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ABSTRACT
Teacher educators play a crucial role in the education of teachers as they assist student teachers
to develop skills and competence. However, little is known about the qualities of teacher
educators, especially in the context of English teacher education in Indonesia. The present study
aims to address the paucity of research in this field by determining the characteristics believed
to ensure effective English teacher educators (ETEs), establishing teaching strategies that are
effective, considering the challenges faced by ETEs as they seek to be effective, and identifying
strategies for improving ETE’s effectiveness.
To achieve these aims, a mixed-methods sequential exploratory approach was employed. The
research considered the perceptions of three different groups, namely ETEs, in-service and preservice English teachers. Data was obtained from 39 interviews and 540 subsequently
completed closed questionnaires.
The qualitative findings showed that the characteristics of effective ETEs fell into four basic
themes, namely Personal Competence, Pedagogical Skills, Interpersonal Skills and Subject
Matter Knowledge. The quantitative findings showed that each of the three groups participating
in this study attached different levels of importance to these four themes.
For effective teaching strategies, two types of strategies were explored: inside and outside the
classroom. For effective teaching strategies inside the classroom, the qualitative findings
revealed three themes: (1) Diverse Approaches to Classroom Teaching, (2) Learner Autonomy,
and (3) Authentic and Engaging Learning. The quantitative findings showed that each
participating group had somewhat different views. For effective teaching strategies outside the
classroom, the qualitative findings revealed two themes, namely (1) Collaborative and
Participative Learning and (2) Students’ Independence in Learning. The quantitative findings
revealed that each participating group rated the second set of strategies as being more important
than the first.
In terms of the challenges ETEs encounter, the qualitative findings revealed two dominant
themes on this matter: (1) Supporting Resources and (2) Teaching Environment. The
quantitative findings showed that the participants acknowledged a high level of agreement
regarding all the challenges identified in the qualitative findings.
For strategies to improve ETEs’ effectiveness, three types were explored: ETEs’ personal
initiatives, institutional support and government support. The qualitative findings revealed
i

specific themes for each. In regard to ETEs’ personal initiatives, the qualitative findings
revealed three themes, namely (1) Tri Dharma Perguruan Tinggi (Three Obligations of Higher
Education), (2) Personal Capacity Building, and (3) Networking and Sharing. In regard to
institutional support, the qualitative findings revealed three themes: (1) Funding and Facilities,
(2) Collaboration, and (3) Evaluation. For government support, the qualitative findings revealed
three themes, namely (1) Funding, (2) Professional Development and Partnerships Programs,
and (3) Policy. The quantitative findings showed that participants acknowledged that the
strategies identified in the qualitative findings were important for improving their effectiveness.
This study contributes to the growing understanding of the qualities that make ETEs effective.
The findings might also be useful as a starting point for establishing a standard of competence
for ETEs in the Indonesian context and other similar contexts. The results of this study
highlighted the importance of applying teaching strategies, both inside and outside the
classroom. Applying the two types of strategy is essential to, for example, compensate for the
status of English as a foreign language in Indonesia and the low level of exposure to English
the students have. The findings about ETEs’ challenges contribute to identifying the areas
where improvement is needed. The findings emphasise that most challenges are beyond ETEs’
control. Hence, collaboration among ETEs, the teaching/learning institutions, and the
government is viewed as a potential approach to solve some of the challenges and improve
ETEs’ effectiveness.
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CHAPTER I: INTRODUCTION
1.1 Introduction
The role of teacher education in preparing pre-service teachers to be competent teachers is
paramount. Teacher education provides pre-service teachers with the necessary knowledge,
attitudes, behaviours and skills to successfully conduct their tasks and face the challenges they
meet in their future profession as teachers. Teacher education imbues pre-service teachers with
proficiency and competence as teachers, with teaching beliefs that influence their overall
teaching process, and with support and modelling of teaching (Ucar, 2012; Smith, 2005;
Regenspan, 2002). According to Darling-Hammond (2000a), students’ learning is greatly
influenced by the experience they have during their study. This implies that all factors involved
in teacher education, including the teacher educators, contribute to the learning experiences of
pre-service teachers. Teacher educators support their students’ learning process and also serve
as models of how teachers should teach. In other words, they teach about teaching while they
are teaching (Korthagen, Loughran, & Lunenberg, 2005; Guilfoyle, Hamilton, & Pinnegar,
1997; Regenspan, 2002). It is also noted by Koster, Brekelmans, Korthagen, and Wubbles
(2005) that the teacher educator’s role is as “… someone who provides instruction or who gives
guidance and support to student teachers, and thus renders a substantial contribution to the
development of students into competent teachers” (p. 157). Teacher educators also prepare preservice teachers with pedagogical practices so they become quality teachers that can meet the
demands associated with their profession (Bransford, Darling-Hammond, & LePage, 2005).
Moreover, the teacher educators’ responsibilities go beyond how to make students successful
in their teaching. Teacher educators play important roles in determining the extent to which
teacher education is effective in producing the future teacher candidates. The quality of teacher
educators contributes to the quality of teacher education. The more competent teacher educators
1

are, the more effective teacher education will be (Buchberger, Campos, Kallos, & Stephenson,
2000).
Even with the crucial role teacher educators play in teacher education, little systematic research
has been conducted on this specific occupational group. Martinez (2008) argued that despite
the burgeoning literature regarding a variety of aspects in teacher education in the past four
decades, less attention has been given to examine the important factor within teacher education,
the teacher educator. Recently, scholars have begun a discussion on this field; for instance, the
emergence of how teacher educators’ knowledge and preparation have been examined (Berry,
2007; Loughran, 2007; Korthagen, Loughran, & Lunenberg, 2005). However, the emergent
empirical research in this field has been conducted within the general scope of teacher educators
and has not specifically focussed on teacher educators in English language teaching. The
present study attempts to address the paucity of research in the field of English teacher
education by contributing to our knowledge and understanding of English teacher educators1.
The present study aimed to investigate the qualities of effective English teacher educators
within the Indonesian context. Specifically, four aspects are of interest: (1) the characteristics
that make English teacher educators effective, (2) effective teaching strategies inside and
outside the classroom, (3) principal challenges English teacher educators encounter in their
attempts to be effective, and (4) strategies and support for improving English teacher educators’
effectiveness. These aspects need to be further explored in order to better understand and have
a holistic view of the professional lives of teacher educators. It is expected that the results of
the present study will be beneficial for the improvement of English language teaching in the
Indonesian context and other similar contexts.

1

English teacher educators refer to lecturers of English who teach in a Department of English Education at higher education
institutions (See Section 1.7).
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This chapter provides an overview of the study. It initially outlines the background then
continues with a statement of the problem and purpose of the study. It next presents an overview
of the methods used, the research questions which provide the focus of the study, definitions of
terms, and the significance of the study. To conclude, there is a description of how the thesis is
structured and organised.

1.2 Background of the Study
This section presents the context of the study: there is an overview of English language teaching
in Indonesia, a review of previous research studies in teacher education in Indonesia, and the
rationale for conducting the present study.

1.2.1 Overview of English Language Teaching (ELT) in Indonesia
The English language (English, hereafter) today plays a major role as a global lingua franca.
English is used to communicate among speakers with different native or first languages
(Crystal, 2003), so the needs of the world community for mastery of English are growing. In
addition, non-English speaking countries are using English for their own purposes. For
example, in Malaysia, English is playing a significant role in nation building and is given
importance as a strong second language, after the national language (Thirusanku & Yunus,
2014). In other countries, for example Nigeria, English is treated as the official language of the
country because of the need to unify the country and cater to the heterogeneity of the people
(Yusuf, 2012).
For modern day Indonesia, there is recognition that English can play a similar role in the nation
building. English is the first foreign language, and it is an important means of communication
in most walks of life (Lauder, 2008). English has a number of important purposes, such as
international communication, scientific knowledge, new technologies, the development and
3

modernization of Indonesian, and a way to get to know native speakers of English, their
language, culture and literature (Dardjowidjojo, 2003; Huda, 2000; Renandya, 2000;
Simatupang, 1999). Those significant roles are in line with the roles that English plays in the
global context, for instance, in economics and business, international relations, media,
education, communication, and international travel and safety (Crystal, 2003). The Indonesian
government views English as the principal means by which to communicate with, and access
knowledge from, other countries (Reksodiputro & Tasman, 1997). In particular, it is considered
a very important medium for absorbing, transferring and developing science. Also, the
government believes that it will be easier to introduce Indonesian culture to the world through
English (Jazadi, 2004). Thus, a mastery of English is in high demand. In the eyes of many
Indonesians, English is perceived as a requirement of globalization (Zacharias, 2003; Yuwono,
2005). In the job market, for example, if one wants to be a strong competitor, then mastery of
English is a necessity as most companies prefer employees to have a high level of English
proficiency. In the education context, a large number of higher education institutions oblige
students to meet a certain standard of English as one of their entry and/or graduation
requirements.
Elaborating on the education context, it is evident that English has consistently maintained a
leading position at all education levels in Indonesia. Responding to the growing need for
English in various fields, the Indonesian government has set English as a compulsory subject
to be taught from secondary through to tertiary education levels (Yulia, 2014). At the
elementary level, though English is not compulsory, it is still included as an extracurricular
subject (Zein, 2014). At the secondary level, English has been a compulsory part of the
curriculum since English was officially made as the first language (Dardjowidjojo, 2000). At
the tertiary level, English is also compulsory, although tertiary institutions have some flexibility
to regulate their own English curriculum (Nababan, 1991). Also, in recent years, the number of
4

private English courses and programs has been growing rapidly due to the Indonesian people’s
increased interest in learning the language.
Despite the established status of English, English language teaching in Indonesia generally has
not been successful (Kirkpatrick, 2002; Dardjowidjojo, 2003; Lengkanawati, 2005). Even
though students have been exposed to many years of language learning, in regard to the
performance, their English proficiency is generally limited. Several significant problems have
been identified such as, low teacher competency, poor teaching and learning infrastructure and
unsupportive learning environment (Soepriyatna, 2012; Lengkanawati, 2005; Nur, 2004).
Another contributing factor to lack of success in English language teaching in Indonesia is the
failure of English teacher education to produce qualified English teacher graduates (Luciana,
2004). This point was a significant motivating factor in conducting the current research into
English teacher education at the tertiary level in Indonesia.

1.2.2 Research Studies in English Teacher Education in Indonesia
Given the importance of the position of the English teacher education and its responsibility for
producing teachers with the necessary skills and knowledge to carry on their profession, some
empirical research studies in teacher education at the tertiary level in Indonesia have been
undertaken. Below are summaries of key related empirical research. The reviews are presented
and discussed from three aspects, namely: (1) context of the study, (2) methodologies used, and
(3) findings of the study. The presentation and discussion of existing research studies are
necessary to show what has already been done and paves the way for the rationale of this
additional study.
Luciana (2004) investigated the practices of various English teacher education programs in
Indonesia. She examined the curriculum and its implementation in 10 English teacher education

5

programs. One of the major findings of the study was the wide discrepancies in the knowledge
base of pre-service English teachers and also the development of their teaching skills. It was
found that these knowledge base and teaching skills were not adequately imparted or developed
for the pre-service English teachers.
The study called for reform of the content of English teacher education programs. Luciana
(2004) argued that there were three key areas that should be reviewed. The first area was micro
teaching as a pre-requisite subject for the teaching practicum. She argued that microteaching
should not simply require pre-service teachers to follow specific teaching models, but also
provide room for them to think critically about the models as well as look for ways to be creative
within the teaching models. This means that pre-service teachers should be given the flexibility
and opportunities to tailor their teaching models based on their needs. The second area was the
teaching practicum as a continuation of micro teaching. This area needed to be conceptually
redefined. Teaching practicum should not just be an obligatory subject that pre-service teachers
need to pass. The teaching practicum at schools should, ideally, be a means for them to improve
and sharpen their teaching skills and competencies during their study at the pre-service teacher
education program. It should also serve as a forum for pre-service teachers to develop their selfreflective teaching. The third area was a seminar on teaching. Luciana (2004) believed that the
seminar on teaching is essential as a forum for pre-service teachers to discuss teaching-related
issues, such as teaching practice, observation, curriculum, and peer teaching. The implication
of this study is that there is a need to set the standards for language teacher education programs.
The standards should be clearly articulated and those who run them be made accountable.
Another implication is in terms of evaluating language teacher education program. A thorough
evaluation to the programs would give hope for quality improvement of English teacher
education programs in Indonesia.
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Rachmawati (2009) investigated the teaching performance, benefit and challenges of preservice English teachers when doing teaching practicum. She used a case study research design
and employed three data collection techniques: teachers’ observations, questionnaires, and
interviews.
The findings of the study showed that the participants demonstrated some aspects of
professional teachers, such as subject knowledge, pedagogical knowledge, pedagogical skills,
and interpersonal skills. In terms of the benefits of the teaching practicum, it was revealed that
teaching practicums allowed participants to have a meaningful experience of teaching in real
classes and opportunities to link theory and practice. However, while the participants found no
hard challenges in the aspects of teaching preparation and interpersonal skills, they found some
challenges in giving clear and effective presentations, giving instructions, and conducting
classroom management. The findings of the study clearly have some pedagogical implications.
While it was found that the teaching practicum achieved some good results, pre-service English
teachers needed teaching supervision that would give them further assistance. Also, they
noticed the need to observe how senior teachers teach. Provision of these opportunities would
enable them to experience a clearer link between theory and practice.
Zein (2012) employed a comprehensive study on language teacher education for primary school
English teachers in Indonesia. This qualitative study employed two types of data collection
techniques: semi-structured interviews and classroom observation. Several important education
stakeholders such as teachers, teacher educators, members of educational board, school
principals and educational consultants were involved in this study.
The study had several major findings. First, English teachers’ needs and profiles were linked.
Their needs were influenced by a number of factors, for example, pedagogical preparation,
length of experience and multilingual skills. These should be taken into account when doing
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needs analysis for the design of teacher education programs. Second, Zein (2012) argued that
pre-service teacher education programs had failed to prepare pre-service English teachers to
teach at primary level. This was due to several important aspects, such as teacher educators’
expertise in English for Young Learners (EYL), and the provision of English and other relevant
knowledge relating to primary school teacher education.
The study has some pedagogical implications. These include the need to establish various policy
reforms and undertake specific policy measures in order to better prepare English teachers at
the elementary level. Pre-service teacher education programs should pay attention to the
teaching of EYL, provide certification in EYL as well as the preparation of English skills for
potential future primary school teachers. The study further recommended a bottom up approach
in teacher education policymaking by establishing a consortium for primary school English
teachers.
Riesky (2013) reported on a qualitative case study investigating the difficulties pre-service
English teachers encountered in their teaching practicum and efforts they made to overcome
these difficulties. The researcher interviewed 14 pre-service English teacher participants for the
data collection. Three categories of difficulties were found, namely (1) student-related
difficulties, (2) self-related difficulties, and (3) supervising-teacher-related difficulties. The
most frequently mentioned difficulties were student related. Further, most of the difficulties
were specifically how to cope with students’ behaviour, low competence, and low motivation.
With regard to overcoming these student-related difficulties, the participants highlighted the
need to implement several strategies, such as applying interesting teaching techniques, making
personal approaches to the students and consulting with the supervising teachers.
In response to the findings, Riesky (2013) put forward several suggestions about the way preservice teachers should be supervised. They should be constantly supervised by both the
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supervising teachers and teacher educators. Further, both supervising teachers and teacher
educators should pay attention to improving their supervising quality. Particular training
programs for specific issues, such as how to deal with students’ behaviour effectively, should
be established. These training programs could be a way of improving pre-service teachers’ basic
pedagogical knowledge and skills.
Sulistiyo (2015) investigated an English teacher education program at a public university in
Indonesia. His study looked for ways to improve the quality of the program that would also be
useful for other programs that had similar contexts. Employing both qualitative and quantitative
approaches, this study used document analysis, survey and interviews as the data collection
techniques. The participants of the study were the graduates (in-service English teachers), preservice English teachers, teacher educators and school principals.
The findings of the study revealed that both in-service and pre-service English teachers believed
that they had gained adequate English proficiency and English teaching skills. They also
believed that the teaching practicum was suitable. However, they found that they had limited
experience in translating the theory they learned during the program into real teaching practices
in schools. Other findings of the study highlighted the support needed by pre-service English
teachers. The first type of support was in terms of improving the teaching supervision by both
teachers and teacher educators when pre-service teachers were doing the teaching practicums
at schools. Another type of support was improving the organization and management of schooluniversity partnerships regarding the teaching practicum.
The study provided recommendations in the following four aspects: curriculum reform,
teaching practicum, teacher educator professional development and teaching learning
resources. First, it was thought the curriculum of English teacher education programs should be
redesigned to equip pre-service English teachers with better English proficiency, knowledge
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and teaching skills. Second, the teaching practicum should also be redesigned. In doing so,
particular attention should be given to the duration and scheduling of the teaching practicum,
the extent and nature of teaching supervision and school-university partnerships. Next, teacher
educators should have specific training with regard to improving their teaching and
performance in relation to working with pre-service English teachers within the program.
Particular training should focus on expanding and updating teacher educators’ understanding
about ways to appropriately prepare pre-service teachers to teach at schools. Finally, it was
recommended that teaching-learning resources available in English teacher education programs
should also be updated and improved. Particular attention should be given to the improvement
of information and communication technology (ICT), libraries, microteaching and language
laboratories, and classrooms.
Widiati and Hayati (2015) evaluated an intensive one-year English teacher education program,
Program Pelatihan Guru (PPG). They employed observations and study of documents. The
aim of the PPG program was to imbue in its participants four types of competencies, namely
pedagogical, subject matter, social and personal competence. The Indonesian government
established this nationwide teacher training program in response to the need to improve the
quality of English teachers who were teaching at secondary schools.
Widiati and Hayati (2015) argued that the PPG program was a serious, concrete, governmentled effort to improve the quality of English teachers in Indonesia. The program has successfully
equipped the participants with the skills of lesson plan design, instructional materials and
media, and assessment procedures. Despite its obvious benefits, the program has encountered
a number of challenges which were categorized into three aspects: program management,
curriculum structure and program implementation. Having identified these challenges, Widiati
and Hayati (2015) proposed some improvements to the quality of the program. Their
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recommendations included the adjustment of the PPG curriculum to be more suited to the
participants’ ability. Also, they wanted better coordination among the teacher trainers who
facilitated the program. Another recommendation was that more emphasis should be put on
certain learning principles underpinning the English teacher education program. A further
recommendation was to comprehensively evaluate the PPG program involving all English
teacher education programs.
The findings of the six studies highlighted several key issues pertinent to English teacher
education in Indonesia. These studies provided insights and focused the need for further studies
regarding English teacher education and this present study builds on them. The contribution of
Luciana’s study (2004) is apparent in terms of its revelation of the practices of various English
teacher education programs. Her study showed several areas of weakness in English teacher
education programs. Several key areas, such as micro teaching, teaching practicum, and seminar
on teaching should be revisited and redesigned accordingly. Rachmawati’s (2009) and Riesky’s
(2015) studies were important in highlighting the importance of teaching practicums as a means
for preparing pre-service English teachers entering the real world of teaching. Both studies
discussed the performance of pre-service English teachers during teaching practicum.
Rachmawati’s study (2009) revealed the challenges encountered by pre-service English
teachers when conducting teaching practicums. In addition to exploring the challenges in more
detail, compared to Rachmawati, Riesky (2015) suggested the need for both supervising
teachers and teacher educators to improve their supervision quality through strategies such as
specific supervision training. The studies also provided recommendations for quality
improvement: one indicated the need to explore the roles of teaching supervision in improving
the teaching performance of pre-service English teachers as well as the overall teaching
practicum program. Zein’s (2012) study thoroughly investigated the need for and strategies for
improving the quality of English teaching at primary schools. The study outlined the needs of
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primary level English teachers with regard to their knowledge and skills, the delivery of preservice and in-service English teacher education, the design of learning-teaching options, and
the relationship of those elements in establishing policy recommendations that focus on English
teacher education for primary level English teachers.
Sulistiyo’s study (2015) is also important as it presented recommendations for developing
English teacher education programs. The supervision by English teacher educators and
technical support such as school-university partnerships while students do teaching practicums
were considered a necessary response to students’ lack of experience when teaching in the real
classroom. To improve the quality of teacher education, this study emphasized that redefining
the curriculum as well as the teaching practicum program needed to be done, so students were
equipped with the necessary knowledge and skills prior to entering the real teaching arena.
Moreover, specific training for English teacher educators was also suggested in order to update
their knowledge regarding their own teaching and practice. Lastly, this study emphasized the
need to improve learning resources at English teacher education programs. Similarly, the study
of Widiati and Hayati (2015) showed the importance of developing English teacher education
programs. Facing challenges such as program management, curriculum structure, and program
implementation, the study further revealed room for improvement in the areas of curriculum of
PPG, coordination among teacher trainers, learning system at the teacher education program,
and policy evaluation.

1.2.3 Rationale for a New Study
All studies referred to call for improvement in the quality of English teacher education in
Indonesia. Various issues seen from different perspectives have been discussed, but particularly
the performance of pre-service English teachers during teaching practicum as a means to
prepare them to enter the real teaching context has been highlighted. In regard to this,
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experience in teaching in real classes, the benefits, and the challenges have been explored
(Rachmawati, 2009; Riesky, 2013). A number of potential strategies to improve English
teaching at the primary level have been outlined (Zein, 2012). Redefining curriculum and
collaboration among stakeholders have also been emphasized (Sulistiyo, 2015; Widiati &
Hayati, 2015).
In response to the findings, various recommendations to English teacher education have been
discussed in the six studies. Extensive attention is given to better preparing students with
knowledge and experience as well as supporting them by reformulating better curriculum,
appropriate learning materials, extensive supervision and supportive learning facilities.
Moreover, the need to redefine policy at the top level has also emphasized the collaborative
involvement of stakeholders in improving the quality of teacher education programs. It is clear
that the focus has been on students, teacher education programs and the government as policy
maker.
However, less attention has been given to the roles of teacher educators themselves as central
to students’ preparation and their role in policy implementation through teacher education
programs. This lack of research into teacher educators has been noted by Timperley, Wilson,
Barrar, and Fung (2007). Their study suggested the lack should be addressed in regard to preservice university-based educators and in-service teacher educators. Teacher educators in
Indonesia perform a number of functions as included in the Tridharma Perguruan Tinggi
(Three Obligations of Higher Education) namely, teaching, researching, and providing
community services.2 As university-based educators, Indonesian teacher educators fulfil the

2

According to Law No. 14 Year 2005 regarding Lecturers and Teachers, the Indonesian government set out three obligations,
known as Tri Dharma Perguruan Tinggi, for lecturers in higher education. These three obligations include teaching, research,
and community service.
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obligation to teach, while as in-service teacher educators, they also fulfil their obligation to do
community service.

1.3 Statement of the Problem
The qualities of effective teachers have been investigated in different fields of study, for
instance in Health Science (Jahangiri & Mucciolo, 2008), Marketing (Faranda & Clarke, 2004),
Accounting (Mohidin, Jaidi, Sang, & Osman, 2009), Engineering and Technology (Salleh,
Idrus, & Harun, 2013), Medicine (Singh, Pai, Sinha, Kaur, Soe, & Barua, 2013), and
Psychology (Duckworth, Queen, & Seligman, 2009). While there is a lack of literature about
qualities and professional practices of effective English teacher educators, information from
those related studies from other disciplines have informed this present study; the qualities of
effective teachers generated from other studies are often universal and applicable to the English
language teaching context. To expand the discussion and thus extend the pool of knowledge,
additional research studies need to be conducted. Research studies on teachers of English
teachers (English teacher educators) have been scant despite their important roles, as previously
outlined. Therefore, the present study attempts to delineate the qualities of effective English
teacher educators from the perspectives of the Indonesian teacher community: English teacher
educators, pre-service English teachers and in-service English teachers. The present research is
based on earlier research findings that reveal the teacher is one of the key contributing factors
in students’ learning achievement (Darling-Hammond, 2000b; Hattie, 2003).

1.4 Purpose of the Study
The aim of the present study was to investigate, within the Indonesian context, what
characterises effective English teacher educators from the perspectives of the three groups: the
English teacher educators, pre-service English teachers and in-service English teachers. The
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study adopted a mixed methods design that consisted of two sequential phases: qualitative and
quantitative research. In the qualitative phase, the study aimed to (1) examine the perceptions
of each of the three groups regarding the characteristics that make effective English teacher
educators; (2) identify effective English teaching strategies inside and outside the classroom;
(3) describe principal challenges faced in attempting to be effective English teacher educators;
and (4) identify strategies and support that might assist with English teacher educators’ quality
improvement. The subsequent phase, the quantitative phase, examined the widely held
perceptions of what characteristics of effective English teacher educators are, by involving a
number of participants from each of the three groups. Specifically, it aimed to (1) identify the
most important characteristics of effective English teacher educators; and (2) determine the
statistical significance, if any, of any differences between each group’s perceptions of
characteristics depending on year of study and years of teaching experience.

1.5 Overview of Methods
The study used a sequential exploratory mixed methods design in which the qualitative phase
preceded the quantitative one. The qualitative phase explored the concept of qualities of
effective English teacher educators, this being a matter on which research is relatively scarce,
especially in the Indonesian context. The subsequent quantitative phase was built on the results
of the qualitative phase, and sought to find support for the qualitative findings. The sequential
exploratory design was chosen because the present study aimed at both exploring and
expanding the topic under investigation. The sequential exploratory design was also required
for development of a questionnaire that focused on the qualities of effective English teacher
educators, also a matter which has been scarcely studied in the Indonesian context.
The study involved a total of 579 participants from three groups: English teacher educators,
pre-service English teachers and in-service English teachers. At the qualitative phase, semi15

structured interviews were conducted with 39 participants. Thematic analysis was employed in
analysing the qualitative data. At the quantitative phase, a closed-ended questionnaire,
developed based on the qualitative results, was administered to 540 participants. Descriptive
(mean and standard deviation) and inferential statistics (T-Test and ANOVA) were run in
analysing the quantitative data.

1.6 Research Questions
The study was undertaken to specifically answer the following research questions. Each
research question will be answered by both qualitative and quantitative data. The questions
addressed are:
1. What are perceived to be the characteristics of effective English teacher educators?
a. What are the most important characteristics of effective English teacher
educators according to each of the participating groups?
b. Are there statistically significant differences in the perceptions of these
characteristics between the three participating groups?
c. Within the pre-service English teacher group, are there statistically significant
differences in the perceptions of these characteristics depending on year of
study?
d. Within the in-service English teacher group, are there statistically significant
differences in the perceptions of these characteristics depending on years of
teaching experience?
e. Within the English teacher educator group, are there statistically significant
differences in the perceptions of these characteristics depending on years of
teaching experience?
2. What effective teaching strategies are used by English teacher educators?
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3. What challenges do English teacher educators encounter in their attempts to be
effective?
4. How can the effectiveness of English teacher educators be encouraged and maintained?

1.7 Definitions of Terms
The following terms are frequently used in this study. Each term has been defined as follows:
a. English teacher educators (ETEs, hereafter) refer to the lecturers of English who teach
in a Department of English Education at higher education institutions. They train
students to be English teachers. They teach not only English-related skills and
knowledge subjects, for instance Speaking, Grammar, Reading, but also English
teaching-related subjects, such as Micro Teaching, Lesson Planning, Methods of
Teaching. Lecturers who teach only General English in other departments are excluded.
b. In-service English teachers (IETs, hereafter) refer to the graduates of Departments of
English Education who are working as English teachers at primary level, secondary
level or in private English courses or programs.
c. Pre-service English teachers (PETs, hereafter) refer to the students of Departments of
English Education. They are being trained to be English teachers. The length of study
varies from students in their first year to students in their final (4th) year of study.
d. Characteristics refer to not only the individual personality traits of the English teacher
educators, but also their knowledge and skills.
e. The English teacher community has been identified as comprised of three major groups
that together reflect the major roles played in the community, namely teacher educators,
pre-service teachers and in-service teachers. This term serves for the purposes of this
research which is specifically to assist with analysis of the data and the presentation of
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a clear picture of perceptions of what constitutes effective English teacher educators in
the Indonesian context.

1.8 Significance and Contribution of the Study
The contributions of this research to the Indonesian EFL context can be summarised as follows.
First, in spite of evidence from research studies regarding the qualities of effective English
(language) teachers in many countries, for instance Korea (Barnes & Lock, 2010 and 2013;
Park & Lee, 2006), Thailand (Wichadee, 2010; Chen, 2012; Meksophawannagul, 2015), Iran
(Shishavan & Sadeghi, 2009; Khojastehmehr & Takrimi, 2009), Israel (Brosh, 1996), Japan
(Richardson, 2011), Cyprus (Kourieos & Evripidou, 2013), Malaysia (Nikitina & Furuoka,
2008; Phern & Abidin, 2012), Saudi Arabia and Yemen (Saafin, 2005; Mahmoud & Tabet,
2013), Turkey (Celik, Arikan, & Caner, 2013), Kuwait (Taqi, Al-Nouh, & Akbar, 2014),
Taiwan (Chen & Lin, 2009), and China (Xuerong, 2012), a limited number of similar studies
are available in the Indonesian education context. Borg (2006) called for more research studies
on effective teachers in different contexts as this leads to a better understanding of how different
contexts characterize effective language teachers. Hence, this study provides valuable
comparative information on the phenomenon and so extends the growing understanding of what
qualities constitute effective teachers.
Second, identifying the student (teacher) perceptions of what constitutes effective teachers is
crucial to understand what qualities the students expect in the teachers. It is hoped that these
perceptions will assist the teachers to understand their students better and minimize the
discrepancy between the teachers’ and students’ beliefs about effective teachers. Several
studies, for instance Richardson (2011), Shishavan and Sadeghi (2009), Wichadee (2010), Park
and Lee (2006), have shown that the students’ perceptions on what characterizes effective
English teachers is, to some extent, different from the perceptions of the teachers. One of the
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advantages of having this information is its value in knowing how to address the students’
expectations better. This, in turn, will positively affect the teaching and learning process. If
students’ views differ from that of their teachers regarding what should happen in the teaching
and learning process, then the students might have less confidence in the teachers’ ability.
Dornyei (2010) asserted that if confidence fails to appear, then motivation and effective
teaching and learning are not likely to be achieved.
Third, in the era of standards and accountability, many higher education institutions around the
world have adopted student ratings of teaching performance as part of teaching effectiveness
evaluation. The evaluation has taken into account students’ perceptions, not merely those of
teachers and administrators. Though there is skepticism about the appropriateness of using
student ratings as a source of evaluation, the student-generated evaluations are able to recognize
clear dimensions with regard to teaching effectiveness, and are more reliable compared to
ratings given by principals and teachers themselves (Wilkerson, Manatt, Rogers, & Maughan,
2000). Students’ ratings of teaching performance can be helpful by providing, for example,
formative feedback to faculty for improving teaching, course content and structure as well as
serving as a summary measure of teaching effectiveness (Marsh & Roche, 1993). In this respect,
the current study also aimed to trigger the development of student evaluation as a useful process
in the Indonesian education context. The perceptions of the students in this study should be
beneficial in providing insights for scholars and educators in Indonesia as they attempt to
develop student-based course evaluation instruments. Meaningful input from students is one of
the pertinent elements in improving the quality of an evaluation system (Chen & Hoshower,
2003).
Fourth, the current study should also be beneficial for a wide range of people involved in
education. For the English teacher educators, the students’ perceptions of the qualities of
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effective English teacher educators could be used for their self-reflection and a means of
improving their teaching practices. Davis and Swanson (2001) noted that understanding
students’ perceptions can assist teachers in understanding the students’ point of view of
desirable qualities. For the students, they have room to express their views regarding the
effective teachers. Gathering and responding to students’ views are crucial since students are
one of the most important stakeholders involved in the education process. Once students’
expectations are met, a positive effect on their motivation and interest in learning can be
anticipated. Numerous research studies have demonstrated the qualities of effective teachers
based on the perspective of researchers, faculty, and administrators. However, there has been
limited research that has considered the inclusion of the student perspectives. Another benefit
expected from the proposed study is that it should be advantageous for educators, language
coordinators and course designers as they seek to formulate a better English teacher education
program in Indonesia. Exploring the qualities of effective teachers from the bottom-up provides
essential insights for educators in developing more effective and student-oriented instruction
(Davis, Misra, & van Auken, 2000).

1.9 Structure of the Thesis
The thesis is organized into seven chapters: Introduction, Literature Review, Research
Methodology, Results of the Qualitative Phase, Results of the Quantitative Phase, Discussion
of the Findings, and Conclusion. The structure of each chapter is briefly as follows:
Chapter 1 outlines the background and the rationale for the study, states the problem and
purpose, and provides an overview of methods, research questions, definitions of specific terms,
significance and contribution of the study, and structure of the thesis. Chapter 2 reviews the
relevant literature and theory and informs the discussion of the results. It includes first, a brief
description of the Indonesian education system, the status and role of English in Indonesia,
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English teacher education in Indonesia, and the higher education institution profiles. There is
then a discussion of the theoretical concept of effective teaching. It offers a working definition
of effective teaching and identifies the key characteristics of effective teaching. The review
progresses to a discussion of the theoretical concept of effective teachers. It covers the history
of research into and establishment of the characteristics of effective English teacher educators.
The last part of the literature review discusses what gaps are evident in the literature. Chapter
3 discusses the research methodology used in this study: the design, qualitative phase,
quantitative phase, and data management and analysis. Since the study employed a sequential
exploratory mixed method design, Chapters 4 and 5 present the results of the data collection
from the qualitative and quantitative phases respectively. Chapter 6 presents the analysis and
discussion of the data and offers an interpretation and evaluation in direct response to the
research questions.
Finally, Chapter 7 sums up the study. It initially presents an overview of the study and a
summary of the major findings, then the theoretical and practical implications, the limitations
and some recommendations for future research. Detailed appendices that contain information
and documentation regarding this study such as letter of ethical clearance, a sample of
institution approval, information sheet and consent form, interview protocols, a sample of an
interview transcript and questionnaires are provided at the end of the thesis.

1.10 Summary
To summarise, research on teacher educators within the context of English language teaching
in Indonesia is relatively scarce, and needs to be explored further. The important function of
ETEs, to develop professional English teachers, leads to the demand for research in this field
to enrich the understanding of the qualities of effective ETEs in Indonesia. This study aimed to
investigate, within the Indonesian context, the perceptions of what characterises effective ETEs
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from the perspectives of three groups: the ETE themselves, PET, and IET. The study adopted
a mixed methods design and consisted of two sequential phases: qualitative and quantitative.
The findings of this study are expected to contribute to the body of knowledge and research in
the field, as well as have theoretical and practical implications for English teacher education in
the Indonesian context and other similar contexts. The following chapter reviews the literature
that underpins the study.
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CHAPTER II: LITERATURE REVIEW
2.1 Introduction
This chapter presents a review of the literature underpinning the study. It starts with the context
of the current study to better understand the research that focused on the qualities of effective
ETEs in Indonesia. It gives an overview of the Indonesian education system, the status and role
of English in Indonesia, English language teaching in Indonesia, English teacher education in
Indonesia and the higher education institution profiles. The chapter continues with a review of
the literature related to the concept of effective teaching and effective teachers. This includes a
definition of effective teaching, characteristics of effective teaching, effective teaching
strategies, a short history of research into the characteristics of effective teachers, establishing
the characteristics of effective ETEs, measuring characteristics of effective ETEs based on the
level of engagement in English education, the need for developing a standard for ETE in
Indonesia, challenges confronting teachers in Indonesia, and strategies for improving teacher
quality. The chapter then highlights the research gap that is evident in the literature and
concludes with a summary.

2.2 Context of the Study
This section provides the context of the study. This includes an overview of the Indonesian
education system (2.2.1), status and role of English in Indonesia (2.2.2), English language
teaching (ELT) in Indonesia (2.2.3), English teacher education in Indonesia (2.2.4), and the
higher education institution profiles (2.2.5).
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2.2.1 Indonesian Education System
Indonesia is a large and diverse country. It consists of more than 17,000 islands and has the
fourth largest population of world nations that is estimated to be at more than a quarter of billion
people (OECD, 2015). It consists of more than 600 ethnic groups who speak more than 700
different languages and dialects, although there is one official language, Bahasa Indonesia
(Dardjowidjojo, 2000; Azra, 2010). These ethnic groups are spread across 34 provinces and
around 500 municipalities and/or districts stretching to a total area of 1.9 million square
kilometres (Asian Development Bank, 2014). Given the large size and diversity of Indonesia,
there are obvious challenges for achieving quality education for all citizens. The Indonesian
government strives to improve the quality of education for all its citizens and thus, includes
strategic priorities for education within the framework of the overall national plans. It aims to
improve the basis of all educational programs on the basis of availability, affordability, quality
and relevance, equality, and assurance for all citizens (OECD, 2015). One of the strategic
priorities that has been established is the 9-year compulsory education program: all children
between the ages of 6 and 15 years are required to enrol in elementary and junior high school
levels.
The education system in Indonesia is large. Over 61 million students are taught by more than
three million teachers in more than 250,000 education institutions, in both public and private
schools (MoEC, 2013). With this figure, Indonesia is well known as the third largest education
system in the Asian region, just below China and India, and the fourth largest in the world, with
the United States in the top position.
In Indonesia, the education system is divided into two, non-formal and formal systems. In nonformal education, students can join several types of programs that are acknowledged by the
government, namely early childhood development such as playgroups, school equivalency
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“packages”, literacy classes, and Islamic boarding schools (MoEC, 2013). In formal education,
the government acknowledges students enrolling from kindergarten to the higher education
level. Within this general framework, students must complete, at least, two levels of education,
namely basic and secondary education. Basic and secondary education comprise more or less
12 years from elementary to senior high school, with a 9-year compulsory education from
elementary (6 years) to junior high school (3 years). After compulsory education, students go
to the next secondary level for three years in senior high school. At this level, the government
provides several major streams covered by vocational and technical high schools and general
senior high schools. This is intended to introduce students to more choices and specialisations.
Though vocational and technical schools prepare students for work in industrial areas, the
graduates are still allowed to continue their study at the tertiary level, so the opportunities are
similar to those for the graduates from the general high schools (MoEC, 2012a). Having
finished their secondary education, students can proceed to six types of tertiary level education,
ranging from academy to university (MoEC, 2013). The six types established by the
government are intended to provide for and accommodate students with specific needs and
interests.
The education system in Indonesia is basically managed by the government under two
ministries, namely the Ministry of Education and Culture (MoEC)3 and the Ministry of
Religious Affairs (MoRA) (MoEC, 2013). MoEC takes responsibility for managing public and
private education, while MoRA takes responsibility for managing public faith-based and private
faith-based education, for example Madrasah Ibtidaiyah (elementary), Madrasah Tsanawiyah
(junior high school), Madrasah Aliyah (senior high school), and Islamic higher education.

3

At present, the management of higher education is under the Ministry of Research, Technology, and Higher Education
(MoRTHE), while the management of education at the lower levels is still managed by the Ministry of Education and Culture
(MoEC).
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In addition, although the education system in Indonesia is managed by two ministries, MoEC
has the vital function of controlling education. However, after decentralization of the education
system, MoEC’s function only goes so far as to ensure that education is in line with national
goals and standards (MoEC, 2013). This policy has changed the function of MoEC into one of
supervising education, rather than having a direct hand in the schools. MoEC is now involved
in macro level planning, national level policy-making, standard setting, and quality assurance.

2.2.2 Status and Role of English in Indonesia
Looking back on the history of the teaching of English in Indonesia, Lauder (2008) noted that
English was first established as the first foreign language of Indonesia soon after establishment
of the Republican Government on 17 August, 1950. Although Indonesia was colonised by the
Dutch for more than three centuries, the government chose English as the first foreign language
rather than Dutch as basically, Dutch was considered the language of the enemy reflecting the
attitude towards past colonialism (Dewi, 2014). In addition, English was already regarded as
an international language (Lauder, 2008).
In the Indonesian education system, there are a number of foreign languages taught such as
Arabic, Spanish, Chinese, Japanese and French. However, it is English that has the status of
being the only foreign language examined in the National Examination for junior high and
senior high school (Renandya, 2000). This means that students enrolling in formal schools in
Indonesia will learn English. As a comparison, Lauder (2008) described some uses for the other
foreign languages in Indonesia. The Arabic language, for example, was introduced in Indonesia
long before the establishment of English, but Arabic is mostly used for Islamic religious
matters, such as reciting the Koran and prayer. In addition, though Arabic is used in education,
it is limited to some Islamic educational institutions. Therefore, English language has
consistently maintained its leading position in the educational context in Indonesia.
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However, while English may have a strategic position in the Indonesian education system, this
does not mean that English has a firm status in Indonesia. Referring to Kachru’s “three-circles”
model (1985): inner, outer and expanding circles, Indonesia is included in the last category.
This means that English performs as a foreign language. Therefore, given the fact that the status
of English in Indonesia is only a foreign language, the hegemony of English sometimes is
limited. It should be noted that English is a foreign language and so should be treated differently
when compared to English as a Native Language or as a Second Language (Kirkpatrick, 2007).
However, Kirkpatrick acknowledged that, in EFL contexts, English is taught in a way in which
the native-speaker model becomes the standard of how English should be used in
communication. This means that the norms, culture, and style used by native speakers are
employed as the standard for students and teachers to practise correct English. Again,
unfortunately, English is only used in the school context and students learn only when they
learn in the classroom. English is not used in out-of-class contexts where both students and
teachers can interact in a more significant amount of time and settings.

