABLE 30
TEACHER VERBAL INTERACTION IN TWO LESSONS OBSERVED AT
UNSW, DESCRIBED IN TERMS OF COLT SCHEME PART B CATEGORIES

COLT interaction categories (Part B)
L1 utterances
L2 utterances
Total utterances
Giving information - predictable
“
“
- unpredictable
Total instances of giving information
Requesting information - pseudo
Requesting information - genuine
Total requests for information
Sustained speech - minimal
“
“
- sustained
Total turns tallied
Reaction to form/message - form
“
“ “
“
- message
Total reactions to student utterances
Incorporation of student utterances:**
Correction
Repetition
Paraphrase
Comment
Expansion
Clarification request
Elaboration request

Introductory
Lesson 7.10.98
No.
%
*
358
61
*
408
69
591
100
72
57
55
43
127
100
227
95
12
5
239
100
308
78
87
22
395
100
193
76
60
24
253
100
80
100
10
40
67
7

Intermediate
Lesson 8.10.98
No.
%
2
3
56
95
59
100
1
4
23
96
24
100
22
22
33
26
59
14
29
43

100
100
56
44
100
33
67
100

6
9
6
19
3
4
3

*

These figures are the percentages of total interactions tallied that contained some L1
or some L2. Many interactions consisted of both Indonesian and English, which is
why the total of L1 and L2 is so large.
**

Percentages cannot be given for these, as they may be double-coded (eg, a repetition
may also be a clarification request).
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With the Intermediate lesson, however, the picture is the opposite in almost every
respect. There were 22 Genuine Requests (100%) and no Pseudo-Requests. 96% of
what the teacher said was Unpredictable – ie, an Information Gap was present – and his
utterances were almost all (95%) in L2. Only 33% of responses to student utterances
focused on form, while 67% focused on message. The picture that emerges from the
Intermediate lesson is one of a highly communicative orientation.

The two lessons that have been analysed cannot be generalised to be representative of a
whole instructional program. Nevertheless, an examination of the Teacher Verbal
Interaction patterns in TABLE 30 demonstrates that there is a progression over two years
towards a more communicative orientation. This pattern obviously occurs in tandem
with the increase in student proficiency levels that was evident from the ISLPR results
presented in Section 7.4.

Details of student interactions are presented in TABLE 31. In the Introductory
lesson there were 334 L2 utterances (83%) and only 69 (17%) of utterances
were in L1. In the Intermediate lesson, there were 88 L2 utterances (98%) and
only 2 L1 utterances (2%). These figures are very disparate, both numerically
and proportionately. The reason why there were numerically and
proportionately fewer utterances in the Intermediate lesson can be found in the
figures for Predictable and Unpredictable information. In the Introductory
lesson, 98% of the information the students gave was Predictable. In the
Intermediate lesson, 100% of the information students gave was Unpredictable.
This is because in the Intermediate lesson all speech was spontaneous and in
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TABLE 31
STUDENT VERBAL INTERACTION IN TWO LESSONS OBSERVED AT
UNSW, DESCRIBED IN TERMS OF COLT SCHEME PART B CATEGORIES

COLT interaction categories (Part B)
Discourse initiations
L1
L2
Total utterances
Giving information - Predictable
“
“
- Unpredictable
Total instances of giving information
Requesting information - Pseudo
Requesting information - Genuine
Total requests for information
Sustained speech - Ultraminimal
“
“
- Minimal
“
“
- Sustained
Total turns tallied
Form restriction - Choral
“
“
- Restricted
“
“
- Unrestricted
Reaction to form/message - Form
“
“ “
“
- Message
Total reactions to T/S utterances
Incorporation of teacher/student
utterances:1
Correction
Repetition
Paraphrase
Comment
Expansion
Clarification request
Elaboration request
1

Introductory
Lesson 7.10.98
%
8
2
69
17
334
83
403
100
122
98
2
2
124
100
2
22
7
78
9
100
284
71
115
28.5
2
.5
401
100
380
4
15
265
84
53
16
317
100

179
58
1
3

Intermediate
Lesson 8.10.98
No.
%
16
18
2
2
88
98
90
100
52
52

100
100

14
14
20
43
27
89

100
100
22
48
30
100

90
9
55
63

100
14
87
100

6
1
3
7
7
1

Percentages cannot be given for these, as they may be double-coded (eg, a repetition may also
be a clarification request).
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Indonesian. The teacher and the students spoke slowly, choosing their words
carefully. Furthermore, a number of the student turns were very long ones,
because they were giving presentations. This is very different from the rapidfire drilling that occurred during much of the Introductory lesson. It is also
noticeable that there was a much higher percentage of Discourse Initiations in
the Intermediate lesson. As mentioned earlier, Discourse Initiations are
considered to indicate genuinely communicative situations. With all utterances
being Unpredictable in the Intermediate lesson, an Information Gap existed at
all times. As well, there was a high percentage of Sustained Speech and all
student interactions were Unrestricted (ie, not repeating a model) in the
Intermediate class. To sum up, the data in TABLE 31 confirm what was
suggested by the data in TABLE 30: the Intermediate lesson was highly
communicative.
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7.5.4.10

Discussion of findings

To summarise the findings of Part B, the Introductory lesson was not very
communicative in orientation because both teacher and student gave more Predictable
than Unpredictable Information. The teacher also made far more Pseudo than Genuine
Requests. An Information Gap was therefore not present in most of the interactions.
Both teacher and students had more minimal and ultraminimal than sustained turns.
Message-focus was absent because of the lack of information gaps. Lack of messagefocus is also indicated by the high proportion of Reaction to Form rather than Message
in Reactions to Utterances by both students and teacher. There were only 8 Discourse
Initiations by students during a 110-minute class. Student utterances were highly
restricted, consisting overwhelmingly of choral utterances.

The Intermediate lesson, on the other hand, was highly communicative in orientation.
Part B shows that both teacher and student gave only Unpredictable Information and
made only Genuine Requests. In other words, an Information Gap existed 100% of the
time. 30% of student utterances were sustained, and only 20% were ultraminimal.
Message-focus was constant because of the Information Gap. There were 16 Discourse
Initiations in a 50-minute class. All utterances were unrestricted in form.

Although, as we have just seen, there are great differences between the Introductory and
Intermediate lesson, the two lessons both have a large amount of student content control.
Even in the Introductory lesson, very early in the TIFL curriculum, students had a
considerable level of content control. In the Intermediate lesson the students controlled
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the majority of content. Both Parts A and B demonstrate that from the beginning
students at UNSW were experiencing integrated use of skills, which is realistic practice
indicative of a communicative orientation. Both lessons had a strong focus on oral
language (and this is also documented by both Parts A and B). In the early stage it is
speaking practice – learning how to pronounce words and discourse. By the end of the
Intermediate year this has become talking freely to communicate.

The Introductory lesson can be seen to have several elements that are not in accordance
with the usual practices of communicative methodology, such as considerable use of L1,
explicit teaching of vocabulary items, choral activities and use of texts developed for
non-native speakers rather than texts developed for genuine communicative purposes.
Some communicative theorists, eg Littlewood (1981: viii), emphasise that learners need
to attain linguistic competence as a component of communicative competence.
Littlewood points out that holistic activities can only be introduced gradually, and that
language practice needs to occur initially in ways that are guided and controlled.
Moreover, the L1 is undeniably needed more at an early stage when the learners’ L2
resources are still quite limited. Furthermore, it has been argued in Chapter 6 that some
of the less communicative elements of the TIFL curriculum such as vocabulary drilling
appear to have merit in terms of SLA, although it was not possible in the scope of this
study to assess their effect. Nevertheless, the fact that students were capable of
engaging in meaning-focused verbal interactions on a broad range of topics for 50
minutes in the late Intermediate lesson can be regarded as evidence that this pedagogic
strategy is one that produces successful outcomes in terms of SLA.
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7.5.5

Conclusion

The TIFL Curriculum in use at UNSW has been examined in a holistic manner via both
ethnographic and COLT observations.

Ethnographic observations disclosed that the teaching program at UNSW follows the
recommendations in the TIFL Teaching Notes closely. Additional elements of the
program such as the Tugas Lapangan and the assessment regime add rather than detract
from its quality. It can therefore be regarded as a good exemplar of the TIFL curriculum
in use.

The COLT observation scheme has demonstrated that an early Introductory TIFL lesson
has many elements not in accord with a communicative orientation. However, it is has
shown that a late Intermediate TIFL has a highly communicative orientation. The
process that leads to this outcome therefore can be seen to reside in the TIFL
curriculum. It appears that the less communicative elements of the curriculum do not
detract from the communicative orientation of the curriculum as a whole. However, it
has not been possible to quantify the effects of such variables in this study.
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CHAPTER 8
CONCLUSIONS AND RECOMMENDATIONS

8.1

CONCLUSIONS

8.1.1

Conclusions related to the first research question

The first research question of the study is whether the TIFL curriculum materials
embody a coherent application of communicative competence theory and the
communicative approach to language teaching, or CLT.

The main elements of communicative competence were summarised in Section 4.2.1,
for the purposes of this study, as including grammatical, sociocultural, discourse and
strategic competence. Sections 4.2.1 and 4.3.4 pointed out that because
communicative competence theory is a theory of language rather than a theory of
language acquisition, the question of how language instruction in the classroom can
best promote communicative competence has not yet been settled. It is therefore
difficult to establish parameters for what constitutes communicative language teaching.
The important thing to be borne in mind is that teaching communicatively means being
concerned with developing the learners' ability to take part in the process of
communicating through language, rather than with mastery of linguistic form. In
teaching communicatively, the range of things to be taught is not so much changed as
expanded, to include skills involved in communicative competence that were
previously ignored. Therefore, successful communicative language teaching is
teaching that teaches these skills and achieves the aim of developing the learners’
ability to communicate through language.
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A communicative methodology (CM) has developed in relation to this approach which
has contributed major innovations to language pedagogy, and can be categorised into
five main areas:

1.

Emphasis on sociolinguistic appropriateness to ensure communicative
effectiveness (with consequent emphasis on genuine reading and listening
materials)

2.

Message-focus: emphasis on conveying and understanding meaning rather
than focus on linguistic correctness (another reason for emphasis on genuine
reading and listening materials – ie, materials created for the purpose of
communicating some message)

3.

Activation of psycholinguistic processes favourable to language acquisition by
stimulating the learners’desire to convey or obtain a message (pre-eminently
through information or opinion exchange activities)

4.

Encouragement of risk-taking rather than thoroughness and correctness in
reading and listening, in pursuit of the important communicative skill of
understanding messages in only partially understood linguistic contexts

5.

Free practice techniques to allow marshalling of a range of subskills (eg, level
of formality, forms of address, communicative functions, structure,
morphology) in holistic combination
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It was determined that the TIFL materials, if they embody the communicative
approach, should exhibit these characteristics of communicative methodology.

Emphasis on sociolinguistic appropriateness
Emphasis on sociolinguistic appropriateness in communication is particularly evident
in the recorded Scripted Dialogues with their accompanying book containing
transcripts, communicative functions and an index to communicative functions
(Section 6.4.4). The Cultural Notes also cover norms of verbal interaction and culture
such as norms of interaction, pragmatic norms, kinesic features, prosodic features,
spoken grammar and the colloquial lexicon (Section 6.4.6). In terms of both
sociolinguistic appropriateness and sociocultural content, the TIFL materials are thus
in line with the communicative approach and also with recent developments in SLA
theory about teaching culture in language.

Message-focus
The thematic organisation of the TIFL materials is characteristic of communicative
methodology and effective for the communicative approach because it provides topics
suitable for message-focussed discussion.

Another accepted indicator of message-focus is the presence of authentic reading and
listening materials created for communicative, not pedagogic, purposes. A total of 258
authentic or genuine reading texts of this nature is identified in Section 6.4.7. There
are only 11 unauthentic texts.
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Message-focus is also demonstrated by the emphasis on reading for gist. Reading is
invariably treated as discussion material. This is shown by the type of worksheets
provided for reading passages, which consist mainly of retelling (paraphrasing) texts,
interviews or questionnaires with comprehension-type questions, or expressing
opinions in relation to texts. Worksheets never focus on aspects of linguistic form
such as syntax or morphology. Similarly, there are very few writing tasks, and they
consist mainly of realistic tasks such as writing letters. The focus questions provide
practice in expressing ideas in writing about issues related to the themes (Section
6.4.3). There are no writing tasks that focus on linguistic form.

The conclusion is that the TIFL materials provide a strong emphasis on message-focus.

Activation of psycholinguistic processes
Activation of psycholinguistic processes favourable to language acquisition by
stimulating the learners’desire to convey or obtain a message can be recognised if
activities are structured so that an information or opinion gap is present. 434 activities
that meet the criteria established for communicative activities (including the presence
of an information gap) were identified in Section 6.4.5. There are also numerous pair
work and group work activities related to reading that rely on an opinion gap (Section
6.4.7). The TIFL materials therefore meet this criterion.

Encouragement of risk-taking
Encouragement of risk-taking in reading and listening is most evident from the
emphasis on gist-reading. Reading for gist means reading to grasp the message
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without worrying too much about detailed knowledge of texts, and is thus a risk-taking
strategy above all. (The listening materials are also designed with this in mind, as
shown by the worksheets for videos and Unscripted Dialogues that are used at UNSW
– see Section 7.5.3. However, these worksheets are not included in the TIFL
materials.)

Free practice techniques
Examples of free practice techniques are the various types of pair work discussions and
the communicative activities, especially the role-plays (Section 6.4.5). The 202 roleplay scenarios in the TIFL materials provide holistic language practice at sequential
levels of complexity. They have been shown to be very well thought out from the
perspective of CLT and to constitute a highly communicative aspect of the materials.

Other ideas about language pedagogy that are particularly associated with
communicative methodology are the importance of verbal interaction, integrated skills
practice and learner-centredness. These three elements or characteristics are also
characteristic of the TIFL materials, lending further strength to the conclusion that they
embody communicative competence theory and CLT.

Verbal interaction and integrated skills practice
Verbal interaction and integrated skills practice are major foci of the TIFL materials.
For example, there is a total of 434 communicative activities (Section 6.4.5), including
202 role-plays. There is great emphasis on pair and group work. There are 68 pairwork conversations among the communicative activities. Most of reading activities
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are also conducted through (or followed by) group and pair work, although many of
these are retells, which have been categorised as not communicative in nature.
Nevertheless, due to this emphasis on interaction in pairs and groups, the TIFL
materials provide constant opportunities for verbal interaction (cf. the section on
‘Other listening activities’ in Section 6.4.4). At the same time, there is ample
opportunity for integrated skills practice.

Learner-centredness
Learner-centredness, in the sense of being relevant and interesting to a range of
learners, is characteristic of the TIFL materials. It was pointed out in Section 3.2 that
one of the reasons why Reeve included so many communicative activities was in order
to get the learners actively involved.

During the preparation of the materials, all activities were trialled at three universities,
and subsequently any activity disliked by students was eliminated. The ‘Executive
Summary’ and the ‘Good Learner Language Quiz’ in the Introductory Student
Workbook inform learners of the rationale that underlies the materials and principles
of SLA so that they can understand how to take an active role in learning. The
‘vocabulary policy’ set out in the TN is very learner-centred. Students nominate 20
words each lesson to be learnt, ie, the learners determine the lexical syllabus. This is a
clever teaching strategy because it ensures that students think about which words they
need to know, and learn words that they find interesting and expect to be useful.

The materials and activities described above demonstrate that the TIFL materials have
the five characteristics or criteria of communicative methodology identified by
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Johnson and Johnson (1998). These are the five contributions that communicative
methodology has made to language pedagogy, and represent unique characteristics of
the communicative approach. However, if we look beyond the methodology
associated with CLT to its epistemological foundations in communicative competence
theory, a more theoretically based conceptualisation of communicative pedagogy can
be found in Littlewood’s (1981) analysis that the four competencies involved in
communicative competence equate to four domains of skill that the learner needs to
master (Section 4.3.4). Further evidence that the TIFL materials are communicative is
provided by a consideration of these domains of skill.

Grammatical competence
Skill in manipulating the linguistic system (grammatical competence) is promoted by
the Grammar Notes. The Grammar Notes are designed to increase understanding of
grammar in a way that has been shown to be in line with the Rutherford and Sharwood
Smith’s (1988a) theory of grammatical consciousness-raising. This theory rests on
characteristics of adult language learning that have been identified by a number of
researchers. For example, research reported by Mackey et al. (2000) indicates that
conversational language learning such as that provided in CLT is less effective for
acquisition of morphosyntax than for phonology and lexis. In other words, interaction
alone will not ensure the development of L2 grammatical accuracy. The other
characteristic of adult language learning that has been identified by researchers is that
grammatical consciousness-raising at appropriate times improves grammatical
accuracy. It is a theory of grammar acquisition that is in harmony with the central
principles of the communicative approach (Sections 4.2.2 and 6.4.8). In the TIFL
materials grammar is taught not for its own sake but only as an aid to effective
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communication. Grammar teaching is based on the Grammar Notes, which explain
points about grammar but contain no exercises. In other words, the function of the
Grammar Notes is to raise grammatical consciousness. Focused exercises to teach
particular grammar points are recommended only if and when problems occur
(exercises for this purpose are not included in the TIFL materials because they are
available in earlier course materials).

Sociocultural competence
Sociocultural competence, or awareness of the social meanings of language forms and
ability to choose appropriate ones, is promoted by the Scripted Dialogues and the
Cultural Notes. In Section 6.4.6 it was shown that the Cultural Notes exemplify the
three most recent paradigms of how to teach culture as a component of teaching
language: culture as area studies, culture as practice and Intercultural Language
Teaching. At least two of these paradigms are evident in every theme, and six of the
themes contain exemplars of all three (TABLE 11). The components for teaching verbal
interaction and culture that are regarded as important for understanding linguaculture
and developing intercultural competence in the most recent paradigm of Intercultural
Language Teaching are present throughout the Cultural Notes. Understanding
linguaculture and developing intercultural competence are highly relevant to CLT and
can be regarded as an extension of the communicative approach.
The components of verbal interaction and culture – in particular norms of interaction
(such as register) and pragmatic norms – are also present in other materials such as the
Scripted Dialogues and their accompanying communicative functions, and in the roleplays. The instructions for preparing role-plays in the Introductory role-play booklet
emphasise the importance of sociolinguistic appropriateness.
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Altogether, in terms of sociolinguistic appropriateness and content, the TIFL materials
are in line with the communicative approach and also with recent developments in
SLA about how to teach culture while teaching language.

Discourse competence
Items mastered as part of a linguistic system must also be understood as part of a
communicative system (discourse competence). Oral discourse competence is
promoted mainly through the group interview videos, which are examples of realistic
conversations with considerable redundancy (Section 6.4.4). It is also promoted
through the Scripted Dialogues, which students mentioned that they ‘mined’ for useful
language (Section 7.3.6). Discourse competence in written language is promoted
through authentic reading texts, of which there are 258, a very large number (Section
6.4.7). There are also realistic and practical exercises in writing letters, based on
models, of which there are 31.

Strategic competence
Strategic competence means skills and strategies for using language to communicate
meanings as effectively as possible in real-life situations. The original plan set out in
Reeve’s essay (Section 3.2) was for students to learn important techniques of strategic
competence, particularly in the areas of ‘decoding’ difficult input, managing the pace
of conversations, rephrasing and other ‘repair’ techniques. However, there are only
two materials or activities that specifically focus on teaching strategic competence.
The Scripted Dialogues, with their focus on communicative functions, model
communicative strategies (Section 6.4.4). The communicative crosswords provide
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practice in paraphrasing, which is identified in Section 6.4.3 as the communicative
strategy that is most valuable for language learners. In the early stages, strategic
competence is practised at UNSW by ‘struggling through’ recreations from memory of
Scripted Dialogues with a partner, but this aspect of the pedagogy is not emphasised in
the Teaching Notes. In sum, there are sources of input on communicative strategies
and opportunities to practise them, but the TIFL materials are not very overt or specific
in their coverage of this aspect of communicative competence. This is not surprising
because it is a new area for language pedagogy.

Overall, the examination of the TIFL materials as artefacts of communicative language
teaching has demonstrated that they are rich in all the unique characteristics of
communicative methodology. They can also be seen to promote all the skills involved
in a wider conceptualisation of communicative competence, ie, one that consists of
four domains of skill implied by communicative competence theory. Indeed, in many
ways they can now be seen to have been at the forefront of developments in CLT for
their time, eg, in their approach to teaching vocabulary (Section 6.4.3), culture (Section
6.4.6) and grammar (Section 6.4.8).

However, the teaching of vocabulary deserves special mention here because it has been
shown that one of the techniques recommended for vocabulary learning is not
communicative. This is the insistence in the Teaching Notes on learners hearing the
words before seeing them, which has been concluded to be an audiolingual technique.
Whether it is an effective one is beyond the scope of this study to ascertain.
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Concerning the issue of whether the TIFL materials constitute a coherent embodiment
of communicative competence theory, the only two activities that have been
determined to be not in line with CLT are the emphasis on hearing before seeing and
the use of retells as a technique for processing reading passages. On the other hand, it
was shown in Section 6.5 that the materials have the characteristics of a curriculum
rather than a bank of resources, due to the fact that they were initially conceived as a
curriculum and in fact were designed and are used as a curriculum. These two facts,
taken together, reinforce the impression that the materials possess coherence.

As a practising teacher of language, the author is particularly impressed by the
evidence continually provided in the TIFL materials of teaching expertise. The depth
of understanding that comes from experience is evident throughout, and it is largely
this that gives the materials their coherence as a curriculum. In this sense they can
truly be said to embody a coherent application of communicative competence theory
and the communicative approach to language teaching.
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8.1.2

Conclusions related to the second research question

Because the intention was to conduct an empirical as well as a theoretical evaluation of
the materials, a second research question was posed: do the TIFL materials, in use,
promote communicative teaching and learning of Indonesian? This question has been
approached from two positions, investigation of the perceptions of the users and field
observations of the pedagogy that uses the materials, which will be discussed in turn.

8.1.2.1

Conclusions about perceptions of users of TIFL materials

The users of the materials who were interviewed were teachers and students. Their
perceptions of the TIFL materials were quite different in some respects.

The student interviewees were from three universities where the TIFL curriculum
formed the basis of the Indonesian instructional program. They were mostly
humanities students but proved to be very diverse in their background and interests.
Their learning preferences, correspondingly, were extremely varied. One thing they
had in common was an interest in communicating with Indonesian people in the future,
most envisaging this could happen through travel or work: ‘definitely travel, hopefully
work’. Their experience of success in learning the language and their enjoyment of
their language learning experience via the TIFL curriculum appeared to have been
important factors in developing these positive attitudes (Section 7.3.2).
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The student interviewees who were learning Indonesian via the TIFL materials
uniformly enjoyed their instructional program. They were clearly aware that the aim
of their instructional programs was to enable them to become fluent speakers with
cultural understanding. Those who had studied other languages nearly always
mentioned that they were taught differently from Indonesian; furthermore, they
compared their Indonesian instruction favourably with other less communicative
language teaching they had experienced. This strengthens the conclusion that the
materials are communicative and, further, that communicative materials are suitable
for Australian learners of Indonesian.

Learner-centredness is central to CLT because it is closely connected with the
pedagogic strategy of stimulating psycholinguistic processes through content that is
relevant and interesting to the learner. Student responses to the TIFL materials
confirm that they are learner-centred because they cater for a wide variety of interests.
30 different aspects of the materials were mentioned as ‘best-liked’ by 35 students,
demonstrating that learners with very different interests can find things in the program
that are relevant and appealing.

The teachers who were interviewed were a smaller but more diverse group drawn from
a larger number (8) of universities, not all of whom were using the whole TIFL
curriculum. In general teachers also liked the TIFL materials, though they did not
endorse them as enthusiatically as the students. This may have been due partly to the
lack of explanation in the Teaching Notes of the rationale underlying the TIFL
materials.

665

It emerged that there were gaps in teachers’ conceptualisations of both the theory
underlying the communicative approach and the communicative methodology that has
developed in CLT. In particular, they demonstrated little awareness of the components
of communicative competence (ie, sociocultural, discourse, strategic and grammatical
competence) (Section 7.2.2).

Most of the teachers who were interviewed thought of the materials as a bank of
resources rather than a curriculum (Section 7.2.4). This was probably because they
were not able to evaluate them as a communicative curriculum because they did not
completely understand the rationale behind the design of the materials. The fact that
most teachers thought it was difficult to work out how to use the materials strengthens
this conclusion.

What teachers saw as distinctive about the TIFL materials was their comprehensiveness and their use of a very diverse range of authentic sources, which had expanded the
resource base for teaching Indonesian. Connected with their use of authentic sources
is the realism of the materials. They were seen as contemporary, relevant and
interesting: ‘actually designed for young adult learners’. The themes themselves were
seen as innovative and unique in Indonesian language teaching (Section 7.2.5).

Teachers praised the materials for encouraging a great deal of speaking in class and
‘really producing students who are confident to speak’. They provide an entry into the
informal register which is the everyday language of Indonesian people. However, they
were also seen as providing a large number of diverse and sophisticated reading texts.
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Above all, the materials contain a lot of humour and are fun to work with (Section
7.2.5).

What seems to have occurred with tertiary teachers who have used TIFL materials is
that the materials have positively affected learning outcomes for their students, which
has led to the teachers developing a positive view of the materials despite having had
little input in terms of epistemology. However, some of the things they saw as positive
aspects of the TIFL materials are communicative elements, eg, the materials provide a
realistic image of Indonesia and are relevant and appealing to a young adult age group;
they produce students who are confident to speak; they emphasise reading and
listening for gist; the group video interviews and scripted audio dialogues expose
learners to genuine and realistic conversations.

To sum up teachers’ perceptions about the TIFL materials as an entity, they saw them
as new, vivid, different and valuable, but confusing.

8.1.2.2

Conclusions about the pedagogy that uses the TIFL materials

Field observations showed that the pedagogy at UNSW was very close to the
descriptions and recommendations in the TIFL materials, which have already been
determined to be communicative in nature. However, COLT observations gave a
slightly different picture. The Introductory lesson which was analysed was shown to
have several elements that are not in accordance with the usual practices of
communicative methodology, such as considerable use of L1, explicit teaching of
vocabulary items, choral activities and use of texts developed for non-native speakers
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rather than texts developed for genuine communicative purposes. In particular,
vocabulary drilling is an activity based on audiolingual methodology which is not
communicative.

On the other hand, the Intermediate lesson was at the opposite end of the continuum of
communicative orientation, being highly communicative in every category or feature.

The two lessons had in common a large amount of student content control and
integrated use of skills, which are both indicative of a communicative orientation. It is
clear from Parts A and B of the COLT observations that over the two-year period of
the TIFL curriculum an increasing proportion of time (from 10 to 85 per cent) is spent
in message-focused communication. Therefore the less communicative pedagogy in
the early stages can be seen as a platform for the fully communicative later stages of
the TIFL curriculum. However, the extent to which the non-communicative activities
contribute to the development of communicative competence could not be ascertained
in this study.

Field observations corroborated the indications from teacher and student interviews
that the TIFL lessons are lively and purposeful, full of talk and laughter and activity,
providing further confirmation that the materials are interesting and relevant to the
young adult age group that form the bulk of the student body, and that the
communicative approach is appropriate for this type of learner.

Concerning outcomes, the consistency of the ISLPR results from three different
universities can be regarded as strong empirical backing for a proposition that the TIFL
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materials will reliably produce ISLPR proficiency ratings of 1+ at Introductory level
and 2+ at Intermediate level in tertiary Indonesian programs. They can therefore be
said with confidence to be effective in promoting communicative teaching and learning
of Indonesian. This is despite the fact that the designers of the TIFL materials do not
claim that they constitute a complete curriculum.
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8.1.3

Other conclusions based on the findings

While producing answers to the research questions, the study also produced other
findings that are of interest. These findings are grouped into six areas and discussed
below.

8.1.3.1

The teaching of Indonesian language teaching in global terms

It seems clear that because of the nature of the Indonesian language, the reasons for
learning Indonesian are connected primarily with a desire to interact with
contemporary Indonesian people (Section 2.2). It is also indicated, by the information
presented in Section 2.3, that the countries with thriving Indonesian language
programs are countries where people are less interested in what happened in the past
and more interested in involvement and interaction with present-day Indonesian
people.

Another factor that has been important for successful Indonesian language programs is
the presence of supporting scholarly materials, such as dictionaries and pedagogic
grammars, supported by linguistic studies, including descriptive accounts of the
language. Healthy conditions for scholarship are thus important for the development
of the resource materials that are a necessary foundation and complement to teaching
activities (Section 2.3).
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It is also important for course designers to have access to well-designed, usable
curriculum materials. Until the advent of the TIFL materials, the most complete and
effective materials were the Cornell materials produced by Wolff and colleagues (eg,
Wolff et al, 1984, 1986). Countries which could use these materials, such as Germany,
had an initial advantage. Countries which were not able to access them easily, such as
Japan and East Germany before reunification, were handicapped.

Lastly, it is important to have favourable conditions for publication of both scholarly
and curriculum materials, as well as studies of Indonesian society and culture and
Indonesian literature (both in Indonesian language and in translation). Japan and
China, for instance, with highly literate communities and active publishing programs,
have been advantaged, despite being delayed by the language barrier from current
developments in language teaching in the English-speaking world. Cornell University
had the foresight to publish its curriculum materials cheaply in Indonesia as well as in
the US, which enabled them to reach an international market. Australia’s small market
for publishing has been a disadvantage, but the very large school-level enrolments in
Indonesian in this country have stimulated the publication of many excellent and
vibrant curriculum resources in recent years. Recently, some Australian materials for
adult learners, such as Sneddon’s pedagogic grammars (Sneddon, 1996b, 2000), have
achieved publication in the US and the UK, indicating that there is an international
market for pedagogic materials designed for adult learners of Indonesian.

In sum, certain things are needed for the teaching of Indonesian language to prosper. They
include:
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1

Contact between the learner society and Indonesia

2

Public interest in Indonesia, including policy and political support and support
from business and industry for language study

3

Access to good quality curriculum materials for teaching the language

4

Supporting scholarship to produce ancillary materials such as dictionaries,
descriptive grammars and translations of literature

5

Favourable conditions for publication of course materials and scholarly
support materials

In Australia we have the advantage of proximity, which makes it possible to teach
Indonesian more as an SL than as an FL. We have learners who are keen to go to
Indonesia to travel, work and do business, who want to learn the language to
communicate with Indonesian people. With the advent of the TIFL materials,
Sneddon’s (1996, 2000) grammars and Quinn’s Learner’s Dictionary (Quinn, 2001)
Australia is poised to seize the initiative as the world leader in Indonesian pedagogical
scholarship and curriculum design for the teaching of Indonesian as a second language.
However, the TIFL materials, although innovative and effective, were not properly
published, which means that in their present form they are not likely to become known
outside Australia.

8.1.3.2

Indonesian language teaching in Australia

From the beginning, there have been strong forces promoting and opposing Indonesian
language study in Australia. On the promotional side have been those who appreciated
the strategic value of the relationship with Indonesia for Australia's future and those
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who have become attracted by the appealing qualities of the people and culture of
Indonesia. Language ability is essential for higher-level research related to Indonesia
in all disciplines, and the relationship between the health of Indonesian language
teaching and Indonesian studies is symbiotic. On the opposition side have been
ignorance, ethnocentrism, and racism, together with a fear of Indonesia that may be
very deep-seated in the Australian psyche, fueled by political events such as the
invasion of East Timor in 1975. It is not surprising that the health of Indonesian
language and cultural studies has been precarious. It is encouraging that, despite many
setbacks, understanding and tolerance towards Indonesia in Australia have on the
whole increased. In the long term we may be moving, albeit slowly and unevenly,
towards a situation of widespread penetration of Indonesian language and culture in
the Australia community, similar to the penetration of Spanish language and
Mexican/South American culture in the United States, with a corresponding situation
of close Australian involvement with Indonesia.