2.2.3 English Language Teaching (ELT) in Indonesia
Considering the strategic position of English in the world as both an international language and
as a lingua franca, it would seem that English will still be the centre of interest in future decades.
The Indonesian government, for instance, has had serious concerns about the development of
English teaching practices in Indonesia as it is evident in the three national curricula changes
that have occurred between 2004 and 2013. The changes made in these curricula serve as a
response to the dynamic demands and changes in the society, for example political issues, the
government system, and economic, science and technology changes in the community (Crystal,
2003). Thus, it might be said that the curriculum employed in a certain period of time, reflects
the situation of the society at that time.
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The 2004 curriculum, which is more popularly known as CBC (Competency-Based
Curriculum), was designed on the basis of what students can do in performing tasks rather than
knowing about tasks. In this respect, the notion of competency becomes the key word. A student
is said to be competent or to have competency if he or she has the specific skills and knowledge
required to effectively perform real life tasks. For example, if a student can respond
appropriately to his friend's letter of invitation in writing, he or she can be said to have the
competency required to write informal letters (Setiono, 2004).
The main feature in CBC is Communicative Language Teaching (CLT), which focuses on the
learners. In a classroom in which communicative language teaching is undertaken, learnercenteredness needs to be emphasized and should cater to students’ needs and interests (Richards
& Rodgers, 2001). Dardjowidjojo (1997) emphasized the need to develop learner autonomy.
This includes “…determining the objective, defining contents and progression, selecting
methods and techniques being used, [and] evaluating what has been acquired (p. 5)”. Another
point from Nunan (1991) and Richard and Rodgers (2001) is that CLT focuses its language
teaching and learning on interacting, engaging in conversation, and using language rather than
knowing about knowledge. Therefore, the ability to communicate is seen when students learn
English that they can use for social interaction. This teaching method also emphasizes
communicative competence as a means of measurement. Canale and Swain (1980), for instance,
developed a framework of communicative competence consisting of four competencies, namely
grammatical competence (focusing on the rules of grammar to correctly produce a language);
discourse competence (focusing placement of appropriate words to meet speakers’ or writers’
message), sociolinguistic competence (focusing on language use in appropriate social
interaction based on the circumstances), and strategic competence (focusing on the ability to
understand regardless of any weakness speakers have). Therefore, teachers have some authority
to explore and elaborate the program or analyze the materials based on students’ needs since
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the assessment process is done through classroom assessment, not only through multiple-choice
assessment that was present in the 1994 curriculum (MoEC, 2013).
After the implementation of CBC, the Indonesian government released the 2006 curriculum (or
School-Based Curriculum, or KTSP), which is a development of the 2004 curriculum.
According to MoEC (2013), the goals of English teaching in KTSP are: (i) developing
communicative ability in the target language, both in oral and written form. Communicative
ability consists of listening, speaking, reading, and writing skills; (ii) stimulating students'
awareness of the importance of the mastery of English as a foreign language, and; (iii)
developing students' understanding toward the relation between language and culture and
shaping the knowledge of culture, so that students will acquire a cross cultural understanding
which enables them to engage in diverse sociocultural contexts. This is in line with Rodgers
(1989), who stated that English is taught with the following principles: (1) learning language
means using it to communicate; (2) the goal of classroom activities is authentic and meaningful
communication; (3) fluency is an important dimension of communication; (4) different
language skills are integrated in the communication process, and; (5) involving trial and error
constructs students’ learning. The main target of the 2006 curriculum then, is mainly developing
students' intercultural communicative competence. According to Aguilar (2007), intercultural
communicative competence is the ability to interact with people from different cultures and
countries in a foreign language, where the knowledge of the participants of another culture is
linked to their language competence through their ability to use language appropriately and
their awareness of the specific meaning, values, and connotations of the language.
Despite having been implemented for more than six years, the goals of the 2006 curriculum
could not be achieved. Nur and Madkur (2014) highlighted several problems in the 2006
Curriculum: These included: 1) unintegrated language learning where students learn several
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language elements such as pronunciation, word stress, and intonation; 2) grammar- and
vocabulary-oriented focus; 3) text-based language teaching, and; 4) teacher-centred learning.
In addition, Putra (2014) noted that the goal of communication skills had been misled by
implementation of the National Examination which makes most teachers focus on preparing
their students for the exam. This is due to the notion that the scores that students achieve indicate
the success or failure of the ELT practices in that school.
The Indonesian government tried to address these problems by reformulating the new
curriculum, namely the 2013 Curriculum. This latest curriculum is a response to the numerous
problems happening in ELT in Indonesia (Wachidah, 2013). One paramount point addressed is
bringing back the original goal of language teaching and learning: that is, using the language
communicatively (Nur & Madkur, 2014). Furthermore, authenticity is one of the key points of
the curriculum (Retnawati, Hadi, & Nugraha, 2016). Students are expected to learn, not only
about the structure of the text, but also about the social function of the text itself. Authentic
learning materials and assessments are emphasised to cater to the student learning needs so that
student learning is created as authentically as possible. Herrington and Herrington (2006)
mentioned several aspects of authentic assessment, namely context, problem solving skills,
higher order thinking skills, tasks stimulating active response, and multiple indicators of
learning. It is clear that these elements require students to be active in their learning process
and as a result, teachers must promote student-centred learning.
Although English has been taught for many years and included in every curriculum change, the
results of English teaching still can be regarded as unsatisfactory. One of the measurement
parameters is the inability of school graduates to communicate intelligibly in English. Despite
6-year exposure to English at school, the language proficiency of graduates is generally below
standard. Dardjowidjojo (1996) stated that the lack of students’ motivation, poor attitudes
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towards learning English and the shortage of teachers with adequate English language
competence all contribute to the general low ability in English. A similar phenomenon can be
found among university graduates, as well as among faculty members (Madya, 2002). There
are many factors connected to this unsatisfactory outcome of English language teaching in
Indonesia; a key contributing factor, asserted by some scholars (e.g. Dardjowidjojo, 2000; Nur,
2004), is the teacher factor. Kam (2004), for example, found that the problem lies with what he
described as a “quantitative and qualitative dilemma”. In addition to the need to upgrade the
number of English teachers, an upgrade of the teachers’ quality and competence is also required.
Kam (2004) further asserted that recruitment of new PETs and training for the IETs should be
conducted simultaneously to propel out of the problematic predicament in English teaching
practices in Indonesia.
Another salient problem is that many English teachers are categorised as poor users of English
(Hamied, 1997). To illustrate, in a national symposium held in Indonesia, it was found that of
45 papers written by English teachers, none were written in English and less than 10
presentations were conducted in English. This condition results from teachers’ poor English
proficiency and lack of confidence in using English (Lie, 2007). Another study by Saukah
(2000) revealed that of the 70 teachers undertaking the TOEIC test, only six reached a score
above 600; the majority achieved below 600. If the teachers’ English proficiency is below
standard, then expecting students to reach high English proficiency is an overly ambitious goal.
Another crucial teacher factor contributing to the unsatisfactory results of ELT in Indonesia is
the low competence of the English teachers (Dardjowidjojo, 1997; Sadtono, 1997). They
mentioned that the low competence could be either in the teaching skills or in the mastery of
English or even both. A more recent study Wati (2011) confirmed this. Her study revealed that
the teachers’ lack of knowledge and skills in teaching English contributes to the so-called
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unsatisfactory English teaching results in Indonesia. The teacher participants in Wati’s (2011)
study noted that one of the problems they faced in teaching was their limited skills in delivering
well-performed English teaching. Meanwhile, the prerequisite competence for delivering good
teaching to the students includes high English proficiency and teaching skills (Bradford, 2007).
Unfortunately, Indonesian English teachers, in general, have not achieved a high level of these
two types of competence, as highlighted by the above mentioned studies.
In a number of reports about the implementation of several English curricula in Indonesia,
English teachers play a large part in determining the extent to which English teaching and
learning practices in Indonesia are successful. This is in line with what is revealed by a number
of research studies on factors contributing to student achievement (e.g. Mosteller, 1995;
Desforges & Abouchaar, 2003; Darling-Hammond, 2000b; Rivkin, Hanushek, & Kain, 2005):
teachers may be the most influential and crucial factor compared to others (Darling-Hammond,
2000b). Therefore, greater attention should be paid to the quality of the English teachers.
Efforts have been made and actions such as teacher certification, teacher training/education,
have been implemented by the Indonesian government to improve English teachers’ quality.
Teacher certification, for instance, has become a large part of investment in terms of education
in the Indonesian context. This ambitious and longitudinal effort targeted approximately three
million elementary and high school teachers to be certified by 2015. The result shows that by
2015, around 75% of the teachers have passed the certification process (Agustina, 2016). It was
hoped that this program could improve the quality of teachers and lecturers in a planned,
guided, and sustainable way (The Government of Indonesia, 2005a).
Teacher certification programs have proved effective in terms of improving the quality of
education, such as in The United States (Darling-Hammond, 2000b), and Sweden (Andersson
& Waldenström, 2007). Darling-Hammond (2000b) found that students’ achievement in two
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subjects, namely Mathematics and Reading, was determined more by teachers with full
certification than by teachers with a higher degree in their field. Further findings of this study
suggested that investing in teacher quality had a positive impact on students’ achievement. The
two principal considerations drawn from these findings were the power of teacher certification
on students’ achievement, and students’ achievement that was determined by teacher quality.
In Sweden, a study by Andersson and Waldenström (2007) found that certified teachers play
an important role in Swedish compulsory schools. However, they also mentioned that teaching
experience should also be considered, as the results were also a reflection of teacher experience.
As this program has been being implemented for many years, the results of this longitudinal
program should be taken into consideration.
However, although the Indonesian teacher certification program has been going for many years,
reports have shown that teacher certification has no impact on student achievement (Fahmi,
Maulana, & Yusuf, 2011). This result confirms the finding of earlier studies (e.g. Goldhaber
& Brewer, 2000). It has been argued that what has increased is only the teachers’ living
conditions, not the objectives of the program that teachers should achieve (Fahmi, Maulana, &
Yusuf, 2011). Moreover, a study by Hastuti, Akhmadi, Sabainingrum, and Ruhmaniyati (2009,
cited in Fahmi, Maulana, & Yusuf, 2011), also found that respondents believed that an increased
income would not result in better teacher quality. Academic test results from the Program for
International Student Assessment (PISA) done between 2006-2012 revealed the unsatisfactory
results (OECD, 2016). The Indonesian students were ranked in the lowest among ten countries
in three different subjects assessed, namely reading, mathematics, and science. Therefore,
teacher certification proved, at least to some extent, ineffective for improving teacher quality
in Indonesia.
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Based on the above mentioned findings, it is evident that improving teacher quality through
teacher certification should be revisited. Kane, Rockoff, and Staiger (2008) suggested that
teacher practices in the classroom were a more reliable indicator rather than their certification
status. Therefore, paying attention to teacher quality through teacher education should actually
be another promising option for the government to lift the quality of education. A study
by Plecki, Elfers, and Nakamura (2012), for example, found that having initial teacher
preparations in teacher education programs may bring some influences on teacher quality as the
programs should deal with candidate recruitment, program design, graduates placement, and
partnership engagement. Mann (2005) also added that teacher education programs were
responsible for creating high-quality teacher candidates by providing them with pedagogical
strategies, instructional programs, and specific teaching methods.

2.2.4 English Teacher Education in Indonesia
2.2.4.1 Historical Development of Teacher Education in Indonesia
In the context of Indonesia, teacher education initially started in 1834 in Ambon conducted by
the Netherlands Indies. Later in 1852, it was established in Java, in Bukit Tinggi in 1856, in
Tapanuli in 1864, and in Batavia in 1871 (Hadi, 2002). After Indonesian Independence Day,
teacher training improved. In the 1950s, teacher training programs were held even at the junior
secondary level and those who passed the programs had the rights to be granted a teacher’s
certificate. Then, two decades later, SGB (School of Teacher-Level B), SGA (School of
Teacher-Level A), SPG (School of Teacher Education), and SGO (School of Sports Teacher),
which were equal to senior high level were established by the government to produce teachers
teaching at the primary level. In addition, junior high teachers were educated through the D1
(Diploma 1) program, while senior high school teachers were educated through the D2
(Diploma 2) program. Later, improvements to the teacher qualification standard were
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continuously implemented by establishing FKIP (Faculty of Teachers Training) at some
universities in Indonesia and IKIP (Institute of Teacher Education), such as IKIP Padang,
Malang, Jakarta, Bandung, Surabaya, Yogyakarta, Makassar, Medan, Semarang, and Manado.
Thus, the only institutions taking responsibility for holding teacher training/education programs
are universities or teacher colleges. Those institutions are managed either by the government or
private institutions and have to be accredited every five years by the Ministry of National
Education (MoNE). However, since the release of Keppres RI No. 93/1999 – which established
the change of IKIP to University of Education —, only universities have responsibility for
conducting teacher education programs.
2.2.4.2 Pathways to English Teacher Education in Indonesia
Imelwaty (2014) described the stages of becoming an English teacher in Indonesia. Firstly, to
join a training program, English teacher candidates should graduate from senior high school.
Then, after being accepted, they are required to spend at most five years being trained by those
who have expertise or a qualification in English and teaching pedagogy, such as lecturers,
experts in English or education, or teacher-trainers. In addition, by the end of the training
program, the candidates should have had real teaching practice in a formal school for about six
months. During the process, they are required to demonstrate good collaboration with the
teachers in the school they are placed in, in order to have real experiences prior to entering real
school environment. Thus, as this placement is seen as one of the indicators of successful
training programs at university level, it is important that teacher training programs prepare the
candidates with knowledge of the subject matter, aspects of pedagogy, and teaching skills
(Luciana, 2004; Mann, 2005).
The government has provided two pathways to join the profession of English teacher, namely
the concurrent and consecutive models (Zein, 2012). The two models end at the same level;
35

however, they differ in the way students begin the teacher education program. In the concurrent
model, students have been exposed to educational courses and teaching skills since the
beginning of their studies. Students enrolling in this model have actually had the intention to
be English teachers from the outset. Students who join teacher education in the concurrent
system are presumed to have strong grounding as English teachers as they acquire not only
pedagogical aspects, such as teaching skills and curriculum matters, but also subject matter
knowledge as well as language proficiency. By comparison, in the consecutive model, the
government accommodates teachers or graduates who intend to be English teachers, but do not
possess an English education background. In this case, student teachers enrolling in the
consecutive model begin the program with a degree in another subject and need to develop
English teaching skills. When the program is completed, they will be granted AKTA IV, a
licence to become a professional English teacher.
2.2.4.3 English Teacher Education Curriculum in Indonesia
Each teacher education program has been given the authority to design and formulate their own
contents as long as they are in line with the framework of the government’s goals. The
Indonesian government has provided guidelines comprising five domains of knowledge for
developing the content: (1) Personal development courses; (2) Educational philosophy courses;
(3) Content and Pedagogical Knowledge courses; (4) Educational research courses; (5)
Supervised teaching practices (MoEC, 2002).
To make these clear, Karea (2016) provided a description of each domain. Firstly, personal
development is concerned with Indonesian culture, moral education, and religious education
and builds student teachers’ competencies as role models in society. Educational philosophy
focuses on the student teacher understanding of pedagogy, learner development, and the basic
theory of education in Indonesia. After that, Content & Pedagogical Knowledge comprises
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content knowledge, such as language proficiency skills and teaching administration matters
(curriculum, lesson plan, evaluation, TEFL in Indonesia). Educational research provides
student teachers with an understanding of research in educational contexts, including actions
such as proposal submission, and minor or final thesis. Lastly, supervised teaching strategies
courses consist of the involvement of student teachers at school by undertaking a teaching
practicum supervised by lecturers and school teachers.
In providing the five domains, the government gives flexibility for English teacher education
programs to formulate their own curriculum framework. However, this flexibility can be
problematic as it may lead to unclear information about standardised proportions or percentages
of any guidelines and so the content of the courses. Therefore, the teacher education curriculum
in each institution may differ one to another, yet the content of the curriculum should ensure
the development of the same knowledge base of its student teachers (Graves, 2009). Luciana
(2004) highlighted that the differences appearing in teacher education programs also
contributed to the different quality of its graduates because of the unfixed or shared standard
among universities. Luciana’s (2004) point is not to address the number of courses or credits
the programs offer, but to investigate the extent to which very similar subjects, with similar
names provide a similar quality of graduates. To clarify, the question addressed is whether the
contents of “Listening I or II or III” subjects in one institution are the same as similar subjects
in other institutions. Her point is not about the name of the subjects, but about the content of
the subjects.
However, regarding the differences, a study by Sulistiyo (2015) found that the differences were
not significant. In his study, Sulistiyo (2015) explored the course content of three English
teacher

education

programs:

Indonesian

University of

Education,

University of

Muhammadiyah Malang, and Riau University. He also compared the differences and
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similarities of the course contents among those universities. The analysis showed that the
differences were not too significant. The courses provided by the universities ranged from 140
to 160 credits. One difference was how the teaching practicum was administered. For example,
at University of Muhammadiyah Malang, the teaching practicum was divided into two
semesters: within campus and at school. The teaching practicum was administered in one
semester in two other universities, with a microteaching course held prior to the teaching
practicum. In regard to the similarity, Sulistiyo (2015) found that the three teacher education
programs paid more attention to content knowledge courses than to pedagogy or other general
courses. Another study by Karea (2016) supported the finding that content knowledge
dominated more than half of the total credits offered by the government; student teachers spent
more than 3,000 hours learning content knowledge throughout their bachelor degree.
Regardless of how the content differs, teacher education programs should focus on improving
their quality.
By joining teacher education programs, teacher candidates are trained not only in how to teach,
but also in how to develop their natural abilities and potential for being a teacher, to make them
more dynamic and to make them skillful to produce fruitful teaching outcomes (Bennet, 2000).
As Aggarwal (1988, cited in Suleman, Aslam, Habib, Gillani, & Hussain, 2011) noted, the aims
and objectives of teacher education are to develop teachers’ ability to take care of themselves,
to be responsible citizens, to have a good command and control of the subject content handed
over to them in the school, to develop the skills, to have expertise and experiences of the teacher,
to have concentration and attentiveness to maximize the achievements from both human and
material resources. In these ways, then, teacher training programs will benefit the teacher
candidates.
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2.2.5 The Higher Education Institution Profiles
Indonesian higher education has now become a focus of the government by which to accelerate
national development. Nowadays, higher education (HE) in Indonesia is mushrooming to
approximately 4,550 institutions with more than six million students (PDDIKTI, 2017). These
numbers present opportunities for graduates of senior high schools to pursue further study in
this development era; economic growth has resulted in the demand of more qualified graduates.
Therefore, establishing quality education in Indonesia is now a significant investment.
The Indonesian Government acknowledges six types of HE: academies and community
colleges offer only one or a limited number of fields of study; polytechnics offer vocational
education or practical skills development; advanced schools provide academic and vocational
education in one specific discipline; institutes consist of several faculties or departments
pertaining to one particular discipline; and universities offer academic study across multiple
disciplines and professional education (The Government of Indonesia, 2012).
Of these types of higher education, HE institutions also vary between public, private, Islamic,
and open university. The university has 51 institutions in terms of public institutions, while the
community college dominates the private institutions with more than 1,300 institutions.
Following the trend, the college also dominates in number for Islamic institutions. Lastly, the
university and academy share similar numbers in terms of open university (MoEC, 2013).
Despite the number of HE institutions, however, the Indonesian government still needs to make
greater efforts to develop the quality of HE. The quality of HE in Indonesia is considered low,
as 20.5% of more than 14,000 study programs were still not accredited due to limited assessors
who could inspect this huge number of study programs. Surprisingly, private institutions
contributed to this problem, reaching 67% for the unaccredited study programs. Therefore, the
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National Accreditation Board for Higher Education (BAN-PT) needs to make extra efforts. This
board fulfils three types of work in the education system in Indonesia: (i) assessing the quality
of higher education institutions through accreditation of the programs of study and of the
institutions themselves; (ii) ensuring public confidence in higher education institutions by
disseminating the results of the accreditation process; and (iii) providing recommendations for
improvements in provision of higher education. In general, BAN-PT is mandated to assess HEIs
(public and private) and academic programs offered by the institutions.
When the accreditation process has been completed, the status held by the study programs or
institutions is valid for five years. However, again, with a very large number of institutions
which need to be accredited every five years, it is hard work for BAN-PT as there is a limited
number of experts to undertake the accreditation process.

2.3 Theoretical Concept of Effective Teaching
This section provides a review of the literature of the concept of effective teaching. This
includes defining effective teaching (2.3.1), characteristics of effective teaching (2.3.2), and
effective teaching strategies (2.3.3).

2.3.1 Defining Effective Teaching
There is little consensus regarding the definition of the term “effective teaching”. Kriyacou
(2009) viewed effective teaching being demonstrated when teacher-made activities for learners
led to understanding the content successfully. This then meant the learning was as effective as
the teaching. However, effective teaching should also result in positive long-lasting effects on
students’ understanding and not solely focused on accomplishing a specific target (Barry,
2010). Aida (2015) noted that effective teaching “… involves a set of behaviours that effective
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teachers include in daily professional practice that successfully leads to the improvement of
student progress” (p. 13).
In defining effective teaching, both the characteristics of effective teaching and the factors that
affect effective teaching should be explored simultaneously. Scholars (Good & Brophy, 2003;
Petty, 2006; Stronge, 2007, cited in Kyriacou, 2009) have listed ten characteristics of effective
teaching: 1) giving clear explanation; 2) providing authentic tasks; 3) maximizing learning
activities; 4) managing the momentum or pace of the lesson; 5) encouraging students to
participate actively in the classroom; 6) understanding student needs and evaluating student
outcomes; 7) delivering the lesson in an orderly fashion; 8) giving positive feedback to students;
9) reaching the learning objectives, and; 10) using appropriate questioning techniques. Gurney
(2007) noted similar major factors affecting effective teaching: 1) teacher knowledge,
enthusiasm and responsibility for learning; 2) classroom activities that encourage learning; 3)
assessment activities that encourage learning through experience; 4) effective feedback that
establishes the learning processes in the classroom, and; 5) effective interaction between the
teacher and the students, creating an environment that respects, encourages and stimulates
learning through experience.
From these descriptions of effective teaching, it is clear that the teacher is not only the source
of knowledge, but also the classroom manager. Managing includes undertaking a variety of
responsibilities such as creating and ensuring a supportive learning environment, maintaining
relationship and emotional bonding while meeting the objectives of the teaching and learning
process. Especially in the context of Indonesia, a teacher also imbues moral values to their
students by demonstrating that he/she deserves digugu (trustworthy in terms of what they stated
as being right) and ditiru (imitated) (Dardjowidjojo, 2001). Therefore, a teacher’s ability to deal
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with such responsibilities is necessary. Student teachers should also be made ready to meet
these challenges.
Noting this, it is evident that teacher education has a major responsibility for shaping student
teachers’ views about teaching. Specifically, teacher educators must ensure their students have
a clear understanding of how to teach effectively in the classroom. Teacher educators need to
provide examples of effective language teaching by teaching effectively in the classroom.
Furthermore, to provide a clear picture of effective teaching, teacher educators ideally, should
not only demonstrate appropriate behaviours in the classroom, but also engage students in
experiences of real teaching practices in the school context. Through teaching practicums, for
example, teachers could enable their students to begin to discover and understand effective
teaching. Tisher (1990) reported that student teachers participating in teaching practicums
viewed practical experience as a powerful factor in their development to be a teacher. They
believed that a teaching practicum enabled them, not only to observe expert teachers, but also
to directly practice teaching their own teaching strategies.
In considering effective teaching, it is important to look closely at teachers’ performances in
the classroom, but it is also important to be aware of how their performances are shaped. In this
respect, teachers’ past learning experiences in a teacher education program may contribute to
how they perceive and understand effective teaching. Ellis (1994) believed that personality
traits in language learning may contribute to students’ beliefs about language teaching and also
learning. Therefore, not only do teachers play a crucial role in shaping student teachers’
perception of effective teaching, what student teachers see in their teachers may also contribute
to their future beliefs about language learning (Mori, 1999).
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2.3.2 Characteristics of Effective Teaching
As with defining of effective teaching, listing the characteristics of effective teaching is also
problematic. Recent studies sometimes have an accompanying list of the characteristics of
effective teachers (Colker, 2008). Discussions of effective teachers usually point to personality
matters embodied in the teachers, while those of effective teaching point to technical matters
of how teachers manage the teaching and learning process. However, both terms are somewhat
inter-related and usually overlap one another.
To describe the differences, Goe (2007) used four terms for examining teacher quality: (1)
teacher qualifications, (2) teacher characteristics, (3) teacher practices, and (4) teacher
effectiveness. While teacher qualification concerns teachers’ knowledge and experiences,
teacher characteristics concern teachers’ attitudes and beliefs. Moreover, while teacher
practices cover teaching strategies, teacher effectiveness covers the extent to which teachers are
successful as proved by student outcomes. Based on the above mentioned categories, it can be
seen that the discussion about effective teachers is similar to that about teacher characteristics
while the discussion about effective teaching is mostly similar to what is described as teacher
practices.
Roberts (1998) argued that the problem in defining good teaching is that there are no such exact
strategies that can be assumed effective. It is generally understood that what happens in the
classroom can be unpredictable, requiring teachers to improvise in their teaching practices. This
means that each teacher has their own problems to deal with in the classroom; what suits one
class may not be relevant in other classes. Ornstein (1985) suggested that many variables, such
as classroom condition, temperature, students’ backgrounds, and students’ motivation also
contribute to the problem of identifying what effective teaching is. Due to various
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circumstances, it is clear that discussions on defining effective teaching have not yet reached a
consensus.
Despite the obstacles in defining effective teaching, some scholars (Goe, 2007; Fuller, 2011;
Smith & Cranton, 1992) have formulated a general description of effective teaching. They
suggest teachers be immersed in the whole teaching process to teach effectively, in planning,
implementing, and assessing. To make it clear, Goe (2007) mentioned that teachers need to: a)
provide clear information to students about what they will learn and are expected to achieve at
the beginning of the lesson; b) create a conducive learning environment which is active,
engaging, and challenging for their students, and; c) get involved in the assessment process,
either assessing their students or assessing their own performances according to a standardbased evaluation established by the stakeholders.
Similar to Goe, Fuller (2011) described what teachers should do at each stage. In the planning
stage, teachers should focus on catering to students’ needs, selecting appropriate learning
content and media as well as formulating suitable goals and objectives and providing any
instructional strategies possible. Wiske, Franz, and Breit (2005) suggested that, even though
choosing and organising topics are not easy, the planning stage is among the most important
aspect in the teaching and learning process. After that, in the implementation stage, teachers
need to get in touch with their students personally, not only in delivering materials but also in
building a good relationship and in creating a positive learning environment. Then, in the
assessment stage, teachers are required to collect rich information from various kinds of
assessment tools to measure student progress. These should be carefully designed from the early
stage of planning. On this point, Stiggins (2005) emphasised that if teachers use assessment for
their own teaching then they have an opportunity to modify their own teaching. This is
contradictory to the assessment of their own teaching which appears only at the end of the
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course. Smith and Cranton (1992) added one more element to effective teaching, namely
providing specific feedback to their students. They further feedback may be beneficial for
students not only to know their score, but also to know how they are scored.
Referring to the above mentioned lists of characteristics, it is evident that effective teaching is
not only measured from teaching practices in the classroom, but also from planning,
implementing, and assessing the lesson. Although teachers may not really involve their students
in the planning process, the syllabus and the assessment could be a means for students to see
how their teachers prepare their lessons and so be a means contributing to teaching effectively.

2.3.3 Effective Teaching Strategies
Teaching has frequently been seen as the process of transmitting knowledge from teachers to
their students. This means teachers are the primary source of knowledge while students become
the processors of the transferred knowledge. However, as student teachers at tertiary level are
expected to be independent and take responsibility for their own learning, it is expected that
teachers at this level do not perform simply as the primary source of information. Teachers need
to go beyond delivering teaching materials in the classroom. Gibbs (1992) suggested that
teachers in an independent-learning classroom should focus on “…identifying learning goals,
providing support and feedback during learning, and assisting the collation, presentation, and
assessment of learning outcomes” (p. 42).
Given this, students should gather rich information related to their learning materials from
various available sources. Nowadays, digital media such as online journals have widely opened
the opportunity to obtain learning materials. Gibbs (1992) pointed out that extensive use of
library or other available learning sources to support students' learning is a major difference
between independent learning and conventional teaching. Therefore, teachers should give such
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space to student teachers to explore knowledge, based on what they believe is the best.
However, the space should also be under control. This means that, to support students’ learning,
teachers need to balance between the freedom they give to students and the course structure that
has been made (Hughes, 2001). Especially, if learning takes place outside the classroom,
teachers should build students’ awareness that it still contributes a lot to their learning outcomes
(Thomas, 2014). Students have their own position towards their learning while their teachers
perform as facilitator of the students’ learning.
Further, to support students’ independent learning, teachers need to analyse students’ needs. A
needs analysis is beneficial for describing a student’s current learning condition which later
may be used to determine strategies to help students meet the required standards (Richards,
2001). Nunan (1988) had a similar view, that the information gained through needs analysis is
important to help teachers set the goals of the course, through syllabus making. In this way,
students are involved, not only in the learning process, but also in the planning or decision
making of their own learning.
One crucial point is that teachers are required to be willing to support student learning, either
in the classroom or outside the classroom. Moreover, the ability to support students’ learning
in two different settings becomes another important matter. It is obvious that some teachers
might have their most effective teaching strategies in the classroom. However, supporting
students’ learning outside the classroom with certain strategies, such as creating different
learning conditions and ways of supervising, is also important. While teachers may be directly
involved in face-to-face meeting in the classroom, teachers also need to formulate how students
learn best beyond the classroom wall. The following sub-sections explores some possible
effective teaching strategies for both learning situations.
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2.3.3.1 Effective Teaching Strategies inside the Classroom
In almost all formal education settings and at all levels of education, teaching and learning take
place in a classroom setting where teachers and students meet face-to-face. Here, teachers are
usually confronted with various challenges. For example, they must be able to manage the
classroom that mostly consists of a diverse group of students. To give a more specific example,
in grouping these students, teachers need to consider various effective grouping strategies. In
this way, sound skills in managing the classroom are necessary for teachers.
In terms of teaching strategies inside the classroom, engaging students in active learning may
be one of the contributing factors to successful teaching and learning. At the tertiary level,
lecturers who use only the lecturing mode have been proved ineffective in maintaining students’
attention as students tend to be passive and bored (Good & Brophy, 2003; Bligh, 2000). Some
studies have shown that students only pay attention for less than 25 minutes (Hoover, 2006;
Middendorf & Kalish, 1996). Passive teaching methods have bad impacts such as causing low
numbers of college completions (Astin & Oseguera, 2002) and contributing to student drop out
(Levitz, Noel, & Richter, 1999). Therefore, the promotion of active learning strategies is
necessary so that all students participate actively in their learning process.
In regard to language teaching and learning in the classroom, students are required not only to
be spectators of their teachers, but also to be active participants and involve themselves in their
learning process. To engage students’ active involvement, teachers need to explore the way
they teach by using variation in their teaching strategies. It is believed that when students feel
engaged in their own learning process, they may understand better as well as achieve better
learning outcomes (Fredricks, Blumenfeld, & Paris, 2004; Klem & Connell, 2004).
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Some examples of active learning strategies include forming discussion groups, enabling peer
assessment, and connecting theories with real practices, and these have been proven to maintain
students’ high engagement in their learning (Moore, 2009). Students should be provided with
learning opportunities demanding them to apply what they learn (Meyers & Jones, 1993). The
point is, students should be able to experience their learning through real activities. For
example, encouraging students to work with their peers in groups has been shown to promote
the shift from students being receivers of information to students being seekers of understanding
(Willis, 2006). Killen (2016) noted some important benefits of group work, such as helping
students verbalize their thoughts through discussion, understand various ways of thinking from
different perspectives, work on complex tasks, and enhance their problem-solving skills. In this
way, with learning made through problem-based discussions, students may be helped with
experiencing valuable insights from different members. Woods, Andrew, Hrymak, Marshall,
Wood, and Crowe (1997) believed that students acquire valuable knowledge on problem
solving, interpersonal skills, and life-long learning when teachers relate students’ learning to
some recent problems. Moreover, students may also collaborate to find ways to solve the
problems in real contexts, so that learning is more meaningful (Killen, 2016). Relating theory
and practice is another important, contributing factor for students to learn from a current
situation through discussion. Students learn to make sense of the subject they are studying
(Killen, 2016). For these reasons, lecturers could help their students to be active in their learning
process through discussion and information sharing.
However, it should be noted that though group work has been proven effective, lecturers need
to consider the size of a group as well as the composition of a group. Killen (2016) noted some
problems that frequently occur in peer-working-groups, such as talking about personal matters,
and feeling left out of the group. In regard to this problem, teachers should be careful in
grouping students. Some studies suggest that groups of students should be small in number,
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specifically some have suggested no more than five students per group. It is believed that when
students work in small groups, they are likely to effectively discuss the subject matter rather
than talk about personal matters (Barkley, Cross, & Major, 2005; Davis, 1993).
Promoting student teachers to do peer assessment may be another alternative to increasing their
awareness of learning. Peer assessment is seen as beneficial for students as it gives students the
opportunity to assess their peers, to reflect their understanding by providing comments and
feedback, and also to have more responsibility towards their learning (Boud & Falchikov, 2007;
Saito & Fujita, 2009) As adult learners, they could also be motivated to be autonomous learners
who hold responsibility for their own learning (Benson, 2006). In other words, lecturers should
enable students to work responsibly.
The promotion of learner autonomy has been considered one of the outstanding strategies for
the higher education classroom setting. Dam (1995) noted that when autonomous learning
conditions have been established, students themselves can reflect on their learning by
questioning what and why they learn, as well as finding how to learn best. More than 90% of
the students participating in Hall and Saunders’ (1997) study preferred teachers who
demonstrated student-centred learning. Lea, Stephenson, and Troy (2003) also found that
students felt more confident and excited to have a student-centred learning process. From these
two examples, teachers should change their position from being the main source of knowledge
in the classroom to being the facilitator of learning. Enabling peer assessment, for instance, may
help teachers promote student-centred teaching and learning (Brown & Hudson, 1998).
However, this does not mean students are left working alone and doing whatever they want.
Guidance and a framework should be given in order to track students’ learning progress, so that
they get involved in self-directed learning (Grow, 1991) and know how to manage their own
learning (Benson, 2001).
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Despite the benefits of providing students with a new teaching method, it is teachers who should
decide whether they will implement it. The beliefs teachers hold may be one of the
considerations affecting the implementation process. Prosser and Trigwell (2002) found that
teachers demonstrating teacher-centred learning believed that students should emphasize
information gathering rather than developing it. Therefore, the promotion of student-centred
learning may largely depend on teachers’ views on it. The crucial point is that teachers should
monitor their students’ learning process so that students learn materials that are relevant,
interesting, and suitable for their needs (Edwards, 2001).
2.3.3.2 Effective Teaching Strategies outside the Classroom
While formal teaching usually takes place in a classroom setting, it is not sufficient for language
learning if it only happens inside the classroom walls. Richards (2014) noted some limitations
such as large classes and limited time and suggested that large classes consisting of more than
40 students are ineffective for promoting opportunities for authentic communication. Ur (1996)
believed that the tendency of students to be passive becomes even bigger when they are in such
large classes. Limited time is also a problem; the school curriculum often only allocates a few
hours per week for language-related subjects.
Nunan (1991) found in his study that the formal classroom is unsatisfactory for learning a
language effectively. Students should be able to take initiatives to apply the knowledge that
enables them to be successful in their language learning. They need to do some extra activities,
such as reading newspapers or talking with peers outside the classroom in English. The point
is, students’ motivation may determine to what extent they want to learn English outside the
classroom.
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However, with reference to the Indonesian context, it is not easy to solve Indonesian students’
problems in learning English, especially in terms of language production, such as speaking
skills. Students feel shy to talk in English with their peers outside the classroom, either because
they still wonder about the correctness of their speaking or maybe their friends do not really
want to speak in English. A study by Mukminin, Masbirorotni, Noprival, Sutarno, Arif, and
Maimunah (2015) reported that the fear of negative responses is one of the contributing factors
for students not attempting to regularly speak English. Participants in the research mentioned
that they were afraid of making mistakes; they felt embarrassed. Ur (1996) also mentioned that
the fear of making mistakes and getting criticism was a barrier that students encountered in
practising their English. In this regard, the lack of a supportive environment was the obstacle.
Students need an environment where they can experiment without feeling threatened (Willis,
1996 as cited in Al-Nakhalah, 2016).
The next problem is mostly due to the status of English in Indonesia. It is different from other
Southeast Asian countries such as Malaysia, Singapore, and the Philippines which have adopted
English as either their first or second language (Kachru, 1992). Unlike these other Southeast
Asian countries, students are only exposed to English in their classrooms as Indonesians prefer
to use Bahasa Indonesia as well as vernacular languages for daily communication (Lauder,
2008; Renandya, 2000). Therefore, even though English has been taught for years, it is not
surprising that students generally still cannot communicate in English. To some extent, students
may master the grammar and vocabulary well, but the fact that they cannot and do not use
English for daily communication is undeniable (Tatham & Morthon, 2006).
Having described the problems, it is clear that maintaining students’ motivation as well as
providing support for students to keep learning beyond the classroom are important to
compensate for the inadequate number of English learning opportunities. To be clear,
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encouraging students to learn English outside the classroom through fun activities may be one
of the necessary supports for students. Today, students can explore their skills and expertise
beyond what they receive in the classroom as the development of technology provides such
enjoyable activities. Lankshear and Knobel (1997), and Jones and Hafner (2011) noted that
technology helps students learning to be more interactive and social as they can interact with
other people around the world for real. Unlike in the classroom, they can be exposed to learning
whenever they want. Technology serves and offers students not only learning support, but also
entertainment tools.
Besides utilizing technology for learning in fun activities, teachers may also encourage students
to learn beyond the classroom through assignments, by assigning projects, doing service
learning, or giving homework. Teachers can promote learners’ autonomy by connecting
between theories that students learn in the classroom and the real practices in the community.
For example, teachers can assign students to practise their English with people in their
neighbourhood. Through service learning, students can directly independently explore beyond
the theories they have learned in class. Service learning has been seen as one teaching method
that provides students with the opportunities to connect between theories in books and their
everyday lives (Soslau & Yost, 2007). Students can promote their awareness to be active
members of community, their understanding about problems in community, and their feelings
to care for others (Billing, 2000). In doing service learning, students can work collaboratively
with their peers. Teachers can also assign students to create a project regarding student service
learning, which later can be publicised through an exhibition. Newell (2003) found that students
tended to work more effectively when they have room to share their projects in the public
sphere, which allows their parents to know what they learn at school, and informs the local
society that their school is committed to academic matters. Connecting students’ life
experiences and school lives to achieving curriculum goals makes learning more meaningful to
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students (Ladson-Billings, 1995). However, it is important to note that teachers should
consistently guide and support their students’ out-of-class learning.
Besides doing projects, assigning students homework may also be an effective way to maintain
and monitor students’ learning. To some extent, homework is beneficial for students and
teachers. Research studies found that homework is beneficial by providing the opportunity to
exercise and review the materials delivered in class (Becker & Epstein, 1982), introduce new
materials (Muhlenbruck, Cooper, Nye, & Lindsay, 2000), and bridge between institutions and
teachers in terms of progress (Hoover-Dempsey, Bassler, & Burow, 1995). Apart from the
benefits, students may also have more opportunities to deepen their understanding about the
materials, either what they have learnt or what they are going to learn. Students have the
opportunity to obtain information from various learning sources. Therefore, students could
maximize their opportunities to explore their learning through available materials that they
have.
However, while assigning homework may be beneficial, teachers still need to pay attention to
some considerations, such as guidance for doing the homework, usefulness of the homework,
follow-up of the homework (such as feedback), the amount as compared to that from other
teachers (Darling-Hammond & Olivia, 2006), and the frequency (Pasi, 2006). In addition,
sometimes students feel that homework takes away their leisure time (Coutts, 2004). Teachers
need to consider all these things so that students feel that the homework is not a burden.

2.4 Theoretical Concept of Effective Teachers
This section sets out the literature of effective teachers. This includes history of research into
the characteristics of effective teachers (2.4.1), establishing the characteristics of effective
English teacher educators (2.4.2), measuring characteristics of effective English teacher
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educators based on experiences (2.4.3), the needs for developing a standard for English teacher
educators in Indonesia (2.4.4), challenges confronting teachers in Indonesia (2.4.5), and
strategies for improving teacher quality (2.4.6).

2.4.1 History of Research into the Characteristics of Effective Teachers
In the last few decades, considerable research has been undertaken into the characteristics of
effective teachers. These studies are important because evidence of the relationship between
teacher skills and behaviours and learning outcomes indicates they contribute to improved
teaching and learning quality. For example, well-organized planning and enthusiasm can
increase students’ levels of motivation (Murray, 1991). Another study by Perry (1997) revealed
that specific teacher behaviours, for instance maintaining eye contact and using humour in
teaching, positively affect student achievement. Similarly, students taught by high-performing
teachers progressed three times faster than the students taught by low-performing teachers
(Barber & Mourshed, 2007).
In addition, studies on effective teacher characteristics have been significant in terms of
enhancing the reliability and validity of course evaluation instruments which ultimately lead to
the improvement of teaching effectiveness indices (Witcher et al., 2003). The following subsections review a number of research studies about effective teachers outside the domain of
ELT and also some inside the domain of ELT are discussed.
2.4.1.1 Research Studies outside the Domain of English Language Teaching (ELT)
Teacher effectiveness has been a central research area that has attracted scholars’ attention in
many different fields of study. The focus is exploring the possible patterns of characteristics
that effective teachers demonstrate. In the field of Health Science, for example, Jahangiri and
Mucciolo (2008) heeded the call to identify effective teacher characteristics as perceived by
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students and graduates. This qualitative research-based study, employed an open-ended survey,
suggested 21 defined categories including caring, empathy, content organization, environment,
speaking style, interaction and so forth. These categories were further grouped into three core
categories: personality, process and performance. The personality category refers to the
teachers’ individual behaviours. The process category involves the organization and design of
the course content used for instruction. The last category, performance, refers to the
presentation skills of the teachers in delivering the course content. The study found that there
were differences in terms of preferences toward teacher characteristics. The first group (current
students) favoured the characteristics of content design, content organization and content
development, while the second group (graduates) valued self-confidence and expertise.
Faranda and Clarke (2004) examined Marketing students’ perspectives regarding the
characteristics of effective teachers. The study, using a semi-structured interview with 28
respondents, yielded five categories that include rapport, delivery, fairness, knowledge and
credibility, and organization and preparation. From 544 thematic responses gathered from the
interview, the category of rapport gained the largest percentage of responses, while the category
of delivery was the second most chosen category. In another study in the same field, Conant,
Smart, and Kelley (1998) found 36 characteristics of effective teachers. The characteristics were
drawn from the perspectives of 144 respondents who were asked to answer six open-ended
questions. The characteristics further led to seven predominant themes: communication skills,
real-world perspective, caring and empathy, interactive style, asking questions in class, fast and
constructive feedback, and availability.
In the field of general education, Witcher et al. (2003) conducted a study on the characteristics
of effective teachers at the college level. Using concurrent mixed method analysis involving
912 respondents studying various academic majors, they found nine characteristics that were
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perceived by respondents to be characteristics of effective teachers, namely student-centred,
knowledgeable about the subject matter, professional, enthusiastic about teaching, effective at
communication, accessible, competent at instruction, fair and respectful, and provider of
adequate performance feedback. Koutsoulis (2003) studied high school students’ perceptions
in Cyprus. The study revealed 94 characteristics of effective teachers that were further classified
into three predominant themes: human, communication, and teaching and production
characteristics. It was also found that students with different levels of achievement viewed the
characteristics of teachers differently. Students with low achievement tended to regard human
and communication characteristics as more important while students with high achievement
gave more weight to teaching and production characteristics.
In a recent study in Technical education, Salleh, Idrus, and Harun (2013) examined the desirable
characteristics of university lecturers drawn from the perspectives of the final year Engineering
and Technology students. The study identified desirable characteristics of university lecturers
as helpful, approachable, fair and impartial, inspiring, concern for students and enthusiastic
toward subjects. The descriptive analysis, using an independent sample T-Test, revealed that
there was no significant difference in students’ perceptions of desirable characteristics of the
university lecturers between gender or field of study. A cross-sectional study between Medicine
and Dentistry disciplines on effective teachers’ characteristics was conducted by Singh, Pai,
Sinha, Kaur, Soe, and Barua (2013). Using a 5-point Likert scale questionnaire consisting of 24
statements regarding effective characteristics of teachers, the study found that the most
desirable characteristics were knowledge of the subject, enthusiasm, and communication skills.
Further, statistical analysis techniques consisting of the T-Test and a one-way ANOVA
revealed that there were no statistically significant differences in participants’ perspectives with
regard to cultural background, gender or field of study.
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The above review of the literature shows that, in spite of the research studies being done in
different fields of study, there seems to be no clear patterns of effective teachers’ characteristics.
This is understandable, as every field of study differs. The favoured characteristics in one field
might be seen differently in another field of study. The English Language Teaching field is no
exception. It also differs from other fields of studies. For instance, one of the notable differences
is that the means of instruction is also the subject of instruction. Compared to other fields of
study, English requires the teacher to use as the medium of instruction the content that is being
learned by students (Borg, 2006). English is also a subject that requires extracurricular activities
for the students to have natural learning environments. These facts indicate that English
teachers’ characteristics are complex and multi-dimensional.
It is the aim of this study to identify the characteristics of effective English teachers, specifically
ETEs whose main duty is to train students to be English teachers. In this sense, the
characteristics of ETEs will be complex considering that they not only teach the language
(English) to the students, but also teach the students how to teach the language (English).
Though some information regarding effective English teachers can be found in the literature,
there is a dearth of studies on the characteristics of effective ETEs. Hence, the objective of this
study was to investigate the perspectives on what characteristics are perceived as effective and
to identify the principal factors evident from the responses.
2.4.1.2 Research Studies inside the Domain of English Language Teaching (ELT)
Although the discussion inside the domain of language teaching is not as rich as the discussion
in the other domains, there are scholars who have focused on delineating the characteristics of
effective language (English) teachers. Brosh’s study (1996), involving two groups of
participants (high school language teachers and students), identified the characteristics that are
exhibited by effective language teachers. The study revealed numerous characteristics
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associated with language teachers as well as some agreement and disagreement in the
perceptions of the two groups. Brosh’s study suggested three dominant themes reflecting the
personal, pedagogical, and interactional characteristics. Some of the characteristics identified
from the study were flexibility with students, command of the language, maintaining discipline
in class, not discriminating among students, making lessons interesting. Both groups of
participants held strong views that adequate command of the target language or the teachers’
mastery in the four language skills should be the foremost language teacher characteristics. In
terms of differences in perceptions, the teachers gave move value to the teachers’ ability in
motivating the students to study the language while the students gave more weight to the
importance of teaching skills and techniques.
Saafin (2005) conducted a research study regarding effective English teachers in the Arab
world. One of the major foci was delineating which attitudes and behaviours that, according to
the research participants, were thought to contribute to the achievement of effective teaching
and learning. In order to address the phenomenon, Saafin applied a qualitative approach, more
specifically the interpretative mode of inquiry. Three phases of research were conducted
involving several data collection methods and different numbers of student participants. The
study found that English teachers should embrace effective characteristics that fall into two
major themes: instructional skills and human characteristics. Each theme was further broken
down into different categories and sub-categories. The results also revealed the need for
establishing a learning culture that significantly supports students’ learning. The study further
generated some implications, one being for the teachers to be fully aware that a learning culture
is essential to support students’ learning and thus, teachers should aim to create such a learning
culture. The study also highlighted that the English learning curriculum should better cater to
students’ needs and interests.
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Park and Lee’s study (2006) investigated the characteristics of effective English teachers from
the perspectives of teachers and students in Korean high schools. The quantitative research
revealed the characteristics of English teachers to be in three categories: English proficiency,
pedagogical knowledge, and socio-affective skills. In general, the two groups of participants
held different views. The teachers ranked English proficiency the highest while the students
gave the greatest weight to pedagogical knowledge. The study also examined the students’
demographic variables such as students’ achievement and gender. It was reported that in the
category of English proficiency, the item of pronunciation was considered more essential for
the females compared to their male counterparts. Further, speaking proficiency was ranked
more important by the high-achieving students than the low-achieving students.
Extending the work of Park and Lee (2006), Wichadee (2010) identified the characteristics of
effective English teachers as perceived by Thai teachers and students. The study employed four
categories of effective English teacher characteristics: English proficiency, pedagogical
knowledge, organization and communication skills, and socio-affective skills. It was found that
the students ranked organization and communication skills as the most crucial characteristics
of effective English teachers, while the teachers endorsed English proficiency the highest.
However, unlike Park and Lee’s study (2006) that found significant differences in perceptions
with regard to gender, this study revealed that there was no statistical difference in the overall
perceptions or in the categories between male and female students. This finding is supported
by O’Meara’s (2007) study that indicated no difference between the perceptions of male and
female students.
Shishavan and Sadeghi (2009) investigated whether gender made a difference in the way
teachers and learners perceived the characteristics of effective English teacher in the Iranian
education context. Shishavan and Sadeghi (2009) examined this possible difference by
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employing a quantitative approach and involved two groups: English language teachers and
students. The results revealed that there was a significant difference between male and female
perceptions in both groups in terms of some characteristics of effective English teachers. Male
teachers agreed more strongly than their female counterparts that the effective teachers had
characteristics such as ability to write in English, follow syllabus tightly, stick to administrative
rules and regulations, and teach English in students’ mother tongue, while female teachers
agreed more strongly that English teachers should have good English pronunciation. In the
student group, female students agreed more strongly than male students that English teachers
should be able to pronounce English well, while male students agreed more strongly than
female students that English teachers should teach English in English and be able to alleviate
students’ anxiety in class.
In another study revealing the characteristics that effective English teachers should possess,
Khojastehmehr and Takrimi’s (2009) study in Iran found four important themes: instructional
strategies, communication (social) skills, personal competence, and knowledge. Unlike the
study by Brosh (1996), which involved teachers and students, this study only employed teachers
as participants. The results showed that the participants asserted that they valued the
instructional strategies most, when compared to the other three themes. Basically, the
instructional strategies relate to the teachers’ ability to deliver the teaching to students. This
includes strategies such as guiding and monitoring group activities in class, presenting
materials, applying various techniques in designing questions. The result placed instructional
strategies as the most dominant theme and so supported the findings from previous studies (e.g.
Witcher et al., 2003).
Drawing on the work of Faranda and Clarke (2006), Barnes and Lock (2010 & 2013) undertook
two research studies that investigated Korean university students’ perceptions of the
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characteristics of effective English teachers over five dominant themes: (1) rapport, (2)
delivery, (3) fairness, (4) knowledge and credibility, and (5) organization and preparation.
Barnes & Lock built a wide range of descriptions of characteristics from a variety of contexts
outside of English language teaching, into English-specific characteristics. The studies, both
the qualitative (2010) and the quantitative (2013), reported that two characteristics categories,
rapport and delivery, were the top two categories and believed to be the most important
characteristics English teachers should possess.
Kourieos and Evripidou (2013) explored students’ perceptions on what characteristics and
teaching behaviours best described effective English teachers at the university level in Cyprus.
They applied a sequential explanatory research design that involved a questionnaire for the
quantitative data collection and three focus group interviews for the qualitative data collection.
The quantitative study phase found three categories of effective English teacher characteristics:
personal and interpersonal competence, subject matter knowledge, and approach to language
teaching. Statistical analyses were then run to explore the significant relationship across three
independent variables: gender, language proficiency, and academic disciplines. Statistical
significant differences were found between students of different gender and different academic
disciplines, while no statistical significant differences were found between students with
different language proficiency. The subsequent qualitative phase of the study revealed
participants’ perceptions on how the characteristics of effective teachers and teaching behaviour
should be applied in the classroom. One result was to move from a focus-on-form approach to
a communicative approach of language teaching.
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Table 2. 1 Summary of the findings of research studies exploring effective teacher
characteristics.
No.

Scholars

Field of Study
Health Science

Key Characteristics

1.

Jahangiri & Mucciolo
(2008)

2.

Faranda & Clarke (2006) Marketing

Rapport,
Delivery,
Fairness,
Knowledge and Credibility, and
Organization and Preparation

3.

Conant, Smart, & Kelley
(1991)

Marketing

Communication skills, Real-World
Perspective, Caring and Empathy,
Interactive Style, Asking Questions
in Class, Fast and Constructive
Feedback, and Availability

4.

Witcher et al. (2003)

Various

Student-Centered, Knowledgeable
about
the
Subject
Matter,
Professional, Enthusiastic about
Teaching,
Effective
at
Communication,
Accessible,
Competent at Instruction, Fair and
Respectful, and Provider of
Adequate Performance Feedback

5.

Koutsoulis (2003)

General

Human
Characteristics,
Communication Characteristics, and
Teaching
and
Production
Characteristics

6.

Brosh (1996)

Language

Personal,
Pedagogical,
Interactional Characteristics

7.

Salleh, Idrus, & Harun
(2013)

Engineering and Helpful, Approachable, Fair and
Technology
Impartial, Inspiring, Concern for
Students and Enthusiastic toward
Subjects

8.

Singh, Pai, Sinha, Kaur, General
Soe, & Barua (2013)

Knowledge
of
the
Subject,
Enthusiasm, and Communication
Skills.

9.

Saafin (2005)

English

Instructional Skills and Human
Characteristics

10.

Park & Lee (2006)

English

English Proficiency, Pedagogical
Knowledge, and Socio-Affective
Skills
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Personality,
Performance

Process,

and

and

11.

Shisavan & Sadeghi
(2009)

English

Mastery of the Target Language,
Knowledge of Pedagogy, Use of
Particular Techniques and Methods,
Good Personality

12.

Khojastehmehr &
Takrimi (2009)

English

Instructional
Strategies,
Communication (Social) Skills,
Personal
Competence,
and
Knowledge

13.

Wichadee (2010)

English

English Proficiency, Pedagogical
Knowledge,
Organization
and
Communication Skills, and SocioAffective Skills

14.

Barnes & Lock (2010); English
(2013)

Rapport,
Delivery,
Fairness,
Knowledge and Credibility, and
Organization and Preparation

15.

Kourieos & Evripidou
(2013)

Personal
and
Interpersonal
Competence,
Subject
Matter
Knowledge, and Approach to
Language Teaching

English

The above reviews regarding the characteristics of effective teachers outside and inside the
domain of English language teaching show that some of these characteristics are universal in
the sense that they are important to every teacher regardless the differences in terms of the fields
of study. The characteristics such as personal competence, mastery of subject matter
knowledge, communication skills are important for every teacher to possess. On the other hand,
some other characteristics are context-specific in the sense that these characteristics belong to
teachers within the specific field of study. For instance, the characteristics of being proficient
in English and mastering the approaches of language teaching are important for teachers in the
field of English language teaching.

2.4.2 Establishing the Characteristics of Effective English Teacher Educators
A review of the research studies on the characteristics of effective teachers from both inside
and outside the domain of English language teaching leads to the framework established for
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this present study. In spite of the differences in the level of endorsement given to a wide range
of effective teacher characteristics, there is some agreement that certain characteristics are
essential for teachers to possess. These include: Pedagogical Skills, Personal Competence,
Subject Matter Knowledge, and Interpersonal Skills. Thus, the above mentioned four
characteristics were used as the framework of the study.
Another rationale of employing these characteristics is that they were in line with the Indonesian
government policy in education. The government has paid serious attention to improving the
quality of education in Indonesia. One of the ways is through formulating certain policies aimed
to enhance the quality of teachers. This is commendable due to the widely-held belief that
education quality improvement is difficult to achieve without the presence of a quality teaching
workforce. In response to realizing these objectives, the government stipulated Law Number
14 Year 2005 regarding Teachers and Lecturers (The Government of Indonesia, 2005a). The
law says that teachers and lecturers should: (1) have academic qualifications, (2) have
competence, (3) be certified as educators, (4) be physically and mentally healthy, (5) meet other
qualifications required by the institution where they work, and (6) be able to realise the national
education goals.
Regarding the second point, that is competence, the law further broadly explains that
competence consists of Pedagogical, Personal, Professional, and Social Competence.
Pedagogical Competence refers to the ability to understand the learners, learning design, a
variety of approaches, methods, classroom management, and evaluation of learning outcomes.
Personal Competence refers to having a stable, noble, wise and dignified personality as well as
being a good example for the learners. Professional Competence refers to mastery of the subject
matter broadly and deeply. Social Competence refers to the ability to communicate and interact
effectively and efficiently with students, colleagues, parents and the surrounding community.
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However, the law does not describe further about what each of the competencies entails,
especially in relation to the competencies of ETEs. Thus, this study attempted to fill some of
that gap.
In this study, Pedagogical Skills refers to Pedagogical Competence. Further, Subject Matter
Knowledge refers to Professional Competence, Interpersonal Skills refers to Social
Competence, while Personal Competence is same term and equivalent. The explanation of each
competence is discussed in the following sub-sections.
2.4.2.1 Pedagogical Skills
One of the roles of the teacher educator is to train student teachers to be competent teachers
(Koster, Brekelmans, Korthagen, & Wubbles, 2005). In this context, ETEs have a similar and
quite specific function; that is, they are to train their students to be competent English teachers.
In their support role as the model for their students, ETEs need to be competent in terms of their
pedagogical skills. Gudmundsdottir (1987 as cited in Cochran, King, & DeRuiter, 1991) stated
that “pedagogical content knowledge makes teachers teachers rather than subject area experts”
(p. 6). To make it clear, the responsibility of the chemistry teacher is totally different from that
of chemistry expert as a chemistry teacher uses chemistry from a teaching perspective to help
students understand better about particular concepts and formulae, while the chemistry expert
sees chemistry from the perspective of research and uses it for developing and constructing
current knowledge about particular concepts.
Many scholars acknowledged this competence as an important element of effective teachers
(Moradkhani, Akbari, Samar, & Kiany, 2013; Chen & Lin, 2009; Acikgoz, 2005; Park & Lee,
2006; Wichadee, 2010). Moreover, Shulman (1986), as the first to conceptualise the notion of
“pedagogical content knowledge” (p. 9), emphasised that pedagogical competence consists of
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ideas, forms of representation, concepts, analogies, illustrations, explanations, and
demonstrations used to make the subject matter comprehensible to students. In other words,
pedagogical knowledge concerns the ability of teachers to make the subject matter they teach
to be easily comprehended. Pedagogical knowledge has been further defined as a term
encompassing the teachers’ knowledge of teaching the subjects (Velez-Rendon, 2002). In
foreign (English) language education, this theme refers to second/foreign language acquisition
theories, teaching methods, and testing (Park & Lee, 2006). In another study by Gatbonton
(1999), the dominant sub-themes of pedagogical knowledge included knowledge of language
management, knowledge of students, knowledge of procedure check, and progress review. In a
more recent study investigating pedagogical knowledge, Moradkhani, Akbari, Samar, and
Kiany (2013), revealed that this theme consisted of eight knowledge bases. Four of them,
namely knowledge of language and related disciplines, knowledge of ELT theories, skills, and
techniques, knowledge of context and social relations, and knowledge of class, time, and
learning management were the most frequently reported themes.
One important aspect of pedagogical skills is delivery. Faranda and Clarke (2004) defined
delivery as how teachers deliver the content of their teaching and it includes the ability of
teachers to communicate with the students. They believed that delivery is a characteristic that
“... portrays a theme of effective teaching that summarizes participants’ views about the manner
in which instructors present and convey subject learning, thereby promote learning” (2004, p.
276). Barnes & Lock (2010) contended that delivery covers personal style, communication,
methodology, and content. A good delivery of teaching is believed to create students’
engagement which ultimately promotes student learning. Solis (2008) claimed that teacher
delivery is useful for students’ growth of cognitive engagement, and this creates students’
interest in learning language and content simultaneously.
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Pedagogical skills could not stand alone in creating effective teachers. It is pedagogical skills
standing as integrated knowledge comprising teacher knowledge of pedagogy, subject matter
content, student characteristics, and the environmental context of learning (Cochran, King, &
DeRuiter, 1991). Given the fact that pedagogical skills is an integrated skill, it is not enough
for ETEs who teach about teaching to rely on the mastery of subject matter only — though it is
important because knowing the knowledge is different from knowing how to teach the
knowledge (Clift, 1991). In other words, knowing about teaching English is different from
knowing about how to teach about teaching English.
Grossman’s (1989) study described the differences of the above mentioned. In the study, six
new English teachers were examined. Three of the teachers had completed a teacher education
program with a strong subject matter component while the rest were graduates of a master’s
degree in non-teacher training but similar field, English. The findings revealed that two teachers
coming from a non-teacher training program, though they held a master’s degree, focused on
the analysis of the literacy aspects of the text. On the other hand, the teacher with teacher
education background, did something more than just analysing the text. They related the
readings to students’ experiences and explored the text as a source of learning skills for
communication.
In regard to the differences shown in Grossman’s (1989) study, it was evident that teachers with
a non-teacher training background understood the materials very well, but had difficulty with
instructional procedures. This problem sometimes contributed to the inappropriate conclusion
that students were the ones having the problem. On the other hand, the other three teachers
could anticipate the fact that students’ needs were different and adjusted their materials to
accommodate the diversity of learners’ needs. Based on the findings, though teacher educators
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have deeper understanding about particular subjects, they cannot make their teaching effective
with subject matter alone (Ball & McDiarmid, 1990).
Further, in regard to accomodating the variety of students, students’ past learning experiences
should be considered as a basis for ETEs in their teaching practices. The idea that student
teachers’ past experiences are important is gained from the fact that all student teachers
experienced learning English (Lortie, 1975) and their experiences largely influence the way
they conceptualise how to teach English effectively. The key point is that by having pedagogical
skills, ETEs are required to have the knowledge about teaching English, but also to deliver the
knowledge and make their students understand about teaching English by connecting their
experiences and the theories. Therefore, student teachers could feel they are learning while
positioning themselves as teachers (Darling-Hammond, 2006b).
2.4.2.2 Subject Matter Knowledge
In the previous section, it can be seen that pedagogical skills are undoubtedly important for
ETEs in order to be effective in their teaching practice. However, this competence cannot be
generalized to all subjects or majors. Science and Mathematics, for instance, are examples of
exceptions as these subjects emphasise in their teaching more of fundamental theory than
pedagogical knowledge (Darling-Hammond, 2006a; Jegede, Taplin, & Chan, 2000). Besides, a
study by Haycock (2000) stressed that teachers with a strong background in the subject they are
teaching result in higher students’ achievement. This means that expertise in the subject matter,
though not as strong as pedagogical skills, is also considered important.
If the ability of teacher educators to teach is not supported with subject matter knowledge, the
question is “what will teacher educators teach?” Richards (2010) defined what teachers need to
know about what they teach as content knowledge. Specifically, he refered to the term subject
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matter knowledge as disciplinary knowledge. In disciplinary knowledge, though teacher
educators go on being observed by the students, the materials are more in the theoretical aspects
rather than for teaching practice. Therefore, while pedagogical knowledge concerns “how” to
teach their student teachers to teach the materials, subject matter knowledge concerns “what”
materials the teachers need to know to teach their students.
Pedagogical knowledge and subject matter knowledge are interrelated. Killen (2016) argued
that “[K]knowledgeable teachers who lacked the necessary pedagogical skills were not
effective; neither were skilful teachers who lacked the necessary content knowledge” (p. 24).
The two types of knowledge are basically needed to support one another. If student teachers are
taught by ETEs with very large amount of information about particular subjects but lack
pedagogical skills, they will find difficulty in transmitting the knowledge. On the other hand, if
student teachers are taught by ETEs with good pedagogical skills but lack knowledge about
particular subjects, they may not have deep understanding about the knowledge. Thus, a closer
look needs to be taken at the extent to which each is needed. For instance, as teacher educators,
ETEs need to be balanced in possessing the two types of knowledge. Evertson, Weade, Green,
and Crawford (1985) suggested that teaching practices will have greater effect when the
collaboration of teachers’ skills in teaching the materials and teachers’ knowledge and mastery
in the materials is made possible. Another supporting statement to balance the discussion comes
from Ferguson and Womack (1993) who warned against teacher preparation programs that
emphasize courses related to teaching methodology more heavily than theories of teaching.
One important aspect necessary for ETEs in terms of subject matter knowledge is their English
proficiency. English proficiency has been recognized as a central quality for successful English
teaching (Butler, 2012). A study by Brosh (1996) suggested that language proficiency is a
crucial element that allows teachers to deliver the teaching without inhibitions, fear and
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insecurity. It was also reported that teachers’ having good language proficiency improves
students’ motivation and maintains students’ interests in learning. A study by Moradkhani,
Akbari, Samar, and Kiany (2013) confirmed the importance of English proficiency as the
necessary knowledge base ETEs should possess. They even further argued that high English
proficiency is a pre-requisite for effective ETEs. One participant in their study mentioned that
ETEs’ high English proficiency is needed to grow PETs’ good impression toward their ETEs.
This in turn may lead to a positive learning atmosphere.
2.4.2.3 Interpersonal Skills
A large body of research exploring the qualities teachers should have, is mostly addressed to
the aspects of knowledge and how they should implement their knowledge. However, it should
not be surprising that the process of executing these actions requires teachers to maintain good
communication with their students. Good communication can enhance the interpersonal
relationships between teachers and their students.
Interpersonal communication refers to the definition by McCroskey and Richmond (1996),
“…the process by which one person stimulates meaning in the mind of another person through
verbal and nonverbal messages” (p. 3). Following on this definition, Dainton and Zelley (2004)
added that the extent to which interpersonal communication can happen depends on “…the
content and quality of messages relayed and the possibility of further relationship development”
(p. 51). In other words, during the interaction between student teachers and their teacher
educators, there is a sharing of meaning and understanding and this leads to better relationships
between them.
In the classroom context, Fleming (2003) used the term “rapport” to define the ability to
maintain harmonious working relationships between teachers and students. It has been widely
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argued that rapport plays a significant role in teaching and learning. Krashen’s (1985) affective
filter hypothesis stated that reducing student’s anxiety in learning, affected motivation and
learning. It is important that ETEs are required not only to be the master of the knowledge of
particular subjects and to be the role model in the teaching, but also to be the ones building the
classroom environment which supports student teachers learning. Anderson (1999) believed
that the way the teachers build relationships in the classroom may bring about a positive
learning environment as well as good classroom management. However, some ETEs may have
their own interpersonal strategies; some of them are close to their students, while others keep
their distance. Having good interpersonal skills may lead to benefits not only to students but
also to teachers. Teachers are reported to be satisfied with their job and later good interpersonal
relations can prevent them feeling burnout from their profession (Ben-Chaim & Zoller, 2001).
Likewise, students also feel a positive impact. Students are more engaged in their classroom,
feel motivated, and later perform better in their assessment (Brekelmans, Wubbels, & Levy,
1993; Brekelmans, Sleegers, & Fraser, 2000; den Brok, Brekelmans, & Wubbels, 2004).
In the context of Indonesia, this teacher-student relationship is also related to the idea that
Indonesian people live in a collective society in which interpersonal closeness is appreciated
(Hall, 1966). With no exception, this idea gets into the doors of the classrooms. Liem, Martin,
Nair, Bernardo, and Prasetya (2009) noted that the closeness among teachers and their students
is directly related to the cultural value controlling the attitude of the youth while communicating
to older persons. Given the fact that interpersonal skills should be built and maintained, teacher
educators should also be aware of several points in relation to displaying positive attitudes to
their student teachers.
Some studies have reported that teachers with less competence in their communication create
negative environments, such as teachers’ misbehavior (Wanzer & McCroskey, 1998), learners’
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dissatisfaction (Kearny, Plax, Hays, & Ivey, 1991), and learners’ bad attitude to their teachers
(McCroskey & Richmond, 1996). For example, Martin (2008) explained that one of the risks
of being incompetent communicators may lead to students’ feeling of unfriendliness. If teachers
care little about the students, students may feel unmotivated. Given the importance related to
interpersonal skills, there is no doubt that ETEs need to consider having good interpersonal
skills by maintaining their communications and relationships with their students.
2.4.2.4 Personal Competence
ETEs also have to reflect on who they really are. ETEs are the role model and their students
will refer to the personalities of their ETEs. Hence, ETEs should be able to demonstrate a good
role model. This is in line with Government Regulation Number 19 Year 2005 regarding
Standards of National Education stipulating that personal competence covers being a stable,
noble, wise and dignified personality as well as being a good example for the learners (The
Government of Indonesia, 2005b).
Walker (2008) listed twelve characteristics of effective teachers related to teachers’ personality,
such as teacher preparedness, positive attitude, high expectation, creativity, fairness, sense of
belonging. These characteristics are believed to be effective and impact positively on the
students. Walker (2008) argued that teachers’ personal competence is more memorable for the
students rather than any academic qualification the teachers may have.
Schussler, Bercaw, and Stooksberry (2008) also, in discussing the ability of the teachers to
manage their class and other instructional activities, saw personal attributes as playing a part in
determining how teachers behave in their own classroom and consequently how students
perform in their classroom. For example, knowing students has been seen as one of the
important personal competences. Sizer (1999) argued that each teacher needs to know each
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student in their classroom so that they can teach their students well. Knowing students is more
than just knowing who they are or where they come from: it is more than what they know or
need to know inside the class. Cruickshanck and Haefele (2001) added that when teachers know
the likes and dislikes, the students’ motivation to learn, and students’ positive behaviour and
performance are likely affected.
Further, another characteristic in terms of personal competence is that of being patient in the
classroom. Several studies reported that being patient is a characteristic of effective teachers
(Janene, 1987; Aksoy 1998; Murphy, Dell, & Edwards, 2004). ETEs are required to have
mental and emotional stability. In other words, the position of ETEs is more than just building
professional matters with their students, but also building emotional bonds with them.
Therefore, the personalities embodied in ETEs could likely affect the way students learn at their
best.
Practicing to be a good role model is another characteristic in personal competence. Lunenberg,
Korthagen, and Swennen (2007) asserted that being a good role model not only relates to the
personality, but also modelling teaching. They justified three primary values of teacher
educators being regarded as models. Modelling may lead to (1) improved professional
development of pre-service teachers, (2) improved quality of education, and (3) improved
quality of teaching practices of teacher educators themselves.

2.4.3 Measuring Characteristics of Effective English Teacher Educators Based on
Experience
A number of research studies have delineated the perceptions of effective teachers’
characteristics, and also examined how the perceptions correlate with various personal and
demographic variables, for instance high-achievers and low-achievers (Park & Lee, 2006), male
and female (Wichadee, 2010), current students and graduates (Jahangiri & Mucciolo, 2008),
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fields of study (Salleh, Idrus, & Harun, 2013), and cultural background (Singh, Pai, Sinha, Kaur,
Soe, & Barua, 2013). The findings of these studies have contributed to the existing pool of
knowledge regarding characteristics of effective teachers. However, there are some additional
personal and demographic variables that have not been examined: students’ (PETs) length of
study, and teachers’ (IETs and ETEs) years of teaching experience. Investigating these variables
could be expected to provide a more in-depth understanding of how students with different
length of study experience and teachers with different length of teaching experience perceive
the characteristics of effective teachers.
Experience is believed to relate to perceptions. Experience enables students and teachers to
understand a richer point of view as they have been exposed to knowledge and skills throughout
conducting their study and/or professional life. Thus, students’ and teachers’ different length
of experience is assumed to lead to different perceptions. Tarman (2012) investigated the beliefs
and perceptions of prospective teachers regarding teaching as a profession. He examined
whether prospective teachers’ perceptions changed by the experiences they obtained during
teacher education programs. It was reported that there were some changes evident in
participants’ initial and evolving perceptions regarding teaching as a profession. Tarman’s
findings supported a study by Bell and Robinson (2004) from which they reported that the
experiences that the prospective teachers had during their study offered the opportunity for them
to change their teaching self-perception. Cherubini’s study (2008) compared prospective
teachers’ initial and evolving perceptions regarding school culture and climate. It was found
that the experience they gained in teacher education significantly influenced their perceptions
of these. A study by Smith (2005) examined the perceptions of novice teachers and teacher
educators in terms of teacher educators’ expertise. Smith (2005) found that although evidence
of similar perceptions existed, there were still considerable differences in perceptions between
the two groups.
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Considering the indication that the experience matters to the perceptions, as reported by Tarman
(2012), Bell and Robinson (2004), Cherubini (2008) and Smith (2005), this research study also
investigated the characteristics of effective ETEs based on the participants’ experience. More
specifically, it examined the perceptions of first, second, third, and final year PETs, early career
and middle to senior IETs as well as junior and senior ETEs toward the characteristics of
effective ETEs.

2.4.4 The Need for Developing a Standard for English Teacher Educator in
Indonesia
Given the fact that the teacher factor contributes to the unsatisfactory result of English language
teaching in Indonesia, it is then necessary to seek ways of achieving a better result. This study
was undertaken to provide insights on how to improve the quality of ELT by investigating first
what perceptions PETs, IETs, and ETEs believe to be effective ETEs’ characteristics. These
perceptions can then be formulated to develop a standard for ETEs. One of the solutions to
produce a better result of ELT in Indonesia, as proposed by Madya (2002), is through
developing standards in many aspects. Madya (2002) argued that there should be standards for
(1) the qualifications of EFL policy makers, EFL teacher educators, and EFL teachers, (2) class
size, (3) facilities and equipment, and (4) assessment and evaluation. Ingravson (1998)
contended that standards could be utilized as guidelines for professional development and could
also be of help as a benchmark in assessing performance.
The Indonesian Government has made some effort to improve the quality of education in
general and English language education in particular. One of the efforts is through establishing
laws and regulations as benchmarks for implementing educational policies. As previously
noted, the Indonesian Government has enacted Law Number 14 Year 2005 that teachers and
lecturers should possess four competencies: Pedagogic, Personal, Social and Professional (The
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Government of Indonesia, 2005a). Further, Government Regulation Number 19 Year 2005
declares there should be eight standards (The Government of Indonesia, 2005b). One of them
is the standard for teachers that should adhere to the above mentioned four competencies. The
details of the standard were further developed and enacted in the Regulation of Ministry of
National Education Number 16 Year 2007 regarding The Standard of Teachers’ Qualification
and Competence which contains the details of standards for teachers from pre-school until high
school levels (MoEC, 2007). However, there are no further Laws, Government Regulations or
Ministry Regulations that set out the standards for lecturers and ETEs.
Similar to the situation in Indonesia, the standard for teacher educator has been reported to be
underexplored in other countries (Smith, 2005). Significant attention has been directed to
establishing the standard for teachers, while little attention has been paid to establishing the
standard for teacher educators. It is quite ironic that there is lack of discussion of standardising
the quality of ETEs: their role is crucial as they take responsibility for the education of the
English teachers. Turney and Wright (1990) asserted the important role of teacher educators.
They argued that the quality of teacher education depends largely on the quality of those who
provide it, the teacher educators. If the standard for teachers is crucial to be established, then it
should also be important to develop the standard for teacher educators. Both are important to
be developed.
Koster, Korthagen, Wubbels, and Hoorweg (1996) identified eight roles teacher educators play,
namely facilitator, encourager of reflective skills, developer of new curricula, gatekeeper,
researcher, stimulator of professional development, team-member, and collaborator. All of the
functions require ETEs collaborate one function to another. Koster and Dengerink (2001)
emphasised that to develop new curricula, teacher educators are required to research what they
do in reality. It is true that the effort to match theories and practices would broaden teacher
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educators’ understanding about the knowledge in the field of teacher education. ETEs need to
collaborate not only with those in similar professions, but also with English teachers, student
teachers, and beginning teachers. This effort was effective in getting student teachers involved
in the real context of ELT (Koster, Korthagen, & Wubbels, 1998; Slick, 1998).
Due to their profession and the role they play, ETEs are required to have high competence and
skills to conduct their responsibilities. It seems questionable that ETEs become teacher
educators just because they are good teachers with high academic degrees (Korthagen, 2000).
Therefore, the need to make the standard for ETEs explicit is now a necessity. To shed light,
Koster and Dengerink (2001) highlighted several areas of competencies that could be used as a
framework in the making of such a standard, namely content, pedagogical, organisational,
group dynamics and communicative, and development and personal growth competencies.
Unsurprisingly, the competencies above are similar to what has been set by the Indonesian
government regarding competencies required to be teachers and lecturers, with the slight
difference of organisational competencies. However, the competencies that have been set are
undoubtedly more complicated when they need to be translated into more operational actions.
Therefore, developing an explicit, clear, understandable, and applicable standard of ETEs has
been a challenging milestone for the Indonesian government, yet needed to improve the quality
of ELT in Indonesia.
In regard to establishing standards, the government also needs to address some criticisms and
considerations on this issue. Though the standard can be used as a guideline for ETEs to do
professional development, Ingravson (1998) warned that the standard should not be too strict
and authoritative, limiting teacher educators in their creativity and autonomy in their
professional development can be an obstacle for improving the quality of teacher education and
teacher educators themselves. Some authors (e.g. Cochran-Smith, 2001) are also seriously
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concerned that existing standards usually perform more as assessment tools than as guidance,
and therefore lead teacher educators to be less professional. Besides, others have commented
on the making of standards. Some have argued that standards should not actually be formulated
by so-called outsiders of the expertise as it may violate teacher educators’ rights. This means
that teacher educators themselves are the ones formulating the standard (Smith, 2005).
To sum up, of the various important roles that ETEs as teacher educators play, it is clear that
the need to develop standards is demanding in regard to formulating the guidelines for ETEs to
do professional development. The standard should not only be seen as an assessment matter but
also as a pathway for further improvement.

2.4.5 Challenges Confronting Teachers in Indonesia
The discussion of how to improve the quality of ELT in Indonesia is insufficient if attention is
only given to the time allocated for language teaching and learning. It is also important to
discuss the challenges teachers encounter in their teaching practices. Khong and Saito (2014),
for instance, highlighted several categories of problems encountered by teachers of English
language learners, namely social, institutional and personal challenges. Each category of
challenges has its own specific challenges at the items level. Martinez (2008) explored the
challenges faced by new teacher educators as they make transition into higher education. The
study revealed some challenges including transition into teaching adults, autonomy,
institutional structures and size, work environment, the modelling demand, and research and
promotion culture. Nonetheless, little is known about the challenges confronting ETEs,
especially in the Indonesian context. This is one of the aspects being explored in the present
study.
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Much research has been done into exploring challenges confronting English teachers in
Indonesia, such as limited allocated time, large classes, school culture, and low academic
achievement (e.g. Dardjowidjojo, 2000; Nur, 2004; Lie, 2007; Marcellino, 2015). Although
these studies do not specifically discuss ETEs’ challenges, these studies indicated some of the
challenges that ETEs encounter as there is, to some extent, some commonality between ETEs
and English teachers (Smith, 2005). One obvious challenge confronting teachers in Indonesia
is limited teaching time allotment. Gandara, Maxwell-Jolly, and Driscoll (2005) reported that
participating teachers in the survey were critical of the inadequate time that they have to develop
their own and their students’ skills of English. The extra time is crucial for teachers to do selfreflection (Cho & Reich, 2008). In the Indonesian context, the limited time to do personal and
professional development has been a crucial challenge for teachers. Most Indonesian teachers
spend their time focusing on administrative matters such as managing class administration,
rather than doing self-improvement.
In addition, large classes have contributed to the general picture of ELT in Indonesia. It is
reported that one of the common factors contributing to the ineffectiveness of ELT in Indonesia
is the large class size (Dardjowidjojo, 2000; Lie, 2007; Sulistiyo, 2015). Studies have reported
some unsatisfactory results of teaching in large classes, namely poor learning environment
(Wolne, 2011), students’ unstable psychological and emotional behaviours (Charles, 1999),
disturbance and classroom noise (Lazear, 2003), and discipline problems (Zhang, 2002).
However, it should be noted that the discussion about class size has gone beyond the number
of students in a classroom. Ur (1996) proposed well-known perspectives stating that “…the
exact number does not really matter: what matters is how you, the teacher, see the class size in
your own specific situation” (p. 302). To illustrate, Hess (2001) noted a surprising habitual
teaching activity of teachers from China and Pakistan. In China, teachers are used to teaching
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more than sixty students, while in Pakistan, teachers sometimes teach more than one hundred
students.
From the above mentioned, some challenges relating to improving the quality of ELT in
Indonesia addressed only teacher matters. Unfortunately, the discussion on teacher educators
as teachers of teachers is still rare, yet it is important. Although teaching practices in Indonesian
higher education are similar, at least to some extent, to what happens in high school level,
differences may also occur. Similar to teachers at schools, managing classes is difficult for
teacher educators who must teach large classes. One challenge, for instance, is in the way
teacher educators teach. Bligh (2000) noted that university lecturers dealing with large classes
usually tend to deliver their materials by conducting a “lecturing session”. Some have noted the
ineffectiveness of lecturing as it does not promote discussion among students, cater to different
academic abilities among students, or allow exercising higher order thinking skills (Biggs,
1999; Laurillard, 2002).
Moreover, if the example above is closely related to managing large classes, teacher educators
are obliged to go beyond classroom matters. The Indonesian government has set the Tri Dharma
Perguruan Tinggi (Three Obligation of Higher Education), consisting of teaching, conducting
research, and doing community service. While the first obligation has been discussed earlier,
the rest should also be discussed in regard to the challenges teachers encounter.
To illustrate, conducting research is an essential obligation that teacher educators should do in
order to connect between theories and real practice. Publication that teacher educators do, for
instance, is beneficial for not only widening the body of discussion in the area of expertise, but
also increasing publication rates. In fact, the Indonesian government has already expressed
serious concern about the lack of publication rates. Evers (2003) noted that international
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publications in Indonesia are low if compared to other ASEAN countries, especially in the
Social Sciences and Humanities.
Reid (2011) made an interesting statement that “something has turned Indonesia into one of the
most ineffective countries in explaining itself to the world” as a response to the fact that more
than 75% of publications about Indonesia are not written by Indonesians. Moreover, the fact
that Indonesia has over 3,000 higher education institutions does not guarantee that outstanding
performance at the international level can be achieved (AusAID, 2013). Various factors may
contribute to the challenge. Heryanto (2011) noted three problems, namely language barriers,
limited access to publication, and historical context. Further, the complicated bureaucracy in
higher education is an additional problem apart from the funding problem (Rosser, 2015).

2.4.6 Strategies for Improving Teacher Quality
In improving HE quality, a number of strategies are needed. Three kinds of strategies to
improve the quality are necessary, namely government support, institution support, and selfinitiatives (Atwal, 2013). It is believed that the collaboration of the three tiers of strategies is
important to elevate teacher effectiveness. To make it clear, this sub-section explains further
about the importance of each tier and also how the tiers are inter-related.
The first strategy is government support. For instance, through the establishment of policy, the
government plays a crucial role in setting national goals and standards. Decisions should be
carefully made in establishing policy as these are closely related to how institutions and teacher
educators implement the policy. Government policy in education has been comprehensively
reviewed in some studies (Evans, Hodkinson, Rainbird, & Unwin, 2006; Hodkinson &
Hodkinson, 2004). The studies have reviewed the involvement of the government in directing
how workplace learning should take place. These studies highlighted the danger of the
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incongruent relationship among three tiers in the implementation of the policy set by the
government. Hodkinson and Hodkinson (2004), for example, highlighted the direct-entrenched,
yet less engaging, education policy implementation set by the government. The target is
developing teachers’ knowledge for using computers and performance management. However,
this policy resulted in a target-driven approach but has failed to address teachers’ needs in their
learning practices. In this respect, this policy has not only ignored the institutions position in
the process, but also teachers’ needs of learning. Moreover, the study highlighted the absence
of collaboration between the three tiers above. Collaboration between the government and
institution is ignored as institutions were not involved in the evaluation process. Besides, the
government also did not address the teachers’ needs for professional learning. Lastly,
collaboration between the institutions and teachers was also rejected as the institutions were not
involved in teachers’ professional development set out by the government. In other words, this
circumstance may not only ignore teachers’ initiatives to do professional development, but also
change their perceptions on professional development itself. While teachers spend their
everyday lives learning from and getting involved in their school matters, the ignorance for not
involving institutions in the implementation of government policy may also discourage teachers
in developing their quality.
In regard to the matter of government support, the Indonesian government has paid serious
attention to improving the quality of HE in Indonesia. One greatly, invested support initiative
in education is through teacher certification. Teachers and lecturers, who already meet the
requirements of qualified educators, deserve certification status. Moreover, this effort has been
claimed to impact positively, not only to teacher qualities, but also for the increase of income
for a better life quality. Additional compensation through certification is arranged to motivate
teachers and lecturers to improve their quality. Besides, providing additional compensation is
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also regarded as a response to minimising the discrepancy between Indonesian teachers’
payment and other neighboring countries (Filmer & Lindauer, 2001; Jalal et al., 2009).
Jalal et al. (2009) noted that the standard payment of teachers in Indonesia is comparably lower
than that of teachers in Thailand and Malaysia although teachers generally have an equal level
of education. In addition to the increase in teachers’ payment, teacher certification has also been
proved effective in improving teachers’ performances in other countries, such as India (Duflo,
Hanna, & Ryan, 2012) and USA (Darling-Hammond, 2000b). Duflo, Hanna, and Ryan (2012),
for instance, noted a significantly-high increase of teachers’ attendance and student learning
outcomes after supporting compensation was established for the teaching profession.
Unfortunately, the trend of improvement that has happened in other countries after additional
compensation, are still questionable in Indonesia. For example, Indonesia is categorised as a
less-productive country in terms of scientific publication. According to SCImago Journal &
Country Rank (2017), between 1996 and 2016, Indonesian scholars produced 54,146
publications, far behind their neighbouring scholars such as Singapore (241,361 publications),
Malaysia (214,883 publications), and Thailand (139,682 publications). Responding to this
problem, the government needs to work hand in hand with other stake holders, such as
institutions and teacher educators.
To support government policy, institutional support can be regarded as another important
strategy to improve ETEs’ level of effectiveness. Institutions may take a strategic position as
the bridge between the government and ETEs. For instance, since ETEs are obliged to do
community service, the institution is responsible to facilitate the relationship between school
and university. It is expected that if ETEs are facilitated in this, it may enable opportunities for
sharing and discussion between ETEs and teachers. The sharing and discussion may also be
beneficial in terms of reaching mutual understanding of ways for achieving the national goals
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in education (Fullan & Hargreaves, 1992; Goodlad, 1988; Shive, 1984). Fuller, Waite, Miller,
and Irribara (2013) stated that institutions, where teachers or teacher educators work, have a
strong impact on teachers’ professional experiences. Support from leaders and colleagues in
teacher educators’ daily routines has been seen as valuable for their professional development:
the higher the support the more teachers feel motivated. Institutions’ capacity to create
conducive environments for ETEs’ professional development is strategic. Conducive
workplace learning has been seen as an effective way for ETEs to develop their professional
abilities (Evans, Hodkinson, Rainbird, & Unwin, 2006; Hodkinson & Hodkinson, 2004).
Besides bridging the connections with other institutions and creating good environments for
workplace learning, institutions may also help teacher educators evaluate their effectiveness.
Goe, Bell, and Little (2008), for instance, proposed a comprehensive suggestion for evaluation.
They suggested that evaluating teacher effectiveness should be beyond statistical, computerised
data, such as students’ achievement. They also suggested that research on teacher effectiveness
should actually encourage further research on the issue, instead of, for example, developing
measurement tools for research. Campbell, Kyriakides, Muijs, and Robinson (2003) supported
that, although possible to do, matching students’ achievement and teacher effectiveness should
not be the only way to evaluate teachers. Goe, Bell, and Little (2008) suggested five aspects in
evaluating teachers, namely: 1) teachers’ expectations for their students; 2) teachers’
contribution to positive academic, attitudinal, and social outcomes; 3) teachers’ capability to
engage learning; 4) teachers’ contribution to the development of schools, and; 5) teachers’
collaboration with other stake holders to ensure students’ success. For the above mentioned
dimensions of an evaluation, it is clear that teacher evaluation consists of multiple components.
Tyler, Taylor, Kane, and Wooten (2009) also highlighted the validity of observation-based
evaluation rather than the use of students’ test scores. They argued that through observation,
evaluation could absorb the whole picture of teacher effectiveness in the classroom.
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Given the fact that the government and institutions should work hand in hand to improve the
quality of ETEs’ effectiveness in Indonesia, a third strategy should also be aimed at ETEs’
personal initiatives. When the government and institution have provided necessary support,
then ETEs should also play their role in improving their effectiveness. Their initiative is a
crucial starting point to the development of teacher educators’ quality. Moreover, ETEs need
to realize that they should be involved in professional activities for continuous learning.
Participation in professional development activities, for instance, has resulted in a positive
impact on teachers’ beliefs and students’ performance (Cohen & Hill, 2000; Wenglinsky,
2002). This is due to being immersed in an environment that supports teaching development,
opportunities for new teaching methodologies, and professional improvement (Ball & Cohen,
1999).
Despite the importance of this personal drive, scholars (e.g. Hodkinson & Hodkinson, 2004)
have found that one of the barriers that ETEs encounter in developing their capability usually
comes from the ETEs themselves. Past learning experience, for example, is noted as one of the
crucial factors that influences teachers’ engagement in their workplace learning (Hodkinson &
Hodkinson, 2004; Fuller, Hodkinson, Hodkinson, & Unwin, 2005; Evans, Hodkinson,
Rainbird, & Unwin, 2006). At their level, ETEs are in the position where they have
responsibility for their own learning. ETEs also need to make efforts, such as working with
their colleagues, to enhance knowledge sharing (Eraut, 2004), and to learn from more
experienced colleagues (Billet, 2004). Hence, ETEs’ personal initiative towards learning is
important to define the extent to which ETEs could develop themselves. Therefore, ETEs’
perception of continuous professional learning may define the extent to which they want to
develop themselves.
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From all discussion above, it can be seen that improving ETEs’ quality needs concerted effort
by multiple elements. Although ETEs have strong motivation to develop their professional
abilities, the result will not be the optimum if their institution does not provide sufficient and
necessary support. Moreover, ETEs will encounter problems in fulfilling their obligations when
the government is not willing to support and facilitate them. Once the government is committed
to supporting their teacher educators, and the institutions do the same, then quality improvement
of ETEs is achievable. Therefore, the present study is in support to and in line with previous
studies (e.g. Atwal, 2013; Hodkinson & Hodkinson, 2004) requiring collaboration between the
three inter-related stakeholders.