However, it is mainly in Australia that anything is seriously being done to teach
Indonesian in schools and at undergraduate level in universities. Because Indonesia is
a third world country, the resources that are available for languages like French and
Japanese are not there for Indonesian, so there is an enormous amount of work to be
done, but few people in the field to do it. This is why, if it is important for Australians
to be 'Asia-literate', Indonesian language teaching needs to be nurtured and subsidised.

For practical reasons, too, Indonesian language teaching needs to be subsidised. The
history of Indonesian language teaching in Australia shows clearly that Indonesian as a
discipline has only thrived when it has received government support. This happened
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first in the post-World War II period and again under the Hawke government. This
illustrates what a powerful effect government initiatives have on language programs in
universities – one that can be favourable or unfavourable. Since government has this
power, it has a responsibility to use it in the national interest. If we accept that
encouraging Australians to learn Indonesian is in the national interest for a variety of
reasons, it follows that the Australian governments should, in a bipartisan way, attempt
to facilitate the success of the discipline, rather than leave it to market forces.

8.1.3.3

The TIFL project

The TIFL Tertiary Curriculum Materials Project has been shown to be based on a solid
foundation of scholarship. The SCIMS study of existing texts, which was informed by
Reeve’s understanding of current developments in language pedagogy, showed what
was lacking in the materials for teaching Indonesia. The main faults were that they
were based on audiolingual methodology; they were unsuitable for adult learners
because they had been designed for school-level language teaching; and they presented
an unrealistic picture of Indonesia.

The TIFL Project was also inspired by two scholarly reports, the National Strategy for
the Study of Asia in Australia (ASC, 1988) and Asia in Australian Higher Education
(ASC, 1989a). These provided the insight that a different approach to Indonesian
language teaching was appropriate for Australian conditions and was in Australia’s
national interests. It has been shown that the TIFL curriculum not only embodies
communicative theory; it also embodies goals related to social policies that were
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advocated at the time for the Australian community, ie, Asia-literacy and
multiculturalism.

The TIFL Tertiary Curriculum Project was a major curriculum-related national
initiative for Indonesian language teaching in this country, and may be considered a
significant development for the discipline.

It was unfortunate that the project was initiated and handed over to DEET for
implementation just before the demise of the Asian Studies Council and, as it turned
out, just before a change of government. With hindsight, it can be seen that the
planning was insufficiently thorough. Proper arrangements for publication,
dissemination, and follow-up were not made. The time-frame of two years was
unrealistically short. Funding was not adequate for such a large task.

There had been an expectation that when the materials had been prepared, the next
stage would be their publication. In fact, the official TIFL Project brochure stated that
‘it is intended that materials developed will be published and thereby made available
for wider use’ (Appendix 1.) However, funding for publication was in the end refused.
There had been a change of government and DEET had lost interest in the TIFL
materials by then.

The lack of proper funding meant that the major planners and designers had to do the
work while still carrying out much of their normal work responsibilities. Due to lack
of money, transcriptions were not able to be provided for all the video interviews made
at the UNSW. Transcriptions were made, but not distributed. This is unfortunate
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because the sound quality of many of the advanced level interviews is poor – again due
to having been produced on a low budget. (The videos were made late in the project,
after it became clear that the attempts to make teaching videos and obtain authentic
video materials in Indonesia were meeting serious difficulties.)

Without Reeve’s drive and determination, it is unlikely that this large and unwieldy
Project would have been completed. Despite problems to do with time and resources,
the parts he was responsible for were completed; in fact, the Introductory and
Intermediate materials that were produced more than fulfilled the aims of the proposal.
However, the Advanced materials were not completed.

It was decided to produce Teaching Notes, although that was not in the original
proposal. However, production of the Teaching Notes was delayed, and they had to
be completed by Reeve in his own time. The result is that the Teaching Notes
(particularly the Intermediate ones) are not sufficiently clear and explanatory. Lack of
clarity in the Teaching Notes was found to be directly related to teachers’ difficulty in
using the materials.

8.1.3.4

Typology of the TIFL materials

It was found that the TIFL materials, though meant to be a bank of resources, have
many of the characteristics of a curriculum; and furthermore, that they are presented in
a way which contributes to that impression. From the fact that they are used as such at
UNSW, it has been concluded that in essence they do constitute a curriculum.
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The designers of the TIFL materials had a brief to produce a bank of curriculum
resources. They went beyond that and produced a communicative curriculum. This
has become one of the major problems of the materials, because, being both complex
and innovative, they need a good manual, and the TN do not fulfill that function. As a
bank of resources, they are also not ideal, because they are structured like a
curriculum.

8.1.3.5

Findings about learners of Indonesian in Australian universities

When questioned about their reasons for learning the language or their plans to use it
in the future, many of the students evinced a strong interest in communicating with
Indonesian people – which may be taken as an indication that the communicative
approach is an appropriate instructional strategy for Australian universities to use.

Learners of Indonesian in Australian universities were found to be heterogeneous in
their background and interests, and their learning preferences were extremely varied.
This is an unexpected finding, which was only able to be quantified in this study for
the first time. The materials, because of their thematic nature, offer a rich variety of
topics and activities. This finding indicates that thematic organisation is appropriate
for Australian learners of Indonesian because the variety of topics means the materials
have interest and appeal for a wide range of learners.

Students’ reactions to the TIFL materials differed from the reactions of teachers in a
number of ways. An unexpected finding regarding listening is the high regard students
have for the Scripted Dialogues. Students also had a more positive view than teachers
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of the Grammar Notes, the Cultural Notes, the appearance of the materials and the
audio quality of the group interview videos.

8.1.3.6

Findings about TIFL in use at the University of New South Wales

Some aspects of the Indonesian program at UNSW that are not part of the TIFL
materials can be regarded as enhancing the effectiveness of the materials. The
program at UNSW is highly organised and time is used with great efficiency. The
treatment of the Scripted Dialogues follows a procedure based on audiolingual
methodology, which is set out in the Teaching Notes; in practice, however, it is a
surprisingly detailed and thorough procedure. The Tugas Lapangan [field-work
assignment] is an innovative and valuable activity that was not been included in the
curriculum materials, probably because not all universities are in the fortunate position
of UNSW, which has many Indonesian student enrolments and is located in a
community with a sizeable population of Indonesians. The Ramalan Cuaca [weather
report] is a device to ensure that students have a clear idea of what sort of progress
they have been making, which is a valuable addition to a language program that has no
examinations and many different types of ongoing assessment.
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8.1.4 Impact of the study in terms of what was learned

This section summarises of what was learned from this study on a holistic basis. It
was important an important finding that the TIFL project, though based on scholarly
research and solidly conceptualised in line with advanced thinking on communicative
language pedagogy, was too hastily planned and implemented. Proper publication and
follow-up were not planned for and not funded.

This study has quantified for the first time the wide range and variety of student
learning preferences in a university Indonesian language program. Previously, no
Indonesian language program offered so much variety, so the opportunity did not exist
to ascertain this information about students. It was also learned that the TIFL
materials constitute a curriculum that is well-liked by students. Furthermore, the data
obtained from students about their purposes in learning Indonesian indicates that such
a theme-based communicative curriculum is appropriate for Australian university
language programs.

It appears the TIFL curriculum is effective because it produced results of ISLPR Level
1+ and 2+ in the first and second years of Indonesian language study respectively. If
these ISLPR results from three universities were to be replicated in other studies, it
would mean that the TIFL curriculum could provide employers and potential
employers with a consistent levels of ability of graduates from programs based on it.
This would be a practical way to gain more reliable outcomes from Indonesian
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language programs, and would circumvent the difficulties involved in proficiency
testing.

It was learned that the TIFL materials fulfil the criteria for communicative language
teaching materials in almost every respect. However, the TIFL curriculum also
contains aspects that are not common in communicative methodology. Whether these
aspects are a positive contribution to the effectiveness of the materials is a question
that needs further study.

Data from teachers indicates that their understanding of SLA is lacking, and that they
have difficulties in selecting and using the TIFL materials which are directly related to
the inadequate explanations provided in the Teaching Notes.

To sum up the impact of the study in terms of what was learned, the study has
provided a great deal of information about the TIFL materials that was previously
unknown or undocumented. This is in two areas. One is the area of analysis of the
materials themselves, eg, the details of their content (such as the types and amounts of
reading materials and communicative activities), their organisation, their rationale.
The other area is the findings resulting from the empirical investigation of the
materials in use. From this part of the study we now know a great deal about how the
materials are perceived by lecturers and students, and we have empirical evidence of
how they are really used in the classroom. All this information is only a portion of
what could have be done in an evaluation of the project and its outcomes. However, it
is hoped that the study has paved the way for further work by future teachers,
curriculum designers and researchers.
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8.2

RECOMMENDATIONS

8.2.1 Recommendations for further research

This study of the TIFL materials has quantified the range and variation in interests and
learning preferences of students learning Indonesian in three Australian universities. It
is recommended that further research be done by surveying students enrolled in
Indonesian about their background and interests, their purposes in learning Indonesian
and their preferred learning styles.

It is interesting that the ISLPR results from three universities are so similar. A
possible explanation for this similarity could lie in the use of the TIFL materials.
However, before reaching that conclusion it would be necessary to obtain results from
students in other universities not using the TIFL materials. It is recommended that
further research be done on proficiency levels in tertiary Indonesian programs in
Australian universities, using the ISLPR self-assessment questionnaire.

It is recommended that studies be done of the TIFL materials in use at different
universities with the aim of preparing the ground for follow-up curriculum materials
development, by investigating what problems teachers have in implementing the
materials; strategies that enhance or detract from the effectiveness of the TIFL
materials; and outcomes in terms of proficiency levels, types of errors that predominate
in learners’ interlanguage, and strengths and successes that are associated with
particular materials or teaching strategies.
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Reeve’s ideas about the importance of explicit vocabulary instruction, which became
translated into the UNSW vocabulary policy, raise many questions about the role of
vocabulary learning and the best way to ensure that students learn and retain enough
vocabulary. It is recommended that further research be done to explore optimum ways
to incorporate systematic, principled vocabulary work into language programs.

In particular, the rationale for the drilling of vocabulary is that repetition is needed for
retention if the initial teaching has not been sufficiently interesting and challenging to
ensure retention (Nation, 1984). However, that does not mean that the repetition
should necessarily take the form of drilling. The TIFL materials pose a question for
further research: what are the effects of drilling vocabulary items in the context of
CLT?

The use of authentic reading materials as materials for information exchanges,
discussions and retells in the TIFL materials, and the fact that students appear to have
found the readings challenging, raise questions about the use of authentic materials and
the optimum way to exploit them. The issue of schemata is very relevant to
Indonesian readings and it may be that pair work discussions can reinforce rather than
clear up misunderstandings due to culturally biased schemata held by learners. It is
recommended that research be done on ways of using authentic readings in Indonesian
instructional programs.

The TIFL materials have an overwhelming focus on student-student interaction. Yet
there are advantages in whole-class interaction with the teacher, of the type that was
clearly popular with the students of University B. The current emphasis on cost-
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cutting in universities is likely to work against whole-class interactions with the
teacher, because it requires small classes. It is recommended that further research be
done on different types of classroom verbal interaction to identify more precisely the
variables involved and the learning outcomes from different types of verbal
interaction.

It is evident that there is a tension between focus on content (meaning) and focus on
message (communicative competence). As Reeve noted, the more we ask students to
talk about things that are not familiar the less they want to do it. This is partly because
it is hard for them to remember the vocabulary but also because the topics are often
things they know nothing about from their knowledge of the real world. It is
recommended that research be done on the issue of how to move from meaning-focus
to message-focus.

It is recommended that further research be undertaken on listening materials and
activities. The issues related to listening are similar to those involved in reading:
should authentic materials or materials that are approximations of authenticity be used
in the early stages of language learning? Furthermore, the questions of whether
listening should be done in self-access mode; whether or at what stage the students
should have access to transcripts; and whether to include answer keys for self-access
listening need empirical investigation. The types of questions and worksheets often
used in listening activities appear clumsy and ineffective. Work is needed on how
worksheets should be designed and assessed; whether ‘test’ type questions that ask
students to identify specific items of information should be used; and what type of
activities are best for the development of the ability to listen extensively.
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In particular, it is recommended that research be done on why the TIFL Scripted
Dialogues are so popular with students and why students appear able to acquire
functional, sociolinguistically appropriate language from them.

The TIFL Grammar Notes amount to a novel approach to teaching Indonesian
grammar and make it obvious that the questions raised by Rutherford and Sharwood
Smith (1988) are very relevant to Indonesian. It is generally accepted that language is
rule-governed behaviour, but does it follow that the rules that govern language use are
target language facts to be communicated to the learner? And if so, how is this to be
done? What is the ideal sequence? Is it necessary for the learner to have
metalinguistic knowledge? What do we know about the potentiality of rules for both
teachability and learnability? What do we know about the results of imparting
knowledge of the rules of grammar – ie, how can the rules brought to bear in learner
production? In other words, decisions about how to teach language still cannot be
made with certainty until two empirical issues have been researched more thoroughly.
These are (a) the ways in which the learner’s metalinguistic awareness of the outer
form of the TL may partly shape the developing mental representation of the TL, and
(b) what kind of pedagogical intervention may boost this metalinguistic awareness in
ways that affect the learner’s subconscious grammar. All these questions are
recommended for further research.
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8.2.2

Recommendations for planning, management and funding of
curriculum projects

8.2.2.1

Recommendations for planning of curriculum projects

It is irresponsible for government to spend public funds on a curriculum project and
then not conduct a proper review of the outcomes to see if the project has been
successful. It is well known that innovative curriculum materials should not be simply
distributed with no attempt to enable people working in the field to understand them
(Section 7.2.7). This is especially important for tertiary curriculum materials because
universities, unlike school systems, are autonomous and not under an obligation to
adopt curriculum changes. It is recommended that Professor Frances Christie’s words
(Section 3.5) be heeded: when the Commonwealth government plans a curriculum
project it should work through sensible procedures for review of materials, for who
owns copyright and for publication mechanisms. Planning should also made for
follow-up in the form of in-servicing and workshopping.

It is recommended that because of the pressure of the three-year political time-frame
that operates in Australian politics and the trend towards increasing politicisation of
government bureaucracy, thought should be given to developing some process or
procedure to guard against projects or programs in the national interest becoming
victims of political change. An example would be a requirement for a bipartisan
review procedure to follow the completion of a project.
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8.2.2.2

Recommendation for management of curriculum projects

It is important for people who are working on a curriculum project to be able to
concentrate on the task properly. This is better for the success of the project and also
for the welfare of the people undertaking the task. It is not fair to expect people who
are doing two or three jobs at once to do them well. It is recommended that project
planners give more consideration to allowing people working on projects sufficient
time for planning and thinking.

8.2.2.3

Recommendations for funding of curriculum projects

The ASC reports which inspired the conceptualisation of this bank of resources cum
curriculum, are still valid. It is still in Australia’s national interests to have a corps of
people with Indonesia-related expertise, and CLT is appropriate pedagogy to achieve
that aim. It is recommended that Indonesian language teaching and learning be
considered a matter of national priority.

Several people who were interviewed for this study expressed in different ways the
idea that the TIFL materials represented the beginning of a better approach to teaching
Indonesian that needed to be developed and carried further, and threw out ideas for
what might be done. Some suggested a web-site to share materials; others suggested
workshops at conferences; others thought there should be a follow-up project to
produce a really good three-year Indonesian course building on the TIFL materials but
published in a better way. Whatever the follow-up should be, it is clear that the TIFL
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project is an initiative which has brought a great deal of innovation to Indonesian
language teaching. We have the capacity in Australia to take this initiative further and
produce even better materials/curricula. It is highly recommended that the
achievements of the TIFL project be built on and taken further in some way.

Since the Scripted Dialogues have been shown to be successful, it is recommended that
their incorporation into university language programs be facilitated. They give a
language program another way of delivering input. It is also recommended that the
Scripted Dialogues be reissued on CD as a separate package, together with transcripts,
translations, cultural notes, discourse notes and communicative functions. It is
recommended that another set of dialogues be created to build on the strengths of the
present ones and bring them up to date with new material.

As well as funding a follow-up to the TIFL project, it is recommended that scholarly
work on the Indonesian language should be encouraged through grants. It has been
shown that to develop successful teaching of a language one of the things that is
needed to support the quality of teaching materials is tools of scholarship. Many such
tools are lacking for Indonesian, such as dictionaries, corpus studies, frequency
counts; studies of colloquial language, diachronic and regional variation;
sociolinguistic studies (including text analysis, conversation analysis and pragmatics);
and reference, descriptive and pedagogic grammars. In particular, an advanced
Indonesian-English dictionary designed for anglophones rather than for Indonesian
speakers is much needed. Such projects are not necessarily very costly and can be
considered valuable long-term investments in intellectual capital.
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8.2.3

Recommendations for teachers using the TIFL tertiary
curriculum materials

The following recommendations are directed towards lecturers who are interested in
using the TIFL materials or the TIFL curriculum.

Learning of vocabulary is a necessary, if not a sufficient, condition for communication
to take place, and thus is a prerequisite or corequisite for communicative teaching and
learning. Vocabulary knowledge is probably the most important factor in SL reading
ability. The variety and strength of the TIFL vocabulary activities are a powerful
aspect of the materials because they systematically produce in learners a solid
acquaintance with a quantity of useful and relevant vocabulary items. The view of the
author is that breadth and depth of vocabulary are absolutely essential to the attainment
of communicative competence, and so the importance of effective vocabulary teaching
can hardly be overestimated.

The TIFL materials have a strong and specific methodology for teaching vocabulary,
based in the first year on drilling and brainstorming. However, the TIFL materials
recommend not to allow students to see new vocabulary items until they have been
thoroughly drilled orally. The author’s view is that there is no pedagogical value in this
stricture. Further, the view is taken that a rich variety of challenging experiences
meeting and using words is a better way to learn them than simple mechanical
repetition, which though it may seem quick and efficient can so easily become a
mindless, mechanical activity. Drilling, if it is to be done, should only form a small
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portion of explicit vocabulary teaching, and insistence on hearing before seeing is
probably counterproductive.

However, if teachers using TIFL materials choose not to implement the recommended
vocabulary policy, they would be well advised to plan for something to take its place,
because explicit teaching of vocabulary is an important component of the TIFL
curriculum, meant to support the rest of it; eg, brainstorming is done at the beginning
of themes to teach new vocabulary that will be needed for the theme.

At Intermediate level there are four vocabulary development activities which it is
recommended should not be overlooked: semantic mapping (essentially a form of
brainstorming), tugas kamus [dictionary tasks], Ungkapan/peribahasa
[sayings/proverbs] and communicative crosswords. The tugas kamus expand and
refine understanding of lexical items and provide valuable metalinguistic skills in a
learner-centred manner. The ungkapan/peribahasa are an important feature of
discourse in Indonesian/Malay and even have functional use because of their
illocutionary force. They are thus socioculturally a very appropriate and useful thing
for learners of Indonesian to learn to appreciate and use. The communicative
crosswords are a highly communicative exercise because they teach the skill of
paraphrasing, which is arguably the most valuable vocabulary compensation strategy.

As well as being the main vehicle for communicative functions, the Scripted Dialogues
are the main way of modelling and teaching socioculturally appropriate oral registers.
Components of verbal interaction and culture – in particular norms of interaction and
pragmatic norms – are also present in the dialogues. The audiolingual methodology
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used at UNSW (exemplified by the transcript in Section 7.5.4.8) appears to be an
effective way of exploiting them in the classroom. It is not purely audiolingual
because the way it is done at UNSW includes communicative features. What makes
the Scripted Dialogues a rich learning resource may be that the transcripts are not
withheld from the learners and the meaning is explicated in class. The methodology
addresses many communicative aspects, including phonology, semantics, prosody,
communicative functions, register, and sociocultural features. It is recommended that
the Scripted Dialogues should form an important component of a TIFL-based teaching
program.

Due to the redundancy they contain, the group interview videos are a particularly good
language learning resource. However, the effectiveness of these videos as
communicative listening materials would be greater if there were clearer indications of
how to use them pedagogically. There is no explanation of the rationale for the group
interview videos. It is not even really clear from the Teaching Notes that the
communicative way to use these videos is to encourage the learners to listen for
specific information or for the ‘gist’, ie, the message, not to try to understand every
word.

In order to use the videos effectively as part of a language program, it is recommended
that the teacher use them in class initially, and teach the skill of listening for specific
information first, then the skill of listening for gist. Because the sound quality of the
videos is not always very clear, it is a good idea not to withhold the transcripts from
students entirely. Listening while reading the transcripts can add to their
comprehension. The fact that the worksheets for the interview videos (not the videos
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themselves) were the activity most generally disliked by students suggests that using
videos in self-access mode without providing learners with vocabulary assistance or
access to transcripts is not the optimal way to exploit them, because the level of
frustration for the learners is too high.

One student suggested that it would be good if they could listen to the videos with
worksheets and check their results with answer keys. In that way they would get
feedback, but they would not experience so much stress and tedium. The author has
used this approach with distance education students and found that they seemed to
learn well in that way.

In comparison with the ways in which Indonesian has traditionally been taught, the
approach to reading in the TIFL materials is one of the most original aspects of the
materials. The reading activities consistently emphasise the strategies of scanning,
skimming and especially reading for gist, starting with simple montages, moving to
realia and real-life readings, and on to authentic articles from newspapers and
magazines that are at the level of an educated Indonesian reader. The dominant
strategy for readings in the TIFL materials is for the students to read materials at home
before discussing them in pairs in class, either in a retell, mutual interview or
information exchange activity.

Reading for gist means, in effect, reading to ‘get the message’. It is consonant with the
message-focus of CLT. It is however not easy to get students with limited
vocabularies to learn to do gist-reading, particularly on unfamiliar topics where there
are not many cues to enable guessing of vocabulary items from context. Moreover, if
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the readings are about things that are unfamiliar (eg, about politics or labour relations),
they will be more difficult to read, and gist reading will become problematic as a
reading strategy. Students will then need to read intensively for comprehension. This
is an area where the TIFL materials do not offer much help to learners, other than by
offering considerable amounts of reading practice, and by providing glossaries. It is
recommended that teachers design activities that will teach students the skills of
reading for gist, rather than expecting them to somehow ‘pick up’ such skills.

Distortions and misunderstandings affecting comprehension of authentic texts, due to
insufficient sociocultural knowledge, are always a problem for learners of Indonesian.
The fact that students are meant to read texts on their own, at home, would exacerbate
difficulties in this area. If the only way that texts are dealt with in class is by pair and
group work activities, it is possible that distortions would be reinforced rather than
cleared up in class. Some misunderstandings are inevitable, but it is recommended
that teachers be aware of, and guard against, possibilities for distortions and
misunderstandings if they use the TIFL reading materials in the ways suggested.

Pair-work conversations work very well as a speaking and listening exercise while
learners can talk about themselves and everyday things that don't require great breadth
of vocabulary. But at a more advanced level, the input for pair-work conversation
tends to be in the form of texts with more reference to real-world facts and events and
personalities. If the students' general knowledge is limited, they will not have much
ability to converse on these topics.
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The activity called retell in the TIFL materials is actually an exercise in paraphrasing
and is not a motivating language learning activity because it is unfocused. Activities
consisting of a task with a definite outcome are more motivating and stimulating,
because they require the learners to use the material for a purpose. It is recommended
that teachers avoid too frequent use of retell activities.

It is thought that the Focus Questions may be a valuable feature of the materials,
because they give students the opportunity to translate into Indonesian, which is a type
of exercise popular with learners but otherwise lacking in the TIFL materials, and the
way the task is set up also establishes a knowledge base so that the learners are
equipped for the coming theme. It is recommended that teachers try using the Focus
Questions.

The following recommendations are directed towards lecturers who are interested in
introducing the TIFL materials into a university Indonesian language program.

Become familiar with the materials and be selective

It is not possible to use all the materials, particularly if you are incorporated TIFL into
a teaching program which has other elements. This means programmers must
prioritise and select the most useful materials for their particular programs. One
lecturer suggested:

"When you get this big mass of materials I think you need to sit down and look at it
and I think you also need to look at those Teaching Notes to see their suggestions for
different things to do. Some of the things they suggest would be too complicated;
don't just do all the things. Sometimes I think, My god for a 5-minute activity I
couldn't be bothered. You've just got to feel your way. I haven't got any magic
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answer to that, what did I do when I got this great mass of material was start having a
go, and eliminating what was no good and what didn't work, what I made a mess of,
and then gradually you refine your knowledge of the materials." (TT5)

Try to achieve pedagogic unity

It can be difficult to initiate curriculum change in tertiary settings because of the nature
of university teaching. However, a language curriculum should be unified and reflect
the philosophy and aims of the program. This cannot happen unless it is designed as a
whole. This means that the TIFL elements should be melded as seamlessly as possible
with other elements in the curriculum, including the special strengths and abilities of
the lecturers involved in the Indonesian program.

Observe the program in action

A factor important for success would be to observe the materials in use at the
University of New South Wales. One lecturer who had done so described how it
affected her:

‘I went off to [the university of] New South Wales and went into a couple of classes
and thought, Wow! And then I thought, How do I do that! And watched and
collected all the materials, so I felt my way with it.’ (TT5)

It is very illuminating to see the teaching program in action as it was designed to be
implemented, and it is strongly recommended that anyone considering using the TIFL
materials should try to observe the Indonesian program at UNSW.

Please see the print copy of this thesis for the following appendices.
Appendix 1: Official brochure of the TIFL project
Appendix 2: Proposal for an Indonesian curriculum materials development project
Appendix 3: ‘General Introduction’ to the ‘Introductory Teaching Notes’
Appendix 4: ‘Teachers Manual’ from the ‘Intermediate Teaching Notes’
Appendix 5: ‘Table of Contents’ of the ‘Introductory Grammar Notes’
Appendix 6: Page from the ‘Introductory Grammar Notes’
Appendix 7: ‘Table of Contents’ of the ‘Intermediate Grammar Notes’
Appendix 8: Page from the ‘Intermediate Grammar Notes’
Appendix 9: Example of a montague
Appendix 10: Structure of the Indonesian Program at the UNSW
Appendix 11: ISLPR (Indonesian Second Language Proficiency Ratings) self
assessment version for Indonesian

736

REFERENCES
AAH (1975) Survey of Foreign Language Teaching in the Australian Universities
(1965-1973). Melbourne: Australian Academy of the Humanities.
Adams, Karen L. and Hudak, Thomas John (1994) Papers from the Second Annual
Meeting of the Southeast Asian Linguistics Society, 1992. Program for
Southeast Asian Studies, Arizona State University.
Adelaar, Sander (1995) Pengajaran Bahasa Indonesia di Australia – Laporan dari
Konperensi BIPA se-Australia Yang Kedua [The teaching of Indonesian in
Australia – Report from the Second Australian Conference on the Teaching of
Indonesian to speakers of other languages]. Conference paper, International
Congress on the Teaching of Indonesian as a Foreign Language. University
of Indonesia, Depok.
Alderson, J. Charles (1984) Reading: a reading problem or a language problem? In
J. Charles Alderson and A.H. Urquhart, Reading in a Foreign Language.
London: Longman. 1-27.
Alderson, J. Charles (2000) Assessing Reading. Cambridge: Cambridge University
Press.
Alderson, J. Charles and Urquhart, A.H. (eds) (1984) Reading in a Foreign
Language. London: Longman.
Alderson, J. Charles, Clapham, C., and Steel, D. (1997) Metalinguistic knowledge,
language aptitude and language proficiency. Language Teaching Research 1
(2): 93-121.
Alisjahbana, S. Takdir (1976) Language Planning for Modernization. The Hague:
Mouton & Co.
Allen, Patrick (1987) Variable focus curriculum design: Some considerations for the
eighties. In Makhan Tickoo (ed.) Language Syllabuses: State of the Art.
Singapore: SEAMO, Regional Language Centre.
Allen, Patrick and Carroll, S. (1987) Evaluation of classroom processes in a
Canadian core French programme. Evaluation and Research 1: 49-61.
Allen, Patrick and Carroll, S. (1988) Analytic and experimental dimensions in core
French classrooms. Canadian Modern Language Review 45: 43-64.
Allen, Patrick and Swain, Merrill (eds) (1984) Language Issues and Education
Policies, Oxford: Pergamom Press.

737

Allen, Patrick, Swain, Merrill, Harley, Birgit and Cummins, Jim (1990) Aspects of
classroom treatment: towards a more comprehensive view of second language
education. In Birgit Harley, Patrick Allen, Jim Cummins and Merrill Swain
(eds), The Development of Second Language Proficiency. New York:
Cambridge University Press.
Allen, Virginia French (1983) Techniques in Teaching Vocabulary. New York:
Oxford University Press.
Allwright, Richard (1975) Problems in the study of the language teacher's treatment
of learner error. In Burt and Dulay (eds), On TESOL '75: New Directions in
Second Language Learning, Teaching and Bilingual Education. Washington,
DC: TESOL
Allwright, Richard (1984) The importance of interaction in classroom language
learning. Applied Linguistics 5: 156-171.
Allwright, Richard and Bailey, Kathleen (1991) Focus on the Language Classroom An Introduction to Classroom Research for Language Teachers. Cambridge:
Cambridge University Press.
Almatsier, A.M. (1967 – 30th ed. 1990) How to Master the Indonesian Language.
Jakarta: Djambatan.
Alves, Mark (1995) Papers from the third annual meeting of the Southeast Asian
Linguistics Society. Program for Southeast Asian Studies, Arizona State
University.
Alwi, Hasan (1995) BIPA: hari ini dan esok [Teaching Indonesian to speakers of
other languages, present and future]. Paper presented to the International
Congress on the Teaching of Indonesian as a Foreign Language, University of
Indonesia, 28-30 August 1995.
Angelino, A.D.A. de Kat (1931) Colonial Policy. Vol. II - The Dutch East Indies.
Chicago: University of Chicago Press.
Anwar, Khaidir (1985) Indonesian –The Development and Use of a National
Language. Yogyakarta: Gajah Mada University Press.
Arnaud, Pierre J.L. and Savignon, Sandra J. (1997) Rare words, complex lexical
units and the advanced learner. In James Coady and Thomas Huckin, Second
Language Vocabulary Acquisition – A Rationale for Pedagogy. Cambridge:
Cambridge University Press. 157-173

738

ASAA (1980) Asia in Australian Education – Report of the Committee on Asian
Studies to the Asian Studies Association of Australia. Vols 1-3. Canberra:
Asian Studies Association of Australia.
ASAA (2002) Maximizing Australia’s Asia Knowledge – Restoration and Renewal of
a National Asset. Asian Studies Association of Australia.
ASC (1988) A National Strategy for the Study of Asia in Australia. Canberra:
Australian Government Publishing Service.
ASC (1989a) Asia in Australian Higher Eduction - Report of the Inquiry into the
Teaching of Asian Studies and Languages in Higher Education. Sydney:
University of New South Wales.
ASC (1989b) Current and Future Demand for Asia-Related Skills in the Australian
Workforce. Canberra: Australian Government Publishing Service.
Auchmuty, J.J. (1971) Report by the Commonwealth Advisory Committee on the
Teaching of Asian Languages and Culture in Australia. Canberra:
Commonwealth Government Printing Office.
Aziz, E. Aminuddin (2001) Indonesian speech acts in face-threatening situations.
Berita Bahasa Indonesia 2001 (4): 20-23.
Baddeley, A. (1990) Human Memory: Theory and Practice. Needham Heights, MA:
Allyn and Bacon.
Barko (1996a) A history of language education in universities. Part 1. Australian
Language Matters. 4(1): 6-7, 9, 15.
Barko (1996b) A history of language education in universities. Part 2. Australian
Language Matters 4(2): 6-7.
Baxter, James (1980) The dictionary and vocabulary behaviour: a single word or a
handful? TESOL Quarterly 14 (3): 325-336.
Be, Anny (1999) Applying a genre approach to teaching the language of Indonesian
advertisements. Paper presented to the 5th National Conference of the
Australian Society of Indonesian Language Educators, Australian National
University, 8-10 July 1999.
Bensoussan, M. and Laufer, Batia (1984) Lexical guessing in context in EFL reading
comprehension. Journal of research in Reading 7(1): 15-32.
Berman, Ruth (1984) Syntactic components of the foreign language reading process.
In J. Charles Alderson and A.H. Urquhart, Reading in a Foreign Language.
London: Longman. 139-159.