2.5 Research Gap in the Literature
Previous sections have outlined the discussion in the literature relating to the characteristics of
effective teachers in general, and English teacher (educators) in particular. However, there are
gaps that need to be addressed by research studies in that field. This present study identified the
research gaps in four aspects: context, subject studied, participants’ coverage, and
methodology.
The first gap is in terms of the context. Most research studies on effective characteristics and
professional practices were conducted outside the domain of English language teaching. Similar
research studies inside the domain of English language teaching took English teachers as the
subject of the study. Any research conducted so far has not much discussed the ETEs as the
subject of the study. One of the exceptions is a study by Moradkhani, Akbari, Samar, and Kiany
(2013). As has been outlined, the success of teacher education programs in producing qualified
English teachers, at least to some extent, relies on the ETEs as the stakeholders in educating the
PETs. ETEs contribute to the production of qualified English teachers. Research studies
regarding the characteristics of effective ETEs are still scarce in the Indonesian context
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compared to other non-speaking English countries, such as Saudi Arabia, Korea, Thailand, Iran,
China, Taiwan and Malaysia. Teaching behaviours and attitudes are context-specific and
discipline-specific in the sense that they may be different in other contexts and disciplines
(Murray & Renaud, 1995; Borg, 2006). Hence, the characteristics of effective ETEs in the
Indonesian context need to be explored.
The second gap is in terms of the subject studied. Most research studies of English language
teacher education in Indonesia have focused on either the pre-service English teachers or the
system that is part of a program (Widiati & Hayati, 2015; Sulistiyo, 2015; Riesky, 2013; Zein,
2012; Rachmawati, 2009; Luciana, 2004). To the best of my knowledge, none of the studies
has focused on the teacher educators who serve as an important stakeholder in teacher
education. It is teacher educators who train pre-service English teachers to develop their
competence as professional teachers as well as act as facilitators contributing to their transition
from being student-teachers to teachers (Boz & Boz, 2006). The role of teacher educators in the
teacher education program is essential, as Lunenberg, Korthagen, and Swennen (2007) put it
strongly: they are the stakeholders that give a substantial contribution to the overall system of
teacher education programs. So, despite teacher educators’ significant roles, little attention has
been paid to them.
The third gap is in terms of participants’ coverage. Studies investigating the characteristics of
effective teachers mostly employed participants from either the student or teacher group.
Although a few studies have involved both groups at the same time, research involving more
varied groups is still limited. The present study addresses that gap by involving more
stakeholders from three groups: ETEs, IETs, and PETs. Involving more diverse groups within
a study is expected to contribute to a more robust understanding of the characteristics that make
an ETE effective. A more comprehensive approach from simultaneously investigating different
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stakeholders’ beliefs is needed as opposed to investigating them separately (Forrester-Jones,
2003). Each participating group contributes distinct insights regarding the characteristics of
effective ETEs from their own perspectives. The ETE group offers perspectives based on their
experiences of teaching, while the IET group can utilise previous experiences of the English
teacher education program and current experiences in teaching English at their schools and/or
courses. The PET group offers insights into their experience during study.
The fourth gap is in terms of methodology. The literature regarding effective characteristics has
mostly employed one method of data collection. For instance, one study employed closedended responses to a questionnaire. Although this method enhanced a generalised
understanding from the participants’ perspectives, gaps still remained in terms of freedom for
the participants, who may have unable to freely express their thoughts due to the lack of openended questions. In contrast, an open-ended questionnaire is a method of data collection that
allows the participants to freely express their perspectives, at least to some extent. However,
open-ended responses themselves also have drawbacks: for instance, the inability to carry out
further probing or follow up the responses. The present research study employed two methods
of data collection: interviews and closed-ended questionnaires. These varied methods of data
collections were expected to be useful in exploring and also expanding the perspectives of the
participants involved in the study. Also, the use of varied data collection methods aimed to
complement the strengths and compensate for the weaknesses of each data collection method.

2.6 Summary
This chapter has reviewed two major theories underpinning the present study: theoretical
concept of effective teaching and effective teachers. The review of these two aspects has
expanded the discussion of the key points introduced in Chapter I and has led to identification
of the gaps in the literature of the ETE as a central figure in teacher education, yet an under-
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explored group. The gaps found are as follows: (1) the context of the study; this study took
place in the Indonesian context; (2) subjects of the research; this study explored deeper
perspectives about the ETE; (3) participant coverage; this study involved three participating
groups at the same time; (4) data collection method or methodology; this study employed
interviews and closed-ended questionnaires. The following chapter discusses the research
methodology employed in the present study.
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CHAPTER III: RESEARCH METHODOLOGY
3.1 Introduction
This chapter discusses the research methodology employed in this study. First, there is an
overview of the two main approaches used in social science research, namely qualitative and
quantitative. Next, highlights the debate regarding the strengths and weaknesses of the two
major approaches, and the current trend to combine them in a mixed methods approach are
noted. Then, there is an elaboration of the mixed methods approach and the rationale for
choosing this approach for the present study. The next sections present the phases of the
research explaining the participants, instrumentations, data collection procedures, and data
management and analysis. The chapter concludes with a summary and an overview of the next
chapter.

3.2 Two Major Approaches to Research
Research approaches generally fall into two main categories: qualitative and quantitative. Each
has its own distinct characteristics and researchers use their knowledge of these characteristics
to determine how they should carry out a study. The following sub-sections discuss both
qualitative and quantitative approaches with illustrations on how an approach has been used in
the field of English language teaching or, more specifically, in studying effective English
teachers’ qualities which is the topic of the present study.

3.2.1 Qualitative Research
Qualitative research is rooted in the constructivist paradigm where the reality is subjective and
a rich understanding of human perspectives is an integral part of the research process (Gall,
Gall, & Borg, 2003). The qualitative approach is used when investigating human or social
phenomena by examining such as attitudes and perspectives of the research participants
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(Creswell, 2007). Certain data collection methods, that are distinct from quantitative methods,
are applied such as in-depth interviews, observations and focus group discussions. These data
collection methods enable researchers to better understand the social phenomena being
investigated because the participants’ perspectives are largely kept intact during the research
process. The qualitative approach strives to focus on understanding human behaviour from the
participants’ own perspectives, which is important since the experiences of participants are
context-bound (Nunan, 1997). Among the strengths of qualitative research is its ability to assist
with describing complex phenomena from the perspectives of the researched participants.
Another is that the employed methods generate rich and detailed data taken from a naturalistic
setting (Johnson & Onwuegbuzie, 2004). However, the qualitative approach has its weaknesses.
One is due to its focus on a relatively small population which, in certain cases, inhibits the
possibility of generalization. Also, the direct involvement of the researcher may lead to biased
explanations and subjectivity (Tashakkori & Teddlie, 2003).
One example of use of the qualitative approach in a research study regarding qualities of
effective English teacher was done by Saafin (2005) (See Chapter II Sub-Section 2.4.1.2). The
study explored in-depth the perspectives of the students regarding the identification of qualities
of effective English teachers. The three stages of data collection enabled the researcher to gain
rich and reliable data that were then used to explore the topic under investigation. For example,
interviews at the first stage were the means of successfully identifying the qualities of English
teachers in the particular context of the United Arab Emirates. Saafin (2005) then categorised
and self-labelled the characteristics into two major themes. This has been one of the strengths
of the qualitative approach: the researcher has more flexibility, yet is more challenged when
analyzing and interpreting the data. Saafin (2005) interpreted the data without preconceived
themes; rather, he looked for common themes in the data garnered on the participants’
perceptions.
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3.2.2 Quantitative Research
By comparison, the quantitative approach has its base in the positivist paradigm. Positivism is
an approach used widely in the physical sciences that assumes objectivity and neutrality
(Thompson, 1995). When this approach is used to investigate facts concerned with social
phenomena, the subjective states of the people involved in the research can be avoided (Nunan,
1997). The quantitative approach applies methods that are specifically designed to provide
objectivity and reliability which is achieved using at least two measures. First, research
participants from the study population are recruited randomly in an unbiased calculated manner,
and the researchers are external to the domain of the research. Second, standardized data
collection instruments such as the questionnaire are employed to test predetermined hypotheses
for the purpose of measuring relationships among variables. The strength of the quantitative
approach lies in the fact that it allows quantifiable predictions using a large number of
populations. Moreover, the results, at least to some extent, can be generalized regardless of who
conducts a study (Johnson & Onwuegbuzie, 2004). However, these advantages become less
valuable when the investigated concepts are under explored. Moreover, the quantitative
approach decontextualizes human behaviour, which means that it is less able to make a place
for the consideration of human behaviour as an important part of a research study (Tashakkori
& Teddlie, 2003). Another weakness of the quantitative approach is that it may be that not all
features that are part of the research topic can be easily quantified, especially those such as
human attitudes and beliefs. Hence, most research studies in the education field do not lend
themselves to a purely quantitative approach, as the statistical results applied to the data fail to
provide adequate understanding of human behaviour that is typically the focus of such research
(Connolly, 2007).
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Shisavan and Sadeghi (2009) (See Chapter II Sub-Section 2.4.1.2) employed a quantitative
approach in investigating the students’ perceptions regarding the qualities of effective English
teachers. The quantitative research allowed them to conduct their study within a broad Iranian
context and involve a fairly large number of participants. A standardised quantitative
questionnaire was applied to measure the relationships among variables. The statistical analyses
successfully showed some differences in the perspectives of teachers and students regarding
the qualities of effective English teachers. Investigating the differences is important in order to
know teachers’ beliefs and students’ expectations. With such information, teachers are better
able to understand what students expect from them, and students also evaluate and reflect on
their ideas on teacher’s beliefs. Further, the quantitative approach has enhanced the ability to
generalize the results. This means that, if other researchers replicate the study in a similar
context, the results will be generally equivalent.

3.2.3 Debates between the Two Approaches
Scholars have long debated which approach is the best to apply in conducting research studies.
The proponents of each approach believe that their approach is the best. As Fred Kerlinger, a
proponent of the quantitative research, put it: “There’s no such thing as qualitative data.
Everything is either 1 or 0”, while a proponent of the qualitative approach, D. T. Campbell,
asserted: “All research ultimately has a qualitative grounding” (cited in Miles & Huberman,
1994, p. 40).
There are four fundamental aspects that differentiate qualitative and quantitative research: the
purpose of the research, the assumptions made, the approach, and the role of the researcher
(Glesne & Peshkin, 1992). The qualitative researcher aims at explaining reality in context,
interpreting a central phenomenon, and exploring in-depth perspectives of participants, whereas
the quantitative researcher aims at generalizing findings so as to predict a similar situation in
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other populations. The quantitative researcher also aims to explain causal relationships between
variables.
Qualitative research tends to use text data that are subjective. The investigated phenomenon is
constructed from the perspective of the participants who are the research subjects. Hence, the
meaning of reality is in accordance with the understanding of the participants (emic). Also,
qualitative research has complex variables, and they often are difficult to measure. In the
Applied Linguistics field, data are gathered mainly through the widely-known data collection
methods of, for instance, observations, interviews, open-response items on questionnaires,
verbal reports, and discourse analysis, whereas quantitative research has a characteristic
associated with numerical data and is relatively objective (Croker, 2009). Facts or phenomena
are clearly identifiable and have an objective reality that can be measured. Quantitative
researchers use their perspective to study the subjects they research (etic). Numerical data is
taken from large samples, for instance questionnaires, and analysed using various statistical
techniques (Creswell, 2008).
Qualitative research does not start with a hypothesis although it sometimes ends with one. The
formulation of the theory is implemented based on the data that has been saturated (grounded
theory). Researchers apply natural imaging techniques (portrayal) to phenomena that arise.
Conclusions are drawn inductively in that the researchers build abstractions, concepts,
hypotheses, and theories from obtained details. Quantitative research begins with theories and
hypotheses. Researchers use manipulation techniques and control variables through a formal
instrument to investigate the interaction of causality. Researchers try to reduce the data into
numerical compositions and further conduct analyses of the research components (variables).
A conclusion is drawn deductively and norms are set by consensus.
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In qualitative research, the researcher can be considered one of the primary instruments in the
data collection and analysis. Instead of using inventories, questionnaires, or machines, data are
mediated through this human instrument. The qualitative researcher must explain relevant
interpretations from their own perspectives, including any biases and assumptions, expectations
and experiences (Denzin & Lincoln, 2003). By comparison, in quantitative research, the
researchers ideally act as observers who study the subjects but remain objective in interpreting
the data obtained from the participants’ responses, and independent of that which is being
researched (Creswell, 1994).

3.2.4 Combining the Two Approaches – A Mixed Methods Approach
In the past two decades there has been a growing desire to combine the qualitative and
quantitative approaches into a mixed methods research approach. Tashakkori and Teddlie
(2003) noted that mixed methods emerged as a third method that gained scholars’ attention in
the field of the social and behavioural sciences starting in the 1980s. The differences between
qualitative and quantitative paradigms still exist, but the two opposed research paradigms can
never be entirely distinguished (Sandelowski, 2003). A combination of the two paradigms is
possible and this leads to the emergence of mixed methods research.
There are several reasons behind the emergence of the mixed methods approach. One is that
the combination of the qualitative and quantitative approaches may lead to a depth and breadth
that a single approach may not achieve. Further, the complexity of the modern world requires
a more advanced approach to address it; hence, combining the two complementary approaches
within a single study may be the way (Ivankova & Creswell, 2009) to achieve a robust
understanding of the investigated phenomenon (Dornyei, 2007). Also, in the field of evaluation,
for example Greene (1998) pointed out, evaluators and researchers are frequently faced by
relatively complex and multi-dimensional social phenomena, where single frame probing
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cannot solve much at all. He argued that, therefore, multiple investigative tools are essential in
attempts to solve the problems of the phenomena.
Another reason for the emergence of the mixed methods approach is that, despite recognising
the differences, many scholars recognised that the qualitative and quantitative research
approaches were complementary to each other. These two approaches could be seen as an
interactive continuum (Newman & Benz, 1998), instead of two opposite approaches and a clearcut dichotomy (Dornyei, 2007). Both qualitative and quantitative approaches have their own
strengths, and combining the two approaches can result in gaining both deep explorations
(purpose of qualitative approach) and generalizations (purpose of quantitative). Nunan (1997)
supported the view of mixing the two approaches to benefit research. He contended that the
differences between qualitative and quantitative can be regarded as simplistic, and naïve in the
sense that there is no research that can be said to be purely qualitative nor purely quantitative.
A systematic combination of the qualitative and quantitative approaches paves the ways for
mixed methods to be used in the arena of research. This mixed methods approach is still widely
considered as emerging, and it can be expected to be applied more extensively in the future.
Dornyei (2007) reported four primary values of mixed methods research. The first is that it
improves the strengths while reducing the weaknesses of a single approach. The next is that
mixed methods research can better address complex issues through multi-level analysis.
Thirdly, mixed methods may increase research validity through converging and corroborating
the research findings. Finally, a mixed methods approach offers the potential of reaching more
and more varied audiences than a single research approach does.
Referring back to the study by Kourieos and Evripidou (2013) in the illustration provided in
Chapter II (Sub-Section 2.4.1.2), employing a mixed methods design enabled the researchers
to gain a comprehensive understanding of what constitutes the qualities of effective English
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teachers in the Cyprus university context. In addition, the first phase, the quantitative phase,
allowed the researchers to find the statistically significant differences across two out of three
independent variables: gender and students’ major. But then, the qualitative phase of the study
enabled the researcher to explore in-depth the participants’ perspectives toward the investigated
phenomenon through the focus group interviews. One of the findings revealed the importance
of a shift towards a more learner-centred approach to English teaching and learning. This
qualitative phase considerably enriched the findings obtained from the quantitative phase.

3.3 Research Approach
This section sets out in detail what is understood by the mixed methods research approach. It
starts with a definition and outlines the design and characteristics. Then, there is an explanation
of the specific research design adopted in the present study along with the rationale for selecting
the design method employed. The section then continues with the presentation of the research
steps and a discussion of the validity and reliability of the research project.

3.3.1 Definition and Designs of Mixed Methods Approach
Creswell (2008) envisioned the approach as one that combines qualitative and quantitative data
collection in some way during the research process of a single study in order to comprehend
the research more thoroughly. Combining means the researcher gathers not only data about
numerical variables, but also data about categorical variables. Then, both types of data are
integrated and/or connected so as to give results for that single study. There are different ways
of integrating qualitative and quantitative data and this has led to the development of a variety
of mixed methods designs. Of approximately 40 mixed method designs explained in the
literature (Tashakkori & Teddlie, 2003), Creswell and Plano-Clark (2011) have classified four
mixed method designs that are most frequently reported in the literature: Triangulation,
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Embedded, Explanatory, and Exploratory design. Each of these designs is summarised briefly
below.
The Triangulation Design is considered to be the most complex (Creswell & Ivankova, 2009),
yet it is the most frequently used in the field of Applied Linguistics research (Hashemi, 2012).
It is a method in which both the quantitative and qualitative data are collected at the same time.
It offers the most benefit for the researchers who want to compare and contrast the quantitative
and qualitative data obtained.
The Embedded Design is typically used when secondary research questions need to be
addressed using different types of qualitative and quantitative data: either the qualitative or
quantitative data collection or analysis is embedded or nested in the main approach. The
Embedded Design has been extended into two sub-designs: concurrent and sequential,
depending on whether the qualitative and quantitative data are collected simultaneously or
sequentially (Creswell, Plano-Clark, & Garrett, 2008).
The third mixed methods design is the Sequential Explanatory Design. In this design, the
quantitative data collection and analysis are conducted prior to the qualitative process. The
qualitative data are used to help explain the results found in the quantitative phase (Ivankova &
Creswell, 2009). Greater emphasis is placed on the quantitative data, so that the qualitative data
provide secondary or supporting information.
The Sequential Exploratory Design works the other way around and requires, rather, that the
qualitative data and analysis be conducted before the quantitative. This design is typically
employed when a researcher wants to initially explore a phenomenon, and then further
investigate it quantitatively with a larger number of participants (Ivankova & Creswell, 2009).
This type of design is also beneficial when a researcher develops a measurement instrument,
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for example a questionnaire, test or rating scale which has not yet been found suitable to use
for exploring an intended research topic. In contrast to the Sequential Explanatory Design, the
Sequential Exploratory Design emphasises or places high value on the qualitative data and its
analysis.

3.3.2 Characteristics of Mixed Methods Approach
Interaction, weighting, timing and mixing have been outlined by Creswell and Plano-Clark
(2011) as four distinct characteristics of the mixed methods design. Interaction refers to whether
the two strands, the qualitative and quantitative, are kept independent or allowed to interact
with each other. There are, then, two choices: whether the relationship remains independent or
interactive. The first has the two strands applied independently, such as in the research
questions, data collection and data analysis stages and the mixing takes place only when the
researcher does so at the end of the study or in the conclusion. The latter signifies that the
interaction between the two strands only occurs when the qualitative and quantitative are mixed
prior to the final interpretation of the results.
Weighting simply means the extent to which the datasets are given priority. In a mixed methods
design it is possible to give both the qualitative and quantitative datasets equal weight. In other
words, neither the qualitative nor the quantitative dataset is superior. It is also possible to give
the quantitative dataset more weight than the qualitative one. To elaborate, the quantitative
dataset serves the primary role, while the qualitative dataset is secondary. With the third
possibility, the qualitative part of the research study is given more emphasis than the
quantitative. One of the key factors when deciding weighting is the purpose of the research.
When the researcher has a predominant focus on prediction, then the quantitative data is given
more weight. In comparison, when the researcher aims to explore the topic of study, then the
focus is given to the qualitative data.
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The third characteristic, timing, refers to the data collection and analysis sequence. The
sequence can be either concurrent or sequential. The concurrent data collection and analysis
means that both are conducted at the same time, while sequential data collection and analysis
require the researcher to conduct both the qualitative data collection and analysis before
embarking on the quantitative data tasks. The quantitative can also be conducted prior to the
qualitative data collection and analysis. It all depends on the chosen mixed methods design.
The last characteristic of the mixed methods design is in the mixing. Mixing refers to how the
qualitative and quantitative results are integrated in the research process. The mixing can occur
at different stages of the research study, for example during the data collection, the data
analysis, or results interpretation tasks. One of the cases when mixing is needed is when a
research study aims to develop a specific instrument to be used in the quantitative phase:
mixing qualitative and quantitative data occurs at the instrument development stage and
qualitative results are employed to design and develop the instrument. Further mixing may
occur at the time of results interpretation, that is after the elaboration of both the qualitative and
quantitative results.

3.4. Research Design
3.4.1 Rationale
For this study, the Sequential Exploratory design was adopted. The rationale for employing this
design was that the combined methods approach was necessary to appropriately address the
combination of exploration and expansion that this study would entail, as opposed to a mono
method. The aim of the qualitative phase of this study was to explore participants’ perceptions
about the characteristics of effective ETEs. In addition, it aimed to identify effective teaching
strategies inside and outside the classroom, the challenges of attempting to be effective ETEs,
and strategies identified as improving ETEs’ effectiveness. The aim of the quantitative phase
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was to determine the extent of the support for the findings of the qualitative phase as reported
by a large number of participants. The quantitative phase was used to examine the most
important characteristics of effective ETEs based on the perceptions of each group and whether
there was any significant difference between the groups’ perceptions of characteristics as a
function of year of study and years of teaching experience. Considering the aims of the study
as outlined above, the mixed methods design, which put emphasis on the qualitative phase but
also catered to the needs for statistical expansion in the quantitative phase, was best suited to
achieving the aims.
The sequential exploratory mixed methods design was also chosen because of its capacity to
answer the research questions particularly consisting of “what” and “how” questions (Creswell
& Plano-Clark, 2011). The research questions of this study consisted of both types of question.
The use of mixed methods was necessary to enable a robust analysis of the phenomenon being
studied by taking the strength of the qualitative and quantitative methods (Caracelli & Greene,
1997). Another rationale for choosing this design was that it works best when a researcher needs
to develop their own research instrument for the study. Questionnaires on the qualities of
effective ETEs in the Indonesian context are relatively scant in the literature. For this study, the
quantitative questionnaire was developed from the qualitative findings of the study, that is from
the results extracted from the interview data.

3.4.2 Research Steps
One of the important considerations in planning a mixed methods design is the careful arranging
of the steps in a logical way so they assist the researcher in designing and conducting the
research. This research study adopted eight (8) principal research steps, as suggested by
Ivankova and Creswell (2009). The research steps are elaborated below with some reference
made to the present research.
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The first step in research was to decide whether a mixed methods design is the most suitable
approach in addressing the research problem. Bryman (2006) suggested 16 points to consider
when making the decision. For the present study, there were three reasons for deciding on a
mixed methods design, namely instrument development, completeness and enhancement.
Instrument development was important because I would use the results from the initial
qualitative phase to assist with the development of the second quantitative phase. The
development process included developing the questionnaire regarding the qualities of effective
ETEs using the results of the qualitative phase. The second reason was completeness. I would
investigate the research topic by combining the qualitative and quantitative approaches; each
of which has its own strengths. Combining them was expected to improve the results of study.
The third reason was enhancement. This research study employed a sequential qualitative and
quantitative approach. The qualitative approach was for exploring the participants’ perceptions
about the qualities of effective ETEs, and the quantitative approach was used to expand the
qualitative findings by involving a larger number of participants.
Having chosen a mixed methods design, the second research step was to choose which mixed
methods design to apply. It was decided the research project should employ the sequential
exploratory design. The rationale behind its use was that the qualities of effective ETEs are
relatively underexplored, especially within the Indonesian context. The present research study
started this exploration by interviewing selected participants in relatively equal numbers in
three different groups: ETEs, PETs and IETs. Then, the quantitative phase of the project served
to obtain an in-depth understanding of the phenomenon under study and helped expand the
findings from the qualitative phase by involving a much larger number of participants from
each of the three groups.
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After choosing the specific mixed methods design, the next step was to write a detailed mixed
methods purpose statement to help narrow the focus of the study. Ivankova and Creswell (2009)
suggest the purpose statement includes the following: the overall purpose of the study as well
as each of the purposes in the qualitative and quantitative phases. The purpose statement is
outlined in Chapter I Section 1.4.
The next research step, as suggested by Ivankova and Creswell (2009), was to write specific
research questions. They further suggest that the research questions should give an indication
as to the central phenomenon being investigated. The last consideration in framing the research
questions was to create research questions that would show the connection between the
qualitative and quantitative phases of the study and reflect the reasons for selecting the specific
mixed methods design. The research questions in the present study were carefully framed as
suggested and are listed in Chapter I Section 1.6.
It is also crucial to determine how the qualitative and quantitative data are to be collected
(Ivankova & Creswell, 2009). Data for the qualitative phase can be collected through openresponse questionnaires, interviews, focus group discussion, observations, while data for the
quantitative phase can include closed-response questionnaires, test scores, checklists, and
records. In the present study, the qualitative data were collected using interviews while the
quantitative data were collected through a closed-response questionnaire that was developed
based on the results of the qualitative findings. It suggested that the researcher draw a visual
diagram containing the procedures of the research study (Ivankova & Creswell, 2009). The
diagram serves two purposes. The first is to assist the researcher with step-by-step procedures
in conducting the study. The second is to help readers understand better the procedures of the
study. For the present study, a visual representation of the procedures is presented below.
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Table 3. 1 Research Steps
QUALITATIVE DATA
Procedure

Product

Interviews from three groups (N=39)

-

Interview data

-

Interview data transcription

QUALITATIVE DATA ANALYSIS
Procedure
-

Product

Codes and Categories

Thematic analysis
Coding form

CONNECTING QUALITATIVE + QUANTITATIVE PHASES
Procedure
-

Interview data analysis

-

Common themes extraction

-

Questionnaires development

-

Piloting and revision

Product

Questionnaires on the qualities of effective
ETEs

QUANTITATIVE DATA
Procedure
Questionnaires distributed to 3 groups:
-

English teacher educators (N=108)

-

In-service English teachers (N=102)

-

Pre-service English teachers (N=330)

Product
Numeric data
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QUANTITATIVE DATA ANALYSIS
Procedure

Product

SPSS Version 21 (Descriptive and Inferential
Statistics)

-

Statistical data (expanding the qualitative
findings)

Mean, T-Test, and ANOVA

-

Analysis based on different groups and
experience

MIXING QUALITATIVE AND QUANTITATIVE RESULTS
Procedure
Interpreting qualitative and quantitative data

Product
Integrated analysis of qualitative and
quantitative data

The seventh step requires the researcher to collect the qualitative and quantitative data, and to
analyze them accordingly (Ivankova & Creswell, 2009). The methods selected for the data
analysis depend largely on the research questions and the type of mixed methods design
employed in the study. For the present study, the qualitative data analysis employed thematic
analysis to extract codes and categories, while for the quantitative data, both descriptive and
inferential statistics were used to organize and process the data aided by SPSS Version 21.
The last research step proposed by Ivankova and Creswell (2009) was to write the final report.
It is suggested that the report be written in accordance with the selected type of mixed methods
design. The report should be presented to emphasize the sequence as well as the connections
between each phase. The present study, which employed the sequential exploratory mixed
methods design, is reported in two separate chapters. Chapter Four presents the qualitative
results, and Chapter Five reports the quantitative results.
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3.4.3 Validity and Reliability Issues
Regardless of the approach used, validity and reliability are elements that need to be addressed
carefully. The present study addressed the issues of validity and reliability in each of the
research phases so the best results possible would be achieved. Using a sequential exploratory
mixed methods design with the qualitative phase preceding the quantitative phase, semistructured interviews were employed. Before administering this instrument, two types of expert
review were conducted.
The first draft of the interview questions was reviewed by my supervisor as a means of
improving the instrument quality and also to clarify any potential misunderstandings that might
be present. The second review was conducted by a panel of experts, consisting of four scholars
with expertise in ELT. Both the content and sequence of the instruments were carefully
reviewed so as to reach maximum response validity. The semi-structured interview was
conducted in a relaxed way so as to allow the participants some freedom to express their
perspectives regarding the topic under investigation. An interview protocol was also provided
to guide the interview process, so the focus remained on the principal questions while still
allowing flexibility to improvise as necessary. In other words, the review was to ensure the
advantages of the semi-structured interview were achieved, compared to a structured interview
or completely unstructured design.
With regard to the quantitative data collection, the issues of reliability and validity were also
addressed. As there was no questionnaire for exploring the qualities of effective ETEs available
for the Indonesian context, I developed one. Data from the qualitative research segment as well
as reviews from relevant literature were employed to develop the questionnaire. The
questionnaire was developed through three stages as proposed by Devellis (1991): namely,
generation of an item pool, an item review by experts, and selection of the final items. This
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version of the questionnaire was then piloted using 64 respondents, and the data were
statistically analysed using SPSS Version 21 to check its validity and reliability. Any invalid
and unreliable items were then removed from the questionnaire resulting in the final instrument.

3.4.4 Ethical Considerations
Adherence to ethical norms is essential when conducting a research study so as to avoid risks
that could weaken the overall study, especially in terms of participant security, health and wellbeing (Dornyei, 2007). There are at least five reasons for complying with ethical norms: the
norms promote the aims of research; the norms promote the essential values of, for instance,
trust, accountability, mutual respect, and fairness; the norms assist the accountability of
researchers to the public; the norms help build public support for research; and, the norms
uphold multiple moral and social values, for example, human rights, health and safety (Resnik,
2011). A research ethics’ main principle is to ensure the security of participants, both mental
and physical condition (Dornyei, 2007). Researchers must comply with participants’ privacy,
confidentiality, and cultural sensitivity (Australian Government, 2007). And, to ensure that their
research practices are ethically acceptable, prior to conducting their research, researchers
should obtain approval from the institutions to which they are attached, for example the
university ethics committee.
3.4.4.1 Ethical Considerations of the Present Research Study
The required ethics application and other necessary documents including a participant
information form, consent form, approval from participating institutions, and the data collection
instruments were submitted to The University of Canberra’s Human Research Ethics
Committee (HREC). Ethics approval for this research study was issued with Project Number
14-140, dated 4th July, 2014.
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Some highlights of the ethical considerations that were addressed are now explained briefly.
Approvals from the heads of departments/dean were sought to ensure an ethical approach to the
data collection was maintained throughout. The researcher also requested consent from the
participants; and, before they took part, the researcher explained orally the research aims and
activities of the data collection to all potential participants. The researcher also gave the
information form to the potential participants so they were better able to understand their rights
and the research study. There was an explanation about what the participants would be asked
to do if they decided to take part in the study. Those who agreed to participate were given a
consent form and asked to sign it. The timing for the data collection was managed so as to
minimize potential boredom and fatigue; a reasonable time frame was estimated from a few
pilot tests of the interview and questionnaire. The participants were informed that the interview
would be relaxed and informal. If it seemed they became uncomfortable or distressed, they
would be reminded that they could withdraw at any time. For completing the questionnaire, the
participants were informed what they were required to do and the estimated completion time.
The security of the data was crucial and thus the hardcopies of the questionnaire responses were
kept in a locked cabinet at The University of Canberra (UC). The softcopy data, which included
audio-recordings, interview transcripts and questionnaires were stored on UC’s computer and
hard disc drive, and were equipped with a highly secure password. The only persons who had
access to the raw data set were the researcher and supervisors. In processing and analysing both
the quantitative and qualitative data, anonymity was preserved: in particular, names were
replaced with pseudonyms. These precautions were to protect the confidentiality and privacy
of the participants.
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3.5 Research Participants, Data Collection Instruments & Procedure
3.5.1 Qualitative Phase
Participants
The qualitative phase of this study involved interviews. There were two considerations when
choosing the sample of interview participants. The first concerned sample size. This could not
be determined by rule or convention. Some scholars suggested avoidance of a small number of
participants because it limits the insights that can be provided and thus it is difficult to obtain
data saturation (Sandelowski, 1995). It is also necessary to avoid an excessive number of
participants: too many mean the data will become unmanageable and difficult to extract
(Onwuegbuzie & Leech, 2007). In fact, a total of 39 participants from three groups were
interviewed: 15 ETEs, 11 PETs and 13 IETs. In reference to the above consideration, this total
was considered sufficient: it was not so small that there would be too little information provided,
and not so large as to be completely unmanageable when undertaking the data analysis.
The second consideration when choosing the sample of participants for the interview was the
variety of their characteristics. The selection was based on maximal variation purposeful
sampling (Creswell, 2008). This means that the participants were selected based on recognised
different characteristics or traits, so multiple perspectives would be presented. Specific
participant characteristics were set for each group: the PET group participants were enrolled as
students at departments of English education and represented different years of study, in order
to obtain insights from students with various learning experiences in an English teacher
education program; the IET group participants were graduates of departments of English
education and teach English at an institution, in order to gain insights from English teachers
who could comment on their previous ETEs based on their own learning and current thinking
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from their experience; the ETE group participants were those who taught at departments of
English education and in their role trained PETs, thus providing rich insights from their
different numbers of years of teaching experience. Table 3.2 below summarises the
demographic of participants interviewed.
Table 3. 2 Demographic Information of PETs in the Qualitative Phase
No.

Name

Gender

Year of Study

1.

Agam

Male

Second Year

2.

Budi

Male

Final Year

3.

Cita

Female

Final Year

4.

Dewi

Female

Final Year

5.

Erni

Female

Third Year

6.

Feri

Male

Third Year

7.

Gina

Female

Second Year

8.

Hana

Female

First Year

9.

Indi

Female

Second Year

10.

Joni

Male

Final Year

11.

Koko

Male

First Year

As can be seen in Table 3.2 above, there was an almost equal balance in terms of male and
female participants in the PET group. Notably, their length of study varied from first year to
final year. This is an ideal balance.
Table 3. 3 Demographic Information of IETs in the Qualitative Phase
No.

Name

Gender

Educational
Qualification

Teaching
Experience

1.

Agung

Male

Bachelor

2 years

2.

Braga

Male

Bachelor

4 years

3.

Cendi

Female

Bachelor

4 years
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4.

Dinar

Female

Bachelor

5 years

5.

Ester

Female

Master

8 years

6.

Faruk

Male

Bachelor

3 years

7.

Greta

Female

Bachelor

2 years

8.

Halim

Male

Master

11 years

9.

Ilman

Male

Master

7 years

10.

Janti

Female

Bachelor

4 years

11.

Kemal

Male

Bachelor

6 years

12.

Leman

Male

Bachelor

4 years

13.

Malia

Female

Bachelor

5 years

Table 3.3 above shows that the number of male and female participants was equal in a similar
way to the PET group. Also, the participants in this group had different lengths of teaching
experience, ranging from two to eleven years. The majority held a bachelor degree, although a
few had obtained a masters degree.
Table 3. 4 Demographic Information of ETEs in the Qualitative Phase
No.

Name

Gender

Educational
Qualification

Teaching
Experience

1.

Amanta

Male

Doctor

17 years

2.

Belina

Female

Master

12 years

3.

Carita

Female

Master

10 years

4.

Devina

Female

Master

10 years

5.

Estela

Female

Master

12 years

6.

Fahman

Male

Master

25 years

7.

Gerung

Male

Master

24 years

8.

Herman

Male

Master

11 years

9.

Imroni

Male

Master

12 years

10.

Julpan

Male

Master

8 years

11.

Kristi

Female

Master

10 years
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12.

Lumita

Female

Master

8 years

13.

Marten

Male

Doctor

18 years

14.

Nerida

Female

Master

6 years

15.

Osmano

Male

Doctor

24 years

In Table 3.4 above, it is evident that an equal number of males and females participated in the
interview stage of the study. Most had obtained a masters degree, while three of them had a
doctorate degree. In terms of teaching experience, the range was from 6 to 25 years. Higher
education institutions in Indonesia are managed by two ministries: the Ministry of Research,
Technology & Higher Education (MoRTHE) and the Ministry of Religious Affairs (MoRA).
Participants were representatives from 6 institutions under MoRTHE and 6 institutions under
MoRA.
Instrumentation
Interviews can be structured, open or semi-structured. Structured interviews rely on
standardized pre-determined questions throughout the interview process: the same questions
and sequence are used for all participants (Richards, 2009). Actually, the structured interview
is similar to the closed-ended questionnaire in the sense that it uses standardized questions, and
there is minimum flexibility for the interviewer to make changes, and so not useful if probing
of the interviewees’ responses is necessary (Fontana & Frey, 2008). Open interviews do not use
pre-determined questions. Although the interviewer has specific topics to discuss, it is the
interviewees who largely determine the direction of their interviews by their responses. While
the open interview format may contribute to the richness of interviewee responses, it may also
lead to difficulty when attempting, comparing and categorizing the different responses provided
(Richards, 2009). The third type of interview is the semi-structured interview which falls
between the other two types. Semi-structured interviews use pre-determined questions, but also
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allow for flexibility in questioning and in depth probing (Richards, 2009). The interviewer who
applies this format prepares the questions, both the content and sequence, but then during the
interview has opportunities to adjust the question sequence and/or seek further elaboration on
specific questions, or even improvise additional questions.
The semi-structured interview was used in this research. The rationale was to ensure that the
core topics were covered, yet maintain some flexibility during the interview process. Also, it
would help when further elaboration was required and ensure the responses from the interviews
were manageable for comparing and categorising (McDonough & McDonough, 1997). The
example of elaboration can be described from the interview in English with one of the ETEs
below.
Question : “Can you please describe the main characteristics that you think make English
teacher educators effective?”
Answer

: “First of all, English teachers should be knowledgeable”

Question : “Knowledgeable, regarding?”
Answer

: “Regarding to the methodology, the content, and the media. That is the first
characteristic: knowledgeable”

As can be seen from the transcript extract above, the principle of elaboration was applied when
there were, for example, interesting responses worthy of elaboration. The concept of
“knowledgeable” is broad, and I was interested in finding out more of what it meant for the
participant.
To ensure the interview achieved its optimum result, I used an interview protocol (See
Appendix 5) for guidance throughout the interview. The interview protocol consisted of
questions, and also scripts from the initial stage to the ending stage of the interview (Jacob &
Furgerson, 2012). The interview protocol had four parts: Introduction (Part A), Background
Information (Part B), Core Questions (Part C), and Closing (Part D).
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The introduction had three sections. I introduced myself to the interviewee and thanked them
for their contributions to this study. I then explained the purpose of the research and clarified
two important definitions, namely ETEs and characteristics. Thirdly, I explained the interview
procedure, covering such as the estimated completion time of the interview, the use of audio
recording, and maintaining the confidentiality of the participants.
The second part of the interview asked about participants’ backgrounds. This was a means of
warming up and establishing rapport with the participants. It was also intended to obtain
information that would be useful in supporting the analysis to follow. The questions for
background information were progressed from the easiest to the most difficult, as a means of
building participants’ confidence before moving to the core questions.
The third part of the interview focused on the core questions. These questions were crucial as
the responses were used to develop the quantitative questionnaire in the subsequent phase. They
were arranged into four sections: the concept of characteristics of effective ETEs; effective
teaching strategies inside and outside the classroom; challenges ETEs encounter in their
attempts to be effective, and; strategies in improving the effectiveness of ETEs. All four
sections were asked to the participants from the ETE group. However, taking into account their
relevance, some questions in the third section (See Appendix 5) were not asked to the
participants from PET and IET groups.
The interview had a closing. Here, the participants had an opportunity to add more responses
to what had been covered during the interview. The question was, essentially, whether the
participants had anything else to add to what had been already said. This part ended by thanking
the participants for their contribution to the study.

115

The interview protocol was reviewed and piloted with three ETEs from Indonesia who were
studying for their Ph.D degree in Canberra. First, the instrument was reviewed and their
feedback, which included suggestions about the question order, deletion of several irrelevant
questions, and wording in the introduction as well as in some questions, resulted in the initial
interview protocol being revised and then piloted with them as interviewees. After the piloting
was completed, I made a follow up revision of the interview protocol.
Procedures
The interviews were carried out between October and November, 2014. I conducted the
interviews myself. I visited 12 higher education institutions in five provinces in Indonesia. To
do this was a challenge, but I gained a great deal of meaningful experience as a researcher.
Moreover, I was an integral part of how the data was collected and analysed (Willis, 2010) and
the contextualisation during the interviewing (Kvale & Brinkmann, 2009) as I chose to conduct
the interview by myself.
Before visiting the research sites, I made contacts and commitments with the participants. This
was crucial to ensuring the limited time I had in each research site produced maximum
interview results. The interview lasted between 15 and 30 minutes and was audio-taped with
participants’ permission. The interviews were conducted in a relaxed and friendly way so as to
minimize participants’ nervousness. For the PETs, the interview was conducted in Bahasa
Indonesia to minimize the potential interference of language barriers when providing their
responses. For the IETs and ETEs, two interview language options were provided: English and
Bahasa Indonesia. After each interview was conducted, I wrote a reflective memo aiming to
enhance the quality of the next interviews.
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3.5.2 Quantitative Phase
Participants
For the quantitative phase the participants were selected randomly through cluster sampling.
The total number of participants involved in the quantitative phase was 540: 330 were from the
PET group, 102 were from the IET group, and 108 were from the ETE group. This was large
enough to be a representative sample for the purposes of statistical generalisation. In a survey
study, around 350 participants are considered sufficient (Creswell, 2008). The demographics of
the participants in each group are presented in the tables below.
Table 3. 5 Demographic Information of PETs in the Quantitative Phase
NO.
1.

2.

3.

4.

5.

DEMOGRAPHICS
Gender

Age

Year of Study

English Course Outside

English Teaching
Experience

CATEGORIES

NUMBER

PERCENTAGE

Male

75

23%

Female

255

77%

Under 20 years

117

35%

> 20 years

213

65%

First Year

80

24%

Second Year

102

31%

Third Year

117

35%

Final Year

31

10%

Yes

88

27%

No

242

73%

Yes

140

42%

No

190

58%

Table 3.5 above shows there were many more female than male participants in the PET group
which is not surprising as the majority of students enrolling in teacher education programs are
female. The majority of participants were 20 years old and above. They had had various lengths
of study in the English teacher education program, so were grouped into four clusters: first,
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second, third, and final year of study. These clusters were helpful for answering Research
Question 1c which was whether PET individuals at different years of study had different
perceptions regarding the characteristics of effective ETEs. The next demographic information
was in relation to whether they took English courses apart from their formal English teacher
education program. Table 3.5 shows that only around one third of the PET participants had
taken or were taking an English course as a supplementary course. In terms of English teaching
experience, there were more PET participants who were not teaching English while at the same
time studying at their English teacher education program than PET participants who were
teaching English.
Table 3. 6 Demographic Information of IETs in the Quantitative Phase
NO.
1.

2.

3.

4.