739

Bialystok, Ellen (1982) On the relationship between knowing and using linguistic
form. Applied Linguistics 3, 181-206.
Bialystok, Ellen (1988) Psycholinguistic dimensions of second language proficiency.
In William Rutherford and Michael Sharwood Smith (eds), Grammar and
Second Language Learning. 31-50.
Bialystok, Ellen (1991) Achieving proficiency in a second language: A processing
description. In Robert Phillipson, Eric Kellerman, Larry Selinker, Mike
Sharwood Smith and Merrill Swain (eds), Foreign/Second Language
Pedagogy Research. Avon: Multilingual Matters. 63-78.
Bialystok, Ellen and Frölich, Maria (1980) Oral communication strategies for lexical
difficulties. Interlanguage Studies Bulletin, Utrecht 5(1): 3-30.
Bley-Vroman, Robert (1988) The fundamental character of foreign language
learning. In William Rutherford and Michael Sharwood Smith (eds),
Grammar and Second Language Learning. 19-30.
Bolster, A.S. (1983) Toward a more effective model of research on teaching.
Harvard Education Review 53: 294-308.
Braddy, P. (1991) Languages other than English: A statement by the Minister.
Brisbane: Queensland Department of Education.
Breen, M. P. (1985) The social context for language learning – a neglected situation?
Studies in Second Language Acquisition 7: 135-158.
Breen, M.P. and Candlin, Christopher (1980) The essentials of a communicative
curriculum in language teaching. Applied Linguistics 1: 89-112.
Brinton, D.M., Snow, M.A. and Wesche, M.B. (1989) Content-Based Second
Language Instruction. Rowley, Mass: Newbury House Publications.
Brooks, N. (1960) Language Learning. NY: Harcourt, Brace & World.
Brown, Cheryl (1993) Factors affecting the acquisition of vocabulary: Frequency
and saliency of words. In Thomas Huckin, Margot Haynes and James Coady
(eds), Second Language Reading and Vocabulary Learning. Norwood, N.J.:
Ablex. 263-286.
Brown, Colin and McKay, Elaine (1991) National Strategy for Indonesian Language
Teaching and Learning. Canberra: The Indonesian Studies Group of the
Asian Studies Association of Australia.

740

Brown, Gillian (1995) Dimensions of difficulty in listening comprehension. In David
Mendelsohn and Joan Rubin, A Guide for the Teaching of Second Language
Listening. San Diego, California: Dominie Press. 59-73.
Brown, Jim (1979) Vocabulary: Learning to be imprecise. Modern English Teacher
7(1): 25-27.
Brumfit, C. (1984) Communicative Methodology in Language Teaching: the roles of
fluency and accuracy. Cambridge: Cambridge University Press.
Brumfit, C.J., and Johnson, Keith (eds) (1979) The Communicative Approach to
Language Teaching. London: Oxford University Press.
Buck, Gary (1995) How to become a good listening teacher. In David Mendelsohn
and Joan Rubin, A Guide for the Teaching of Second Language Listening.
San Diego, California: Dominie Press. 113-131.
Budiarta, Eka (1995) Daya hidup bahasa Indonesia di lapangan internasional [The
survivability of Indonesian language in the international arena]. Paper
presented to the 1995 International Congress on the Teaching of Indonesian
to speakers of other languages, University of Indonesia, 28-30 August 1995.
Byram, Michael and Fleming, Michael (eds) (1998) Language Learning in
Intercultural Perspective - Approaches through Drama and Ethnography.
Cambridge: Cambridge University Press.
Canale, M. (1983) From communicative competence to communicative language
pedagogy. In Jack C. Richards and R.W. Schmidt (eds), Language and
Communication. Harlow: Longman, 2-27.
Canale, M. and Swain, Merrill (1980) Theoretical bases of communicative
approaches to second language teaching and testing. Applied Linguistics 1: 147.
Carrell, P., Devine, J. and Eskey, D. (eds) (1988) Interactive Approaches to SecondLanguage Reading. Cambridge: Cambridge University Press.
Carrell, Patricia L. (1983) Some issues in studying the role of schemata, or
background knowledge, in second language comprehension. In J.C. Alderson
and A.H. Urquhart (eds), Reading in a Foreign Language. London: Longman.
Carrell, Patricia L. (1991) Second-language reading: Reading ability or language
proficiency? Applied Linguistics 12, 159-179.

741

Carrell, Patricia L. and Wise, Teresa (1998) The relationship between prior
knowledge and topic interest in second language reading. Studies in Second
Language Acquisition 20: 285-309.
Carter, R. (1987) Vocabulary. London: Allen & Unwin.
Cathcart, R.L. and Olsen, J.W. B. (1976) Teachers' and students' preferences for
correction in classroom conversation errors. In Fanselow and Crymes (eds),
On TESOL '76. Washington, DC: TESOL.
Chambert-Loir, Henri (1998) Pengajaran bahasa Indonesia sebagai bahasa asing di
Prancis [The teaching of Indonesian as a foreign language in France]. Paper
presented to the VIIth Indonesian Language Congress, Jakarta, 26-30 October
1998.
Chamot, Anna Uhl and O’Malley, J. Michael (1993) Teaching for strategic learning:
theory and practice. In James E. Alatis (ed.) Georgetown University Round
Table on Languages and Linguistics 1993 – Strategic Interaction and
Language Acquisition: Theory, Practice and Research. Washington, D.C.:
Georgetown University Press. 36-51.
Chastain, K. (1975) Affective and ability factors in second-language acquisition.
Language Learning 25: 153-161, June 1975.
Chaudron, Craig (1977) A descriptive model of discourse in the corrective treatment
of learners' errors. Language Learning 27: 29-46.
Chaudron, Craig (1987) The role of error correction in second language teaching. In
B.D. Das (ed.), Patterns of Classroom Interaction in Southeast Asia. RLC
Anthology Series 17: 17-50. Singapore: Regional Language Centre.
Chaudron, Craig (1988) Second Language Classrooms - Research on Teaching and
Learning. New York: Cambridge University Press.
Chenoweth, N.A., Day, R.R., Chun, A.E. and Luppescu, S. (1983) Attitudes and
preferences of nonnative speakers to corrective feedback. Studies in Second
Language Acquisition 6: 79-87.
Chomsky, Noam (1959) Review of Verbal Behaviour by B.F. Skinner. Language 35:
26-58.
Chomsky, Noam (1965) Aspects of the Theory of Syntax. Cambridge: MIT Press.
Chomsky, Noam (1975) Reflections on Language. New York: Pantheon Books.
Chung, Young-Rhim (1998) Keadaan pengajaran bahasa Indonesia di Korea. [The
situation of Indonesian language teaching in Korea]. In Pusat Pembinaan dan

742

Pengembangan Bahasa [Centre for Language Development], Bahasa
Indonesia Menjelang Tahun 2000 [Indonesian Language approaching the
Year 2000]. Jakarta: Departemen Pendidikan dan Kebudayaan, 853-867.
Coady, James (1993) Research on ESL/EFL vocabulary acquisition: putting it in
context. In Thomas Huckin, Margot Haynes and James Coady (eds), Second
Language Reading and Vocabulary Learning. Norwood, N.J.: Ablex. 3-23.
Coady, James (1997) L2 vocabulary acquisition through extensive reading. In James
Coady and Thomas Huckin (eds), Second Language Vocabulary Acquisition A Rationale for Pedagogy. Cambridge, England: Cambridge University
Press. 225-237.
Coady, James and Huckin, Thomas (eds) (1997) Second Language Vocabulary
Acquisition - A Rationale for Pedagogy. Cambridge, England: Cambridge
University Press.
Cohen, Andrew D. (1991) Strategies in second language learning: Insights from
research. In Robert Phillipson, Eric Kellerman, Larry Selinker, Mike
Sharwood Smith and Merrill Swain (eds), Foreign/Second Language
Pedagogy Research. Avon: Multilingual Matters. 107-133.
Coleman, James A. (1996) Studying languages - A Survey of British and European
students. London: Centre for Information on Language Teaching and
Research.
Collins, James (1998) Kemajuan penelitian bahasa Indonesia di Amerika Serikat
[Advances in the study of Indonesian in the United States]. In Pusat
Pembinaan dan Pengembangan Bahasa [Centre for Language Development]
Bahasa Indonesia Menjelang Tahun 2000 [Indonesian Language
approaching the Year 2000]. Jakarta: Departemen Pendidikan dan
Kebudayaan, 420-434.
Comrie, Bernard (1990) The Major Languages of East and South-East Asia.
London: Routledge.
Cooper, M. (1984) Linguistic competence of practised and unpractised non-native
speakers of English. In J.C. Alderson and A.H. Urquhart (eds), Reading in a
Foreign Language. London: Longman. 122-135.
Corder, S. Pit (1967) The significance of learners' errors. International Review of
Applied Linguistics 5: 161-9.

743

Corder, S. Pit (1988) Pedagogic grammars. In William Rutherford and Michael
Sharwood Smith, Grammar and Second Language Teaching: A Book of
Readings. New York: Newbury House. 123-145.
Coulthard, M. and Montgomery, M. (eds) (1981) Studies in Discourse Analysis.
Routledge, Kegan and Paul.
Craik, F.I.M., and Lockhart, R.S. (1972) Levels of processing: a framework for
memory research. Journal of Verbal Learning and Verbal Behaviour 11:
671-684.
Craik, F.I.M., and Tulving, E. (1975) Depth of processing and the retention of words
in episodic memory. Journal of Experimental Psychology 104: 268-284.
Cribb, Robert (1990) Indonesian studies in the Netherlands. Asian Studies Review 14
(1): 89-94.
Crothers, E., and Suppes, P. (1967) Experiments in Second-Language Learning.
New York: Academic Press.
Crozet, Chantal (1996) Teaching verbal interaction and culture in the language
classroom. ARAL 19(2): 37-57.
Crozet, Chantal and Liddicoat, Anthony J. (1999) The challenge of intercultural
language teaching: engaging with culture in the classroom. In In Joseph Lo
Bianco, Anthony J. Liddicoat and Chantal Crozet, Striving for the Third
Place. Melbourne: Languages Australia. 113-126.
Crozet, Chantal and Liddicoat, Anthony J. (2000) Teaching culture as an integrated
part of language: implications for the aims, approaches and pedagogies of
language teaching. In Anthony J. Liddicoat and Chantal Crozet, Teaching
Languages, Teaching Cultures. Melbourne: Language Australia. 1-18.
Crozet, Chantal, Liddicoat, Anthony J. and Lo Bianco, Joseph (1999) Intercultural
competence: from language policy to language education. In Joseph Lo
Bianco, Anthony J. Liddicoat and Chantal Crozet, Striving for the Third
Place. Melbourne: Languages Australia. 1-22.
Crystal, David (1985) A Dictionary of Linguistics and Phonetics. Oxford: Basil
Blackwell Ltd.
Dakin, J. (1973) The Language Laboratory and Language Learning. London:
Longman
Danks, Joseph and Pezdek, Kathy (1980) Reading and Understanding. Newark,
Delaware: International Reading Association

744

Dardjowidjojo, Soenjono (1978) Sentence Patterns of Indonesian. Honolulu:
University of Hawaii Press.
Dardjowidjojo, Soenjono (1982) Vocabulary Building in Indonesian - An Advanced
Reader. Ohio: Ohio University.
Das, B.D. (ed.) (1987) Patterns of Classroom Interaction in Southeast Asia. RLC
Anthology Series 17:17-50. Singapore: Regional Language Centre.
Davies, Alan, Criper, Clive and Howatt, A.P.R. (eds) (1984) Interlanguage.
Edinburgh: Edinburgh University Press.
Day, E. and Shapson, S. (1991) Integrating formal and functional approaches to
language teaching in French immersion: An experimental approach.
Language Learning 41: 25-58.
DEET (1988) National Survey of Language Learning in Australian Schools, 1988.
Canberra: Australian Government Publishing Service.
DEET (1990) The Relationship between International Trade and Linguistic
Competence. Canberra: Australian Government Publishing Service.
DEET (1991) Australia's Language: The Australian Language and Literacy Policy.
Canberra: Australian Government Publishing Service.
Dept. of Education, Vic. (1998) Languages Other than English in Government
Schools, 1997. State of Victoria, Department of Education.
Dept. Pendidikan dan Kebudayaan (1998) Tata Bahasa Baku Bahasa Indonesia Edisi
Ketiga [Grammar of Standard Indonesian, Third Edition]. Jakarta: Balai
Pustaka.
Di Pietro, Robert J. (1987) Strategic Interaction: Learning Languages through
Scenarios. New York: Cambridge University Press.
Djité, Pauline G. (1994) From Language Policy to Language Planning - An
Overview of Languages Other than English in Australian Education.
Canberra: National Languages and Literacy Institute of Australia.
Draine, Cathie and Hall, Barbara (1986) Culture Shock! Indonesia. Singapore:
Times Books International.
Drewes, G.W.J. (1948) Van Maleisch naar Basa Indonesia. Leiden: E.J. Brill.
Dubin, Fraida, and Olshtain, Elite (1986) Course Design: Developing Programs and
Materials for Language Teaching. Cambridge: Cambridge University Press.
Dubin, Fraida, and Olshtain, Elite (1993) Predicting word meanings from contextual
clues: Evidence from L1 readers. In Thomas Huckin, Margot Haynes and

745

James Coady (eds), Second Language Reading and Vocabulary Learning.
Norwood, N.J.: Ablex. 181-202.
Edmondson, W. (1985) Discourse worlds in the classroom and in foreign language.
Studies in Second Language Acquisition 7: 159-168.
Ellis, Rod (1985a) Understanding Second Language Acquisition. Oxford: Oxford
University Press.
Ellis, Rod (1985b) Teacher-pupil interaction in second language development. In
Susan Gass and Carolyn Madden (eds), Input in Second Language
Acquisition. Mass: Newbury House.
Ellis, Rod (1990) Instructed Second Language Acquisition. Oxford: Blackwell.
Ellis, Rod (1994) The Study of Second Language Acquisition. Oxford: Oxford
University Press
Ellis, Rod (1999) Learning a Second Language through Interaction. Amsterdam:
John Benjamins.
Eskey, D. and Grabe, W. (1988) Interactive models for second-language reading:
perspectives on interaction. In P. Carrell, J. Devine and D. Eskey (eds),
Interactive Approaches to Second-Language Reading. Cambridge:
Cambridge University Press.
Eubank, Lynn (ed.) (1991) Point Counterpoint: Universal Grammar in the Second
Language. Amsterdam: John Benjamins.
Fanany, Rebecca (2000) Getting students to think and speak in another culture.
Paper presented to the National LOTE Conference 2000, Melbourne, 26
November.
Finocchiaro, Mary (1981) Motivation: its crucial role in language learning. In H.
Hines and W. Rutherford (eds), On TESOL ’81. Washington, DC: TESOL.
Finocchiaro, Mary and Brumfit, Christopher (1983) The Functional-Notional
Approach: From Theory to Practice. Oxford: Oxford University Press.
Fleming, B. & Whitla, M. (eds) (1990) So You Want Your Child to Learn French!
Ottawa: Canadian Parents for French.
Fontaine, G. (1991) Managing Intercultural Effectiveness, The Australian Journal of
Communication 18(1): 52-65.
Fotos, Sandra S. (1994) Integrating grammar instruction and communicative
language use through grammar consciousness-raising tasks. TESOL
Quarterly, 28(2): 323-351.