DEMOGRAPHICS

CATEGORIES

NUMBER

PERCENTAGE

Male

32

31%

Female

70

69%

Under 25 years

52

51%

≥ 25 years

50

49%

Educational
Qualification

Bachelor

94

92%

Master

8

8%

Teaching Experience

≤ 3 years

58

57%

≥ 4 years

44

43%

Gender

Age

Table 3.6 above shows that the majority of IET participants in this study were female. This
reflects a similar gender pattern to the PET group. There was roughly an equal balance of
participants who were under 25, and 25 years old and above. In terms of educational
qualifications, the majority of participants had a bachelor degree, but a few had obtained their
masters degree. Regarding teaching experience, 58 (57%) IET participants belonged to the first
cluster (0-3 years of teaching experience), while 44 (43%) of them belonged to the second
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cluster (at least 4 years of teaching experience). These clusters were useful for answering
Research Question 1d, which examined whether IET participants with different years of
teaching experience had different perceptions regarding the characteristics of effective ETEs
Table 3. 7 Demographic Information of ETEs in the Quantitative Phase
NO. DEMOGRAPHICS
1.

2.

3.

4.

5.

Gender

Age

Educational
Qualification

Studying ELT/EFL
Abroad
Teaching Experience

CATEGORIES

NUMBER

PERCENTAGE

Male

60

56%

Female

48

44%

Under 35

51

47%

> 35

57

53%

Bachelor

10

9%

Master

91

84%

Ph.D/Doctorate

7

7%

Yes

49

45%

No

59

55%

0-9 years

58

54%

> 10 years

50

46%

Table 3.7 above shows that 56% of the participants were male, and 44% were female. This
shows a different gender pattern to the PET and IET groups. In terms of age, ETE participants
were categorised into two groups with 47% belonging to the first group (under 35 years old)
and 53% belonged to the second group (35 years old and above). Regarding their educational
qualifications, it was reported that the majority of the participants had completed their Master’s
degree (84%), while the rest had a bachelor (9%) or doctorate degree (7%). It was also reported
that 55% of participants did not have any experience studying ELT/EFL abroad, although a
smaller number of them (45%) did. In terms of teaching experience, 54% of the participants
fell into the first cluster (0-9 years of teaching experience), while 46% of the participants
belonged to the second cluster (> 10 years of teaching experience). These clusters were useful
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for answering Research Question 1e, which examined whether ETE participants with different
years of teaching experience had different perceptions regarding the characteristics of effective
ETEs.
Instrumentation
The instrument for the quantitative phase was the close-ended questionnaire (See Appendix 7)
consisting of two sections. The first section contained items where the participants were asked
to rate each statement on a 5-point Likert Scale ranging from 1 (not important) to 5 (very
important). Items in the second section contained items about demographic variables such as
gender, age, and educational qualifications. Similar to the interview protocol where not all
questions were relevant to all groups, the number of questions for the PET and IET groups was
fewer than for the ETE group. For example, the questionnaire for both PET and IET groups did
not contain questions regarding challenges and strategies for improving ETEs effectiveness.
For reliability and validity of the questionnaire, its development adhered to the procedure of
scale development proposed by Devellis (1991). This included three steps: generating an item
pool for the questionnaire, a review of the items by experts and selecting the final items.
Initially, the results from the qualitative phase of the study were the source for preparing the
items in the quantitative questionnaire. Then, at the second stage, the draft of the questionnaire
was reviewed by ETEs from Indonesia who were pursuing their Ph.D degree in Canberra. At
the last stage, as per recommendation of the reviewers, I refined the developed version of the
questionnaire.
A pilot test involving 67 participants was administered prior to the final distribution to the
participants in each of the three groups. The data from piloting was entered into SPSS for further
validity and reliability tests. Questionnaire items that did not meet the requirement of validity
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and reliability were then removed. The questionnaire was then further refined based on this
piloting. Another refinement concerned the type of items. The initial questionnaire consisted of
both open-response and closed-response items. However, in the piloting, very few responses
were obtained from the open-response items. This was possibly due to the participants’
preferences for answering easier questions found in the closed-response items. Dornyei (2010)
noted that the ratio of open-response items was lower compared to the closed-response ones.
Hence, the final version of the questionnaire consisted of only closed-response items.
Procedures
The questionnaire was distributed from March to May, 2015 after I had analyzed the data from
the interviews. There were two methods of data collection for the questionnaire: hardcopy and
online. The hardcopy questionnaires were mostly filled out by the participants from the PET
group. The two other participating groups, IET and ETE, mostly filled out the online
questionnaire distributed through Survey Monkey. I employed a research assistant to help
distribute the hardcopy questionnaire. After getting permission from the heads of the
departments, he entered the classes and distributed the questionnaire. I had explained to him
the necessary procedures. One of the important points of the questionnaire distribution was to
get a balanced number of the PET participants studying from the first year to the final year of
study. This balance would be useful for further statistical analysis as I included an investigation
of whether different lengths of study contributed to the difference of participants’ perceptions
of characteristics of effective ETEs. Some strategies to increase the quality and quantity of
participants responses proposed by Dornyei (2010) were adopted: among others these included
the presence and behaviour of the survey administrator, communicating the purpose and
significance of the study, emphasizing confidentiality, setting up the style and layout of the
questionnaires.
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For the online survey, the link to Survey Monkey was sent to the participants. Each IP address
could only send one response. This avoided double responses from one participant. One of the
potential problems of using an online survey is the large potential for missing data. To avoid
this, each of the questionnaire pages in Part I was set up in such a way that the participants
could not proceed to the next page if there were any questions left blank. Part II was not set that
way to respect participants who did not want to comment on certain personal profile questions,
such as age. However, there were some participants who did not finish completing the online
survey, and the incomplete data were not used in further statistical analyses. Once the expected
number of participants was reached, the online survey was closed. In total, that is both hardcopy
and online questionnaires, a total of 540 participants across the three groups responded to the
questionnaire.

3.6. Data Management
3.6.1 Qualitative Data Management
The recordings of the interviews were transcribed verbatim in order to extract the data. The
transcriptions were conducted by a professional transcript institution in Indonesia. As
mentioned already, some of the interviews were conducted in English, while some others were
conducted in Bahasa Indonesia to avoid language barriers in expressing the responses. The
Bahasa Indonesia transcriptions were translated into English. Further translation checking was
conducted by a person who has high level of English proficiency and a sound knowledge of
ELT. Minor revisions were made after we both compared the results of the translations. After
that, each of the transcripts was checked by a person who is a native English speaker and is also
proficient in Bahasa Indonesia. This was to ensure that the English transcripts were translated
accurately from Bahasa Indonesia.
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Each transcript was provided a specific code for easy management and future cross checking
during the analysis of the data. For example, at the center top page of the interview
transcriptions, a code such as ‘ETE1/Amanta/M’ means that the interview was conducted with
a male participant from the ETE group who had the pseudonym Amanta. Underneath the
participant code, the duration of the recording was written. With regard to turn-taking
responses, the letter ‘I’ was employed to note that it was the interviewer who spoke, while the
first two letters of the participant’s pseudonym, such as AM, were assigned to show the
interviewee’s speaking turn. On the left side of the turn-taking response code, minutes of the
recording was assigned, such as [1:51] which means that the interview had been conducted for
1 minute and 51 seconds. This identification code allowed quick and easy transcript
identification about the specific group the responses came from and at what time the specific
turn-taking response had happened.
A pseudonym was assigned to each transcript and audio file to ensure participants’
confidentiality. Only the researcher had access that allowed identification of the specific
participants. All data were protected by passwords and were locked in folders to secure their
safety. Also, data were backed up so as to have copies of the secured data.

3.6.2 Quantitative Data Management
The quantitative phase of this study gathered data from a total number of 540 participants across
the three groups. Considering this large amount of data, effective data management was needed
for accurate data analysis. The first step involved data checking and cleaning, done by checking
whether each question in the questionnaire had been fully answered by the participants and
whether they had completed the hardcopy or online mode. Generally, the participants who
finished did not miss any questions. However, some participants did not fully complete the
online survey. This was tracked through the researcher’s Survey Monkey account that showed
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a total of 45 participants who stopped filling out the online survey at a certain time and never
finished the questionnaire. These incomplete data were then discarded.
The next step of data management was to assign an identification code for each completed
questionnaire. Dornyei (2010) suggested practical code identification by sequentially
numbering each questionnaire at the top corner of the front page and assigning different codes
for different groups. In each questionnaire, an identification code such as PET100 was assigned.
This code example means that this questionnaire was filled out by the PET number 100. Having
decided on the coding identification system, the subsequent step was data input. All the answers
included in the completed questionnaires were entered into Excel spreadsheets. A separate
Excel spreadsheet was created for each participating group. After all data were recorded, they
were imported into SPSS Version 21 for statistical analyses.

3.7. Approaches to Data Analysis
3.7.1 Qualitative Data Analysis
A thematic analysis approach was employed for the analysis of the qualitative data derived from
the interviews. Despite conflicting views regarding thematic analysis (Ryan & Bernard, 2000),
in this study thematic analysis was a method that stood independently. It was a thorough and
complete procedure that went from a familiarization with the data step to the results report step.
The procedure is explained in detail in the following paragraphs that discuss the steps in the
analysis. Thematic analysis is a method that is employed for identifying, analyzing and
reporting patterns or themes within data, and subsequently allows a rich and detailed description
of the data set (Boyatzis, 1998). It can also be used to further interpret diverse aspects of the
research topic. In a similar vein, Willis (2010) defined thematic analysis as the analysis of the
qualitative data that explores the presence of themes, which may include predetermined themes
and those that emerge within the data. The three hallmarks of thematic analysis are: “A[a] close
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reading and coding of the data, sensitivity to what participants are expressing in their encounters
with the researcher, and the capacity to move beyond description of participants accounts to
interpretation of how these accounts fit within the research topic…” (Willis, 2010, p. 418).
Thematic analysis is claimed to be the most common method of analysis used in qualitative
research (Willis, 2010) and in fact serves as a foundational method (Braun & Clarke, 2006).
However, the selection of thematic analysis in this study was not based on the above mentioned
statement. Rather, it was chosen because it fits with one of the rationales of the study, namely
the desire to generate themes (a patterned response or meaning derived from the data set)
regarding what constitutes qualities of effective ETEs. By employing thematic analysis, the
identification of qualities can be seen to emerge from the interview data as themes.
The step-by-step procedure of thematic analysis proposed by Braun and Clarke (2006), that was
adopted in this study included the following:
Step 1: familiarizing with the data
In order to have both depth and breadth in the data analysis, the first step involved reading and
re-reading the data. The repeated reading of the data was an important way to familiarize myself
with it and allowed me to move to the next step of understanding the meaning and looking for
patterns. Braun and Clarke (2006) highlighted the importance of repeated reading pointing out
that it serves as a foundation for the rest of the analytical process. This re-reading was timeconsuming, yet fruitful. From this process, I started to develop insights and ideas relating to the
data and obtain some hints regarding the patterns. After the familiarisation process (Willis,
2010), I wrote some notes in the margins and highlighted the statements that I judged to be
important for later analysis.
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Step 2: generating initial codes
The next step was coding. This meant the data were organized for further analysis. Data were
broken down into manageable categories. I did both explicit and implicit coding (Sproule,
2010). Explicit coding refers to coding for the visible, easily identified content from the data,
while implicit coding refers to coding for the underlying and implicit meaning derived from the
data. I conducted manual coding by writing notes on the interview transcripts, and indicated
potential patterns using highlighters. At this stage three key points were considered, as
suggested by Braun and Clarke (2006). First, I coded as many potential patterns as possible, I
then coded extracts of data inclusively, and thirdly, I coded individual extracts of data into many
different themes.
Step 3: searching for themes
Once all data was coded, the next step was to identify the primary or main themes. I analysed
the codes and examined how these different codes could be grouped into themes. There are two
ways themes can be identified: bottom up or inductive and top down or deductive (Hayes, 1997;
Boyatzis, 1998). The bottom up way means that themes are identified through the data set or,
simply, are data-driven. During the data coding process, a pre-existing coding frame or the
researcher’s own analytic preconceptions are avoided. By comparison, the top down approach
means that the analysis would be conducted based on a predetermined theory or the researcher’s
own analytic preconceptions, and is closely linked to the form of theoretical-driven.
Considering the above, this study employed a combination of both bottom up and top down
theme generation. I coded the participants’ responses without referring to any codes previously
identified by other researchers. However, I referred to themes that had been outlined in previous
similar studies when it came to the process of theme generation. This is line with the argument
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that even with the bottom up approach “… researchers cannot free themselves of their
theoretical and epistemological commitments, and data are not coded in an epistemological
vacuum” (Braun & Clarke, 2006, p. 84).
At this stage, a collection of candidate’s themes and sub-themes were identified, and I started
to see connections between them. However, at this stage the themes and sub-themes were left
as they were because it was still unclear whether they needed to be broken down into separate
themes or sub-themes, collapsed into each other or even removed altogether.
Step 4: reviewing themes
In this step, the candidates for themes and sub-themes were reviewed and refined. During the
process, it was evident that some themes and sub-themes could not stand independently as there
were insufficient data to support them, so some modifications occurred. For instance, some
other themes and sub-themes were joined together, while some were further broken down into
separate themes and sub-themes.
Step 5: defining and naming themes
As has been outlined in Step 3, in defining and naming the themes and sub-themes, I also
acknowledged the naming of themes and sub-themes identified by other researchers who had
done similar studies. For example, this study found four themes of characteristics of effective
ETEs which were named Personal Competence, Pedagogical Skills, Interpersonal Skills, and
Subject Matter Knowledge. Further, in this study the theme of Pedagogical Skills was expanded
into four sub-themes: Planning, Delivery, Organization, and Evaluation. These were the final
themes and sub-themes. The naming of themes and sub-themes should be concise, straight to
the point, and be easily recognized, as per recommendations of Braun and Clarke (2006).
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Step 6: producing the report
Before writing up the report of the qualitative results, I re-examined the themes and sub-themes
from all data sets. These final themes and sub-themes then served to answer the research
questions, and formed the basis for the discussion of the data and the interpretation of meaning.

3.7.2 Quantitative Data Analysis
The quantitative data derived from the questionnaire were analyzed by descriptive and
inferential statistics. The statistical software program used was the Statistical Package for Social
Science (SPSS) Version 21. Descriptive analysis techniques are used to organize and
summarize with the objective of increasing understanding, while inferential analysis techniques
are used to make predictions or judgments about a population based on the characteristics of a
sample gained from the population (Onwuegbuzie & Combs, 2010).
To answer research question 1a, “What are the most important characteristics of effective
English teacher educators according to each of the participating groups?”, descriptive statistics,
which included mean scores and standard deviation, were computed from the responses of each
of the participating groups.
In answering research question 1b, “Are there statistically significant differences in the
perceptions of these characteristics between the three participating groups?”, and research
question 1c, “Within the pre-service English teacher group, are there statistically significant
differences in the perceptions of these characteristics depending on year of study?”, Multiple
One-Way ANOVAs were employed.
In order to answer research question 1d, “Within the in-service English teacher group, are there
statistically significant differences in the perceptions of these characteristics depending on years
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of teaching experience?”, the T-Test was employed to determine any significant differences in
the perceptions of characteristics between IETs having different years of teaching experience.
A cut point of the IETs’ dataset was made with equal percentiles (i.e. 50%). Based on the
percentiles analysis result, IETs who had had 0 to 3 years of teaching experience were grouped
into early career, while those who had had four or more years of teaching experience were
grouped into middle to senior career.
Likewise, in answering research question 1e, “Within the English teacher educator group, are
there statistically significant differences in the perceptions of these characteristics depending
on years of teaching experience?”, the T-Test was employed to determine if there were any
significant differences in the perceptions of characteristics between ETEs who had different
years of teaching experience. A cut point of the ETEs’ dataset was made with equal percentiles
(i.e. 50%). ETEs were grouped into two clusters based on their years of teaching experience:
junior (0 to 9 years) and senior (> 10 years).

3.8. Summary
This chapter has outlined the principles underlying the methodological framework adopted in
this study. It has also explained why this methodological framework was the most suitable one
for investigating the research topic. The research design and the research procedures from data
collection to data analysis were also presented. The chapters following this will present the
results from the qualitative and quantitative phases respectively.
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CHAPTER IV: RESULTS OF QUALITATIVE DATA
4.1 Introduction
As explained previously, this research employed a sequential exploratory mixed methods
design with the qualitative research preceding the quantitative. This chapter presents the results
of the qualitative phase, while the next chapter presents the results of the quantitative phase.
The qualitative results derive from 39 semi-structured interviews and are presented here based
on the sequence of the research questions that cover four aspects: characteristics of effective
ETEs, effective teaching strategies, ETEs’ challenges in attempting to be effective, and
strategies for improving ETEs’ effectiveness. These four aspects were subdivided in order to
present a clear understanding of the results.

4.2 Characteristics of Effective English Teacher Educators
In regard to the characteristics of effective ETEs, overall, the results yielded a large number of
thematic responses that were clustered, and the clusters were then further organized by
conditional relationships and categorized. A thematic response was defined as a word, phrase
or sentence that had a minimum of one key word describing characteristics of ETEs. A thematic
response which could not be grouped with either the same or other similar characteristics was
omitted; for example, fashionable, being fresh, and good at administrative work were referred
to but were not obviously connected.
The characteristics of effective ETEs fell into four basic themes: (1) Pedagogical Skills, (2)
Personal Competence, (3) Interpersonal Skills, and (4) Subject Matter Knowledge. The
Pedagogical Skills included four sub-themes: Planning, Delivery, Organization and Evaluation
and 29 identifiable characteristics at the item level. The Personal Competence, Interpersonal
Skills, and Subject Matter Knowledge themes had nine (9), six (6), and five (5) characteristics
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at the item level, respectively. A complete classification of the characteristics is given in Table
4.1. The excerpts of the interview that are presented along with an explanation of them provide
a better understanding of exactly what the participants were referring to.
Table 4. 1 Characteristics of Effective ETEs

No.
1.

Themes

Sub-Themes

Item Level

Pedagogical
Skills
Planning

a) Relate teaching to real-life contexts
b) Design interesting and meaningful
instructional activities
c) Tailor contents to the student abilities
d) Respond to the student concerns and
learning needs
e) Can relate the lesson learned to moral
values
f) Are able to design lesson plans
g) Prepare each lesson well
h) Provide a syllabus detailing week by week
course content

Delivery

a) Provide detailed and step-by-step
explanations
b) Give constant motivation to students
c) Demonstrate more learner-centred than
teacher-centred teaching
d) Are able to use information technology for
teaching
e) Encourage students to study independently
f) Use various instructional media
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g) Are able to alleviate student learner
anxiety in learning in class
h) Teach mostly in English and use Bahasa
Indonesia selectively
i) Can perform multiple roles e.g. facilitator,
moderator, teacher
j) Use varied teaching strategies and methods
k) Teach how students can learn outside the
classroom
Organization

a) Encourage group and pair work activities
b) Encourage students' active participation in
class
c) Have classroom and time management
skills
d) Are able to develop a conducive classroom
atmosphere
e) Teach subject content incorporating
students’ various learning styles
f) Are creative

Evaluation

a) Give students clear assessment guidelines
b) Assess students' performance objectively
c) Self-reflect on their teaching practices
d) Give appropriate feedback to students on
their tasks and assignments

2.

Personal
Competence

a) Are highly enthusiastic in teaching
b) Have a charismatic personality
c) Exercise discipline
d) Are friendly
e) Are able to use humour
f) Are patient
g) Are humble
h) Present a good role model
i) Are open-minded
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3.

Interpersonal
Skills

a) Are accessible for consultation and
discussion outside the classroom
b) Treat all students fairly
c) Develop good rapport with students
d) Share professional life experiences
e) Have a positive attitude towards students
f) Have good communication skills

4.

Subject Matter
Knowledge

a) Have a sound knowledge of the subjects
they teach
b) Have a high level of English proficiency
c) Have academic writing and research skills
d) Have ability in teaching language skills and
content knowledge of English subjects
e) Are up-to-date with recent ELT issues

4.2.1 Pedagogical Skills
Pedagogical Skills were evidently the theme that had the largest number of identifiable
characteristics of effective ETEs. This theme was further broken down into four sub-themes:
Planning, Delivery, Organisation, and Evaluation.
4.2.1.1 Planning
a)

Relate teaching to real-life contexts

The participants valued ETEs who could relate their teaching to real-life contexts. Bringing
real-life examples to class enabled students not only to understand the theory, but also to
connect the theory to an appropriate context in the real world. Moreover, bringing in real-life
examples enabled students to better imagine and more directly practice the materials they
studied compared to learning done in isolation. Also, connecting topics with real life contexts
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in teaching helped students comprehend the materials better. The following quotations describe
the ability of ETEs to relate teaching to real-life contexts.
He also uses many real-life examples. He incorporates them so that students not only
understand the theory, but could also directly practice what has been taught.
(Agam/PET1)
He also gives real-life examples, which enable us to picture them. (Cita/PET3)
This educator is effective because he can adjust the learning to suit the context. He
does not only teach the theory, but also connect it to the current situation. So it is
effective because we not only understand the theory, but are also able to solve a
problem. (Cendi/IET3)
b) Design interesting and meaningful instructional activities
Effective ETEs were expected to be able to design interesting and meaningful instructional
activities. They needed to be creative in activity design as students expected the class to be
interesting. Malia and Kristi highlighted the need for ETEs to design interesting and meaningful
instructional activities.
He always varied the learning activities. Sometimes he combined the activities with
practice tasks/problems, games and discussions. This enables students to exchange
knowledge and to learn from each other. (Malia/IET13)
The teacher should also what is it? develop interesting materials, maybe interesting
readings or interesting topics to talk in the classroom. (Kristi/ETE11)
Malia believed that varying the learning activities enabled students to exchange knowledge and
learn from each other. Activities could include games, discussions and finding interesting topics
to discuss. These activities could be simple, but they had to be interesting. However, it should
be noted that it was neither the simplicity nor the complexity of the activities that mattered, but
the variety ETEs demonstrated in their teaching practices.
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c) Tailor contents to the student abilities
The next characteristic in terms of Planning was the ability to tailor contents to the student
abilities. In preparing learning materials, it was thought that attention should be given to
students’ level of mastery; the materials should be neither too easy nor too difficult. Several
terms, such as appropriate, suitable, proportional, were mentioned by participants. For example,
Koko stated that effective ETEs were those who could teach particular materials hierarchically,
from one stage to the others.
He gave us assignments that were appropriate for our level of understanding. For
example, this lecturer taught grammar. It was impossible to give 12 tenses straight up,
so he gave us more manageable portions. Once we had understood one of the tenses, he
repeated it, and then moved on to the next one. (Koko/PET12)
A calculated selection of materials ranging from the easiest to the most difficult was thought to
assist students in comprehending the materials. Also, ETEs should avoid directly teaching more
advanced materials all at once, as students might not have sufficient basic knowledge. Feri
agreed with Koko that ETEs should pay attention to the students’ abilities and also be flexible
with the situations happening in the classroom. Osmano also mentioned that the activities and
tasks ETEs designed should be appropriate and suitable not only to the students’ needs, but also
to the students’ characters.
They can adjust their teaching with students’ ability. They educate students using
appropriate strategies. They can adjust anything with the situation. (Feri/PET6)
And also other things like activities or tasks that you designed for the students should
also be appropriate, suitable with the students’ needs and characters. (Osmano/ETE15)
d) Respond to the student concerns and learning needs
Participants also believed that ETEs needed to respond to their students’ concerns and learning
needs. The quotations below illustrate the importance placed on this.
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I think they should understand students’ needs, so that the course materials can be
adapted to be more suitable for the students. (Agam/PET1)
He teaches very well and he understands his students. Understand, here, means knowing
whether students are happy and are comfortable with the materials. Lecturers have to
focus on those things as well. If students are not happy, then how can they take in the
lessons? (Indi/PET9)
He also cared for his students. If students experienced any difficulties, he was very
welcoming. He was willing to give feedback or to provide motivation when students felt
uncertain of what they should do. (Malia/IET13)
Agam believed that effective ETEs were those who could adjust the materials to accommodate
students’ learning needs. Indi added that ETEs should also consider beyond the subject content
aspect of what they taught. She valued ETEs who could understand students’ emotions, while
Malia noted that ETEs needed to be aware of students’ difficulties in learning. Giving feedback
and providing motivation were supportive to students in this respect. These matters were noted
by some ETEs as can be seen in the following quotations.
At the beginning, I would like to hear the student’s personal goal, why they take my
class. So I want them to be responsible for their own learning. So if it is only me who
um, decide what should they learn from my class, that’s not gonna work very well for
my class, so I want to hear their voice as well. “Why do you take my class? What do
you expect from my class?” So starting from here, I can negotiate what they want to
learn, to meet their expectations. (Belina/ETE2)
I think one of them is to be able to understand what the students really want. Sometimes
we are what is it? we are regulated, we are guided by the curriculum. We have to teach
this and that. But we know that sometimes the students in our class need something else.
So I think it’s very important to hear what they want and try to make some adjustment
on our teaching practice, so that will be able to answer their real needs. (Herman/ETE8)
Belina thought that simple discussions, such as asking about students’ personal goals in joining
the class, enabled students to be more aware of their responsibility for their own learning. Also,
negotiating the materials with students allowed ETEs to have greater opportunities for meeting
student expectations. Further, Herman felt that students needed something beyond the
curriculum. Hence, hearing the students’ views was another helpful means of adjusting the
teaching practices to the students’ real needs.
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e) Can relate the lesson learned to moral values
If teaching and learning finished at a point where ETEs simply transferred and students received
knowledge, the outcome would not be particularly meaningful. Participants valued ETEs who
could integrate moral values into their teaching practices, in addition to content.
Then, he often provides videos that contain moral values to watch in class. (Hana/PET8)
When we talk about teachers or educators, actually we are not only transferring the
knowledge. So, sometimes I do also things about the psychological aspects of the classes
like understanding the students better; like uh, what is it? can guide them, can teach or
maybe correlate the lesson with the moral values. (Kristi/ETE11)
Both Hana and Kristi believed that providing materials containing moral values was necessary.
Hana said that ETEs could include this in the form of video materials. Usually, moral values
are education lessons relating to personal attitudes or behaviour. Thus, when ETEs can provide
students with these kinds of materials the lesson can be more meaningful. In addition to
integrating moral values into materials, Kristi was of the view that teaching should consider
students’ psychological domain.
f) Are able to design lesson plans
Having the ability to design lesson plans was important as it provided ETEs with clear guidance.
Some unpredictable situations may occur during teaching, and this demands that ETEs plan the
lesson prior to their teaching and to anticipate these situations. The quotations below clearly
stated that effective ETEs are those who have the ability to design materials.
He is effective because he has a focus. This means that the learning activities are
planned and are set out to achieve certain goals. (Cendi/IET3)
An educator should have goals and plans for their teaching. Before teaching, an
educator should thoroughly prepare everything, including the learning goals and what
media will be used. (Leman/IET12)
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Cendi mentioned that the word “focus” gave an explanation of the value of having lesson plans.
When ETEs had designed a lesson plan prior to teaching, at least they already had a direction
for their teaching. Leman further explained this, saying that the ability to design lesson plans
also included setting up teaching goals and preparing the media that would be used.
g) Prepare each lesson well
Participants also valued ETEs making sufficient preparation before coming to class.
Specifically, the preparation here was related to the teaching materials in each class, in addition
to the plan for the whole or overall goals.
First of all, it should be well-planned. This means there should be a clear plan for each
learning session. (Agung/IET1)
A lecturer should thoroughly prepare what he plans to teach to his students. This means
not only the preparation of the core materials, but also anything else that may be of
relevance. (Leman/IET12)
The second is well-prepared, well-planned. Anything. It means the material that’s
gonna be taught there tomorrow, we have to well prepare it. (Marten/ETE13)
As stated by Agung, Leman and Marten, effective ETEs should have done preparation for every
classroom session, including preparation of the materials and whatever else they would need to
deliver to their students. Marten added that the preparation should be done well prior to the
teaching day. When ETEs do proper preparation, they have a clear plan for their teaching.
h) Provide a syllabus detailing week by week course content
Participants valued ETEs who were able to provide a syllabus with details of weekly content.
Such a syllabus was seen as a guide for the entire learning course. When ETEs provided the
syllabus, participants believed there were several advantages.

139

Firstly, he organised the lessons from the first to the last meeting. Hence, we knew
exactly what we were going to learn each time we met. He then explained and expanded
on the details in class. (Dewi/PET4)
The learning was also effective, for we learned the materials in sequence. We knew what
we were going to learn and do everyday. (Agung/IET1)
Dewi and Agung saw the main advantage of providing a syllabus was that students then knew
the details of the lessons and what they would learn. They would have clear guidelines for their
learning. Besides this, the syllabus also would help them do some preparation before entering
the class.
I like his style. Firstly, he taught in a very precise manner. By this I mean that he had
arranged everything from the first time we met. We were given a detailed syllabus that
covered the first to the last session. We knew exactly what we would study each time. It
also included the assignments. (Janti/IET10)
Janti believed that a syllabus was also helpful in terms of describing what the assignments
would be, including how to do them and when they had to be submitted. Students should be
informed early about assignments so as to have sufficient time to prepare and complete them.
4.2.1.2 Delivery
a) Provide detailed and step-by-step explanations
Participants regarded effective ETEs as being those who were understood and could make
students understand the lessons. In order to achieve this, ETEs had to be able to teach students
in a clear, systematic and detailed way. One participant’s comment, shown below, describes
how this plays out.
... able to deliver the materials correctly with no ambiguity, so students can easily
understand what is taught.(Agam/PET1)
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Agam mentioned the words “no ambiguity” to describe what the term ‘understand’ meant for
him. When delivering materials, ETEs should provide students with clear explanations so that
students are not confused. Ambiguity should be avoided by providing clear explanations that
students can accept. Citra and Dewi added that effective ETEs were those who could deliver
the materials in detail, complete, and step by step.
The way he delivered and explained the materials was easily understood because it was
very detailed and thorough. Although the materials were quite abstract, he could
successfully explain them to us. (Cita/PET3)
When teaching, he explained [the materials] very clearly, in detail, and step by step. He
did not jump around all over the place. The steps were clear. (Dewi/PET4)
Cita believed that ETEs delivering the materials in detail and in a complete manner enabled
students to easily absorb the materials. Dewi supported the views expressed in the quotations
above saying that when delivering materials, ETEs should be very clear and give details when
delivering the materials. She also mentioned “step by step… The steps were clear.” Her
statement shows that when teaching or delivering the materials, ETEs should provide the steps
or stages of the process to help students understand the way a lesson flowed from beginning to
end.
b) Give constant motivation to students
Participants believed that ETEs should be able to motivate their students. ETEs were considered
effective when they embedded motivations into their teaching practices. This was clearly stated
by Koko in the following quotation.
This English teacher educator is effective because, while teaching, he also motivated
us. (Koko/PET11)
ETEs could use several ways to motivate the students. Budi and Halim shared their views on
how motivation could be achieved.
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He often motivated students by making them aware of the significance of English and
how useful it is in today’s world. (Budi/PET2)
We have to motivate all students before the class starts. You can do everything by
mastering English, I think. We say so, and make them motivated. (Halim/IET8)
The first thing that ETEs could do was ensuring students that they had chosen the right path by
choosing to learn English. This could be attempted by pointing out the potential achievements
the student could obtain in the future, for example obtaining an overseas scholarship. If students
were able to imagine their future, they would put extra effort into making it become real. Thus,
students would feel motivated to learn. Knowledge about what motivated the students would
also be useful when ETEs encountered the problem of students who lacked motivation.
One of the characteristics of English teacher educators is being a good motivator also.
Because based on my experience, you know, students studying here in English education
department, he, she actually, she does not really want to be a teacher. So if this teacher
cannot make that being a teacher is really good future for her, so she won’t be 100%
studying here. (Imroni/ETE9)
Imroni’s experience was that sometimes students did not have any intention of being English
teachers. Some students, at times, felt like giving up rather than continuing their study. Thus,
ETEs should be able to continuously stimulate and motivate the students through the course.
Another way to build students’ motivation was seen in the sharing of past learning experiences.
It was mentioned by Joni, for example:
He shared his experience when he was a student of English Education Department, and
then got a scholarship to study abroad. That motivated us. (Joni/PET10)
When an ETE shared their experience and success story, Joni felt motivated to pursue similar
achievement. Motivating the students could also be done by demonstrating good teaching
models.
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The effective teacher educator would like to facilitate, to improve the students’ learning
motivation, of course. Because when the English teacher educators provide some
attractive, motivated, or maybe could be inspiring strategies or tricks in the classroom,
the students are likely to improve themselves, and they have the mirrors to reflect
themselves in the future. (Carita/ETE3)
As an ETE, Carita claimed she motivated students with good teaching models. Students could
improve and reflect on their teaching practices from the good teaching models demonstrated by
their ETEs.
c) Demonstrate more learner-centred than teacher-centred teaching
Participants valued ETEs who gave them opportunities to be active. Learner-centred teaching
was preferred because students could actively perform in the class rather than simply sit
passively and listen to lecturers.
I like his teaching techniques as they are different compared to other lecturers. So, at
the beginning, we had an ice breaker, then we moved to the content, and then the
closing/wrap-up but he was not the sole person responsible for explaining/delivering
the lesson content (materials). He divided students into small groups to study a
particular piece of content. Each person from that group, then moved to a new group to
share what they have learned. This helps us to understand the content more.
(Dewi/PET4)
Dewi described how ETEs could promote student-centred teaching by dividing class into
groups. These groups would then have discussions that were followed by presentations from a
representative of each group. The ETEs would then summarise, complete or briefly explain the
materials so as to provide additional information. Such a series of teaching activities may have
some positive impacts on both ETEs and students. While students would be more engaged in
their learning process, ETEs would play their other role as a facilitator of student learning.
Further, as stated by Braga, learner-centred teaching also means letting students express
themselves as they learn.
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I think he had some interesting concepts in teaching. He gave students the freedom to
express themselves, gave enough time for students to innovate and to experiment with
things that they had learned. (Braga/IET2)
Students valued ETEs who could encourage them to innovate and experiment. Accordingly,
ETEs should be supportive in responding to students’ eagerness in learning, and attempt at
innovation and experimentation and see these as part of their learning.
d) Are able to use information technology for teaching
The development of technology was considered to go hand in hand with the need for better
quality education. For increasing the quality of education, there was an increased demand to
integrate technology with the teaching and learning process. Participants believed that ETEs
should be able to utilize technology in their teaching. One reason for using technology was
being able to combine the teaching of technology use with theory and real life, as the excerpts
from Malia and Herman show.
Educators should be more technology literate, so that they are able to combine
technology with theory and other such elements. (Malia/IET13)
My other interests include technology, and I believe that teaching should not be confined
in the classroom. They have to learn from the real life. That includes embracing the
technology in our teaching practice. (Herman/ETE8)
Participants believed that using technology in the class enhanced ETEs’ effectiveness in
teaching. Further, Herman believed that students should be able to learn, not only in the class,
but also outside the classroom, so that when an ETE was not present as the source of
information, students could find additional information from other sources. In attempting to do
this, technology could be one option for finding the information, for example, by using the
internet.
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e) Encourage students to study independently
Participants believed that ETEs should promote students’ independence in learning. Quotations
given below describe the efforts ETEs could put into making students more independent as well
the importance of having ETEs support students’ independence in learning.
He also required us to read through the materials beforehand so that when we came to
class we already knew a little bit. (Koko/PET11)
Maybe can give us a trigger question. And then maybe you can find this on the internet
later, something like that. So the teacher gives us like trigger questions, and then we
have to find them [the answer] by ourselves. (Greta/IET7)
Koko and Greta believed that effective ETEs were those who were able to encourage students
to learn outside the class and find information relating to the future materials. Greta also thought
that when ETEs provided her with a trigger question, she was more interested and curious about
finding the answer. Building students’ curiosity was important for enhancing students’
independence in learning because they would make extra effort to answer their curiosity.
Effective teaching is that when I see my students independent enough no matter what
their level is, either undergraduate or masters or doctorate, that they show a kind of
independence in learning. And the independence is also hand in hand with the
criticality. (Amanta/ETE1)
I have to empower my students. So once they are finished with their program, they will
become self-reliant persons. (Belina/ETE2)
Amanta and Belina argued that students’ independence in learning was a positive attitude that
should be promoted by ETEs. When students tried to find, process and synthesize information
from relevant sources, they would be more inclined to view something critically. In addition,
Belina believed that when students were independent, they would feel empowered. However,
efforts to enhance students’ independence in learning should be maintained continuously by
ETEs as some students were reluctant to be independent. Belina’s idea of “empowering” could
be one way that ETEs could keep motivating students to be more independent.
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f) Use various instructional media
The use of various teaching media could also be applied by ETEs as another way of
demonstrating some interesting activities relating to their teaching practices. This also helps
students’ learning. Cita, Osmano and Indi valued ETEs’ attempts to use various kinds of media
in teaching. Even Cita indicated that the use of instructional media shed some useful light for
her future teaching.
He didn’t only demonstrate lecturing techniques. He opened our eyes to many other
teaching methods that we previously weren’t aware of. For example, he showed us
things such as the jigsaw technique, and also how to make many kinds of posters. Most
importantly, we were taught to make the most of many different types of instructional
media.(Cita/PET3)
... use various kinds of teaching aids and media to support students’ learning.
(Osmano/ETE15)
He is highly-skilled in his use of media. (Indi/PET9)
Joni also supported the use of various instructional media, thinking it could assist students in
undestanding the classroom materials better. The media also would help ETEs in the process
of knowledge transfer. Joni remarked on ETEs’ ability to apply the media in their teaching
practices. Thus:
He uses media which are important in assisting the transfer of knowledge. And he is
also competent in using those media. Media help students more quickly absorb what is
taught (Joni/PET10)