746

Foulcher, Keith (1990) Indonesian studies: in search of a model. Asian Studies
Review 15(3): 3-6.
Fransson, Anders (1984) Cramming or understanding? Effects of intrinsic and
extrinsic motivation on approach to learning and test performance. In J.
Charles Alderson and A.H. Urquhart, Reading in a Foreign Language.
London: Longman. 86-121.
Freed, Barbara. (ed.) (1995) Second Language Acquisition in a Study Abroad
Context. Amsterdam: John Benjamin.
Fröhlich, Maria, Spada, Nina and Allen, Patrick (1985) Differences in the
communicative orientation of L2 classrooms. TESOL Quarterly 19, 1: 27-57.
Gardner, R. (1985) Social Psychology and Second Language Teaching: The Role of
Attitudes and Motivation. London: Edward Arnold.
Gardner, R. and Lambert, W.E. (1972) Attitudes and Motivation in Second-Language
Learning. Rowley, MA: Newbury House.
Gardner, R. and MacIntyre, P. (1991) An instrumental motivation in language study:
who says it isn't effective? Studies in Second Language Acquisition 13: 5772.
Gass, Susan (1997) Input, Interaction, and the Second Language Learner. Mahwah,
NJ: Erlbaum.
Gass, Susan and Madden, Carolyn. (eds) (1985) Input in Second Language
Acquisition. Rowley, Mass: Newbury House.
Geertz, C. (1976) The Religion of Java. Chicago: The University of Chicago Press.
Grabe, W. (1991) Current developments in second-language reading research.
TESOL Quarterly 25(3): 375-406.
Gumperz, John J. (1982) Discourse strategies. Cambridge: Cambridge University
Press.
Guskey, Thomas R. (1982) The effects of change in instructional effectiveness upon the
relationship of teacher expectations and stsudy achievement. Journal of
Education Research 75: 345-349.
Guskey, Thomas R. (1984) The influence of change in instructional effectiveness upon
the affective characteristics of teachers. American Educational Research
Journal 21: 245-259.
Guskey, Thomas R. (1985) Staff development and teacher change. Educational
Leadership 42(7): 57-60.

747

Halim, Amran (1974) Intonation in Relation to Syntax in Bahasa Indonesia. Jakarta:
Dep. Pendidikan dan Kebudayaan.
Halliday, Michael (1973) Explorations in the Functions of Language. London:
Edward Arnold.
Hammond, R. (1988) Accuracy versus communicative competence: the acquisition
of grammar in the second language classroom. Hispania 71: 408-417.
Hardjono, Ratih (1992) Suku Putihnya Asia – Perjalanan Australia Mencari Jati
Dirinya [White Tribe of Asia – Australia's Journey in Search of Identity].
Jakarta: PT Gramedia.
Hardjono, Ratih (1993) White Tribe of Asia – An Indonesian View of Australia..
Melbourne: Monash University in association with Hyland House.
Harley, Birgit (1982) Age-related differences in the acquisition of the French verb
system by anglophone students in French immersion programs. PhD diss.
University of Toronto.
Harley, Birgit (1984) Second language acquisition in an immersion context. In
Patrick Allen and Merrill Swain, Language Issues and Education Policies.
Oxford: Pergamom Press.
Harley, Birgit (1989) Functional grammar in French immersion: A classroom
experiment. Applied Linguistics 10: 331-359.
Harley, Birgit and Swain, Merrill (1984) The interlanguage of immersion students
and its implications for second language teaching. In Alan Davies, Clive
Criper, and A.P.R. Howatt (eds), Interlanguage. Edinburgh: Edinburgh
University Press.
Harley, Birgit, Allen, Patrick, Cummins, Jim and Swain, Merrill (eds) (1990) The
Development of Second Language Proficiency. New York: Cambridge
University Press.
Hatch, Evelyn (1978) Discourse analysis and second language acquisition. In Evelyn
Hatch (ed.), Second Language Acquisition: A Book of Readings. Rowley,
MA: Newbury House.
Hatch, Evelyn (1983) Psycholinguistics: A Second Language Perspective. Rowley,
MA: Newbury House.
Hatch, Evelyn and Brown, C. (1995) Vocabulary, Semantics and Language
Education. Cambridge: Cambridge University Press.

748

Hendrata, H. (1969, second edition 1972) An Audio-Lingual Course in Bahasa
Indonesia. Part 1A. Carlton, Victoria: Hendy Hendrata.
Hendrata, H. (1969, second edition 1973) An Audio-Lingual Course in Bahasa
Indonesia. Part 1B. Carlton, Victoria: Hendy Hendrata.
Hendrata, H. (1970, second edition 1974) An Audio-Lingual Course in Bahasa
Indonesia. Part 2. Carlton, Victoria: Hendy Hendrata.
Hill, David (1994) The Press in New Order Indonesia. Asia Research Centre,
University of Western Australia press.
Hines, M. and Rutherford, W. (eds) (1981) On TESOL '81. Trends in Research and
Practice. Washington, DC: TESOL 11-24.
Hooker, Virginia (1993) New Order language in context. In Virginia Hooker (ed.),
Culture and Society in New Order Indonesia. Oxford: O.U.P., 272-293.
Huang, Chenfang (1998) Penelaahan, pengajaran bahasa, dan budaya Indonesia di
Beijing [Research, language teaching and Indonesia culture in Peking]. In
Pusat Pembinaan dan Pengembangan Bahasa [Centre for Language
Development], Bahasa Indonesia Menjelang Tahun 2000. [Indonesian
Language approaching the Year 2000]. Jakarta: Departemen Pendidikan dan
Kebudayaan, 953-967.
Huckin, Thomas, Haynes, Margot and Coady James (eds) (1993) Second Language
Reading and Vocabulary Learning. Norwood, N.J.: Ablex Publishing Corp.
Hymes, D.H. (1970) On communicative competence. In J. Gumperz and D.H.
Hymes (eds), Directions in Sociolinguistics. New York: Holt, Rinehart and
Winston.
Ichsan, J., Baker and Lane (1968) Lantjar Berbahasa Indonesia. Adelaide: Rigby
Ltd.
Ikranagara, Kay (1975) Lexical particles in Betawi. International Journal of the
Sociology of Language. 5: 93-108.
Ingram, David (1979/1984/1993) Introduction to the Australian Second Language
Proficiency Ratings (ASLPR). Revised version of paper originally published
in 1979 and reprinted in Ingram and Wylie (1984) Australian Second
Language Proficiency Ratings (ASLPR). Canberra: ADIEA/AGPS.
Ingram, David and Wylie, Elaine (1991) Development of proficiency scales for
communicative assessment. In Language and Language Education. National
Languages Institute of Australia Working Papers. Vol. 1 No. 1, 31-60.

749

Ingram, David, Wylie, Elaine and Woollams, Geoff (1995) Australian Second
Language Proficiency Ratings - General proficiency version for Indonesian.
Centre for Applied Linguistics and Languages, Griffith University.
Johns, A.H. (1978) Dari Mana hendak ke mana? Reflections on teaching about
Indonesia. In Lambert Kelabora (ed.), Indonesian Language and Culture in
Australian Schools – Problems and Prospects. Melbourne: Victorian
Indonesian Language Teachers Association. 6-17.
Johns, Yohanni (1977) Langkah Baru - A New Approach. Canberra: Australian
National University Press.
Johns, Yohanni (1990) Bahasa Indonesia. Book Two - Langkah Baru: a new
approach. (2nd Ed.) Sydney: Australian National University Press.
Johns, Yohanni (1996) Bahasa Indonesia. Book Three - Langkah Baru: a new
approach. Sydney: Australian National University Press.
Johnson, Keith (1982) Communicative Syllabus Design and Methodology. Oxford:
Pergamon Press.
Johnson, Keith and Helen (1998) Encyclopedic Dictionary of Applied Linguistics.
Oxford: Blackwell Publishers.
Johnson, Keith and Morrow, Keith (1981) Communication in the Classroom.
Harlow, UK: Longman.
Jung, J.I., van der Meij, Th. C. and van Rijk, H.W.B. (1995-96) Selamat datang Indonesisch voor Beginners. Deel I en II. [Welcome - Indonesian for
Beginners. Books I and II]. Leiden: Instituut voor Indonesische Cursussen.
Kachroo, J.N. (1962) Report on an investigation into the teaching of vocabulary in
the first year of English. Bulletin of the Central Institute of English 2: 67-72.
Kartomihardjo, Soeseno (1993) Penggunaan bahasa dalam masyarakat bentuk bahasa
penolakan [The use of language in society as refusals]. In Masyarakat
Linguistik Indonesia [Indonesian Linguistics Society], Penyelidikan Bahasa
dan Perkembangan Wawasannya [The study of Language and the
Development of its Concepts]. Jakarta: Masyarakat Linguistik Indonesia.
Keeler, Ward (1984) Javanese – A Cultural Approach. Center for International
Studies, Ohio University.
Kelabora, Lambert (1984a) Australia needs an Indonesian Cultural and Educational
Institute. Indonesian Studies 1(1): 3-13.

750

Kelabora, Lambert (1984b) H.S.C. examination in Victoria: reality or cover-up?
Indonesian Studies 1(2): 62-71.
Kirkman, F.B. (1915) La Première Année de Français - Un Petit Anglais à Paris.
London: A. & C. Black.
Klein, Wolfgang (1991) Seven trivia of language acquisition. In Lynn Eubank (ed.),
Point Counterpoint: Universal Grammar in the Second Language.
Amsterdam: John Benjamins.
Klippel, F. (1984) Keep Talking. Cambridge: Cambridge University Press.
Koda, Keiko (1997) Orthographic knowledge in L2 lexical processing: A crosslinguistic perspective. In James Coady and Thomas Huckin (eds), Second
Language Vocabulary Acquisition - A Rationale for Pedagogy. Cambridge,
England: Cambridge University Press. 35-52.
Kramsch, Claire (1985) Classroom interaction and discourse option. Studies in
Second Language Acquisition 7: 169-183.
Kramsch, Claire (1991) Culture in language learning: A view from the United
States. In Kees de Bot, Ralph Ginsburg and Claire Kramsch (eds), Foreign
Language Research in Cross-Cultural Perspective. Amsterdam: John
Benjamins.
Kramsch, Claire (1993) Context and Culture in Language Teaching. Oxford: Oxford
University Press.
Krashen, Stephen and T. Terrell (1983) The Natural Approach: Language
Acquisition in the Classroom. Oxford: Pergamon.
Krashen, Stephen D. (1981) Second Language Acquisition and Second Language
Learning. Oxford: Oxford University Press.
Krashen, Stephen D. (1982) Principles and practice in second language acquisition.
Oxford: Pergamom Press.
Krashen, Stephen D. (1985) The Input Hypothesis: Issues and Implications.
London: Longman.
Kratz, E.U. (1988) Keadaan dan perkembangan pengajaran bahasa dan sastra
Indonesia di negara Inggris [The situation and development of the teaching
of Indonesian language and literature in England]. Conference paper, Vth
Indonesian Language Congress, Jakarta, 28 October - 2 November, 1988.
Kroon, N.J. (1931) Hindoe-Javaansche Geschiedenis. ‘s-Gravenhage: Martinus
Nijhoff.

751

Kwee, John (1988) Bahasa dan sastra Indonesia di Selandia Baru [Indonesian
language and literature in New Zealand]. Conference paper, Vth Indonesian
Language Congress, Jakarta, 28 October - 2 November, 1988.
Lado, Robert (1964) Language Teaching: A Scientific Approach. New York:
McGraw-Hill.
Larsen-Freeman, Diane (1986) Techniques and principles in Language Teaching.
New York: Oxford University Press.
Larsen-Freeman, Diane and Long, Michael (1991) An Introduction to Second
Language Acquisition Research. London: Longman.
Laufer, Batia (1997) The lexical plight in second language reading. In James Coady
and Thomas Huckin (eds) Second Language Vocabulary Acquisition - A
Rationale for Pedagogy. Cambridge, England: Cambridge University Press.
pp. 20-34.
Leadership 42 (7): 57-60.
Leal, R.B., Bettoni, C. and Malcolm, I. G. (1991) Widening Our Horizons - Report
of the Review of the Teaching of Modern Languages in Higher Education.
Canberra: Australian Government Publishing Service.
Lewis, M. (1993) The Lexical Approach. Hove, England: Language Teaching
Publications.
Liang, Liji (1988) Pengajaran dan penelitian bahasa dan sastra Indonesia di
Tiongkok. [Teaching and research on Indonesian language and literature in
China] Paper presented to the Vth Indonesian Language Congress, Jakarta, 28
October - 2 November 1988.
Lie, T.S. (1965) Introducing Indonesian. Book 1. Sydney: Angus and Robertson.
Lie, T.S. (1966) Introducing Indonesian. Book 2. Sydney: Angus and Robertson.
Lightbown, Patsy M. (1985) Input and acquisition for second-language learners in
and out of classrooms. Applied Linguistics 6(3): 263-273.
Lightbown, Patsy M. (1990) Process-product research on second language learning
in classrooms. In Birgit Harley, Patrick Allen, Jim Cummins and Merrill
Swain (eds) The Development of Second Language Proficiency. New York:
Cambridge University Press.
Lightbown, Patsy M. (1991) What have we here? Some observations on the
influence of instruction on L2 learning. In Robert Phillipson, Eric Kellerman,
Larry Selinker, Mike Sharwood Smith and Merrill Swain (eds)

752

Foreign/Second Language Pedagogy Research. Avon, UK: Multilingual
Matters. 197-212.
Lightbown, Patsy M. and Spada, Nina (1990) Focus on form and corrective feedback
in communicative language teaching: Effects on second language learning.
Studies in Second Language Acquisition 12: 429-448.
Lightbown, Patsy M. and Spada, Nina (1994) An innovative program for primary
ESL in Québec. TESOL Quarterly 28: 563-579.
Littlewood, William T. (1981) Communicative Language Teaching: An
Introduction. Cambridge: Cambridge University Press.
Littlewood, William T. (1984) Foreign and Second Language Learning - Language
Acquisition Research and Its Implications for the Classroom. Cambridge:
Cambridge University Press.
Lo Bianco, Joseph (1987) The National Policy on Languages, Canberra: Australian
Government Publishing Service.
Lo Bianco, Joseph (1989) Victoria Languages Action Plan, Melbourne: Victorian
Ministry of Education.
Lo Bianco, Joseph, Liddicoat, Anthony J. and Crozet, Chantal (1999) Striving for the
Third Place. Melbourne: Language Australia.
Long, Michael (1977) Teacher feedback on learner error: mapping cognitions. In
H.D. Brown, C.A. Yorio and R.H. Crymes (eds) On TESOL 77, Teaching and
Learning English as a Second Language: Trends in Research and Practice.
Washington, DC: TESOL.
Long, Michael (1980) Inside the ‘black box’: methodological issues in classroom
research on language learning. Language Learning 30: 1-42.
Long, Michael (1981a) Input, interaction and second language acquisition. In H.
Winitz (ed.) The Comprehension Approach to Foreign Language Instruction.
Rowley, Mass: Newbury House.
Long, Michael (1981b) Questions in foreigner talk discourse. Language Learning
31: 137-137.
Long, Michael (1983) Native speaker/non-native speaker conversation and the
negotiation of comprehensible input. Applied Linguistics 4:2, 126-141.
Long, Michael (1985) Input and second language acquisition theory. In Susan Gass
and Carolyn Madden (eds ) Input in Second Language Acquisition. Rowley,
Mass.: Newbury House.

753

Long, Michael (1988) Instructed interlanguage development. In Leslie Beebe (ed.),
Issues in Second Language Acquisition. Boston: Heinle & Heinle. 115-140.
Long, Michael (1991) Focus on form: a design feature in language teaching
methodology. In K. de Bot, D. Coste, R. Ginsberg and C. Kramsch (eds)
Foreign Language Research in Cross-cultural Perspectives. Amsterdam:
John Benjamins.
Long, Michael (1996) The role of the linguistic environment in second language
acquisition. In W.C. Ritchie & T.K. Bhatia (eds) Handbook of Language
Acquisition Vol. 2: Second Language Acquisition. NY: Academic Press.
413-468.
Long, Michael and Crookes, G. (1987) Intervention points in second language
classroom processes. In B. Das (ed.) Patterns of Classroom Interaction.
Singapore: SEAMEO Regional Language Center.
Long, Michael and Porter, Patricia (1985) Group work, interlanguage talk, and
second language acquisition. TESOL Quarterly, 19:2, 207-227.
Long, Michael and Sato Charlene (1984) Methodological issues in interlanguage
studies: An interactionist perspective. In A. Davies, C. Criper and A. Howatt
(eds) Interlanguage. Edinburgh: Edinburgh University Press.
Lörscher, W. (1986) Conversational structures in the foreign language classroom. In
Gabriele (ed.) Learning, Teaching and Communication in the Foreign
Language Classroom. Aarhus: Aarhus University Press.
Lunzer, Eric, Waite, Maurice and Dolan, Terry (1979) Comprehension and
comprehension tests. In Eric Lunzer and Keith Gardner (eds) The Effective
Use of Reading. London: Heinemann. 37-71.
Lyster, R. (1994) The effect of functional-analytic teaching on aspects of French
immersion students' sociolinguistic competence. Applied Linguistics 15: 263287.
Macdonald, R. Ross (1976) Indonesian Reference Grammar. Washington, D.C.:
Georgetown University Press.
Macdonald, R. Ross and Dardjowidjojo, Soenjono (1967) A Student’s Reference
Grammar of Modern Formal Indonesian. Washington, D.C.: Georgetown
University Press.
Mackay, Elaine (ed.) (1988) Towards an Asia-Literate Society. Melbourne: Asian
Studies Association of Australia.