g) Are able to alleviate student learner anxiety in learning in class
Anxiety was one factor recognised as contributing to students’ stress in learning. Many factors
might trigger student anxiety, for example a too serious teacher, an unsupportive learning
atmosphere, submission deadlines, approach of tests and exams. These are factors that would
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disturb students’ focus in their learning. Participants viewed effective ETEs as those having the
ability to reduce this learning anxiety.
He was a serious person, but he could also make students felt relaxed in the class. Thus,
they did not feel tense while studying. They enjoyed their learning. (Agam/PET1)
This lecturer uses a technique that pleases the students. It means that we do not feel
under pressure when studying. The first time the lecturer comes to the class, he gives us
such kind of enjoyable activities before he starts the lesson. (Feri/PET6)
Agam perceived ETEs to be effective when they invited students to enjoy the learning process.
Though his lecturer was serious, Agam appreciated it when his lecturer created an enjoyable
learning atmosphere. Feri had a similar idea, noting that using a technique that pleased the
students by such as having time to do enjoyable activities, was effective as students did not feel
under pressure.
h) Teach mostly in English and use Bahasa Indonesia selectively
As English teacher candidates, students were expected to use English extensively both inside
and outside the classroom. This circumstance would benefit them and ETEs played an important
part in helping them achieve this. They were the role models. They should use and encourage
their students to use English, for example, by maximising the use of English and minimising
the use of the native language when teaching. Ilman and Amanta, for example, valued their
lecturers using English the most and using Bahasa Indonesia for selective purposes only.
They have to influence the learners, how we should speak, or how we should use English
in class and in our daily life with very good English. He very motivated me, especially
he taught about pronunciation and I really liked it. And he taught me about how to
pronounce every single word in English very well. (Ilman/IET9)
Well, let me reflect on my own expectation as a graduate student. At that time I didn’t
like my lecturers who frequently use Indonesian or any other languages rather than
English. Meaning I didn’t really like my lecturers who did code mixing. (Amanta/ETE1)
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Ilman believed that his lecturer was effective because she/he encouraged him to use English by
showing how English was practised and pronounced appropriately. When students were
exposed to English, it might have a good impact as it would motivate students to talk in English.
Amanta also indicated that he respected an ETE more when he or she avoided switching
between English and Bahasa Indonesia. This point should be carefully considered by ETEs as
they should be able to show their competencies for teaching English in order to motivate their
students.
i) Can perform multiple roles e.g. facilitator, moderator, teacher
Being a teacher did not mean that the job was only to teach the materials, give the assignments,
and assess students’ performance, but a teacher should do more than just perform the teaching
role. Several other roles were mentioned.
I prefer a lecturer who teaches in a relaxed way, but who at the same time can guide us
to understand the materials. So he can be both a teacher and a facilitator. (Gina/PET7)
The second one is that he is quite friendly towards his students. This means that apart
from being an educator, he is also a good friend to his students. (Agung/IET1)
To facilitate, to motivate, to inspire the students that with English, they could be able to
interact, communicate. (Carita/ETE3)
Teacher is not only transferring the knowledge that they have. They also would be
double actors in teaching. Sometimes they could be being facilitators, or moderators,
and also being a friend for the students. (Estela/ETE6)
Generally, it can be seen that several roles were particularly valued by the participants. Being
a facilitator of students’ learning, for example, was seen by Carita and Estela as the primary
role ETEs should demonstrate. As learners were expected to be independent, ETEs should
support, facilitate, and assist students’ learning. Moreover, being a friend for their students was
also important, as mentioned by Agung and Estela. Estela, for example, believed that ETEs
would have multiple roles other than teaching. Though the ability to deliver materials was
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important, being close to the students was also important as it could build a stronger bond
between ETEs and students.
j) Use varied teaching strategies and methods
When teaching, ETEs should apply varied teaching strategies and methods. Apart from this,
they were also expected to create an unpredictable learning situation. This idea was supported
by Kemal, as excerpted in the following quotation.
An effective educator, apart from transferring the knowledge, should also be able to
motivate and develop an unpredictable learning environment for every meeting.
(Kemal/IET11)
ETEs were required to be more sensitive to the class condition. Whenever plan A did not run
very well, they should always be ready with plan B. For example, sometimes students felt bored
when their lecturers did lecturing in the class. ETEs should prepare other teaching strategies to
overcome this unexpected situation of boredom. Joni, for example, saw his lecturer as effective
as he/she could demonstrate various teaching styles. Moreover, he also felt that his lecturer’s
effort in making learning more enjoyable and meaningful was appreciated. Hana and Gina
supported the idea that teaching and learning process should not be monotonous, as it would
not be conducive to learning and would likely make students feel, for example, sleepy.
We become sleepy in class if there are lecturers who only do lecturing. (Hana/PET8)
Yes, because of using various teaching techniques, he is easily understood and effective.
If we just focus on textbooks, it is too monotonous. (Gina/PET7)
Several participants argued that ETEs should be able to adjust conditions as necessary for
particular teaching purposes. Agam and Cita believed that creating an appropriate atmosphere
should be done by the ETEs as atmosphere can influence students’ feelings when learning. This
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strategy of changing the classroom atmosphere would mean that students would be more likely
to enjoy their learning.
If the subject requires us to be serious, I think then, that a level of seriousness is
important. However, for a component such as speaking, it makes us nervous if it is too
serious. (Agam/PET1)
The teaching techniques need to be more fun, because in my opinion, so many students
have been too scared of English. Thus, we need to put that thinking behind us, so that
teaching techniques should be more fun. (Cita/PET3)
While the above views presented came from student teachers’ perspectives, it is also important
to examine ETEs’ perspectives on the use of various teaching styles. Both Julpan and Osmano
had similar ideas about the use of various teaching strategies. They believed that ETEs should
be able to implement a variety of teaching strategies as this benefited not only the ETEs, but
also the students. Osmano, for example, saw varying teaching strategies might help ETEs
perform better in their teaching practices and also help students learn better.
Effective English teacher educators to me mean teachers who can utilize all strategies,
methodologies, materials, media, to enhance their teaching and to help the students
learn. (Julpan/ETE10)
And also another important characteristic is pedagogical skills. It includes things like
teaching skills, teaching techniques umm how do you know how to teach better, what
sort of techniques or skills shall I use or apply in the classroom to enable my students
to speak English. (Osmano/ETE15)
k) Teach how students can learn outside the classroom
Students were expected to be active in learning not only inside, but also outside the classroom
as they took responsibility for their own learning. Thus, ETEs should be able to guide students’
independence in learning outside the class. Cita and Indi, for example, shared similar thoughts,
namely that they found ETEs effective when they could provide them with references or sources
to use for learning outside the class.
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I asked for suggestions about teaching techniques, and he provided some suggestions.
He even gave me some references to read about good teaching techniques. (Cita/PET3)
If he knows that students have not undertood the materials given, he will then give them
other sources so that students can study outside of class. (Indi/PET9)
The guidance to learn outside the classroom could also be done by giving assignments.
Assignments could help students learning undertaken outside the classroom.
What I do is to ask my students to learn by themselves, and I become the guide showing
them what to read. They may also read other sources of the materials. But I just provide
them with the minimum materials to read, to learn, and to criticize. And I also ask the
students to do some kind of critical review, depending on the level. (Amanta/ETE1)
Amanta tried to engage with students’ learning even when they were outside the classroom.
Amanta’s attempts in training student teachers in critical thinking could be an effective
alternative for ETEs wanting to encourage students to learn outside the classroom.
4.2.1.3 Organization
a) Encourage group and pair work activities
Encouraging group and pair work was seen to be a characteristic of effective ETEs. One
participant illustrated this when making the following comment.
So he told us to bring like a plastic transparent and then we write something there, and
then gave a lot of space there, and then we corrected that writing together. And then I
think that’s a really good way to teach us writing at that time. (Greta/IET7)
Greta supported the idea that encouraging students to work in groups was good teaching
practice. For example in learning writing, students could work on a series of writing activities
together from the draft to revision stages. Students favoured working together because it gave
them the opportunity to share ideas with their peers. Thus, by having group discussions,
students could enrich their knowledge and learn to appreciate other students’ ideas.
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Janti’s thoughts on how to encourage group work activities are also worth noting. She stated
that to be effective, ETEs needed to provide students with learning materials prior to having
group discussions, so that students already had background knowledge and could be prepared
for discussions.
There were often group discussions. He [the ETE] provided the reference books, so we
knew what to read and discuss. (Janti/IET10)
b) Encourage students' active participation in class
Students were expected to be more active inside the class. This expectation would be more
likely achieved if ETEs encouraged students to be engaged. Agam and Koko stated that ETEs
could provide activities that encouraged students’ active participation. For example, Agam
mentioned that in speaking class, ETEs should require students to speak in English as much as
possible. Koko felt that inviting students’ active participation could be achieved by providing
in-class tasks that challenged students’ thinking, compared with lecturing techniques and home
assignments which reduced his learning motivation.
When we were studying speaking skills, we were really required to speak. Thus, he made
us speak English properly. (Agam/PET1)
He is effective because he always gave us in-class tasks that made us think. Some other
lecturers just lectured and assigned take-home tasks; this made us reluctant to complete
the tasks. (Koko/PET11)
Faruk provided examples from his ETEs when he was a student and these he considered critical.
ETEs should be the role models in all respects. They should demonstrate to students, for
example, on how to manage the class and give students varied learning activities.
He taught how to manage the class. He always gave examples too. Whenever he
assigned us something to do, he would always have done it first to show us how. His
class was full of hands-on activities. (Faruk/IET6)
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c) Have classroom and time management skills
Whatever role teachers or lecturers play, they are still expected to be the manager taking control
and being responsible for whatever happens in their classes. There are two characteristics of
good management extracted from the participants’ perspectives: classroom management and
time management. First, classroom management was mentioned by Cita and Kristi, as in the
following quotations.
He has to be able to manage the class. What I mean by managing the class is, firstly,
ensuring that students pay attention to the teacher. Then, when he delivers the materials,
he needs to have mastered them himself beforehand. He also has to be ready to take
questions from his students. Then, he has to ensure that the students have understood.
(Cita/PET3)
Know the technique how to manage the class, because we have the class. And maybe
that one not only teaching, but also educating the students. (Kristi/ETE11)
Cita suggested that classroom management includes the skills to attract students’ attention, to
have adequate knowledge of the materials, to respond to students’ questions, and to ensure
students understood the materials. Kristi added that ETEs’ roles were not only teaching, but
also educating students. This was because the students were the future English teachers, and
ETEs should be able to equip students with techniques for managing the class. Time
management was mentioned by Erni and Agung, as in the following quotations.
We have two hours in teaching, and then how we can manage those times with a very
effective way to teach them with all the knowledge. (Erni/PET5)
He is also effective in terms of time management. He knows what to discuss within this
15 minutes time frame and the next 15 minutes. (Agung/IET1)
When teaching, ETEs have certain time allocation which should be managed well; this means
ETEs should have a clear time frame for all activities done in the class.
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d) Are able to develop a conducive classroom atmosphere
The situation in and around the classroom was seen as an important part of the teaching and
learning process. The ability of ETEs to create an atmosphere conducive to learning improved
students’ motivation. Lumita shared her views.
The more the lecturer can create the conducive atmosphere in the classroom, the more
it will contribute to the motivation of the students to learn. (Lumita/ETE12)
An atmosphere conducive to learning was also illustrated in Agung’s and Greta’s opinions.
He is also effective in terms of being able to create a relaxed environment. (Agung/IET1)
... can make the class enjoyable. (Greta/IET7)
Agung and Greta mentioned two terms. While Agung mentioned conducive as a “relaxing”
situation, Greta described conducive as an “enjoyable” class. This can be interpreted as
conducive learning is the situation in which students experience a relaxing and enjoyable
learning situation and students do not feel anxious when learning in the class. Cita also
supported the idea that students would not feel motivated if they felt under pressure in the class.
But when the teacher is not fun and puts me under pressure, it makes me reluctant to
come to class. (Cita/PET3)
e) Teach subject content incorporating students’ various learning styles
Every student is unique in their learning. This should be considered by ETEs when delivering
the teaching materials. ETEs need to know their students’ characteristics and learning styles
and incorporate their teaching to accommodate these differences. The following statements
supported this idea.
A lecturer has to know all of the students’ characteristics. It’s not easy, but she has to
know that these students prefer to study like what [they want]. (Erni/PET5)
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He prepares everything well. He prepares the materials so that they suit students’
learning styles and are up-to-date. (Indi/PET9)
Although not easy to accommodate students’ different learning styles, Erni believed that, at
least, ETEs needed to make an effort to understand students’ learning styles. When ETEs were
aware of the different learning styles of their students, they were able to plan and prepare the
materials that could best address the learning styles. Indi also argued that effective ETEs were
those who could prepare materials that catered to students’ learning styles. ETEs should be able
to deliver materials that cover types of students’ learning styles. Janti’s statement below
describes this idea.
They [ETEs] also need to understand different learning styles because there are some
students who are auditory learners. So, they [ETEs] should not only use pictures all the
time, but also audio. (Janti/IET10)
From these quotations, it is evident ETEs should not deny the importance of how students learn
best. It is important for ETEs to take learning style into account since students can feel
motivated and supported when their lecturers cater to student differences of learning styles.
f) Are creative
Creativity was seen to be a characteristic that ETEs should demonstrate in their teaching
practices. Several illustrations were used to explain how ETEs should be creative.
An educator must be creative. They must find ways to prevent students becoming bored,
and this can ensure that what is taught will have a positive impact on students.
(Joni/PET10)
Applying interesting activities was then a part of the creativity that ETEs should demonstrate.
Creativity would help avoid students’ boredom when learning. ETEs should also provide more
than one activity.
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They need to be more creative in teaching. That means that the teaching methods should
be varied, more creative, more interesting, not monotonous and boring. For example,
in teaching listening, it does not have to be only listening to a recording, but could also
include watching a video or a movie. (Dinar/IET4)
To be very creative, using all the media we can bring into the classroom, make the
students active with the conducive environment. (Lumita/ETE12)
Dinar was keen that variation in learning activities was an indication of creative ETEs. She
believed that ETEs should always be ready with alternative activities they could use when
students appeared bored with the traditional teaching styles. Lumita highlighted the importance
of utilizing media for teaching, believing that this may encourage students to be more active
while, at the same time, create an atmosphere conducive to learning.
Braga thought that to be creative meant that ETEs should be able to improvise in their teaching.
He pointed out that plans might not run well as expected so that improvisation was needed in
response to unexpected circumstances.
Creative also means that they [ETEs] must be able to improvise because maybe they
had prepared all the materials, had prepared all the rules to discipline the students but
in practice they may not work as planned. Hence, they should be able to improvise
creatively; to be able to respond to whatever happens. (Braga/IET2)
To sum up, overall, it was thought that being creative in teaching could have a positive impact
on students, especially in improving their learning motivation.
With more creative materials, more creative reading texts, and more creative topics will
increase the students’ motivation. (Kristi/ETE11)
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4.2.1.4 Evaluation
a) Give students clear assessment guidelines
Participants believed that ETEs should be able to give students guidelines on how their
performances and assignments were going to be assessed. Devina expressed her disappointment
with the way her ETE marked her assignments.
I experienced that I got so many disappointments of the score that I gained. So, I think
because teachers are unable to give the appropriate score. What I mean is similar to
the level of students’ competence. So, I say that teachers should know what they are
teaching, they know what to teach. And then by the time they assign grades, they just
make up the grade. (Devina/ETE4)
Devina’s experience implies that she was not satisfied with her scores. Her ETE did not provide
assignment grading guidelines, but apparently just made up the score. Cita had a similar
experience. Perhaps, the key word from Cita, transparency, might help solve the problems these
participants presented.
One thing I don’t like about him is that there is no transparency about assignment
marking. (Cita/PET3)
Transparency about assignments and gradings would mean informing students about how they
would be assessed. Transparency means giving students the exact details of assessments,
including the criteria.
b) Assess students' performance objectively
When assessing students’ performance, ETEs were expected to be objective, meaning that their
assessments should not be biased. Gerung and Hana stated this clearly. When the ETEs are
assessing the students, they need to remove the potential biased judgement that stem from the
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ETEs’ and students’ relationship. The ETEs’ and students’ relationships are but one of the
potential biased possibilities.
Objective in giving grade, assessments to the students. We have to be able to give the
right, the authentic assessment to our students, not only based on our approach, our
relationship, but based on students’ competency, students’ skills, students’ ability.
(Gerung/ETE7)
I have heard from my seniors that there are some lecturers who are indeed close to us,
but it does not mean that they will give us any extra marks. It is like, “Though we are
close, if your mark is bad, it means that your mark is bad”. (Hana/PET8)
Osmano pointed out that ETEs using a variety of assessment evaluation strategies was also an
important approach to consider when assessing students’ performance.
… have various means of evaluation strategies to assess the students’ performance.
(Osmano/ETE15)
Participants valued ETEs who could demonstrate objectivity when assessing students’
performance. While a good relationship with students should be maintained, this did not mean
that ETEs should involve personal thoughts or feeling when assessing their students. The more
objective ETEs were in assessing their students, the fairer students received results.
c) Self-reflect on their teaching practices
In terms of improving competencies and teaching skills, ETEs should put effort into doing selfreflection. Self-reflection was considered an important tool of evaluation for ETEs who could
use it for the betterment of their future teaching. Faruk thought that obtaining feedback from
students after teaching sessions finished could be one way.
After teaching, he always checked students’ understanding of the lessons. He often
requested feedback from students after teaching. (Faruk/IET6)
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Osmano also thought that self-reflection was important as a means of ETEs evaluating their
teaching performances.
We should be able to evaluate anytime we teach whether what we have done in the
classroom was good or not, was appropriate or not, was effective or not.
(Osmano/ETE15)
While both Faruk and Osmano saw self-reflection as useful for improving teaching
performance, Amanta stressed the importance of self-reflection as a chance to see the possibility
of serving society. He felt ETEs should use teaching practice for the benefit of the society
around them.
They need to always think, and think, and think; trying to see possibilities with new
angles, with new perspectives regarding what we can do for the best of the society.
(Amanta/ETE1)
d) Give appropriate feedback to students on their tasks and assignments
While the previously identified characteristic, self-reflection, was seen as a useful activity for
ETEs as a means of monitoring their performance in teaching, feedback, by comparison, covers
what is beneficial to the students. Cendi, for example, noted that she preferred ETEs who gave
her feedback compared to than those who did not. She felt it was not satisfying to receive no
feedback on an assignment she had completed.
I believe that he is effective because he always gave feedback, and the feedback met our
expectations. Some other lecturers only asked us to do assignments, but they did not
give feedback. (Cendi/IET3)
Hana and Leman echoed the importance of feedback for students as part of the evaluation.
Hana, for example, valued ETEs who could immediately correct her work after she had
completed her tasks, while Leman valued ETEs who could provide feedback that was easily
understood.
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He gave us listening [activities/tasks]. Then while listening, he gave us some forms to
fill in the blanks. Then, it was corrected straightaway. I think that is effective.
(Hana/PET8)
Whenever he gave us assignments, he always gave us appropriate feedback or
evaluations that were understandable. (Leman/IET12)
It is evident then, that getting feedback was considered beneficial for students as it would enable
them to know about and monitor their learning progress.

4.2.2 Personal Competence
a) Are highly enthusiastic in teaching
Another effective characteristic of ETEs is that they should be highly enthusiastic in their
teaching. The participants in this study recognised an enthusiastic teacher as one who enjoyed
teaching their students. Other participants added that teaching was more than delivering the
materials to the students; it was also a matter of caring, loving and teaching with heart. Another
participant explained that enthusiasm involved the teaching practices in the classroom. For
example, it could be seen in the teachers’ willingness to challenge themselves by applying new
things in the classroom, such as using different teaching methodology or strategy.
He enjoys teaching. He was not that serious, but still can understand the others. Thus,
what he teaches us is understandable. (Gina/PET7)
We can um, not just give the lesson, but also it’s about caring and loving the students
that we have because if we don’t teach with love, so then it’s not going to be effective in
teaching. (Ester/IET5)
I like to try new methodology in teaching. I like to challenge myself with new strategies
of teachings, so how to deliver materials more effectively. So, I think the love to share,
to teach. (Julpan/ETE10)
Furthermore, it was noted that students know directly when teachers do not feel enthusiastic
about their teaching. One participant believed that teachers’ enthusiasm led to improvement in
students’ motivation.
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An educator should always be enthusiastic when teaching. As a teacher, I was once too
tired and not enthusiastic. My students told me that “if you smile, I will be motivated’.
So I think that the teacher’s personality/attitude also impacts on students’ levels of
motivation. When I was enthusiastic in teaching, the students would also feel motivated
to learn. (Janti/IET10)

b) Have a charismatic personality
Participants highlighted a charismatic personality as one of the effective characteristics of ETE.
A participant described ETEs who had charismatic personalities as persons possessing all of
these characteristics:
First of all, he’s good looking, and then very caring, and very smart, and he’s one of
quite famous persons in Indonesia relating to education, and then he delivers the
material in a very good way, and humourist, and caring. (Ester/IET5)
Ester’s views implied that having a charismatic personality involved not only good personality
traits, but also intelligence and solid skills in pedagogy.
c) Exercise discipline
Participants described discipline in different ways. Firstly, being disciplined meant the teacher
was assertive or strict in regard to learning or knowledge acquisition.
He is straight to the point, and he is also assertive. What I mean by assertive is that he
is a little bit strict, but it is also useful for us when motivating students. (Budi/PET2)
Discipline, for sure, he is quite strict. It means that he does not let us slack off. There
are lecturers though who just sit in the one spot and we fall asleep. In my opinion,
honestly, I do not like that type of lecturer. Thus, I prefer [a lecturer] who can make me
respect him. (Hana/PET8)
It is evident that Budi and Hana valued ETEs who were strict in terms of disciplining students.
Budi believed that when he was taught by strict ETEs, he was motivated. Also, Hana felt that
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she gave more respect to strict ETEs. Participants also described discipline as the habit of being
punctual, for example in terms of coming to class and students’ assignment submission.
We have to be on time. We have to be disciplined. (Estela/ETE6)
It is because he always comes to class. As we know, there are so many lecturers who do
not turn up even though they have scheduled classes. (Hana/PET8)
Regarding his personality, he is quite strict. He doesn’t take excuses, such as “Excuse
me, Sir. I think I am not very well!” or anything else. Essentially, if there is an
assignment it should be finished. (Indi/PET9)
For example, when he requires an assignment to be submitted in one day, then it has
to be done within that time frame. (Budi/PET2)
Participants valued punctuality in both ETEs and students. Estela, Marten and Hana maintained
that being punctual to class was important. Budi and Indi mentioned they valued their ETEs
who were disciplined in terms of expecting students to be punctual in submitting assignments.

One thing worthy to note is that it could be difficult for ETEs to ask students to be selfdisciplined if the ETEs themselves were not able to demonstrate self-discipline. Discipline
encompasses two aspects: the ability of ETEs to discipline their students, and the ability of
ETEs to be self-disciplined. Another participant, for example Joni, valued ETEs who could
discipline students so that the rules were obeyed.
This lecturer is so disciplined. From how we wear something—for example our
clothes—he sticks to the rules. Besides that, to discipline us, if we are late for 15 minutes
or more, we are not allowed to enter the classroom. We respect that. It helps us
understand what it means to be disciplined. (Joni/PET10)
Joni respected ETEs who enforced the rules which could range from students’ dress style to
students’ punctuality. When ETEs taught students to obey the rules, they taught students what
was meant by disciplined.
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d) Are friendly
ETEs who were friendly to their students were also valued. Dewi, Estela and Ilman for example,
made this point.
This lecturer is friendly, very friendly. (Dewi/PET4)
And the other thing is friendly. That’s also important. (Estela/ETE6)
He was very friendly. He was very close to the learners. (Ilman/IET9)
Some participants even described how ETEs should demonstrate their friendliness to students,
as indicated in the quotations below.
He does not distance himself from students. He is very friendly towards his students.
(Indi/PET9)
They [ETEs] should also smile readily so that we do not hesitate to have a discussion
with them. (Agung/IET1)
And every time we see him outside the class, he always says “hi”. And then he sometimes
talks to us. And whenever we ask him to talk about anything, he will just stop and then
talk with us. He’s very friendly. (Ester/IET5)
Indi described friendly as meaning that ETEs did not distance themselves from students. In
other words, ETEs allowed themselves to mingle with students. Agung gave some detail, saying
that when his ETEs smiled readily, he regarded them as friendly. Ester thought ETEs’
friendliness was demonstrated when they spent some time greeting and chatting with students.
e) Are able to use humour
Participants saw a sense of humour as a characteristic of effective ETEs. All three groups of
participants preferred ETEs who could demonstrate humour in their teaching, as seen in the
following quotations:
I like her. She is quiet actually humorous. (Erni/PET5)
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She can have jokes, sometimes, that can make us laugh. (Greta/IET7)
However, Janti expressed the view that effective ETEs needed to be able to balance being
humorous and being serious.
He is rather serious, yet knows when to make jokes. Thus, sometimes in class we were
serious, but we could also laugh. So, it was neither too serious nor too funny all the
time. It was balanced. (Janti/IET10)
Estela believed that humour could reduce students’ learning anxiety, and she also stated that
humour could stimulate students to be more active in the classroom. Julpan echoed Estela’s
perceptions about humour, noting that humour could lead to more enjoyable and interesting
classes.
We also have to have a sense of joke. Sometimes students need a joke in order to not
really stress, or panic, or nervous. We have to make situation much more funny to attract
them to be more active. (Estela/ETE6)
I would be humourous—I mean to make the class more enjoyable, more interesting.
(Julpan/ETE10)
f) Are patient
Patience was also seen as a characteristic that ETEs should have in order to be effective.
Students experienced unpleasant times when they were taught by impatient ETEs. Hana, for
example, did not understand why her ETE easily became angry, even at times when the class
was quiet and students were doing nothing wrong.
Perhaps lecturers, especially those who are senior, often teach with anger, though we
are just silent. They can get angry without any reasons and it makes us like “Sir, what
do you want actually?”. (Hana/PET8)
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While Hana’s experience suggests that ETEs who cannot control their temper confuse their
students, two comments below describe how important it is for ETEs to demonstrate patience
in the classroom.
We have to be patient to face all different characteristics of the students. (Estela/ETE6)
The first characteristics, because we are a foreign language teacher, so we have to have
patience. (Nerida/ETE14)
Estela and Nerida shared their views regarding how the patience of ETEs in the classroom
benefitted students. Firstly, Estela believed that ETEs needed to understand that every student
was unique, and ETEs should be patient in dealing with the differences. Nerida commented that
ETEs should demonstrate patience due to the nature of the profession they were part of; there
is an implication that, as foreign language teachers, ETEs should teach their students patiently
because languages involve social aspects that are complex and are quite often possibly difficult
to understand, especially when students have no experience of the cultural backgrounds that
support and accompany the language.
g) Are humble
Humility was viewed by participants as an important attitude that ETEs should have. With
humility, ETEs could be modest despite their achievements and knowledge. Being humble also
meant ETEs would approach their students, when students felt hesitant to approach their ETEs.
It was the ETEs’ job to break that barrier between them and their students to ensure comfortable
interaction between them. This thinking was expressed explicitly by Dinar who mentioned
“make personal approach” as one of the characteristics of a humble ETE.
He is humble. (Agung/IET1)
She was very kind, and she was so humble. (Ilman/IET9)
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He is such a humble person. That is the most important characteristic. A lecturer should
be humble, can make personal approach to his students. (Dinar/IET4)
h) Present a good role model
All three groups of participants valued ETEs who presented good role models for their students,
both inside and outside the classroom. It was believed that when ETEs were good models, there
was a positive attitude, as students were inspired and wanted to do the same things their ETEs
did. From the PET group, Hana described how she was inspired when her ETE picked up some
rubbish in front of her. As a result, she would do the same thing as her ETE did. Joni echoed
similarly. He believed that when ETEs expected their students to be disciplined, it was essential
for ETEs to first show their own self-discipline.
For example, if there is some rubbish, he will pick it up. It really makes us wonder
“Should a lecturer do that?” Then, I feel like, if he does something like that, then I too
should do the same, and I try to keep an eye out for rubbish too. It is not acceptable for
us not to care about it, while our lecturers do. (Hana/PET8)
They should be good role models for what it means to be “disciplined”. Then we can
try to copy them. For example, it is not funny if they tell us to be early, but then they
themselves come late. (Joni/PET10)
Other participants from the PET group added that, as ETEs prepare their students to be future
English teachers, they should be good role models so that students can follow them in terms of
how good teaching practices should be. Dewi, for example, explained that ETEs could enhance
students’ interest in learning through their characteristics, competencies and teaching styles.
Similarly, Erni also noted that she was interested in her study because the way her ETE taught
was inspiring.
Effective ETEs should be able to motivate the students, either from their own
characteristics, competencies, or from their teaching styles. It can pique students’
interest to learn. If ETEs teach well, then students will also enjoy the learning process.
(Dewi/PET4)
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I like her style of teaching. I mean and also I think she’s really interested in teaching.
She does not only teach us about the knowledge, but also demonstrate how teaching
should be. (Erni/PET5)
The IET group shared similar ideas regarding the value of being a role model. For example,
Braga and Halim strongly believed that ETEs should set a good example for their students. The
role of ETEs involved not only teaching students, but also educating students to be good
persons. Exemplary role model acts include those such as demonstrating a positive attitude and
showing a neat appearance.
As an educator he or she should set a good example for the students. So, an educator
has to give a good example that can be followed by students. (Braga/IET2)
First, they give examples for the students the positive attitude, everything, because we
are not just not teaching, but we educate the students. (Halim/IET8)
The ETE group also agreed that ETEs should be good models for their students. Amanta stated
that effective ETEs were those who could inspire their students, for example by using English
with a high level of proficiency. This idea was supported by Osmano.
When I can inspire my students, I think that is an effective teaching. So whoever you
are, whatever you are, when you can inspire the students, then actually you’re there as
an effective teacher. I think it’s all about modelling. So what I’m trying to say is an
effective English teacher educator should be a good model, and the modelling here
includes their ability to use English effectively. I mean with high degree of proficiency
(Amanta/ETE1)
The teacher should play role models in the classrooms in terms of the use of English
itself. (Osmano/ETE15)
In addition, Belina thought that ETEs could inspire students in some ways. First, they should
be consistent in acting out what they said. Another way was through showing a good model
when delivering the materials. Also, ETEs should take into account their social relations with
students.
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And in terms of the personality, I would say that it should be walk the talk. If what I say
and then I don’t do what I say, it means that I don’t walk my talk. I would say that the
students can be motivated because they have a good model of lecturer, because they like
the way how the teacher delivers the material or the method that the teacher uses, or
the way how the teacher approaches the students like the human relation between
teachers and the students. (Belina/ETE2)
i) Are open-minded
ETEs able to demonstrate their open-mindedness were valued. Dewi, Gerung and Indi, for
example, stated that open-minded ETEs or those who were willing to accept criticism,
suggestions, questions and information from their students. ETEs were also expected to respond
to their students appropriately.
He accepts any critiques, suggestions, or questions from students, and he responds to
them all in a satisfactory manner. (Dewi/PET4)
And then he or lecturers can be criticized, as long as it is right. We have to accept the
students’ critics, open minded. (Gerung/ETE7).
Moreover, he is not close minded. If students inform him of something new, he is not
angry or overly sensitive. (Indi/PET9)
Agung added that being open-minded included the flexibility to share, discuss or ask about the
materials. He believed that these actions led to effective learning. Further, Fahman mentioned
that open-mindedness encompassed ETEs listening to students. ETEs were not the only ones
who should be listened to.
He receives feedback well from his students. He is flexible. He is open minded to
sharing, discussion or just asking about the materials, and that makes for effective
learning. (Agung/IET1)
An effective teacher should be what we call it um, when dealing with personality, he or
she should want to improve themselves, and also flexible. “Flexibility” here means we
have to be able to approach students from the point of students’ view. So we don’t have
to... “Okay, I’m now your lecturer, so you have to follow me.” Sometimes a lecturer has
to follow students, at least the students’ mind. (Fahman/ETE6)
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4.2.3 Interpersonal Skills
a) Are accessible for consultation and discussion outside the classroom
Participants appreciated ETEs who were willing to spare some of their time for consultation
and discussion with students. The consultation and discussion could be related to assignments
as well as explanations given in the classroom.
Once I had difficulty writing a report, one that he had given us. So I asked to meet with
him for some help, as there were several things that were confusing me. He provided
me with some time to discuss it. He was willing to answer questions from students.
(Cita/PET3)
He is very welcoming to his students. He is happy to give more time to his students if
anything is unclear from his previous explanation. (Dewi/PET4)
Participants expected the discussion with the ETEs would occur not only inside, but also outside
classroom hours. One participant even valued the experience of having such discussions in an
informal situation.
It was his personality, such as being welcoming to students and providing time for
discussions after class. (Dewi/PET4)
He was also very helpful outside class because he was happy to discuss/share things,
whether it be while walking somewhere or eating in the cafeteria. (Agung/IET1)
b) Treat all students fairly
Effective ETEs were expected to treat all their students fairly. They should be able to
demonstrate fairness. Halim mentioned that ETEs should not favor one student over others, but
all students could be expected to be treated equally. Dewi pointed out that the ability to manage
students included the ability to be fair in the treatment all received.
All of them, the same, equality. We [do] not choose one of them, but we give all of them
the same treat. Fairness. (Halim/IET8)
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He can manage the students. He treats students in every class fairly. (Dewi/PET4)
In addition, Koko said that being fair in treating all students also meant giving equal
opportunities to junior and senior students. This could create a supportive learning environment
as students felt they were equal.
He asked us to make a dialogue, and in our class there were actually some senior
students from higher semesters. Then, when we were split into groups. The seniors were
divided equally amongst the groups. Then the lecturer gently encouraged us to think of
them like they were our ‘brothers and sisters at home’. (Koko/PET11)
c) Develop good rapport with students
Participants valued ETEs who could develop a good rapport with their students. This could be
done in many ways. One identified way was through showing their care to students’ academic
life. Faruk believed that the personal approach demonstrated by ETEs may improve students’
results.
He is such a caring person. He often greeted us and asked us how we were going with
our assignments. When I was still writing my thesis, he regularly reminded me to stay
connected with other university students so that I didn’t get left behind. He often uses a
personal approach, and I believe that may improve results. (Faruk/IET6)
Faruk went on by saying that remembering names was another way of building good rapport
with students. Students appreciated ETEs who could remember most students’ names.
He also showed his care outside the class. I mean he remembered most of his students’
names. That is why I admired him. (Faruk/IET6)
Further, good rapport was also built through being welcoming and supportive to students.
Interacting with students and assisting students’ enquiries were seen as helpful and so a means
of developing good rapport.
The personality trait, he is really close with us. Even we want to ask something out of
the class, he will welcome it, and he’s really interactive. (Erni/PET5)
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Because he does not hesitate to interact with his students; it means that he does not
distance himself by thinking “I am your lecturer, and you are my students”. This means
he builds good relationships and is always willing to assist students when needed.
(Indi/PET9)
Having good rapport between ETEs and students was expected to result in an effective teaching
and learning process as both parties experienced a comfortable situation, so Amanta mentioned.
Likewise, Estela highlighted the importance of good rapport. She believed that this would result
in good learning collaboration between ETEs and students.
Building rapport here is quite important. Having this ability, I believe, well, maybe
educators have good opportunities to develop what you call comfortable teaching and
learning situation. And in turn, I believe this produces effective English teaching and
learning processes. (Amanta/ETE1)
We have to be able to make a good partnership with our students in order to have a
good collaboration in learning. (Estela/ETE6)
d) Share professional life experiences
The next characteristic of effective ETEs that falls into the Interpersonal Skills category was
willingness to share professional life experiences. Participants mentioned that some
professional life experiences that could be shared were ETEs’ academic experience, the benefits
of learning English, and efforts in pursuing scholarships. Students’ increased motivation was
mentioned as one of the results when ETEs shared their experiences.
I like teachers who like telling stories. I have a dream to go to overseas, so I am
motivated when listening to their experiences, such as studying abroad, getting a
scholarship, and such. (Budi/PET2)
I always insert any motivation how to build, to boost, or to motivate them to do, at least
as I have undergone. So [sharing stories] when I pursued my study since S1, S2, or S3,
and postdoctoral, that’s what I have done in order to increase their motivation.
(Marten/ETE13)
Both Budi and Marten claimed that sharing professional experience led to improved student
motivation. Budi, for example, said that he had a dream to study overseas. When ETEs shared
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their overseas learning experience, Budi felt motivated to obtain a similar achievement.
Likewise, Marten employed extensive personal experience as a means of sharing to motivate
his students.
e) Have a positive attitude towards students
Having a positive attitude towards students was viewed in various ways by the participants.
Indi, for example, described a positive attitude as understanding students’ psychological
aspects. Another participant, Ester, pointed out that each student was different and unique in
terms of their character. Given this, ETEs needed to make an effort to understand their students’
characters, in addition to understanding the materials.
Understanding the psychological aspects of the students. (Indi/PET9)
And between one student to another have different and unique characters. Well, as a
teacher we have to really work hard, to really understand our students. Not just the
material, but then also we really have to understand them a lot. And it’s really a hard
work. (Ester/IET5)
Both comments highlighted the importance of understanding the students. Teaching was not
merely a matter of understanding and teaching the materials to the students, it also covered
efforts in understanding them. For example, Cendi mentioned that a positive attitude could be
shown by appreciating all efforts students made. ETEs needed to show their best in assisting
their students. Students valued such an attitude.
He appreciated the learning process of his students. For example, when we first entered
the class, we could not write well. But he helped us to improve our writing. We highly
valued that. (Cendi/IET3)
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f) Have good communication skills
Participants defined good communication skills in several ways. Erni and Amanta believed that
good communication skills involved ETEs’ ability to communicate with students as well as
colleagues.
And the fifth is their communication, the communication between the lecturer and the
learners. (Erni/PET5)
We need to build communicative competence, allowing us to have good communication
with other people in that institution particularly. (Amanta/ETE1)
Agam added how ETEs should be able to maintain communication with students. They needed
to socialize with them. This helps learning also occur after class.
Socializing more frequently with students is important so that communication between
students and educators is smooth so that learning happens not only during the lesson,
but also outside of class time. (Agam/PET1)
Julpan and Osmano noted how ETEs could demonstrate their communication skills in the
classroom. Julpan said that ETEs should be able to communicate with people who had different
characteristics. This involved communicating the ideas fluently and in a good manner to their
students. Similarly, Osmano mentioned that ETEs’ good communication skills also involved
their ability to manage, not only the interaction between teachers and students, but also the
interactions among students.
Communicative, he should be able to communicate the idea to his students fluently, and
in a good manner. He knows how to deal with people, how to interact with various
characteristics of people. (Julpan/ETE10)
The communication or the interaction between the teacher and the students and students
among students must be designed in such a way that they understand each other; they
respect one to another; umm they behave appropriately. (Osmano/ETE15)
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4.2.4 Subject Matter Knowledge
a) Have a sound knowledge of the subjects they teach
One of the ETEs’ official, specified roles is to train students to be English teachers. ETEs need
to equip themselves with sound knowledge of the subjects and to transfer this to the student
teachers. ETEs are expected to master the subjects of English education, such as language skills,
language sub-skills, methodology and evaluation. Participants valued this mastery and believed
that by having sufficient mastery of the subjects would mean the ETEs teach more effectively.
Dewi stated that the knowledge of the subjects should be followed by ETEs’ competency in
delivering it to the students.
He definitely should have a sound knowledge of the materials. By mastering the
materials, perhaps, it may be a way to teach more effectively. (Agam/PET1)
In addition, the second one is his understanding of the materials, or his own
competency, because this competency impacts on how good he is at teaching his
students. (Cita/PET3)
First of all, in my opinion, to have a sound knowledge of the subjects. Then, [it is
important] how he goes about teaching the subjects. (Dewi/PET4)
Devina echoed Indi’s views, noting that what came next after knowledge of the teaching
subjects was the ability of the ETEs to deliver the content to the students. Indi added that ETEs’
knowledge of the subjects should be deep. She also mentioned that ETEs needed to keep
updating the teaching materials, and adjust them to the current situation.
It has to be competent. It means that you have to know your subject. We have to know
the nature of the discipline, and we have to know how to deliver the knowledge.
(Devina/ETE4)
And he also has in-depth knowledge of the subjects, and he definitely keeps developing
his teaching materials. The materials are up-to-date with current conditions.
(Indi/PET9)
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b) Have a high level of English proficiency
ETEs should have a high level of English proficiency and this was thought essential for
teaching. Osmano and Ilman believed that ETEs should be good models of English users for
their students. A high level of English proficiency was an important and necessary requirement
of teaching English. Ilman added that ETE’s English proficiency would motivate students’
learning because students had good models they could imitate.
Appropriate in terms of teaching criteria. This may include like English proficiency
because it is very essential in teaching. How could you teach English if your English
does not show that you are proficient in English? (Osmano/ETE15)
If the teachers teach the learners with a good English, the learners will have good
motivation. The learners can imitate or even follow what the teachers taught.
(Ilman/IET9)
Further, Braga and Dinar highlighted that good proficiency of English was indispensable in
terms of the four language skills: listening, speaking, reading, and writing.
Their English language proficiency must also be good. They have to master all language
skills. (Braga/IET2)
He must be skillful, because a teacher is also a coach. Thus, [he] should be proficient
in the four basic language skills: speaking, listening, writing and reading. (Dinar/IET4)
c) Have academic writing and research skills
Having academic writing and research skills was regarded as another of the characteristics of
effective ETEs in terms of Subject Matter Knowledge. These were viewed as necessary for
ETEs in enhancing their effectiveness. Gerung believed having skills in conducting research
was essential, noting that competent ETEs were judged by their writing, research and
presentation skills.
When we become lecturers, of course we have to do or conduct research, dealing with
our topics, our subjects. We have to write journals. We have to present, present our
175

paper internationally or nationally so that by presenting this, people can regard us as
competent lecturers. (Gerung/ETE7)
Imroni added that due to the nature of teaching at the higher education level, ETEs needed to
have solid skills in conducting research. These could enhance ETEs effectiveness, but
specifically in developing the techniques of teaching.
Because we are teaching at the level of university, these persons also need to have the
capability in conducting research. Because by doing such kind of research, he or she
can develop the technique in readings or many other things. (Imroni/ETE9)
d) Have ability in teaching language skills and content knowledge of English subjects
The next characteristic identified in terms of Subject Matter Knowledge was having ability in
teaching language skills and content knowledge of English subjects. Having a sound knowledge
of these subjects was not sufficient; ETEs also needed to be competent in teaching them.
Cendi, for example, highlighted that ETEs should be capable of teaching any subjects they were
assigned to. This involved the ability to teach subjects related to the language skills and content
knowledge. Herman explained that the ability to teach content knowledge included the
pedagogy in teaching theory and learning theory as he believed that learning a language was
different from learning other subjects.
An educator should master the necessary pedagogical knowledge. He should be able to
teach the subjects that he is assigned to. (Cendi/IET3)
We have to know the pedagogy. I mean teaching theory, and also the learning theory.
So we have to know the language, what learning and teaching is, how to teach and how
people learn language, because I believe that they are a little bit different. Learning
language is different from learning other subjects. (Herman-ETE8).
Apart from teaching and learning theory, Imroni and Osmano provided additional information
relating to what should be mastered by the ETEs. Imroni stated that ETEs should have capability
in language skills and knowledge of the language. Osmano added ETEs should also be able to
176

equip students with an understanding of the subject matter, in addition to training them in
pedagogical skills.
… the capability of their English, and also the quality of their own teaching, and also
their own knowledge of the language. (Imroni/ETE9)
We should provide not only pedagogical skills, but also the subject matter. That should
be the target or the main purpose of English teacher educators to teach the students or
to show them the information to improve their understanding about the subject matter.
(Osmano/ETE15)
e) Are up-to-date with recent ELT issues
The final effective characteristic that ETEs should have involved being up-to-date with recent
ELT issues. By knowing the trends in ELT, ETEs would have up-to-date insights into teaching
English. Indi and Lumita agreed on this. Indi argued that being up-to-date could help ETEs
avoid old fashioned teaching methods and attitudes. Language teaching is dynamic and ETEs
needed to keep up with new trends. Lumita saw being up-to-date as having a good impact in
terms of ETEs’ professional development.
They know very well that knowledge continues to develop all the time. What I mean is
that they are not old-fashioned. As educators, they have to be accepting of the fact that
knowledge always continues to grow. Thus, they always need to keep ourselves up-todate. (Indi/PET9)
It’s all about how he or she becomes very professional in the area. For example, um, as
a teacher, she or he should keep updated with, you know, the current teaching situation,
including the professional development of the teachers. (Lumita/ETE12)
Fahman agreed and that to improve, he should be willing to keep up with the changes. He was
keen to update his knowledge especially in curriculum changes.
I always improve myself with the curriculum, so I always find information about any
changes of curriculum, especially about English curriculum. (Fahman/ETE6)
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Osmano and Imroni commented on the gap between theory and real practice in the language
classroom. Osmano pointed out that this is the problem that occurs in the Indonesian context.
He emphasised the difficulty for ETEs to engage in research, seminars, and conferences even
though engaging in these events actually may help ETEs improve their effectiveness. Further,
Imroni reminded ETEs to keep updating themselves about current teaching conditions in the
Indonesian context. ETEs, as suggested by Imroni, should be able to connect their teaching and
knowledge to the real teachers’ needs.
As English educators, we should keep ourselves updated all the time either through
research, through seminar and conferences, and some of these are very hard to do in
our own context, but in foreign contexts, this could be very accessible. (Osmano/ETE15)
… who really knows the real conditions of teaching here in Indonesia. Because so far
you know many lecturers just teach or have much knowledge based on what he or she
read, but do not really connect to the reality of the teachers’ need outside there.
(Imroni/ETE9)

4.3 Effective Teaching Strategies
This section answers research question 2 about effective teaching strategies ETEs can
demonstrate. This part of the research is not intended to cover the countless teaching strategies
addressed in the literature but, rather, it develops an overview of the teaching strategies the
participants consider effective. The teaching strategies identified are divided into two: inside
and outside the classroom.

4.3.1 Effective Teaching Strategies inside the Classroom
This sub-section elaborates participants’ perspectives on effective teaching strategies that ETEs
can demonstrate inside the classroom. The effective strategies are classified into three themes:
(1) strategies using Diverse Approaches to Classroom Teaching; (2) strategies promoting
Learner Autonomy; and (3) strategies using Authentic and Engaging Learning. A more
complete description of the strategies is illustrated in Table 4.2 below.
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Table 4. 2 Effective Teaching Strategies inside the Classroom

No.
1.

Themes
Diverse Approaches to
Classroom Teaching

Strategies
➢ Apply a variety of teaching techniques
➢ Form students into small groups
➢ Employ games in certain situations
➢ Utilize technology in the classroom

2.

Learner Autonomy

➢ Give students more responsibility
➢ Give students the opportunity to do peer
assessment
➢ Encourage students to use English as much as
possible

3.