754

Mackerras, Colin (1995) A policy initiative in Asian languages. In Andy
Kirkpatrick, Yong Zhang and Helen Kirkpatrick (eds) The Hard WorkEntertainment Continuum: Teaching Asian Language in Australia.
Australian Review of Applied Linguistics Series S, No. 12, 1-16.
Mackey, Alison (1999) Input, interaction, and second language development: An
empirical study of question formation in ESL. Studies in Second Language
Acquisition 21: 557-587.
Mackey, Alison, Gass, Susan and McDonough, Kim (2000) How do learners
perceive interactional feedback? Studies in Second Language Acquisition 22:
471-497.
Mackie, Jamie (1991) The state of Southeast Asian studies in the USA. Asian
Studies Review 14(3): 129-132.
Malcolm, Ian (1992) LOTE in higher education: possibilities for intensive and
immersion approaches. In Chris Mann and Richard B. Baldauf, Jr. (eds)
Language Teaching and Learning in Australia. Australian Review of
Applied Linguistics Series S, No. 9 (pp. 69-82).
Malcolm, Ian (1994) Innovation in university language teaching: intensivity and
immersion. Paper presented at the 19th Congress of the Applied Linguistics
Association of Australia.
Masyarakat Linguistik Indonesia (1993) Penyelidikan Bahasa dan Perkembangan
Wawasannya [The study of Language and the Development of its Concepts].
Jakarta: Masyarakat Linguistik Indonesia [Indonesian Linguistics Society].
Matthews, M. (1990) Skill taxonomies and problems for the testing of reading.
Reading in a Foreign Language 7(1): 511-517.
McGarry, J.D. and Sumaryono (1970, 1971) Learn Indonesian. Books 1 and 2 with
audio recordings. Chatswood, N.S.W.: Modern Indonesian Publications.
McGarry, J.D. and Sumaryono (1974) Learn Indonesian. Book 3. Chatswood,
N.S.W.: Modern Indonesian Publications.
McGregor, Alastair L. and Malcolm, Ian (1995) The ULTRA Project - A joint
investigation by Edith Cowan University, Western Australia, and the
Guangzhou Foreign Language University, the People's Republic of China,
into the use of intensive and immersion approaches to language teaching and
learning at university level. Centre for Applied Language Research Report,
Edith Cowan University.

755

McKay, Penny and Scarino, Angela (1991) Australian Language Levels Manual for
Curriculum Developers. Carlton, Vic: Curiculum Development Corporation.
McTear, M. (1975) Structure and categories of foreign language teaching sequences.
In R. Allwright (ed.) Working Papers: Language Teaching Classroom
Research. University of Essex, Department of Language and Linguistics.
Miller, George A. (1956) The magic number seven; plus or minus two: Some limits
on our capacity for processing information. Psychological Review 63: 81-97.
Ministry of Education of WA (1991) LOTE Strategic Plan. Perth: Ministry of
Education.
Morley, Joan (1995) Academic listening comprehension instruction: models,
principles, and practices. In David Mendelsohn and Joan Rubin, A Guide for
the Teaching of Second Language Listening. San Diego, California: Dominie
Press. 186-222.
Moskowitz, G. (1978) Caring and Sharing in the Foreign Language Classroom.
Rowley, Mass: Newbury House.
Mountford, James F. (1938) ‘Bradley’s Arnold’ Latin Prose Composition. London:
Longmans, Green & Co.
Muhajir et al. (1996) Frekuensi Kosakata Bahasa Indonesia. Depok: Fakultas Sastra
Universitas Indonesia.
Munby, J. (1978) Communicative Syllabus Design. Cambridge: Cambridge
University Press.
Nation, Paul (1974) Techniques for teaching vocabulary.ET Forum 12 (3):18-21.
Nation, Paul (1975) Teaching vocabulary in difficult circumstances. ELT 30(1): 2124.
Nation, Paul (1977) The combining arrangement: some techniques. Modern
Language Journal 61(3): 89-94.
Nation, Paul (1978a) Translation and the teaching of meaning: some techniques.
ELT 32(3): 171-175.
Nation, Paul (1978b) ‘What is it?’: a multipurpose language teaching technique. ET
Forum 16(3): 20-23, 32.
Nation, Paul (1984) Teaching and learning Vocabulary. Occasional Paper No. 7.
English Language Institute, Victoria University of Wellington.
Nation, Paul (1990) Teaching and Learning Vocabulary. New York: Newbury
House/Harper Row.

756

Nation, Paul (2001) Learning Vocabulary in Another Language. Cambridge, UK:
Cambridge University Press.
Nation, Paul and Coady, James (1988) Vocabulary and reading. In R. Carter and M.
McCarthy (eds) Vocabulary and Language Teaching. New York: Longman.
97-110.
National Indonesian Language Curriculum Project (1992-3) Suara Siswa National
Curriculum Guidelines for Indonesian. Carlton, Vic: Curriculum
Corporation.
Nattinger, J., and DeCarrico, J. (1992) Lexical Phrases and Language Teaching.
Oxford: Oxford University Press.
Newmark, L. (1966) How not to interfere with language learning. Language
Learning: The Individual and the Process. International Journal of American
Linguistics 40: 77-83.
Nicholas, Howard, Moore, Helen, Clyne, Michael and Pauwels, Anne (1993)
Languages at the crossroads - The report of the national enquiry into the
employment and supply of teachers of languages other than English. Sydney:
The National Languages and Literacy Institute of Australia.
Nimmanupap, Sumalee (1998) Pengajaran bahasa Indonesia untuk pembelajar asing
di Thailand [The teaching of Indonesian as a foreign language in Thailand].
Paper presented to the VIIth Indonesian Language Congress, Jakarta, 26-30
October 1998.
Noesjirwan, Jennifer (1986) ‘There is something I don’t know…’ A discussion of the
cross-cultural experience. In Ailsa Zainu’ddin (ed), Nearest Southern
Neighbour: Some Indonesian Views of Australia and Australians.
Melbourne: Monash University. 19-30.
Norman, David, Levihn, Ulf and Hedenquist, Jan Anders (1986) Communicative
Ideas - An Approach with Classroom Activities. Hove, UK: Language
Teaching Publications.
Nothofer, Bernd (1998) Perkembangan pengajaran bahasa Indonesia di Jerman
[Developments in the teaching of Indonesian in Germany]. In Pusat
Pembinaan dan Pengembangan Bahasa [Centre for Language
Development],Bahasa Indonesia Menjelang Tahun 2000. [Indonesian
Language approaching the Year 2000]. Jakarta: Departemen Pendidikan dan
Kebudayaan, 831-852.

757

Nothofer, Bernd and Pradopo, Rachmat Ejoko (1988) Keadaan dan perkembangan
pengajaran bahasa dan sastra Indonesia di Republik Federal Jerman [The
situation and development of the teaching of Indonesian language and
literature in the Federal Republic of Germany]. Conference paper, Vth
Indonesian Language Congress, Jakarta, 28 October - 2 November, 1988.
NSW Board of Secondary Education (1989) Indonesian Syllabus Years 7-10.
NSW Department of Education (1988) Developments in language education in New
South Wales. Vox 3: 14-18.
NSW Department of Education (1992) LOTE Strategic Plan Consultation Document.
Sydney: N.S.W. Dept. of Education.
Nunan, David (1985) Language Teaching Course Design: Trends and Issues.
Adelaide: National Curriculum Resource Centre.
Nunan, David (1988) The Learner-Centred Curriculum. UK: Cambridge University
Press.
Nunan, David (1989a) Designing Tasks for the Communicative Classroom. UK:
Cambridge University Press.
Nunan, David (1989b) Understanding Language Classrooms - A Guide for TeacherInitiated Action. Prentice Hall International (UK) Ltd.
Nuttall, Christine (1996) Teaching Reading Skills in a Foreign Language. Oxford:
Macmillan Heinemann.
Odling-Smee, David (1992) Indonesian Business Culture. Canberra: Australian
Committee for Training Curriculum.
Paribakht, T. and Wesche, M. (1993) The relationship between reading
comprehension and second language development in a comprehension-based
ESL program. TESL Canada Journal, 11 (1): 9-29.
Paribakht, T. and Wesche, M. (1997) Vocabulary enhancement activities and reading
for meaning in second languge vocabulary acquisition. In J. Coady and T.
Huckin (eds) Second language vocabulary acquistion: A rationale for
pedagogy. Cambridge: Cambridge University Press. 174-200.
Partoredjo, I.S. (1975) Bahasa Indonesia Moderen – An Integrated Method. Books
One and Two. Brisbane: Cranbourne Press.
Pauwels, Anne (2000) Globalisation and the impact on teaching languages in
Australia. In Anthony J. Liddicoat and Chantal Crozet, Teaching Languages,
Teaching Cultures. Melbourne: Language Australia. 19-26.

758

Pawley, A. and Syder, F.H. (1983) Two puzzles for linguistic theory: nativelike
selection and nativelike fluency. In Jack C. Richards and R.W. Schmidt
(eds), Language and Communication. London: Longman, 191-227.
Pedler, Helen (2001) Genre – a useful tool for students producing texts. Paper
presented to the South Australian Indonesian Teachers’ Annual Conference,
University of South Australia, Magill Campus, 1 Sept. 2001.
Pica, Teresa (1987) The selective impact of classroom instruction on secondlanguage acquisition. Applied Linguistics 6: 214-222.
Pica, Teresa and Doughty, C. (1985) Input and Interaction in the communicative
language classroom: A comparison of teacher-fronted and group activities.
In Susan Gass and Carolyn Madden (eds) Input in Second Language
Acquisition. Rowley, Mass.: Newbury House.
Pienemann, Manfred (1984) Psychological constraints on the teachability of
languages. Studies in Second Language Acquisition 6(2): 186-214.
Pienemann, Manfred (1998) Language Processing and Second Language
Development – Processability Theory. Amsterdam: John Benjamins
Publishing Co.
Pimsleur, P. (1967) A memory schedule. Modern Language Journal 51(2): 73-75.
Politzer, R.L. (1970) Some reflections of 'good' and 'bad' language teaching
behaviours. Language Learning 20: 31-43.
Prabhu, N.S. (1979) The teaching of English and notions about communication. In
Jack C. Richards (ed.), Applications of Linguistics to Language Teaching,
RELC Anthology 6. Singapore: Singapore University Press.
Prabhu, N.S. (1984) Procedural syllabuses. In Read (ed.) Trends in Language
Syllabus Design. Anthology Series 13. Singapore, Singapore University
Press/SEAMO Regional Language Centre.
Prabhu, N.S. (1987) Second Language Pedagogy. Oxford: Oxford University
Press.
Quinn, George (1982) Second language teaching in primary schools, secondary
schools and higher and further education. Australian Review of Applied
Linguistics 5(2): 128-152.
Quinn, George (1984) Foreign students and the birth of a syllabus: Bahasa
Indonesia/Malaysia in New South Wales. Indonesian Studies 1(2): 57-61.

759

Quinn, George (2001) The Learner’s Dictionary of Today’s Indonesian. St
Leonards, NSW: Allen & Unwin.
Rafferty, Ellen, Collins, James T., Barnard, Erlin Susanti and Hiple, David (1997)
Nah, baca! Reading packet, Student workbook and Teacher’s Edition,
Volumes 1 and 2. Hawaii: Univerity of Hawaii.
Raimes, Ann (1983) Techniques in Teaching Writing. New York: Oxford
University Press.
Ratliffe, Martha and Schiller, Eric (1992) Papers from the first annual meeting of the
Southeast Asian Linguistics Society. Program for Southeast Asian Studies,
Arizona State University.
Rayner, K. (1990) Comprehension process: Introduction. In D.A. Balota, G.B.F.
d’Arcais and K. Rayner (eds) Comprehension Processes in Reading.
Hillsdale, N.J.: Lawrence Erlbaum Assocs. 1-8.
Read, Julia (1993) Case study of an Immersion Indonesian Language Program at
Rowville Secondary College. MA thesis, University of Melbourne.
Read, Julia (1996) Increased demand for Indonesian teachers: A dilemma for
Indonesian departments? Asian Studies Review 19(3): 79-85. Reprinted in
Australian Federation of Modern Language Teachers' Associations Inc.
Information Bulletin, Autumn 1997.
Read, Julia (1997) Recent developments in Australian late immersion language
education. Journal of Multilingual and Multicultural Development 17(6):
469-484.
Read, Julia (1998) Pengajaran bahasa Indonesia di Australia [The teaching of
Indonesian language in Australia]. Paper presented to the Kongres Bahasa
Indonesia VII, Jakarta, 26-30 October 1998.
Read, Julia (1999) Immersion Indonesian at Rowville Secondary College. Babel 34
(2): 4-9; 37.
Reeve, Celia C. (1992) Quantitative Research for the Behavioral Sciences, New
York: John Wiley & Sons, Inc.
Reeve, David (1989) Introductory Indonesian - U.N.S.W. Unpublished paper,
prepared as an assignment for the Grad.Dip.TESOL, New South Wales
College of TAFE.

760

Reeve, David (1991) TIFL textbooks - a critique. Paper presented to the IndonesiaAustralia Conference on the teaching of Indonesian as a Foreign Language at
the University of Indonesia, 20-21 February 1991.
Reeve, David (1994) The TIFL project – Communicative materials for Australian
universities. Paper delivered to the 1994 International Congress on the
Teaching of Indonesian as a Foreign Language. Satya Wacana University,
Salatiga.
Reeve, David (1995) Proyek TIFL dan lanjutannya [The TIFL project and its
continuation]. Paper delivered to the 1995 International Congress on the
Teaching of Indonesian as a Foreign Language, University of Indonesia,
Depok.
Riasa, Nyoman (1999) Being culturally appropriate in TIFL: A lesson from
Australia. Paper presented to the 5th National Conference of the Australian
Society of Indonesian Language Educators, Australian National University,
8-10 July 1999.
Richards, Jack C. (1976) The role of vocabulary teaching. TESOL Quarterly 10 (1):
77-89.
Richards, Jack C. (1985) The Context of Language Teaching. Cambridge:
Cambridge University Press.
Richards, Jack C. and Rodgers, T.S. (1986) Approaches and Methods in Language
Teaching. Cambridge: Cambridge University Press.
Riley, P. (1985) Discourse and Learning. London: Longman.
Rivai, S. Faizah Soenoto (1995) Pengajaran Bahasa Indonesia di Italia [The teaching
of Indonesian in Italy]. Conference paper, International Congress on the
Teaching of Indonesian to speakers of other languages, University of
Indonesia, 28-30 August 1995.
Rivai, S. Faizah Soenoto (1998) Pengajaran Bahasa Indonesia untuk pembelajar
asing. Conference paper, Kongres Bahasa Indonesia VII, Jakarta, 26-30
October 1998.
Rivers, Wilga (1964) The Psychologist and the Foreign Language Teacher.
Chicago: University of Chicago Press.
Rivers, Wilga (1968) Teaching Foreign Language Skills. Chicago: University of
Chicago Press.