Authentic and Engaging
Learning

➢ Create learning activities from real-life
situations
➢ Give challenging in-class activities and tasks

4.3.1.1 Diverse Approaches to Classroom Teaching
The first theme of teaching strategy that ETEs can apply inside the classroom is labelled Diverse
Approaches to Classroom Teaching. A large number of participants highlighted a variety of
teaching techniques ETEs apply inside the classroom as being effective strategies. Participants
agreed that ETEs should be able to demonstrate a variety of strategies and techniques to their
students and believed that applying various teaching practices, tasks, strategies and techniques
was an effective approach to teaching in the classroom as it helped reach teaching objectives.
… provide various and interesting classroom practices and tasks. (Osmano/ETE15)
To reach teaching objectives, we have to apply various strategies and techniques in the
classroom. (Fahman/ETE6)
Examples of the teaching techniques that ETEs could demonstrate were problem solving and
discussion. Erni offered the view that she favoured learning by problem solving and discussion.
179

I like when the lecturers give one problem, one case, and they throw it to us, and then
we make a discussion, becomes a very hot discussion to be discussed, and then it will
be really great. (Erni/PET5)
Joni explained that he liked the way his ETE varied the teaching strategies and techniques used.
He also believed that the attempts were positive as they could avert student boredom.
He uses media which may help students easily understand what he teaches. Thus, it is
not monotonous such as when you are just always reading notes/books. He has many
ways to help students understand quickly and to prevent students becoming bored.
(Joni/PET10)
Forming small student groups for classroom learning was another frequently mentioned
teaching strategy. ETEs who provided their students with opportunities to work in small groups
to discuss the learning materials were valued. This approach gave students more responsibility
for their learning. Cita described how her ETE encouraged students to learn in groups.
At one time, we learned about how to use learning media. It consisted of one full chapter
of materials. Then, we were divided into several groups who took the responsibility to
understand one part. Then, later, we must take responsibility to explain that part to
other groups. (Cita/PET3)
Working in groups was a way of stimulating students to take responsibility as then they had to
explain their parts to their peers. Participants from the ETEs group supported the teaching
practice of grouping students. For example, Carita described how she applied grouping in her
classroom. Kristi added that grouping students in the classroom was helpful in terms of
managing the students. Grouping students could be one alternative that ETEs could use when
they had difficulty managing their classes, especially large classes. Grouping students was
positive as it benefited both lecturers and also the students.
In this semester, I teach TEFL 1 subject. In this class, I help the students to discuss, to
have their own groups discussions, to discuss and to consult the particular topics that
I distributed at the meeting. And they have their own small groups. (Carita/ETE3)
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Because most of our classes are big, then grouping the students can be more effective.
It gives students more opportunities to practise their English, and it’s easier to
manage the groups than to manage the individuals. (Kristi/ETE11)
Participants also mentioned that using games was an effective teaching approach. Hana, Koko
and Faruk, for example, believed that games were appropriate as an approach to English
language learning in the classroom, and that ETEs should demonstrate how to do this in certain
situations. Playing games could be important in the teaching and learning process as their use
results in exciting and interesting activities.
In speaking classes, we also have games, or something exciting. (Hana/PET8)
He likes sometimes giving us games. (Koko/PET11)
He often created interesting activities, such as games. (Faruk/IET6)
Another strategy frequently referred to was that of utilizing technology in teaching.
Participants, for instance Ester and Janti, supported this view, and said that they appreciated
ETEs who could apply all kinds of technology in class.
Effective, because he was using not only the media like Power Point [Presentation],
and the explanation is straight to the point. So, we could understand what he taught,
even though the material was quite hard. (Ester/IET5)
The use of technology is also effective because it can reduce teachers’ talking time, and
can also create more focus. It can make the class more interesting compared to having
the teacher just standing, speaking, and explaining. It can also maximize the time used
for explaining things. (Janti/IET10)
Ester saw the use of technology as beneficial in helping students absorb direct instruction given
by ETEs. The technology assisted the ETEs in simplifying the explanation of the materials.
Janti believed that another function of technology was to assist ETEs in reducing teachers’
talking time. Janti also mentioned that the teaching with technology was a means of making the
class more interesting compared to conventional teaching techniques.
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4.3.1.2 Learner Autonomy
The next theme of teaching strategy that ETEs apply inside the classroom is labelled the
strategies promoting Learner Autonomy. Giving students more responsibility in classroom was
one of the most frequent teaching strategies mentioned by the participants. This type of strategy
could be applied in various ways. For example, Budi said that completing the tasks in class was
one of them. When students were required to finish the tasks directly in class, Budi noted it was
effective. Cita explained that asking students to do peer presentations was a way of giving
students more responsibility. This attracted students’ attention.
If there is a task, then it needs to be done straight away in the class. Thus, whether
students like it or not, they have to finish the task as instructed. And for me, it is very
effective. (Budi/PET2)
When students were asked to explain that material to other groups and when the other
groups had something in common with us, it led us to pay attention to the one who was
presenting his materials. (Cita/PET3)
Julpan highlighted active learning as a way for students to take responsibility for their own
learning. The ETEs role was to stimulate students’ engagement. Amanta suggested another
way, namely limiting lecturing time to initial meetings only, and assigning students’
presentations for subsequent meetings. However, it was noted that the ETEs’ role was still
important in facilitating and guiding the students as they sought to take responsibility. Devina
added that more responsibility for students in the classroom came by providing opportunities
for them to do peer assessment.
I also found that effective in terms of the learning that happens in the class is when the
students are active in the class. We engage the students, not only as the passive
participants in the class, but they should take more control to what they learn in the
class. (Julpan/ETE10)
Even at undergraduate level, I rarely give them a lecture, except in let’s say the first
three meetings. Usually I talk about foundation information to get into the course, and
the rest will be the students’ presentations based on their reading that I assign.
(Amanta/ETE1)
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One of them [teaching strategies inside the classroom] is through peer assessment.
(Devina/ETE4)
Another teaching strategy the participants believed would be effective was encouraging
students to use English as much as possible because PETs are required to have solid English
speaking skills as they are going to be English teachers. ETEs should therefore support them in
attempts to use their English. Agam, for example, believed that when ETEs encouraged students
to use English as much as possible, it was a means of training the students to speak English
properly.
When we are studying speaking skills, we are really required to speak. Thus, he makes
us speak English properly. (Agam/PET1)
However, it was also noted that ETEs should be selective in correcting students’ errors in
speaking. ETEs should not make excessive interventions as doing so might discourage the use
of English. Gerung supported this notion.
When we want our students to be successful in English, we let them use English. Don’t
always, you know, correct their English because we’ll discourage their motivation to
use English. (Gerung/ETE7)
ETEs were expected to let their students speak English with little intervention in order to
develop students’ skills and confidence in communicating in English.
4.3.1.3 Authentic and Engaging Learning
The third theme in terms of teaching strategy that ETEs apply inside the classroom is labelled
the strategies using Authentic and Engaging Learning. The use of authentic learning could
improve students’ motivation in learning by stimulating their imagination. One effective
teaching strategy was ETEs creating learning activities from real-life situations. Participants
agreed that to make learning more meaningful, ETEs were expected to be able to connect
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learning activities and real-life situations, and it is a strategy that was supported by all
participating groups.
He can provide real-life examples from what is taught. Thus, it covers not only the
theories, but also the real practice. (Agam/PET1)
His use of words and examples match the real situation. Thus, it is easy for us to
understand the materials. (Cita/PET3)
From the PET group, Agam and Cita mentioned that their lecturers were effective in their
teaching practices when they could connect theory and real practice. In this way, Cita felt she
was able to understand the materials.
Members of the IET group also agreed that relating materials to real life situations helped
students understand the materials better, as described in the following quotations.
When teaching, he never started by explaining the materials directly. Rather, he
encouraged us to think of connecting them with life outside. (Agung/IET1)
When she gave us the example of every tense, she taught us to apply in a real situation,
or she tried to teach us to apply it in our daily activities. So that’s why it was more
understandable. (Ilman/IET9)
The third, the ETE group, had participants who commented about how ETEs could apply
authentic materials in their teaching practices and so assist student learning. They also claimed
other benefits when learning activities and real-life situations were connected.
This is the way how I can make my students more creative, more enthusiastic. So I give
them public speaking. I assign them to be the master of ceremony… I mean speaking for
specific purposes. They are really talented. I don’t know before, really. Surprisingly
they are really talented being master of ceremony. (Estela/ETE6)
I’m teaching reading. Most students think that reading is quite hard, difficult. So, in the
first meeting, I bring them to the reality, the quality of our reading habit here in
Indonesia. I show them a kind of research from PISA that shows the level of our reading
performance, so I invite them to think deeply relates to what happens if you do not
become a good reader. So we bring many things to the class, and also they participate
actively, give their opinions. (Imroni/ETE9)
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Estela mentioned that students became more creative and enthusiastic in their learning when
the lessons were demonstrated based on real life situations. Students could imagine and
demonstrate their best performance. In addition, Imroni’s teaching practice of providing the
contextual data in Indonesia was a way of being helpful to students and making them aware of
the real-life situation that they could respond to accordingly. Bringing real-life situation into
the classroom might also encourage students’ critical thinking.
Another effective teaching strategy ETEs could demonstrate in the classroom was giving
students challenging in-class activities and tasks. For instance, Agam mentioned the use of
authentic materials from native English speakers. Agam felt that it was challenging to
understand the native speakers’ utterances. Koko added the use of quizzes as a challenging
activity that could be practised in the classroom. ETEs could assign students to read a specific
book and ask them to create one question each from it. Then they would exchange the questions
with their peers and attempt to answer them.
When learning listening skills, he gives us some exercises for listening and we have to
listen to something spoken by native speakers. Thus, we really have to master and
understand what is said by native speakers. (Agam/PET1)
If he assigned us to read some pages of a book, then he would make a quiz. He would
get each of us to make one question and provide the answer. These questions were then
exchanged with other students. When someone got my question, she/he would answer
it. Thus, it was like training for us. Though sometimes we did not know the answer, at
least we had the basic knowledge. (Koko/PET11)

4.3.2 Effective Teaching Strategies outside the Classroom
This sub-section discusses participants’ perspectives on effective teaching strategies that ETEs
can use to support students’ learning outside the classroom. The strategies are classified into
two themes, namely (1) strategies using Collaborative and Participative Learning, and (2)
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strategies promoting Students’ Independence in Learning. A detailed summary of the strategies
is given in Table 4.3 below.
Table 4. 3 Effective Teaching Strategies outside the Classroom

No.

Themes

Strategies

1.

Collaborative and Participative
Learning

➢ Encourage students to make study groups with
peers
➢ Involve students in real hands-on experience in
community service
➢ Make an out-of-class consultation schedule
➢ Assign group projects involving students with
mixed abilities
➢ Collaborate with students

2.

Students’ Independence in
Learning

➢ Encourage students to use out-of-class
resources
➢ Provide home assignments
➢ Do fun activities
➢ Ask students to reflect on their learning
experiences
➢ Encourage students to participate in academic
forums

4.3.2.1 Collaborative and Participative Learning
The first type of teaching strategy that ETEs should apply outside the classroom is labelled the
strategies using Collaborative and Participative Learning. Of the many approaches included in
this theme, a large number of participants highlighted encouraging students to make study
groups with peers as a strategy ETEs apply to assist student learning outside the classroom. The
time allocated to classroom teaching could not always accommodate students’ learning needs.
ETEs could encourage students to form study groups so that there could be additional learning
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done together by students outside the classroom. ETEs could give some assignments and/or
projects that should be undertaken in groups. The following statements describe how ETEs
could facilitate study groups.
Outside the class? By giving some assignments. We would be divided into small groups,
and would be given the set books and materials. We would then prepare a presentation
with the peers in our group. (Janti/IET10)
Sometimes, I give them projects. With a project, they need to work not only inside the
classroom, but they need to gather information outside the classroom. And during this
information gathering, discussing with other students, I believe learning happens.
(Julpan/ETE10)
Janti stated that working in study groups was beneficial as she then could have opportunities to
learn along with her peers. Julpan believed that learning happened when students were able to
enrich their knowledge from discussions or other sources outside the class.
Malia and Kemal added that, in addition to face to face group meetings, learning groups could
be in the form of online media, such as online forums or online chats. The purpose of group
work using online media is to provide a means for students to maintain communication among
themselves, but also to learn together with their friends.
Based on my experience, students can also make chat groups or similar so that, no
matter the distance, they can always interact with each other. (Malia/IET13)
The educator can make online forums so that students can still learn outside the
classroom. Through those forums, students can learn and discuss together, whether it
be easy or difficult materials. (Kemal/IET11)
The next frequently mentioned strategy ETEs could use to support student learning outside the
classroom was involving students in real hands-on experiences in community service. Belina
and Estela, for example, explained this strategy relating their teaching to community service.
Belina believed that teaching should not only be confined to students’ understanding about the
content, but also directed to their understanding of the value involved in serving the community.
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She, herself, strived to integrate her teaching with research and community service. She looked
for ways of involving her students with the community. Estela, likewise, pointed out that
involving students in community service could be done through encouraging them to actively
participate in certain organizations, for example English clubs. In this way, students would not
only have opportunities to get involved with the community, but also opportunities to practice
their English in a real world context.
I think bringing theory into practice is the best way they can acquire the knowledge. So,
when the students learn the academic subject, we not only want them to master this
academic subject in terms of the content, but also to know what is the value of the subject
used in the community. So, that’s why in terms of the teaching, I need to get my students
involved in community service. So, that’s how I put them outside of my class… to
integrate teaching, research, and service. (Belina/ETE2)
There is [an] English club established from another foundation. And then, two months
ago, the owner came here, and invited my students to participate effectively in that kind
of organization. I supported my students to join that program because they needed some
kind of practice. Fortunately, they have a foreigner. They can talk directly to the
foreigner there. (Estela/ETE6)
Another strategy noted as one that ETEs could use to support students’ learning outside the
classroom was to use out-of-class consultation schedules. Some participants mentioned that
ETEs who provided student consultations or sharing sessions outside the class provided a
valuable means of support. It was helpful for students, especially when they found a problem
in their learning or they needed further explanation relating to the materials covered in class.
The quotations below describe how participants appreciated the ETEs who provided additional
time for consultations outside the classroom.
Outside the class, I think, perhaps he can give some more explanation about the
materials if there is a student who does not understand. (Agam/PET1)
By providing time for consultation. When they [ETEs] do not have classes to teach, we
[students] can just go to the department’s office or somewhere to ask something related
to our assignments. (Budi/PET2)
If we experience any difficulties with certain problems, he provides us time to discuss
them. (Cita/PET3)
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Agam, Budi and Cita believed that discussions outside class hours might help overcome
students difficulties in learning. Also, such discussions could serve as an additional support for
teaching.
In addition to the face to face consultation, some participants suggested consultations could also
be arranged via online modes. Social media platforms, such as Facebook and WhatsApp could
be used for managing online discussions.
He was often available to discuss things outside of class, if he was not busy. We
sometimes had a discussion via Facebook or WhatsApp. (Agung/IET1)
We sometimes use the online social media, for example Facebook or Moodle, to consult,
to discuss online. This is not to replace a face to face meeting. It is for additional
discussion outside the classroom. (Carita/ETE3)
4.3.2.2 Students’ Independence in Learning
The next theme of teaching strategy that ETEs can apply outside the classroom is promoting
Students’ Independence in Learning. Encouraging students to use out-of-class resources was
one of the most frequently mentioned strategies ETEs could use to support student learning.
While studying at the tertiary level, students are expected to take control of their learning. Thus,
in addition to learning inside the classroom, they need to make good use of learning resources
outside the classroom. It was thought ETEs needed to take on the role of guiding the students
about the learning resources that were available for students to use. This would help train
students to become more independent with their learning.
... giving us a lot of sites related to the material, and then also the books, the e-books,
everything. (Ester/IET5)
I try finding materials that most relate to the materials or subjects I teach. For example,
I try to prepare from any books or any journals and materials related... (Marten/ETE13)
We should motivate them to learn by themselves outside the classroom, because
knowledge is everywhere. So, I think library and other sources are quite important.
(Lumita/ETE12)
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Ester, Marten and Lumita, for example, all mentioned that effective ETEs were those who
provided students with a wide array of learning materials, such as e-books, journals or other
library resources. In addition, Lumita mentioned that ETEs should be constantly motivating
students to learn independently outside of class and encouraging them to use the library and
other sources. This would help train them to function well independently.
The next frequently mentioned strategy to promote students’ independence in learning was
giving home assignments. Homework was seen as part of the learning process: it enables
students to learn outside the class. Hana and Agam, for example, agreed that ETEs should give
students homework for this purpose. Hana believed that home assignments would force students
to become accustomed to learning.
In our reading class, we set novels to read. Honestly, I am so lazy when it comes to
reading. But when he assigns us novels, then automatically I must [read]. Thus, since
the first semester I have always been given novel-based assignments to do. Since then,
I have read a lot on a daily basis. Whereas I used to be lazy to do any reading, I now
automatically do it. (Hana/PET8)
In addition, he also gives us tasks to complete at home. Then, we discuss them the
following day. (Agam/PET1)
Koko highlighted the point that, in assigning homework, ETEs should consider the workload
which should be neither too light nor too heavy. Students should be able to approach homework
activities on a daily basis. Koko believed that ETEs giving regular homework was effective.
He gives us a week, which is enough time, to finish seven pages. Thus, when we are at
home, we always have daily things to do. That makes him effective. There are always
homework assignments to do. (Koko/PET11)
Indi and Joni considered the benefits that students and ETEs could obtain when home
assignments were given. Indi thought that homework assignments improved students’
comprehension, while Joni felt that homework could be useful as a means of ETEs’ reflecting
on their teaching. He also mentioned that, through homework assignments, ETEs could measure
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the extent to which their students understood the materials. They could also have some
understanding as to the extent that their teaching practices were successful.
Assignments and the like are also needed to enrich students’ comprehension.
(Indi/PET9)
Assignments are actually needed, especially to know whether we understand or not, the
materials our lecturers deliver. Though we may have already understood, we have to
know to what extent we understand. Thus, by giving assignments, he also knows if he is
successful or not in his teaching. (Joni/PET10)
Another strategy to promote students’ independence in learning was that of encouraging
students to do fun activities. These fun activities could include listening to English music and
songs, listening to English radio stations or programs, watching English movies, watching
dialogues from YouTube and practising English with native speakers. Some statements below
describe how such activities benefit students.
He has said to us “You may watch movies, but remember, only use English subtitles”.
This is intended so that we not only enjoy the movie, but also learn something from it.
(Koko/PET11)
“Miss, we are very happy now. We met foreign people. We could practice directly.”
“Where did you meet them?” “We went to temples, Muara Jambi” “What did you do
then there?” “We can speak English even with our very simple Bahasa Inggris
[English]. (Estela/ETE6)
... asking them to listen to English songs, listen to the radio like BBC, Voice of America
so that they can improve their listening skills. Because from listening, they are expected
to practice what they hear from the broadcasting. (Gerung/ETE7)
And I also provided them with some videos from YouTube that they need to follow, for
example the dialogue between Azyumardi Azra [Indonesian prominent scholar] and one
of the reporters at Metro TV, and they need to make summaries based on the
conversation. (Kristi/ETE11)
From these statements, the conclusion could be drawn that by doing these types of activities,
students could enjoy their learning and have some fun while doing so. They would also be
exposed to authentic materials, and this would benefit them in terms of knowing how English
is used in real daily life contexts.
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4.4 Challenges in Attempting to be Effective
This section answers research question 3 which asks about the challenges ETEs encounter in
their teaching practices. Two main themes were uncovered on this matter: (1) Supporting
Resources and (2) Teaching Environment. Table 4.4 below provides more detail about each
type of challenge.
Table 4. 4 ETEs’ Challenges

No.

Themes

Challenges

1.

Supporting Resources

➢ Scarcity of resources for upgrading knowledge and
skills
➢ Limited learning facilities
➢ Little recognisition of innovation and achievement
➢ Few research partners and poor research funding
➢ Lack of online resources for teaching

2.

Teaching Environment

➢ Excessive responsibilities
➢ Unsupportive learning situations
➢ Low-motivated students
➢ Large classes
➢ Poor acceptance of critical thinking

4.4.1 Supporting Resources
The first theme identified amongst the challenges that ETEs encountered in their teaching
practices is labelled Supporting Resources. Of the specific issues categorised in this theme,
scarcity of resources for upgrading ETEs’ knowledge and skills was the most frequently
mentioned challenge. ETEs were aware they needed to constantly improve their knowledge and
skills, but often they found there was a lack of the necessary resources that could assist them to
improve. One such resource referred to learning resources. Estela explained that the challenge
she encountered was finding either printed or electronic materials. Osmano who was of the
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view that ETEs needed to develop themselves, shared the same view noting the difficulties in
accessing learning resources, specifically international journals. He felt he needed to update his
knowledge regarding his expertise. However, limited access to international journals was a
barrier for him in doing this.
Actually, the challenge will be coming from limited sources. In terms of finding more
books, I have to browse from the internet, because in Jambi [one of the provinces in
Indonesia], it is hard to gain or to have relevant sources. (Estela/ETE4)
Soon after coming back after completing my Ph.D degree, there was one thing missing
in my life, actually in academic life... that is getting access to international journals, or
updated information about my subject area. I don’t have very much opportunity for
these after coming back. (Osmano/ETE15)
ETEs need to update not only their knowledge, but also their skills. Kristi wanted to improve
her English skills through, for example, joining a TOEFL preparation program. The problem
she encountered was a lack of funds to join such a program.
As a teacher, I do really hope to develop myself. And it’s very difficult for me. Sometimes
we need to recharge or to get something new like newest version of the TOEFL, but
sometimes we do not really have much money to join that program. (Kristi/ETE11)
Another resource challenge that ETEs encountered was the limited learning facilities. For
example, Estela noticed that supporting facilities that could be of assistance for her when
teaching facilities were not adequately equipped or in poor condition. Julpan also felt the
challenge related to the facilities inside the classroom though he did not specify what was
actually lacking. Osmano was critical of the inadequacy of information that would be accessed
for teaching, for instance books, internet and electronic documents.
... kinds of facilities in this campus are not properly available. There is a laboratory but
it is not really well equipped; some things are broken. (Estela/ETE6)
And also maybe the facilities of the classroom. (Julpan/ETE10)
I’ve got a few books but maybe incomplete in many ways but we still need to have a lot
of information about the subject matter, about the teaching strategies, through other
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media like internet or journals most particularly at the electronic documents.
(Osmano/ETE15)
Another notable challenge was the fact that ETEs’ innovations and achievements were
relatively little recognised. Being able to present at conferences, either domestic or overseas,
would be one ETE achievement. However, support, especially in terms of funding, that enabled
ETEs to present at conferences was limited and this impeded ETEs in unleashing their academic
potential. Osmano expressed his disappointment about this lack of support.
I do feel I need to present or attend or present a paper at international conferences
especially in the domestic areas or overseas. I prefer something like overseas actually,
but this opportunity is completely lacking because you don’t have financial support.
(Osmano/ETE15)
Financial support was seen as important. Amanta compared this situation with a neighbouring
country that offered incentives for those who demonstrated excellent achievement in publishing
in academic journals. This neighbouring country had established incentive systems that
honoured academic achievements.
I’d like to compare to Malaysian universities. I think in major research universities in
Malaysia, they have already put in place incentive system for those who can publish in
well-reputed international journals. They have particular incentives. I don’t know how
much, but that’s quite important. (Amanta/ETE1)

4.4.2 Teaching Environment
The next main challenge ETEs encounter is labelled Teaching Environment. Of all the
problems with the teaching environment, the extent of the responsibilities ETEs have was the
most frequently mentioned. Herman detailed some of the responsibilities ETEs had: they
included teaching, community engagement and research. Juggling their time to cater to these
responsibilities was considered difficult.
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As an English teacher educator, we also have some responsibilities in community
approach in research and so on. So, I think it’s sometimes difficult to manage the time
as we also have a very heavy burden in teaching. What I mean is in terms of the time,
in terms of the credit hours that we have to teach in a semester. (Herman/ETE8)
Belina echoed a similar sentiment saying that ETEs in Indonesia were made to carry excessive
responsibilities. She suggested that ETEs needed to focus on their vision on teaching students
and realize this. Sometimes, ETEs had to teach in other institutions as well as in the main
institution. This is perhaps due to the need to earn additional income. Imroni highlighted the
condition where he had to teach in other institutions, and thus encountered the challenge of
teaching too many classes.
I mean being a lecturer in the Indonesian context, sometimes there are too many
responsibilities. For me that’s a challenge. How I deal with this challenge is I think I
just need to focus on what is my vision when I teach my students. So, whenever I go back
to my vision, I can realize and this is what I need to pursue in the future with my students.
(Belina/ETE2)
I have too many classes at the moment. I’m teaching not only here. So, I actually want
to resist, but the conditions do not allow me to do that. (Imroni/ETE9)
It was recognised that ETEs were not only required to do academic duties, such as teaching,
writing papers, and conducting research, but also to do administrative duties. In addition to
their professional responsibilities, Lumita mentioned that the personal responsibilities added
another challenge for her to be effective. She highlighted that family responsibilities had been
a distinct challenge for her and, to some extent, impacted on her focusing on managing her
duties as an ETE.
Institution sometimes demands too high to us. With a lot of administrative things that I
think it’s not important for us. But for myself, I don’t know it’s an excuse or not, but
having kids, having family, you know it takes your time. So let’s say you wish to write
and your daughter asks your time, and then it’s hard to refuse, then it impacts
everything. (Lumita/ETE12)
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Another frequently mentioned challenge was the existence of unsupportive learning situations.
Two unsupportive learning situations were clearly stated by the participants. The first was the
absence of a reading habit. Amanta claimed that the current teaching and learning process did
not successfully cultivate students’ reading habits. This problem was rooted in lower education
levels and had an impact at higher education levels. ETEs expected students to possess reading
habits. However, the reality showed a contrary condition. It was evident it had been a huge
challenge for ETEs to develop good reading habits among their students.
Well, probably the habit of reading is not really there. I mean, it’s not cultivated among
the students. If that is what has been going on, then as the students become college
students, then there is a kind of gap here between our expectation and reality, and that
develops the challenge. (Amanta/ETE1)
The second unsupportive learning situation came from the use of native language. Gerung
recognized that ETEs themselves contributed to this situation by still using the native language
when communicating with others in many daily life activities. Gerung speculated that it
hindered students in using English as they witnessed their ETEs using the native language.
Gerung’s statement further implied a suggestion to create some kind of English environment
though he himself felt that this would not be easy to achieve.
We still use Bahasa Indonesia. Of course this will influence our students’ motivation to
use English because their lecturers still use our native language to communicate. Not
only when we meet but also in our meeting, we still use our native language, Bahasa
Indonesia. (Gerung/ETE7)
The next frequently mentioned challenge ETEs encountered was low student motivation for
learning. Fahman believed there was a connection between students’ motivation for learning
and ETEs’ motivation for teaching. He further stated that ETEs would be very motivated if
students possessed high motivation for learning. His experience was that students possessed a
low learning motivation and this was a challenge for him to overcome. Marten also agreed that
students’ learning motivation was a challenge. He saw students’ motivation as unstable in the
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sense that it could be high at one time but low at others. It can be inferred from his statement
that the actual problem was finding a way to maintain students’ motivation at a high level.
The most challenging task is the motivation of students which is very low here. And one
of the motivations of the educators is the students themselves. Because when we have
highly motivated students, then we can become very motivated to teach. (Fahman/ETE6)
Sometimes, yeah, like general students in Indonesia, I think they sometimes have very
high motivation, but tomorrow I don’t know, lost without doing anything.
(Marten/ETE13)

4.5 Strategies for Improving English Teacher Educators’ Effectiveness
This section answers research question 4 exploring how the effectiveness of ETEs can be
encouraged and maintained. This section is divided into three sub-sections covering ETEs’
personal initiatives, institutional support and government support.

4.5.1 English Teacher Educators’ Personal Initiatives
Three themes were uncovered in the data analysis: (1) Tri Dharma Perguruan Tinggi (Three
Obligations of Higher Education), (2) Personal Capacity Building, and (3) Networking and
Sharing, as the personal effort ETEs can make to improve their knowledge and skills in order
to be effective. The details of the themes are described in Table 4.5.
Table 4. 5 ETEs’ Personal Initiatives
No.
1.

Themes
Tri Dharma Perguruan Tinggi

ETEs’ Personal Initiatives
➢ Develop research and academic writing skills
➢ Conduct community service

2.

Personal Capacity Building

➢ Update with new trends and knowledge in
language teaching
➢ Attend professional development activities
➢ Self-evaluate and reflect on teaching
practices
➢ Update technology use in teaching
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➢ Undertake further study
3.

Networking and Sharing

➢ Build networks with internal and external
colleagues
➢ Share knowledge and experience with
colleagues
➢ Build good rapport with students

4.5.1.1 Tri Dharma Perguruan Tinggi
The first theme of ETEs strategies is labelled Tri Dharma Perguruan Tinggi. This is in line
with the three core obligations of ETEs in Indonesia, namely teaching, research, and community
service. In order to improve themselves, participants highlighted that ETEs should have
awareness of the need to fulfil these three obligations. Carita mentioned that she was aware that
her obligation included not only teaching, but also conducting research. She believed that the
research she conducted would be beneficial both in terms of improving students’ skills and also
ETEs’ teaching competencies. Devina echoed the importance of conducting research. She
conducted research studies and implemented the results in her teaching practices. In addition to
implementing the results in the class, she also disseminated them in academic forums.
I’m not only teaching. I and my research team have some research projects regarding
not only students’ skill improvement, but also the teachers’ competencies in teaching
English. (Carita/ETE3)
Doing the research, I guess. I innovate in the class. For example, I apply what so called
as PSA, “portfolio” and “self-assessment”. So I combine two types of assessments and
then I apply them in the class. And then I implement a new technique, and then I make
the report, and then I share it in seminars. (Devina/ETE4)
Another core obligation of ETEs was conducting community service. One of the community
service activities was to conduct workshops in teaching strategies. It was thought that these
workshops would benefit English teachers when applying teaching strategies in the classroom.
Carita shared her experience:
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We have some programs in community service to give some workshops, and
demonstrations of how to teach in referring to the common strategies or learning
sources that could be able or possible to be used in English classroom. (Carita/ETE3)
4.5.1.2 Personal Capacity Building
The next theme is labelled Personal Capacity Building. ETEs believed that they could improve
themselves through engaging in various capacity building activities. The most frequently
mentioned strategy was updating themselves with the changes and trends in knowledge in
language teaching, by attending professional development activities, and self-evaluating and
reflecting on teaching practices.
Participants pointed out the ways that they used to update themselves with new trends and
knowledge in language teaching. Amanta explained that as an ETE, he updated his knowledge
regarding his area of expertise. He strove to excel in independent study to improve his expertise
and attempt to link it to language teaching.
I have to keep abreast with the new trends in the area of interests particularly. Recently
I’ve been interested in corpus linguistics. And what actually I do that I have no formal
education background regarding that, but then I think I see the possibilities of linking
corpus linguistics to language teaching. (Amanta/ETE1)
Kristi agreed that reading material in books and journals was effective in updating ETEs’
knowledge. She thought that regular journal subscriptions may assist her in updating her
knowledge, in addition to practising English in both spoken and written discourses. Nerida
referred to her own ways of improving herself. She believed that the internet was one potential
source. She regularly found useful information through browsing and learning on the internet.
Practising English, maybe get some practice at home. And what else? Like trying to
improve my writing, and reading some books and journals. I do really want for example
having a monthly journal or yearly journal come to our office. (Kristi/ETE11)
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If I want to teach a subject, I always read the material first. I browse from the internet,
because I don’t like when my students ask me and I cannot answer the questions. It’s
my way, besides reading, browsing, finding some information. (Nerida/ETE14)
The second frequently mentioned strategy for Personal Capacity Building was through
regularly attending professional development activities such as seminars, workshops, and
conferences. Estela asserted that by engaging herself in such activities she could enhance her
knowledge and develop her English skills. Likewise, to improve her quality, Devina attended
seminars and workshops in addition to reading journals.
I sometimes follow seminar or training, and also international seminar from different
provinces. This is one way to enrich my knowledge or to develop my skills in English,
being a teacher, especially. (Estela/ETE6)
Well, mostly read journals which are available, and then join the seminars, workshops.
It has to be it. (Devina/ETE4)
Gerung shared the same views regarding the benefits of professional development activities for
improving ETEs’ quality. He added an interesting point regarding the development of
information technology and its relation to education. He claimed that ETEs utilize social media
as a means of improving their quality. Compared to the previous era when information
technology was still basic, the current era of advanced information technology provided easy
access for ETEs to develop their quality.
We have to attend seminars, we have to share our experience, knowledge, through
seminars, through workshops through WhatsApp for example. There are many ways to
improve this. Because we are living in IT [Information and Technology) era. So, that is
easy now. That’s different from our previous life. (Gerung/ETE7)
The next frequently mentioned strategy that ETEs could use to improve their effectiveness was
by self-evaluating and reflecting on their teaching practices. Belina was of the view that selfreflection was a means of improving herself. She believed that, though it was not easy, she
always put effort into evaluating herself and sought ways for improvement. She went further
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by saying that she also reflected on her relations with others as well as the materials she
delivered to the students. Her acknowledgement of the benefits of self-refection is evident in
the following quotation.
I think reflect a lot. Even though reflection is not easy, whenever I reflect means that I
always evaluate myself whether I did something correctly already or is there something
that I have to improve in the future. So if I reflect a lot, I learn about myself, I learn
about myself in relation to others, and I also learn about myself in relation to the
materials that I deliver to my students. (Belina/ETE2)
4.5.1.3 Networking and Sharing
The next theme is labelled Networking and Sharing. The most frequently mentioned strategy
ETEs could do to improve themselves was by networking with both internal as well as external
colleagues. Osmano highlighted the importance of this matter. Herman particularly expressed
the importance of networking with external colleagues. He built networks with colleagues he
met at conferences and made the utmost use of technology advancement. He mentioned that
one way to maintain networking with his colleagues was by communicating with them using
electronic devices. In this way, he could keep up with developments.
… from discussing with friends, colleagues at the university or regional contact with
friends and colleagues from other universities. (Osmano/ETE15)
And also try to network with friends in conferences through electronic devices, things
like that, so that I can catch up with the development right now, I think. (Herman/ETE8)
Another frequently mentioned strategy was sharing knowledge and experience with other
external colleagues. Julpan said that sharing sessions with his fellow ETEs and English teachers
helped him improve. Gerung also acknowledged the importance of sharing experience with
colleagues from other institutions.
Meeting of the teachers, having sharing sessions with other teacher educators, I think
they can help us improve. (Julpan/ETE10)
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… sending lecturers to other institutions to do like comprehensive study, sharing
experience. (Gerung/ETE7)

4.5.2 Institutional Support
This sub-section elaborates participants’ perspectives regarding the support that institutions can
provide to develop ETEs’ knowledge and skills so they can be effective. The support is
classified into three themes: (1) Funding and Facilities, (2) Collaboration, and (3) Evaluation.
The details of the themes are provided in Table 4.6.
Table 4. 6 Institutional Support

No.

Themes

1.

Funding and Facilities

Institutional Support
➢ Provide access to scientific journals
➢ Provide adequate teaching facilities
➢ Provide financial assistance for research and
conferences

2.

Collaboration

➢ Establish forums among ETEs
➢ Initiate collaborations between English
teacher educators and teachers
➢ Hold regular events for ETEs and students
➢ Develop partnerships with overseas
institutions

3.

Evaluation

➢ Evaluate ETEs’ performance
➢ Reduce teaching loads

4.5.2.1 Funding and Facilities
The first theme of institutional support is labelled Funding and Facilities. Participants endorsed
the need for funding and facilities considering it necessary to get support from the institutions
where they worked. The most frequently mentioned support was in terms of access to scientific
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journals. Herman remarked that, although the institution where he worked subscribed to several
journal databases for other disciplines, the access to English teaching journals was still limited.
Amanta was also of the view that the institution needed to support ETEs by providing adequate
access to journals. He further asserted that this was necessary due to fact that the government
required ETEs to write and publish in international journals. The necessary support he referred
to was international journal subscriptions as the journals were resources that ETEs could use as
they sought to write academic articles.
Even though we already have things like EBSCO, something like that, nowadays it
seems like they are still kind of very selective, very limited in our area, in teaching
English. But we are kind of lack of relevant resources in teaching English.
(Herman/ETE8)
I can say this is a new pressure. At least this has been adopted as a policy by the
government that all Indonesian lecturers including the teacher educators are supposed
to write for international publication. So I think one important thing related to that is
to provide sufficient and readily adequate resources to support that, particularly
international journal subscriptions. (Amanta/ETE1)
Another support that participants highlighted was adequate teaching facilities. Internet
connections were seen to be crucial support for ETEs in their roles. Estela raised the matter of
the support in terms of hotspots for internet and video. She believed that having these should
make for a more effective learning atmosphere. Gerung also noted the necessity of the internet
as a means of accessing information. Kristi added the suggestion that the institution should
support ETEs with computer laboratories, so ETEs could apply technology in their teaching
practices.
Some facilities started to be built. For example, they’re trying to build hotspots for
certain places in FKIP [Faculty of Teaching and Education]… we need some kind of
supporting things, let’s say providing a very good facility for that one, and video to
equip, to make effective learning atmosphere in class. (Estela/ETE6)
We need to have good infrastructures in order we can get access good information like,
you know, from electricity current, you know, always off. If it’s not running well, of
course we cannot use internet. Sometimes we cannot use internet because of our
university is not ready yet. (Gerung/ETE7)
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Actually maybe the faculty can provide more facilities, for example for using or maybe
using the website, the laboratory, computer laboratory, that faculty can assist or guide
the lecturers to apply the technology into their classroom. (Kristi/ETE11)
The last item of support that has been categorised here as Funding and Facilities is the need for
financial assistance for research and conferences. Imroni said that to be effective, ETEs needed
to enhance their research skills and to engage in conference presentations. Thus, funding
support from the institution was necessary. Julpan agreed that funding support was important,
stating that funding from the institution for research and community service was inadequate.
He hoped that an institution that demanded ETEs perform their jobs well, would also provide
necessary support.
If the university wants to have very good teacher educators, so they also need to provide
us with many opportunities, for developing our capability by providing financial
assistance for conferences and research. (Imroni/ETE9)
Our institutions are very demanding, likely, because as teacher educators, we are not
only required to teach but also need to do research, to do community development
programs. So, these kinds of demands or tasks need support. That is in my opinion, still
lacking from our institution. (Julpan/ETE10)
4.5.2.2 Collaboration
The next theme of institutional support is labelled Collaboration. Participants believed that
collaborations initiated by the institution would support ETEs effectiveness. The institutions
should initiate collaborations among ETEs by establishing sustainable professional
development programs through conferences and workshops. Kristi acknowledged that the
institution she was at had conducted academic forums where ETEs could share their knowledge
and experience. However, she was critical of the fact that the forum lacked sustainability in the
sense that it was a once off. Another participant, Belina, suggested that academic forums should
be conducted regularly. She further volunteered that forums could be used as a means through
which ETEs shared their ideas and reflected on the many aspects of their teaching experience.

204

The faculty, actually has already conducted some conferences, some maybe like
seminars, and some workshops. But sometimes it happens in a very short time… there
is no continuation. (Kristi/ETE11)
We should have regular meetings where everybody can share their ideas; this is what
needs to improve in the future. We always reflect on what’s going on in the past and
that helps; we need to hear many different perspectives on how things should go or how
things should be improved in the future. I like learning from others. (Belina/ETE2)
Osmano proposed that the institutions conduct workshops to examine how the graduates
performed at schools.
We should also handle a plan for local workshops or regional workshops, an English
teaching forum looking at how our products or graduates teach English at schools.
(Osmano/ETE15)
Another form of support that the institution could initiate was collaboration between ETEs and
teachers in the schools. Such collaboration would benefit both school teachers and ETEs. Carita
mentioned that this kind of collaboration would assist teachers in improving their competencies.
Imroni believed that knowledge sharing with school teachers would also benefit ETEs in terms
of developing their capability.
We could share and give our knowledge and experience to colleagues and teachers
starting from junior high, senior high schools, especially [those who work] in remote
areas. We’d like to help not only the teachers to improve their competencies, but also
in the surrounding schools. (Carita/ETE3)
They [the institutions] provide us with workshops, sometimes. They invite us to join
some workshops, and also provide us a time for sharing our knowledge with teachers,
so that’s a very good thing for developing our capability. (Imroni/ETE9)
4.5.2.3 Evaluation
The next theme of institutional support is labelled Evaluation. Participants highlighted
institutional support in terms of evaluation, or more specifically, the evaluation of ETEs’
performances and teaching loads. Belina suggested the institution establish a system of
evaluating ETEs’ performance. She thought the option of evaluation could be in the form of
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students’ feedback thus enabling evaluation of ETEs’ performance from different perspectives.
Devina recommended the institution evaluate ETEs teaching load as she felt that the current
teaching load was excessive. Her statement indicated that a problem arose when ETEs needed
to focus on other duties; conducting research and community service, in addition to teaching
duties.
I think the university should have a system where we can receive feedback as much as
possible from the students on how we run the program. So, I think the feedback is very
much helpful to help us to see ourselves from other perspectives. (Belina/ETE2)
And then, stop giving us too much burden with teaching. Six credits is very sufficient.
(Devina/ETE4)

4.5.3 Government Support
This sub-section elaborates participants’ perspectives regarding the types of support they
believed government could provide to develop ETEs’ knowledge and skills so they can be
effective. The support is classified into three themes: (1) Funding, (2) Professional
Development and Partnerships Programs, and (3) Policy. The details of the themes are provided
in the Table 4.7.
Table 4. 7 Government Support

No.

Themes

1.

Funding

Government Support
➢ Provide more research funding
➢ Provide more scholarship funding
➢ Provide more travel grants for academic events

2.

Professional Development and
Partnerships Programs

➢ Establish sustainable Teachers’ Professional
Development (TPD) programs
➢ Invite more trainers from English speaking
countries
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➢ Involve ETEs in programs dealing with schools
and teachers
➢ Form ETEs consortiums across different
institutions

3.

Policy

➢ Establish ETE standards
➢ Simplify the bureaucracy regarding
administrative processes and ETEs positions
➢ Improve the conditions and payment of ETEs

4.5.3.1 Funding
The first theme of government support is labelled Funding. Participants suggested government
should be supportive of ETEs in terms of funding. The first type of funding that they believed
useful was research funding. They acknowledged that the government had already made some
investment into research funding. However, they felt it could provide even more. Julpan
mentioned that the government had provided some research grants, but they were still
insufficient. He stated further, that the information about the research grants should not be made
exclusive; this means that at present only selected people can gain access to the information.
Rather than this, the government should widely disseminate the information about the research
grants.
Some ministries, I reckon like the Ministry of Education [and Culture], the Ministry of
Religious Affairs, they sometimes give research grants, but the number is still limited.
And sometimes the information is very exclusive. Sometimes we know the program only
a few, a couple of days before the deadlines, so it doesn’t give us chance to prepare the
proposal. (Julpan/ETE10)
The next type of funding support that participants highlighted was scholarship funding. Kristi
felt that the government could provide more scholarships for ETEs to pursue further study. She
also suggested that the government simplify the requirements for obtaining the scholarships.
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Actually, the government can provide maybe more scholarships for the lecturers… Do
not really require some... what is it? Giving lots of requirements to do that.
(Kristi/ETE11)
The third type of government support that participants proposed was travel grant funding.
Participants agreed that funding in terms of travel grants to attend workshops, seminars, and
conferences would be useful for them as a means to improving the necessary skills and
knowledge they needed to be effective. Marten was of the view that this support would enable
ETEs to attend either national or international seminars. Nerida asserted that government
support in terms of travel grants was essential in improving ETEs’ ability.
… and another support for the lecturers to attend any international seminars or national
seminars. (Marten/ETE13)
I think the government, besides funding, they have to facilitate us with conference
[attendance] to increase and to develop our ability in teaching English. (Nerida/ETE14)
4.5.3.2 Professional Development and Partnerships Programs
The next theme of government support is labelled Professional Development and Partnerships
Programs. Participants suggested a wide range of professional development and partnerships
programs to improve ETEs’ skills and knowledge. Julpan mentioned government support
ideally was not only in terms of funding, but also in terms of training in teaching, research and
community development programs. Such programs, he believed, would assist ETEs in
performing their roles effectively.
I think lecturers also need trainings, in term of how to develop their capacity, in
teaching, in doing research, in community development program, so not only funding,
but also maybe trainings, trainings to help lecturers function effectively.
(Julpan/ETE10)
Another type of support that participants suggested was one that provided training. Estela
mentioned that this will be beneficial to improve ETEs effectiveness. She suggested the
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government invite native ETE trainers as facilitators for this professional development
program.
… improve human resources, let’s say give the training for those who are lack of
teaching techniques… They need more trainings. They need more experts… invite those
native speakers to come to our country. (Estela/ETE5)
Another type of support was that the government involve ETEs in programs dealing with
schools and teachers. Osmano proposed that the government organised a number of academic
forums, such as forums for teaching and seminars involving teachers from lower to higher
educational levels. This would serve as a means of networking as well as sharing about
educational issues among ETEs and English teachers at schools. Osmano further suggested how
these should be sustained programs.
The government should also organize many events like teaching forums, English
teaching forums, English teaching seminars either at the low level or at the university
level. This could be planned of course every year at least once or twice a year so that
every teacher and every lecturer has a chance to meet each other, and they can discuss
about many other issues. (Osmano/ETE15)
4.5.3.3 Policy
The next theme of government support is labelled Policy. Participants highlighted support that
the government could provide in terms of policy. They suggested that the government should
establish or refine some policies regarding ETE standards, promotions, conditions and
payments. For instance, Belina pointed out that the government should establish a policy
regarding ETE standards that covered the basic competence and skills ETEs should possess.
She further explained that the government, whenever they created a regulation, needed to ensure
that it was implemented and monitored.
I would like to see how the regulation and the law can be created and also implemented.
And they have to accompany that this regulation or law is really implemented, like what
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basic competence that the teacher should have, what other basic skills that the teacher
should have. (Belina/ETE2)
Devina recommended an improvement to the promotion policy. She had experienced a difficult
process dealing with her promotion. Although she assumed that the difficulty was intended to
encourage ETEs, she believed that this was not how to do it.
They [the government] make it difficult for us to get “naik pangkat” [promotion].
Perhaps that is to encourage us. But it doesn’t work well, I guess. (Devina/ETE4)
Participants also suggested an improvement in the administrative processes. Carita referred to
the administrative process that she had to undertake when she wanted to present at academic
forums. She experienced a complicated bureaucracy where she had to spend a significant
amount of time to complete the process of administration, for example obtaining a government
permit and funding clearance regarding her presentation at a conference. Estela commented on
a policy regarding certification. She asserted that ETEs who had been certified really felt the
benefits from doing this, and were motivated to achieve this status.
I’d like to present my research paper or other things that we have to process some
administration things. It really takes time, especially to meet one staff to another staff
and then it could be last. Oh my God, yea, the bureaucracy. (Carita/ETE3)
The government already supported funding for lecturers, those who already certified of
being a lecturer. That’s really a big door prize for the lecturer. We cannot ignore for
that one. Many people need that one. It could be a motivator for those who are being
good. (Estela/ETE6)

4.6 Summary
The presentation of the qualitative chapter has explored four themes that describe the
characteristics of effective ETEs, namely Pedagogical Skills, Personal Competence,
Interpersonal Skills, and Subject Matter Knowledge. Also outlined are the indicated strategies
that ETEs could use both inside and outside the classroom to make themselves effective. The
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former included Diverse Approaches to Classroom Teaching, Learner Autonomy, and
Authentic and Engaging Learning, while the latter were set out as Collaborative and
Participative Learning, and Students’ Independence in Learning. Also uncovered in the analysis
were the challenges ETEs encountered in their attempts to be effective. On this matter, two
major themes were evident in the responses: Supporting Resources and Teaching Environment.
ETEs’ personal initiatives and institutional and government support have also been outlined as
strategies for improving ETEs’ effectiveness. ETEs’ personal initiatives include Tri Dharma
Perguruan Tinggi, Personal Capacity Building, and Networking and Sharing. Institutions need
to provide support to ETEs in terms of Funding and Facilities, Collaboration, and Evaluation.
Likewise, the government needs to support ETEs in terms of Funding, Professional
Development and Partnerships Programs, and Policy. The following chapter presents the results
of the quantitative phase.
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CHAPTER V: RESULTS OF QUANTITATIVE DATA
5.1 Introduction
The previous chapter presented the results of the qualitative data analysis. This chapter presents
the results of the quantitative data analysis. The interpretation and coding of responses obtained
from the questionnaire were undertaken prior to the data analysis which was conducted using
the Statistical Package for Social Sciences (SPSS) Version 21. The responses were coded into
SPSS and several statistical tests were run to obtain the quantitative results. The results, derived
from 540 questionnaires, are presented here based on the sequence of the research questions
and cover four aspects: characteristics of effective English teacher educators (ETEs) (5.2),
effective teaching strategies (5.3), ETES’ challenges in attempting to be effective (5.4), and
strategies for improving ETEs’ effectiveness (5.5). These four aspects were subdivided in order
to better understand the results. The chapter concludes with an integration of the qualitative and
quantitative findings of the study (5.6).