761

Rivers, Wilga (1983) Communicating naturally in a second language: Theory and
practice in language teaching. New York: Cambridge University Press.
Roberts, L.P. (1992) Attitudes of entering university freshmen toward foreign
language study: a descriptive analysis. Modern Language Journal 76: 273283.
Robinson, Gail (1985) Crosscultural understanding – processes and approaches for
foreign language, English as a second language, and bilingual educators.
New York: Pergamon Press.
Rubin, Joan (1995) An overview to A Guide for the Teaching of Second Language
Listening. San Diego, California: Dominie Press. 7-11.
Rudd, K.M. (1994) Asian Languages and Australia's Economic Future. A Report
Prepared for the Council of Australia's Governments on a Proposed National
Asian Languages/Studies Strategy for Australian Schools. Canberra: National
Languages and Literacy Institute of Australia.
Russell, P. (1979) The Brain Book. London: Routledge and Kegan Paul.
Rutherford, William and Sharwood Smith, Michael (1988a) Consciousness Raising
and Universal Grammar. In William Rutherford and Michael Sharwood
Smith, Grammar and Second Language Teaching: A Book of Readings.
New York: Newbury House. 107-116.
Rutherford, William and Sharwood Smith, Michael (eds)(1988b) Grammar and
Second Language Teaching: A Book of Readings. New York: Newbury
House.
Rutledge, Linda Smith (1993) The use of scenarios in the classroom for the
development of higher-level foreign-language skills. In James E. Alatis (ed.)
Georgetown University Round Table on Languages and Linguistics 1993 –
Strategic Interaction and Language Acquisition: Theory, Practice and
Research. Washington, D.C.: Georgetown University Press. 587-592.
Sakai, Minako (1997) Popularising Asiagaku: Japanese Asian studies in the 80s as
popular culture. Paper to presented to the Japan Anthropology Workshop at
the University of Melbourne, 9 July 1997 (draft).
Salling, Aage (1959) What can frequency counts teach the language teacher? Contact
3: 24-29.
Sarumpaet, J.P. (1966; 1977 – 3rd ed.) The Structure of Bahasa Indonesia.
Melbourne: Sahata Publications.

762

Sarumpaet, J.P. (1982) Modern Usage in Bahasa Indonesia. Carlton, Vic: Pitman
Australia.
Sarumpaet, J.P. and Hendrata, H. (1968; 1977 – 5th ed.) A Modern Reader in Bahasa
Indonesia. Books 1 and 2. Singapore: Melbourne University Press.
Sato, Masanori (1995) Satu tinjauan mengenai bahan pelajaran bahasa Indonesia di
universitas-universitas Jepang [A review of the materials for teaching
Indonesian in Japanese universities]. Conference paper, International
Congress on the Teaching of Indonesian to speakers of other languages,
University of Indonesia, 28-30 August 1995.
Savignon, Sandra J. (1983) Communicative competence: Theory and Classroom
Practice. Reading, Mass: Addison-Wesley.
Scarino, Angela, Vale, David, McKay, Penny and Clark, John (1988) Australian
Language Levels Guidelines. Books 1-4. Canberra: Curriculum
Development Centre.
Schachter, Jacquelyn (1989) Testing a proposed universal. In Susan Gass and
Jacquelyn Schachter, Linguistic Perspectives on Second Language
Acquisition. Cambridge: Cambridge University Press.
Scherer, G.A.C. and Wertheimer, P. (1964) A psycholinguistic experiment in foreign
language teaching. New York: McGraw Hill.
Schiffman, Harold F. (1994) Diglossia, Linguistic Culture and Language Policy in
Southeast Asia. In Karen L. Adams and Thomas John Hudak (eds), Papers
from the Second Annual Meeting of the Southeast Asian Linguistics Society,
1992. Program for Southeast Asian Studies, Arizona State University.
Schmidt, R.W. (1990) The role of consciousness in second language learning.
Applied Linguistics 11: 17-46.
Schmidt, R.W. and Frota, N.G. (1986) Developing basic conversational ability in a
second language: a case study of an adult learner of Portuguese. In Richard
Day (ed.) ‘Talking to Learn’: Conversation in Second Language Acquisition.
Rowley, MA: Newbury House. 237-326.
Schmitt, N. (2000) Vocabulary in Language Teaching. Cambridge: Cambridge
University Press.
Schmitt, N. and McCarthy, M. (eds) (1997) Vocabulary: Description, Acquisition
and Pedagogy. Cambridge: Cambridge University Press.

763

Seliger, Herbert and Long, M. (eds) (1983) Classroom Oriented Research in Second
Language Acquisition. Rowley, MA: Newbury House.
Shigeru, Morimura (1988) Keadaan dan perkembangan pengajaran bahasa dan sastra
Indonesia di Jepang [The current situation and developments in the teaching
of Indonesian language and literature in Japan]. Conference paper, Vth
Indonesian Language Congress, Jakarta, 28 October - 2 November 1988.
Sinclair, J. and Brazil, D. (1982) Teacher Talk. Oxford: Oxford University Press.
Sinclair, J. and Coulthard, M. (1975) Towards an Analysis of Discourse. Oxford:
Oxford Univeristy Press.
Skehan, Peter (1998) A Cognitive Approach to Language Learning. Oxford: Oxford
University Press.
Skinner, B.F. (1957) Verbal Behaviour. New York: Appleton-Century-Crofts.
Smith, Frank (1978 – 2nd ed.) Understanding Reading – A psycholinguistsic analysis
of reading and learning to read. New York: Holt, Rinehart and Winston.
Smith, P.D. 1970. A comparison of the cognitive and audiolingual approaches to
foreign language instruction: the Pennsylvania foreign language project.
Philadelphia: Center for Curriculum Development.
Sneddon, James (1996a) Indonesian Reference Grammar. Sydney: Allen & Unwin.
Sneddon, James (1996b) Indonesian: A Comprehensive Grammar. London and New
York: Routledge.
Sneddon, James (1998) Pengajaran Bahasa Indonesia di Australia [The Teaching of
Indonesian in Australia]. In Pusat Pembinaan dan Pengembangan Bahasa
[Centre for Language Development],Bahasa Indonesia Menjelang Tahun
2000. [Indonesian Language approaching the Year 2000]. Jakarta:
Departemen Pendidikan dan Kebudayaan, 810-830.
Sneddon, James (2000) Understanding Indonesian Grammar. Sydney: Allen and
Unwin.
Sneddon, James (2001) Teaching informal Indonesian: some factors for
consideration. ARAL 24 (2): 81-96.
Soemarmo, Marmo (1988) Keadaan dan perkembangan pengajaran bahasa dan sastra
Indonesia di Amerika Serikat [The status quo and developments in the
teaching of Indonesian language and culture in the United States].
Conference paper, Vth Indonesian Language Congress, Jakarta, 28 October 2 November, 1988.

764

Spada, Nina (1987) Relationships between instructional differences and learning
outcomes: a process-product study of communicative language teaching.
Applied Linguistics 8: 137-161.
Spada, Nina (1990) Observing classroom behaviours and learning outcomes in
different second language programs. In Jack C. Richards and David Nunan
(eds), Second Language Teacher Education. Cambridge: Cambridge
University Press.
Spada, Nina and Fröhlich, Maria (1995) COLT - Communicative Orientation of
Language Teaching Observation Scheme - Coding Conventions and
Applications. Sydney: National Centre for English Language Teaching and
Research, Macquarie University.
Spada, Nina and Lightbown, Patsy (1993) Instruction and the development of
questions in L2 classrooms. Studies in Second Language Acquisition 15:
205-224.
Spolsky, Bernard (1989) Conditions for Language Learning. Oxford: Oxford
University Press.
SSCEA (1984) A National Language Policy. Report by the Senate Standing
Committee on Education and the Arts. Canberra: Australian Government
Publishing Service.
Steffansen, Margaret S. and Joag-Dev, Chitra (1984) Cultural knowledge and
reading. In J. Charles Alderson and A.H. Urquhart, Reading in a Foreign
Language. London: Longman. 48-64.
Steinhauer, H. (1993) Leerboek Indonesisch. Deel 1 en II. [Indonesian textbook.
Volumes I and II.] Leiden: Rijksuniversiteit Leiden.
Steinhauer, H. (1998) Pengajaran bahasa Indonesia untuk pembelajar asing di
Belanda [The teaching of Indonesian as a foreign language in the
Netherlands]. Conference paper, VIIth Indonesian Language Congress,
Jakarta, 26-30 October, 1998.
Stern, H.H. (1983) Fundamental Concepts of Language Teaching. Oxford, Oxford
University Press.
Stevick, Earl (1976) Memory Meaning and Method. Rowley, Mass.: Newbury
House Publishers Inc.
Stevick, Earl (1986) Images and Options in the Language Classroom. Cambridge:
Cambridge University Press.

765

Stoller, G., and Grabe, W. (1993) Implications for L2 vocabulary acquisition and
instruction from L1 vocabulary research. In Thomas Huckin, Margot Haynes
and James Coady (eds), Second Language Reading and Vocabulary Learning.
Norwood, N.J.: Ablex. 24-45.
Swain, Merrill (1988) Manipulating and complementing content teaching to
maximise second language learning. In TESL Canada Journal 6: 1, 68-83.
Swain, Merrill and Lapkin, Sharon (1982) Evaluating Bilingual Education: A
Canadian Case Study. UK: Multilingual Matters Ltd.
Taylor, D. (1988) The meaning and use of the term ‘competence’ in linguistics and
applied linguistics. Applied Linguistics 9(2): 148-168.
Teeuw, A. (1971) Leerboek Bahasa Indonesia. Groningen: Walters-Noordhoff.
Turner, Barry (1996) Teaching formal and informal bahasa Indonesia to Australian
students. Paper presented to the first conference of the Australian Society of
Indonesian Language Educators, Monash University, April 1996.
Turner, Vernon J. (u.d.) Bahasa Indonesia. Buku 1 and Bahasa Indonesia Buku 2.
Armidale: Damai Publications.
Ur, Penny (1981) Discussions that work: Task-centred Fluency Practice.
Cambridge: Cambridge University Press.
Ur, Penny (1984) Teaching Listening Comprehension. Cambridge: Cambridge
University Press.
Valdes, J.M. (ed.) (1986) Culture Bound - Bridging the Cultural Gap in Language
Teaching. Cambridge: Cambridge University Press.
Valdman, A. (1992) Authenticity, variation, and communication in the foreign
language classroom. In Claire Kramsch and S. McConnell-Ginet (eds), Text
and Context: Cross-disciplinary Perspectives on Language Study.
Lexington, MA: D.C. Heath.
Vamarasi, Marit Kana (1999) Grammatical Relations in Bahasa Indonesia.
Canberra: Australian National University.
Van Lier, Leo (1988) The Classroom and the Language Learner. London:
Longman.
Van Lier, Leo (1991) Inside the classroom: learning processes and teaching
procedures. Applied Language Learning 2: 29-69.
Vanicek, Eva (1995) Metode pengajaran Bahasa Indonesia di Victoria University of
Wellington, New Zealand [The method of teaching Indonesian language

766

inVictoria University of Wellington, New Zealand]. Conference paper,
International Congress on the Teaching of Indonesian as a Foreign Language,
University of Indonesia, 28-30 August 1995.
Vertigan, Lance (1978) The teaching of Indonesian language and culture: problems
and future directions. In Lambert Kelabora (ed.), Indonesian Language and
Culture in Australian Schools – Problems and Prospects. Melbourne:
Victorian Indonesian Language Teachers Association. 27-37.
Victoria Ministry of Education (1988) The LOTE Framework P-10. Melbourne:
Ministry of Education.
Victorian Curriculum and Assessment Board (1990) Indonesian Study Design.
Melbourne, VCAB.
Wajnryb, Ruth (1987) Group work in the Dictogloss method: Learning involvement
and interaction. Babel 22(2): 21-24.
Wajnryb, Ruth (1990) Grammar Dictation. Hong Kong: Oxford University Press.
Watkins, Megan (1999) Policing the text: Structuralism’s stranglehold on Australian
language and literacy pedagogy. Language and Education 13 (2): 118-132.
Watson, C.W. (1990) Indonesian studies in Britain: some comparative remarks.
Asian Studies Review 14(1): 96-100.
Wesche, Marjorie. (1993) French immersion graduates at university and beyond:
What difference has it made? In J. Alatis, The Georgetown University Round
Table on Languages and Linguistics 1992. Washington, D.C.: Georgetown
University Press (partially corrected galleys).
White, Ian (1988, 2nd edition 1994) Bahasa Tetanggaku - A notional-functional
course in Bahasa Indonesia. Coursebooks, Audio Recordings and Workbooks
1, 2 and 3.
White, L., Spada, Nina, Lightbown, Patsy and Ranta, L. (1991) Input enhancement
and L2 question formation. Applied Linguistics 12: 416-432.
Widdowson, H.G. (1978) Teaching Language as Communication. Oxford: Oxford
University Press.
Widdowson, H.G. (1979a) Explorations in Applied Linguistics. Oxford: Oxford
University Press.
Widdowson, H.G. (1979b) Directions in the teaching of discourse. In C.J. Brumfit &
K. Johnson (eds) The Communicative Approach to Language Teaching.
Oxford: Oxford University Press. pp. 49-60.

767

Widdowson, H.G. (1989) Knowledge of language and ability for use. Applied
Linguistics 10(2): 128-137.
Wierzbicka, Anna (1991) Cross-Cultural Pragmatics – The Semantics of Human
Interaction. New York: Mouton de Gruyter.
Wilkins, D.A. (1976) Notional Syllabuses. Oxford: Oxford University Press.
Williams, J.E. and Snipper, G.C. (1990) Literacy and Bilingualism. New York:
Longman.
Willis, D. (1990) The Lexical Syllabus: A New Approach to Language Teaching.
London: Collins ELT.
Wolff, John U. (1975 and 1979) Beginning Indonesian. Parts 1 and 2. Ithaca, N.Y.:
Cornell University Press.
Wolff, John U. (1978) Indonesian Readings. Ithaca, N.Y.: Cornell University Press.
Wolff, John U. (1986) Formal Indonesian. Ithaca, N.Y.: Cornell University Press.
Wolff, John U., Oetomo, Dede and Fietkiewicz, Daniel (1984 and 1986) Beginning
Indonesian through Self-Instruction. Books 1, 2 and 3 with audio recordings.
Ithaca, N.Y.: Cornell University.
Wolfson, Nessa and Judd, Elliott (eds) (1983) Sociolinguistics and Language
Acquisition. Rowley, Mass: Newbury House Publishers Inc.
Woodeson, Elizabeth (1982) Communicative crosswords. Modern English Teacher
10 (2): 29-30.
Worsley, Peter J. (1994a) Unlocking Australia's Language Potential - Profiles of 9
Key Languages in Australia. Vol 5 - Indonesian/Malay. Deakin, ACT:
National Language and Literacy Institute of Australia.
Worsley, Peter J. (1994b) The learning and teaching of Indonesian/Malay in
Australian education 1986-1992. Paper delivered to the International
Conference on Teaching Indonesian as a Foreign Language, Universitas
Satya Wacana, Salatiga.
Wykes, Olive and King, M.G. (1968) Teaching of Foreign Languages in Australia.
Hawthorn, Vic: Australian Council for Educational Research No. 84.
Wylie, Elaine and Ingram, David (1995) Australian Second Language Proficiency
Ratings (ASLPR): General proficiency version for English. Brisbane:
Griffith University.
Wylie, Elaine and Ingram, David (1997) Direct, adaptive testing of general
proficiency according to the International Second Language Proficiency

768

Ratings (ISLPR) - Guidelines for the use of the ISLPR. Centre for Applied
Linguistics and Languages, Griffith University.
Yalden, Janice (1983) The Communicative Syllabus: Evolution, Design and
Implementation. Oxford, Pergamon Press.
Yalden, Janice (1988) Principles of Course Design for Language Teaching.
Melbourne: Cambridge University Press.
Yin, Robert K. (1994) Case Study Research - Design and Methods. 2nd Edition.
Applied Social Research Methods Series Vol 5. Thousand Oaks, Calif.: Sage
Publications.
Zimmerman, Cheryl Boyd (1997) Historical trends in second language instruction.
In James Coady and Thomas Huckin (eds), Second Language Vocabulary
Acquisition - A Rationale for Pedagogy. Cambridge, England: Cambridge
University Press. 5-19.