5.2 Characteristics of Effective English Teacher Educators (ETEs)
This section is organized into five sub-sections: participants’ perceptions regarding the most
important characteristics of effective ETEs (5.2.1); statistical differences in participants’
perceptions of characteristics (5.2.2); pre-service English teachers’ (PETs) perceptions of
characteristics depending on year of study (5.2.3); in-service English teachers’ (IETs)
perceptions of characteristics depending on years of teaching experience (5.2.4); and, English
teacher educators’ (ETEs) perceptions of characteristics depending on years of teaching
experience (5.2.5).
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5.2.1 Participants Perceptions Regarding the Most Important Characteristics of
Effective English Teacher Educators
This section answers research question 1a that asked the three groups (ETE, PET and IET)
about the most important characteristics of effective ETEs. The mean scores for the four
characteristics themes identified in the qualitative data analysis (Personal Competence,
Pedagogical Skills, Interpersonal Skills and Subject Matter Knowledge) were computed to
determine the degree of importance of these themes, based on the perspectives of each
participating group. It is evident that each of the three groups gave different levels of
endorsement to the characteristics of effective ETEs.
5.2.1.1 English Teacher Educators’ Perceptions
The data presented in Table 5.1 below shows, in general, that ETEs endorsed the Subject Matter
Knowledge, Pedagogical Skills, Interpersonal Skills and Personal Competence themes in this
order of importance. Specifically, Subject Matter Knowledge was the most important theme
from the ETEs’ perspective (M=4.41, SD=.45). This was followed by Pedagogical Skills and
Interpersonal Skills (M=4.34, SD=.39 and M=4.27, SD=.41, respectively). Personal
Competence took the last place in the ETEs’ view (M=4.28, SD=.62). It is important to note
that the standard deviations relating to the four themes range from .39 to .62, indicating that the
participants’ perceptions of the characteristics were not widely different.
Table 5. 1 Descriptive Statistics for ETEs

Personal
Competence

Pedagogical
Skills

Interpersonal
Skills

Subject Matter
Knowledge

Mean

4.27

4.34

4.28

4.41

SD

.62

.39

.41

.45
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5.2.1.2 In-Service English Teachers’ Perceptions
The data presented in Table 5.2 below, in general shows IETs endorsed the Personal
Competence, Subject Matter Knowledge, Interpersonal Skills and Pedagogical Skills themes in
this order of importance. Specifically, IETs perceived Personal Competence as the most
important (M=4.34, SD=.39). Subject Matter Knowledge and Interpersonal skills were reported
as the second and third preferences (M=4.31, SD=.42 and M=4.30, SD=.42, respectively) while
Pedagogical Skills stood as the least preferred theme (M=4.22, SD=.41). Similar to the ETE
group, there was no wide discrepancy in the standard deviations which ranged from .39 to .42.
Table 5. 2 Descriptive Statistics for IETs

Personal
Competence

Pedagogical
Skills

Interpersonal
Skills

Subject Matter
Knowledge

Mean

4.34

4.22

4.30

4.31

SD

.39

.41

.42

.42

5.2.1.3 Pre-Service English Teachers’ Perceptions
From the data presented in Table 5.3 below, it is evident that, in general, PETs endorsed the
Interpersonal Skills, Subject Matter Knowledge, Personal Competence and Pedagogical Skills
themes in this order of importance. Specifically, PETs perceived Interpersonal Skills as the
most important characteristics for ETEs to possess (M=4.31, SD=.39), followed by Subject
Matter Knowledge (M=4.25, SD=.47) and Personal Competence (M=4.24, SD=.43). PETs rated
Pedagogical Skills as the least important characteristics (M=4.17, SD=.43). Similar to the
results of the previous two groups, the standard deviations of the four themes were not widely
discrepant, ranging from .38 to .47.
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Table 5. 3 Descriptive Statistics for PETs

Personal
Competence

Pedagogical
Skills

Interpersonal
Skills

Subject Matter
Knowledge

Mean

4.24

4.17

4.31

4.25

SD

.43

.38

.39

.47

Table 5.4 below summarizes the mean scores of all the characteristics themes. From the
differences in the mean scores of the participating groups, it can be concluded that ETEs place
Subject Matter Knowledge, IETs place Personal Competence, and PETs place Interpersonal
Skills as their first priority; that is, they consider these the primary characteristics that make for
effective ETEs.
In sum, it may be said that, of the four themes endorsed by the three participating groups, each
group has different priorities or preferences when asked what characteristics that effective ETEs
should have.
Table 5. 4 Descriptive Statistics for All Groups

ETEs

IETs

PETs

Personal Competence

4.27

4.34

4.24

Pedagogical Skills

4.34

4.22

4.17

Interpersonal Skills

4.28

4.30

4.31

Subject Matter Knowledge

4.41

4.31

4.25

5.2.2 Statistical Differences in Participants’ Perceptions of Characteristics
This section gives the results relating to research question 1b that asked if there is a significant
difference in the perceptions of the three groups (ETE, PET and IET) about the characteristics
of effective ETEs. Multiple one-way ANOVAs were used to explore the potential statistical
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differences between the four identified themes, namely Personal Competence, Pedagogical
Skills, Interpersonal Skills and Subject Matter Knowledge.
Prior to the ANOVA tests, the homogeneity of variance of the four themes was evaluated.
Levene tests showed that the scores of all four themes were greater than .05 (Personal
Competence = .102; Pedagogical Skills = .652; Interpersonal Skills = .851; and Subject Matter
Knowledge = .712). This means that the variances were roughly equal, so the assumption of
homogeneity of variances was met, and further ANOVA analysis could be undertaken (Pallant,
2013).
Results from the ANOVA statistical testing showed significant differences in Pedagogical
Skills (F=7.76, p< .001, η2 =.028) and Subject Matter Knowledge (F=4.42, p <.05, η2 =.016).
ETEs perceived Pedagogical Skills more highly (M=4.34, SD=.39) than did IETs (M=4.22,
SD=.41) and PETs (M=4.17, SD=.38). ETEs perceived Subject Matter Knowledge more highly
(M=4.41, SD=.46) than did IETs (M=4.31, SD=.43) and PETs (M=4.26, SD=.48). However,
there were no significant differences between the groups in regard to Personal Competence
(F=1.56, η2 =.006). Though not significant, IETs perceived Personal Competence more highly
(M=4.34, SD=.40), than did ETEs (M=4.27, SD=.63) and PETs (M=4.34, SD=.40). Similarly,
there was no significant difference in Interpersonal Skills (F=.31, η2 =.001). In terms of this
theme, PETs perceived Interpersonal Skills more highly (M=4.31, SD=.40) than did IETs
(M=4.30, SD=.42) and ETEs (M=4.28, SD=.42).
Employing Cohen’s effect size classification (1988), the partial eta squared (η2) in the
univariate results demonstrated a small effect size, with the value being below .0588, suggesting
low practical significance.
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Table 5. 5 Results of ANOVAs and Effect Sizes (All Groups)

ETEs

Themes

IETs

PETs

F

η2

M

SD

M

SD

M

SD

Personal Competence

4.27

.63

4.34

.40

4.24

.43

1.56

.006

Pedagogical Skills

4.34

.39

4.22

.41

4.17

.38

7.76***

.028

Interpersonal Skills

4.28

.42

4.30

.42

4.31

.40

.31

.001

Subject Matter
Knowledge

4.41

.46

4.31

.43

4.26

.48

4.42*

.016

*p<.05 ** p<.01 *** p<.001
The statistically significant difference results found from the ANOVA tests were followed up
with LSD Post Hoc tests to determine where the significant differences lay amongst the
participating groups. Table 5.6 below indicates that the mean scores for Pedagogical Skills were
significantly different between the ETE and IET groups (p<.05) and between ETE and PET
groups (p<.001). Also, the mean scores for Subject Matter Knowledge were only significantly
different between the ETE and PET groups (p<.01). The mean scores between the other groups
did not show any significant differences. For the Personal Competence and Interpersonal Skills
themes, there was no statistically significant difference when the mean scores of all groups were
compared (p>.05).
Table 5. 6 Results of LSD Post Hoc (All Groups)
ETEs

IETs

PETs

Mean Difference

Themes

M

SD

M

SD

Personal
Competence

4.27

.63

4.34

.40

4.24 .43

-.07

.25

.95

Pedagogical
Skills

4.34

.39

4.22

.41

4.17 .38

.11*

.17***

.06

M
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SD

ETE &
IET

ETE &
PET

IET &
PET

Interpersonal
Skills

4.28

.42

4.30

.42

4.31 .40

-.02

-.03

.-01

Subject Matter
Knowledge

4.41

.46

4.31

.43

4.26 .48

.10

.15**

.06

*p<.05 ** p<.01 *** p<.001

5.2.3 Pre-service English Teachers’ Perceptions of Characteristics Depending on
Year of Study
This section answers research question 1c that asked if there is any significant difference in preservice English teachers’ (PETs) perceptions of characteristics depending on their year of study.
PETs were divided into four clusters: first, second, third and final year of study. Multiple oneway ANOVAs were performed to examine the possible statistical differences.
Prior to performing the ANOVA tests, the homogeneity of variance of the four themes was
evaluated. Levene tests showed that all four characteristics themes were greater than .05
(Personal Competence = .903; Pedagogical Skills = .950; Interpersonal Skills = .887; and
Subject Matter Knowledge = .340). This means that the variances were roughly equal, and the
assumption of homogeneity of variances was met, indicating that further ANOVA analysis
could proceed (Pallant, 2013).
Results from the ANOVA tests showed that there was a significant difference in regard to
Subject Matter Knowledge (F=2.79, p<.05, η2 =.025). PETs in their final year of study
perceived Subject Matter Knowledge more highly (M=4.46, SD=.35) than did third year
(M=4.25, SD=.50), second year (M=4.26, SD=.45), and first year PETs (M=4.18, SD=.49),
respectively.
However, there were no significant differences in Personal Competence (F=.34, η2 =.003),
Pedagogical Skills (F=1.89, η2 =.017), and Interpersonal Skills (F=.46, η2 =.004). Though not
significant, the third year PETs perceived Personal Competence more highly (M=4.26, SD=.43)
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than did second year (M=4.25, SD=.43), first year (M=4.21, SD=.42), and final year PETs
(M=4.20, SD=.47). In contrast, the final year PETs perceived Pedagogical Skills more highly
(M=4.20, SD=.47) than did the third year (M=4.19, SD=.38), second year (M=4.18, SD=.37),
and first year PETs (M=4.08, SD=.40). Similarly, the final year PETs perceived Interpersonal
Skills more highly (M=4.34, SD=.40) than did the third year (M=4.33, SD=.42), second year
(M=4.31, SD=.38), and first year PETs (M=4.26, SD=.39). Employing Cohen’s effect size
classification (1988), the partial eta squared (η2) in the univariate results demonstrated a small
effect size as the value was below .0588, suggesting low practical significance.
Table 5. 7 Results of ANOVAs and Effect Sizes (PETs)

F

S

T

L

Themes
M

SD

M

SD

M

SD

M

F

η2

SD

Personal Competence

4.21 .42 4.25 .43 4.26 .43 4.20 .47

.34

.003

Pedagogical Skills

4.08 .40 4.18 .37 4.19 .38 4.23 .38

1.89

.017

Interpersonal Skills

4.26 .39 4.31 .38 4.33 .42 4.34 .40

.46

.004

Subject Matter Knowledge 4.18 .49 4.26 .45 4.25 .50 4.46 .35 2.79* .025
F (first year), S (second year), T (third year), L (final year)
*p<.05 ** p<.01 *** p<.001
Subsequent to the ANOVA tests, LSD Post Hoc tests were computed to identify where
significant differences lay amongst PETs with diferent length of study. Table 5.8 below
indicates that the significant differences in terms of Subject Matter Knowledge that were found
were between the final and first year PETs (p<.01), between the final and second year PETs
(p<.05), and between the final and third year PETs (p<.05).
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Table 5. 8 Results of LSD Post Hoc (PETs)

F

S

T

L

M
(SD)

M
(SD)

M
(SD)

M
(SD)

F&S

Personal
Competence

4.21

4.25

4.26

4.20

-.04

-.05

(.42)

(.43)

(.43)

(.47)

Pedagogical
Skills

4.08

4.18

4.19

4.23

-.10

(.40)

(.37)

(.38)

(.38)

Interpersonal
Skills

4.26

4.31

4.33

4.34

(.39)

(.38)

(.42)

(.40)

Subject Matter
Knowledge

4.18

4.26

4.25

4.46

(.49)

(.45)

(.50)

(.35)

Themes

Mean Differences
F&T

F&L

S&T S&L

T&L

.01

-.01

.05

.06

-.11*

-.18

-.01

-.04

-.03

-.04

-.06

-.07

-.02

-.03

-.01

-.09

-.07

-.29**

.02

-.20* -.22*

F (first year), S (second year), T (third year), L (final year)
*p<.05 ** p<.01 *** p<.001

5.2.4 In-service English Teachers’ Perceptions of Characteristics Depending on
Years of Teaching Experience
This section is presented in consideration of research question 1d that asked if there is any
significant difference in in-service English teachers’ (IETs) perceptions of characteristics
depending on years of teaching experience. IETs were divided into two (2) clusters: those who
had had 0-3 years of teaching experience (early career IETs), and those who had had ≥4 years
of teaching experience (middle to senior career IETs). A T-Test was performed to determine
any possible statistical significant differences.
Prior to performing the T-Test, the homogeneity of variance of the four themes was evaluated.
A Levene test confirmed that all four characteristics themes scores were greater than .05 (p = ≥
0.5): Personal Competence = .069; Pedagogical Skills = .970; Interpersonal Skills = .683; and
Subject Matter Knowledge = .695. These figures mean that the variances were roughly equal
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and the assumption of homogeneity of variances was met so that further T-Test analysis could
be undertaken (Pallant, 2013).
As displayed in Table 5.9, T-Test results show that there were no significant differences
between early career and middle to senior career IETs in regard to all four characteristics themes
(p>.05). For Personal Competence, the score showed no significant difference (t=1.21, p>.05).
Next, the results in terms of Pedagogical Skills were in line with Personal Competence as the
score showed no significant difference (t=.31, p>.05). Similarly, IETs’ perception of
Interpersonal Skills was also not statistically significantly different (t=.47, p>.05). Subject
Matter Knowledge showed no statistically significant difference either (t=-.32, p>.05). These
figures mean that neither IETs who had just started teaching nor IETs who had extensive years
of teaching experience had different perceptions regarding the characteristics of effective ETEs.
The various lengths of teaching experience did not differentiate how IETs perceived the
characteristics effective ETEs should possess.
Even though there was no statistically significant difference found, early career IETs perceived
three themes (Personal Competence, Pedagogical Skills and Interpersonal Skills) more highly
than did middle to senior IETs. The early career IETs perceived Personal Competence more
highly (M=4.37, SD=.35) than did middle to senior IETs (M=4.28, SD=.45). Also, the early
career IETs perceived Pedagogical Skills more highly (M=4.23, SD=.41) than did their
counterparts (M=4.20, SD=.42). Likewise, the early career IETs perceived Interpersonal Skills
more highly (M=4.31, SD=.42) than did the middle to senior career IETs (M=4.27, SD=.43).
In contrast, the middle to senior IETs perceived Subject Matter Knowledge more highly
(M=4.32, SD=.44) than did early career IETs (M=4.30, SD=.43). It is important to note that the
standard deviations on the four characteristics themes ranged from .35 to .45, indicating that
IETs’ perceptions of characteristics were not widely discrepant, and were not different
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depending on years of teaching experience. Employing Cohen’s effect size classification
(1988), the partial eta squared (η2) in the univariate results demonstrated a small effect size as
the value was below .0588, suggesting low practical significance.
Table 5. 9 Results of the T-Test and Effect Sizes (IETs)

Themes
Personal Competence

Pedagogical Skills

Interpersonal Skills

Subject Matter Knowledge

Early

Middle to Senior

M (SD)

M (SD)

4.37

4.28

(.35)

(.45)

4.23

4.20

(.41)

(.42)

4.31

4.27

(.42)

(.43)

4.30

4.32

(.43)

(.44)

t

η2

1.21

.014

.31

.001

.47

.002

-32

.001

Note: M (means) and SD (standard deviations)

5.2.5 English Teacher Educators’ Perceptions of Characteristics Depending on
Years of Teaching Experience
This section provides quantitative data in response to research question 1e that asked if there is
any significant difference in ETEs’ perceptions of characteristics depending on years of
teaching experience. Based on their range of teaching experience, ETEs were divided into two
clusters: junior and senior ETEs. Junior ETEs were those who had had 0 to 9 years of teaching
experience, while senior ETEs were those who had had ≥ 10 years of teaching experience. A
T-Test was performed to examine the possible statistical differences.
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Prior to performing the T-Test, the homogeneity of variance of the four characteristics themes
was evaluated. The results show that three out of four themes did not violate the equality of
variance assumption (p >.05). However, one of the four themes did, namely Subject Matter
Knowledge (p <.05). In spite of this assumption violation, an examination of the standard
deviations demonstrated that all themes were fairly equal in terms of the standard deviations,
with the smallest standard deviation being less than four times the largest standard deviation
(see Table 5.10). This case is not of serious concern as it does not invalidate the results (Hair,
Black, Babin, Anderson, &Tatham, 2006), and the T-Test results remain robust (Howell, 2007).
The T-Test results show that there were no statistically significant differences between junior
and senior ETEs in regard to all four characteristics themes. All characteristics themes’ scores
were above .05 (Personal Competence F=-.365, η2 =.012, Pedagogical Skills F=-1.66, η2 =.046,
Interpersonal Skills F=-1.39, η2 =.048 and Subject Matter Knowledge F=-1.19, η2 =.011). These
results mean that neither the ETEs who had less teaching experience nor those ETEs who had
more extensive years of teaching experience had different perceptions regarding the
characteristics of effective ETEs. The various lengths of teaching experience did not
differentiate how ETEs perceived the characteristics effective ETEs should possess.
Though not a significant difference, senior ETEs perceived all characteristics themes more
highly than did junior ETEs. Senior ETEs perceived Personal Competence more highly
(M=4.24, SD=.43) than did junior ETEs (M=4.21, SD=.46). Similarly, senior ETEs perceived
Pedagogical Skills more highly (M=4.40, SD=.36) than junior ETEs (M=4.27, SD=.40). Senior
ETEs perceived Interpersonal Skills more highly (M=4.33, SD=.35), compared to junior ETEs
(M=4.22, SD=.46). Senior ETEs also perceived Subject Matter Knowledge more highly
(M=4.46, SD=.41) than did junior ETEs (M=4.35, SD=.48). It is important to note here that the
standard deviations on the four characteristics themes ranged from .35 to .48, indicating that
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ETEs’ perceptions of characteristics were not widely discrepant, and were not different
depending on years of teaching experience. Employing Cohen’s effect size classification
(1988), the partial eta squared (η2) in the univariate results demonstrated a small effect size
only, the value being below .0588, suggesting low practical significance.
Table 5. 10 Results of the T-Test and Effect Sizes (ETEs)

Themes

Junior

Senior

M (SD)

M (SD)

4.21

4.24

(.46)

(.43)

4.27

4.40

(.40)

(.36)

4.22

4.33

(.46)

(.35)

4.35

4.46

(.48)

(.41)

Personal Competence

Pedagogical Skills

Interpersonal Skills

Subject Matter Knowledge

t

η2

-.365

.012

-1.66

.046

-1.39

.048

-1.19

.011

Note: M (means) and SD (standard deviations)

5.3 Effective Teaching Strategies
This section answers research question 2 about the effective teaching strategies of ETEs. The
teaching strategies identified are divided into two: inside and outside the classroom.

5.3.1 Effective Teaching Strategies inside the Classroom
In the chapter on the qualitative results, it was explained that types of teaching strategy inside
the classroom converge into three themes, namely (1) Diverse Approaches to Classroom
Teaching, (2) Learner Autonomy, and (3) Authentic and Engaging Learning. The Diverse
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Approaches to Classroom Teaching theme includes teaching strategies such as applying a
variety of teaching techniques, forming students into small groups, employing games in certain
situations and utilizing technology in the classroom. The Learner Autonomy theme consists of
strategies that include such as giving students more responsibility, giving students the
opportunity to do peer assessment and encouraging students to use English as much as possible.
The third theme, Authentic and Engaging Learning, consists of two teaching strategies, namely
creating learning activities from real-life situations and giving challenging in-class activities
and tasks. This sub-section presents the quantitative results relating to these effective teaching
strategies inside the classroom. The perspectives of the three participating groups (ETE, PET
and IET) were then compared in order to determine the most preferred in-class teaching
strategies.
Table 5.11 shows a comparison of the mean scores of the three participating groups in regard
to the three themes. Overall, all groups rated all strategies inside the classroom as having a high
level of importance with the total combined mean scores ranging from 3.83 to 4.23. These high
mean scores indicate that the participants held the belief that all teaching strategies inside the
classroom are important for ETEs to apply. These outcomes confirm the importance of the
teaching strategies identified in the qualitative part of the research.
With regard to the mean scores of each theme, the three participating groups rated the themes
somewhat differently. The Diverse Approaches to Classroom Teaching theme was rated highest
by the PET group (M= 3.94) compared to the other two themes. However, this theme was rated
the lowest by the other two participating groups, the IET (M= 4.09) and ETE (M= 4.14) groups.
The second theme, namely Learner Autonomy, was ranked first by both the IET (M= 4.23) and
ETE (M= 4.33) groups, while it was the second preference of the PET group (M=3.93). Further,
the Authentic and Engaging Learning theme was ranked lowest by the PET group (M= 3.83),
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while the IET and ETE groups rated it as their second preference, with mean scores M=4.19
and M=4.31, respectively.
Table 5. 11 Comparison of Mean Scores of Effective Teaching Strategies inside the Classroom

Mean Score

Comparison of Mean Scores of Effective Teaching
Strategies Inside the Classroom
5
4.8
4.6
4.4
4.2
4
3.8
3.6
3.4
3.2
3

Diverse Approaches to
Classroom Teaching
Learner Autonomy
Authentic and Engaging
Learning

PET

IET

ETE

3.94

4.09

4.14

3.93

4.23

4.33

3.83

4.19

4.31
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Table 5. 12 Mean Scores of the Itemised Teaching Strategies inside the Classroom

No.

1

2

3

Themes

Diverse
Approach
to
Classroom
Teaching

Learner
Autonomy

Authentic
and
Engaging
Learning

Strategies
Inside the
Classroom

PET

Total
Combined
Mean
Score

IET

Total
Combined
Mean
Score

ETE

Apply a
variety of
teaching
techniques

4.19

4.38

4.55

Form
students into
small groups

3.50

3.82

3.98

Employ
games in
certain
situations

4.11

4.14

4.02

Utilize
technology in
the classroom

3.97

4.00

3.99

Give students
more
responsibility

3.72

4.18

4.21

Give students
the
opportunity
to do peer
assessment

3.80

Encourage
students to
use English
as much as
possible

4.26

Create
learning
activities
from real-life
situations

3.94

4.09

4.09
3.93

3.91
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4.14

4.20
4.23

4.43

3.83

4.17

Total
Combined
Mean
Score

4.33

4.58

4.19

4.36

4.31

Give
challenging
in-class
activities and
tasks

3.74

4.21

4.26

5.3.2 Effective Teaching Strategies outside the Classroom
This sub-section presents the quantitative results of the participants’ perspectives on effective
teaching strategies that ETEs can use to support their students’ learning outside the classroom.
The qualitative results indicated that the teaching strategies that should be applied outside the
classroom were of two types, namely (1) Collaborative and Participative Learning and (2)
Students’ Independence in Learning. The first covers strategies such as encouraging students
to make study groups with peers, involving students in real hands-on experience in community
service, making an out-of-class consultation schedule, assigning group projects involving
students with mixed abilities and collaborating with students. The latter includes strategies such
as encouraging students to use out-of-class resources, providing home assignments, doing fun
activities, asking students to reflect on their learning experiences and encouraging students to
participate in academic forums. The perspectives of the three participating groups (ETE, PET
and IET) are compared more closely here to determine the most preferred out-of-class teaching
strategies.
Table 5.13 shows the comparison of mean scores among three participating groups with regard
to the two themes presented above. Overall, all participating groups rated all teaching strategies
outside the classroom, found in this study as having a high level of importance with the total
combined mean scores ranged from 3.86 to 4.21. These high mean scores indicate that the
participants held the belief that all teaching strategies outside the classroom are important for
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ETEs to apply. These results confirm the teaching strategies identified in the qualitative part of
the research.
Unlike the differences in perspectives in regard to the effective teaching strategies inside the
classroom, the participants had similar perspectives with regard to the effective teaching
strategies outside the classroom. All participating groups rated the second theme, that is the
Students’ Independence in Learning theme higher than the first, Collaborative and Participative
Learning theme (See Table 5.14). The PET group gave greater weight to the second theme
(M=3.98), compared to the first (M=3.86). Likewise, similar to the PET group, the IETs rated
the second theme greater (M=4.21) than the first theme (M=4.01). In addition, following the
trend, the ETE group also ranked the second theme higher (M=4.18) than the first theme
(M=4.02).
Table 5. 13 Comparison of Mean Scores of Effective Teaching Strategies outside the Classroom

Comparison of Mean Scores of Effective Teaching
Strategies Outside the Classroom

Mean Score

5
4.8
4.6
4.4
4.2
4
3.8
3.6
3.4
3.2
3

PET

IET

ETE

Collaborative and Participative
Learning

3.86

4.01

4.02

Students’ Independence in
Learning

3.98

4.21

4.18
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Table 5. 14 Mean Scores of the Itemised Teaching Strategies outside the Classroom

No.

Themes

Strategies
Outside the
Classroom
Encourage
students to
make study
groups with
peers

1

2

Total
Combined
PET
Mean
Score

IET

3.85

3.92

3.99

4.15

4.06

Involve
students in real
hands-on
4.11
experience in
community
Collaborative service
and
Participative Make an outLearning
of-class
3.82
consultation
schedule

3.858

Total
Combined
Mean
Score

ETE

4.014

4.024

3.94

3.83

Assign group
projects
involving
students with
mixed abilities

3.71

4.08

4.21

Collaborate
with students

3.8

3.98

4.03

Encourage
students to use
out-of-class
resources

4.13

4.34

4.42

Provide home
assignments

3.66

4

4.01

Students’
Independence
in Learning Do fun
activities

Ask students
to reflect on
their learning
experiences

3.984

4.214

4.182

4.21

4.48

4.19

3.91

4.16

4.18
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Total
Combined
Mean
Score

Encourage
students to
participate in
academic
forums

4.01

4.09

4.11

5.4 Challenges in Attempting to be Effective
ETEs encountered several challenges in performing their duties. The qualitative chapter
outlines these challenges and classifies them into two major themes, namely (1) Supporting
Resources and (2) Teaching Environment. Table 5.15 below shows the total combined mean
scores for both themes, and it is evident there is a high level of agreement, with the second
theme (Teaching Environment, M=4.08) being slightly higher than the first (Supporting
Resources, M=4.01). This result indicates that the participants generally agreed that the
challenges uncovered in the qualitative results existed.
As shown in Table 5.16, participating ETEs agreed that the challenges or problems that they
encountered the most were related to Teaching Environment (M= 4.08). Of the many
challenges, excessive responsibilities (M=4.31) and low-motivated students (M=4.14) had the
highest mean scores, followed by unsupportive learning situations (M=4.1), students’ poor
acceptance of critical thinking (M=4.04) and large classes (M=3.79).
The overall mean score for the Supporting Resources theme was also high (M=4.01).
Challenges relating to scarcity of resources for upgrading knowledge and skills (M=4.39) and
limited learning facilities (M=4.17) were the challenges ETEs encountered the most. These
were followed by challenges relating to the few research partners and poor research funding
(M=3.91), little recognition of innovation and achievement (M=3.85) and the lack of online
resources for teaching (M=3.73).
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Table 5. 15 Challenges ETEs Encountered in Their Attempts to be Effective

ETEs' Challenges
5
4.8
4.6
4.4
4.2
4
3.8
3.6
3.4
3.2
3
Mean Scores

Supporting Resources
4.01

Teaching Environment
4.08

Table 5. 16 Mean Scores of the Itemised Challenges

No.

1

2

Themes

Supporting
Resources

Teaching
Environment

Challenges

Mean
Score

Scarcity of resources for upgrading
knowledge and skills

4.39

Limited learning facilities

4.17

Little recognition of innovation and
achievement

3.85

Few research partners and poor
funding for research

3.91

Lack of online resources for teaching

3.73

Excessive responsibilities

4.31

Unsupportive learning situations

4.1

Low-motivated students

4.14

Large classes

3.79

Poor acceptance of critical thinking

4.04
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Total
Combined
Mean Score

4.01

4.08

5.5 Strategies for Improving English Teacher Educators’ Effectiveness
Having discussed the identified challenges ETEs encountered in their attempts to be effective,
the quantitative results relating to strategies for improving ETEs’ effectiveness are presented.
The strategies consist of three types: ETEs’ personal initiatives (5.5.1), institutional support
(5.5.2) and government support (5.5.3).

5.5.1 English Teacher Educators’ Personal Initiatives
The qualitative results revealed that the initiatives the ETEs should take on their own were of
three types: (1) Tri Dharma Perguruan Tinggi, (2) Personal Capacity Building, and (3)
Networking and Sharing. In Table 5.17, the total combined mean scores for all three themes
showed a high level, with the Networking and Sharing theme standing out as the most important
strategy (M=4.313), slightly higher than those of the Personal Capacity Building (M=4.308)
and Tri Dharma Perguruan Tinggi (M=4.13) themes. This suggests that ETEs were
acknowledging that their personal initiatives were of a high importance. Table 5.18 shows the
mean scores of the itemised strategies identified within each theme. Within the Networking and
Sharing theme, the participants gave the greatest weight to building good rapport with students
(M=4.33), followed by sharing knowledge and experience with colleagues (M=4.31), and then
building networks with internal and external colleagues (M=4.3). Within Personal Capacity
Building, the participants perceived self-evaluating and reflecting on teaching practices as the
most important strategies (M=4.48), followed by updating with new trends and knowledge in
language teaching (M=4.43), undertaking further study (M=4.27), attending professional
development activities (M=4.21) and updating technology use in teaching (M=4.15). Within the
third theme, Tri Dharma Perguruan Tinggi, the participants rated developing research and
academic writing skills (M=4.35) higher than conducting community service (M=3.91).
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Table 5. 17 ETEs’ Personal Initiatives

ETEs' Personal Initiatives
5
4.8
4.6
4.4
4.2
4
3.8
3.6
3.4
3.2
3
Mean Scores

Tri Dharma
Perguruan Tinggi
4.13

Personal Capacity
Building
4.308

Networking and
Sharing
4.313

Table 5. 18 Mean Scores for the Itemised Strategies in ETEs’ Personal Initiatives

No.

1

2

Themes

Tri Dharma
Perguruan Tinggi

Personal Capacity
Building

ETEs’ Personal Initiatives

Mean
Score

Develop research and academic
writing skills

4.35

Conduct community service

3.91

Update with new trends and
knowledge in language teaching

4.43

Self-evaluate and reflect on teaching
practices

4.48

Total
Combined
Mean Score

4.13

4.308
Attend professional development
activities

4.21

Update technology use in teaching

4.15

Undertake further study

4.27
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Build networks with internal and
external colleagues
3

Networking and
Sharing

4.3
4.313

Share knowledge and experience
with colleagues

4.31

Build good rapport with students

4.33

5.5.2 Institutional Support
Besides what ETEs could do themselves to develop their knowledge and skills, participants
believed that institutions where they taught and worked should also play an important role in
improving ETEs’ effectiveness. The qualitative results indicated that the institutional support
strategies of importance were three, namely (1) Funding and Facilities, (2) Collaboration, and
(3) Evaluation.
Table 5.19 shows that the total combined mean scores for all three themes were high, with the
Funding and Facilities theme (M=4.58) being the most important type of institutional support,
and higher than that of the Collaboration (M=4.38) and Evaluation (M=4.29) themes.
Table 5.20 shows the mean scores for the itemised strategies within each theme. Regarding the
Funding and Facilities theme, the participants gave the highest endorsement to institutions
providing access to scientific journals (M=4.6), followed by providing adequate teaching
facilities (M=4.57) and providing financial assistance for research and conferences (M=4.56).
As far as the institutional support within the Collaboration theme was concerned, the
participants perceived establishing forums among ETEs (M=4.53) as the most important
institutional support (M=4.48), followed by developing partnerships with overseas institutions
(M=4.42), initiating collaborations between ETEs and teachers (M=4.33), and holding regular
events for ETEs and students (M=4.24).
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For the institutional support within the Evaluation theme, the participants rated evaluating
ETEs' performance (M=4.35) higher than support for reducing teaching loads (M=4.14).
Table 5. 19 The Institutional Support

Institutional Support
5
4.8
4.6
4.4
4.2
4
3.8
3.6
3.4
3.2
3
Mean Scores

Funding and Facilities
4.58

Collaboration
4.38

Evaluation
4.29

Table 5. 20 Mean Scores for the Itemised Strategies in the Institutional Support

No.

1

2

3

Themes

Funding and
Facilities

Collaboration

Evaluation

Institutional Support

Mean
Score

Provide access to scientific journals

4.6

Provide adequate teaching facilities

4.57

Provide financial assistance for
research and conferences

4.56

Establish forums among ETEs

4.53

Initiate collaborations between ETEs
and teachers

4.33

Hold regular events for ETEs and
students

4.24

Develop partnerships with overseas
institutions

4.42

Evaluate ETEs' performance

4.43

Reduce teaching loads

4.14
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Total
Combined
Mean Score

4.58

4.38

4.29

5.5.3 Government Support
Lastly, a broader aspect of support that ETEs identified as being needed in order to improve
their effectiveness was the government support. The qualitative results indicated that the
strategies the government should use to support ETEs were primarily in three themes, namely
(1) Funding, (2) Professional Development and Partnerships Programs, and (3) Policy. Table
5.21 shows that the total combined mean scores for the three themes were high, with the
Funding theme standing out as the most important type of government support (M=4.65), higher
than that of Policy (M=4.54), and Professional Development and Partnerships Programs
(M=4.40). This indicated that ETEs acknowledged that the government support was of high
importance, especially in the three types noted.
Table 5.22 shows the mean scores for the itemised strategies within each theme of government
support. Within the Funding theme, the participants gave the highest endorsement to providing
more scholarship funding (M=4.73), followed by providing more research funding (M=4.65)
and providing more travel grants for academic events (M=4.58). For government support
expectations within the Policy theme, the participants perceived improving the conditions and
payment of ETEs (M=4.57) as the most important type of support that should be given, followed
by simplifying the bureaucracy regarding the administrative processes and ETEs positions
(M=4.56), and establishing ETE standards (M=4.48), respectively.
In regard to the government support within the Professional Development and Partnerships
Programs theme, the participants gave the greatest weight to establishing sustainable Teachers’
Professional Development programs (M=4.59). This theme surpassed the recognition given the
government support for ETEs in programs dealing with schools and teachers (M=4.44), forming
ETEs consortiums across different institutions (M=4.33) and inviting more trainers from
English speaking countries (M=4.22) to participate in their programs.
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Table 5. 21 The Government Support

Government Support
5
4.8
4.6
4.4
4.2
4
3.8
3.6
3.4
3.2
3
Funding
Mean Scores

4.65

Professional
Development and
Partnerships Programs
4.4

Policy
4.54

Table 5. 22 Mean Scores for the Itemised Strategies in the Government Support

No.

1

2

Themes

Funding

Professional
Development and
Partnerships
Programs

Government Support

Mean
Score

Provide more research funding

4.65

Provide more scholarship funding

4.73

Provide more travel grants for
academic events

4.58

Establish sustainable Teachers’
Professional Development programs

4.59

Invite more trainers from English
speaking countries

4.22

Involve ETEs in programs dealing
with schools and teachers

4.44

Form ETEs consortiums across
different institutions

4.33
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Total
Combined
Mean Score

4.65

4.40

3

Policy

Establish ETE standards

4.48

Simplify the bureaucracy regarding
administrative processes and ETEs
positions

4.56

Improve the conditions and payment
of ETEs

4.57

4.54

5.6 Integrating the Qualitative and Quantitative Findings of the Study
The integration of the qualitative and quantitative findings is a distinctive feature of mixed
methods research. This section addresses the integration of the results. It reviews the integration
of qualitative and quantitative findings in four aspects, namely characteristics of effective ETEs,
effective teaching strategies inside and outside the classroom, challenges to being effective, and
strategies for improving ETEs’ effectiveness. As explained previously in Chapter III in regard
to the methodology, the present study employed a sequential exploratory mixed methods design
where the qualitative phase preceded the quantitative phase. The quantitative phase sought to
expand the qualitative findings. Hence, the elaboration of the integration provided here starts
with the qualitative findings and follows with the quantitative findings.
For the characteristics of effective ETEs, the qualitative findings revealed a total of 49
characteristics. These characteristics were then categorised into four themes, namely
Pedagogical Skills, Personal Competence, Interpersonal Skills and Subject Matter Knowledge.
Each of the themes had its own characteristics at the item level. The Pedagogical Skills theme
had the largest number of 29 identifiable characteristics. This theme was further broken down
into four sub-themes labelled Planning, Delivery, Organization, and Evaluation. The other three
themes, Personal Competence, Interpersonal Skills and Subject Matter Knowledge consisted of
nine (9), six (6), and five (5) characteristics at the item level respectively (See Table 4.1 in
Chapter IV).
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The quantitative findings expanded the qualitative findings in that they helped determine the
most important characteristics of effective ETEs according to each of the three participating
groups, namely ETE, PET and IET. The quantitative data analyses showed that each group had
differing views in regard to the most important characteristics. The ETE group ranked the
Subject Matter Knowledge, Pedagogical Skills, Interpersonal Skills and Personal Competence
themes in this order of importance, while the IET group ranked the Personal Competence,
Subject Matter Knowledge, Interpersonal Skills and Pedagogical Skills themes in this order of
importance. In contrast, the PET group ranked the Interpersonal Skills, Subject Matter
Knowledge, Personal Competence and Pedagogical Skills themes in this order of importance.
It is evident that each participating group had different priorities or preferences regarding the
characteristics of effective ETEs. Further, the quantitative findings expanded the qualitative
findings in terms of examining the possible statistically significant differences in the
perceptions of the three groups regarding the characteristics of effective ETEs. The findings
revealed that the statistically significant differences only occurred with two out of the four
characteristics themes, Pedagogical Skills and Subject Matter Knowledge, while the other two
themes, Personal Competence and Interpersonal Skills, showed no statistically significant
differences.
The quantitative findings also expanded the qualitative findings in regard to the perceptions of
each group depending on their different length of engagement in English education:
specifically, (1) first, second, third and final year PETs, (2) early career and middle to senior
IETs, and (3) junior and senior ETEs. The analyses of the PET group showed statistically
significant differences depending on length of study. In regard to Subject Matter Knowledge,
the final year PETs perceived this theme to be significantly more important than the did third,
second or first year PETs. The statistical analyses for the IET group with different years of
teaching experience showed no statistically significant difference in any of the four
241

characteristics themes. Similar to the results for the IET group, the statistical analyses for the
ETE group with different years of teaching experience also showed no statistically significant
difference in any of the four characteristics themes.
For the effective teaching strategies inside the classroom, the qualitative findings revealed three
themes labelled strategies using Diverse Approaches to Classroom Teaching, strategies
promoting Learner Autonomy and strategies using Authentic and Engaging Learning. Further
statistical analyses were run to explore the priorities or preferences of each participating group
regarding the effective teaching strategies inside the classroom. Overall, the quantitative
findings showed that each participating group held somewhat different views. The ETE and
IET groups perceived the strategies promoting Learner Autonomy as the most important for
ETEs to apply in the classroom, while the PET group ranked the strategies using Diverse
Approaches to Classroom Teaching as their first preference. In addition to determining each
group preference, the quantitative findings examined the overall groups’ perceptions regarding
the effective teaching strategies inside the classroom. The statistical analyses reported that the
total combined mean scores of the three groups showed strategies using Authentic and
Engaging Learning as being the most important, followed by strategies promoting Learner
Autonomy and strategies using Diverse Approaches to Classroom teaching, respectively.
For the effective strategies outside the classroom, the qualitative findings revealed two themes,
namely strategies using Collaborative and Participative Learning and strategies promoting
Students’ Independence in Learning. The quantitative findings of the present study expanded
the qualitative findings in regard to the most important strategies that ETEs should apply outside
the classroom. The statistical analyses revealed that each participating group rated strategies
promoting Students’ Independence in Learning as more important than strategies using
Collaborative and Participative Learning. Subsequent statistical analyses examining the overall
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groups’ perceptions regarding strategies outside the classroom confirmed that strategies
promoting Students’ Independence in Learning far outweighed strategies using Collaborative
and Participative Learning.
For the challenges ETEs encountered in their attempts to be effective, the qualitative findings
revealed two themes on this matter: (1) Supporting Resources and (2) Teaching Environment.
The quantitative findings sought to expand the qualitative findings. The quantitative findings
showed that the overall mean scores of the two themes were above 4.00, indicating that the
participants acknowledged a high level of agreement regarding all challenges revealed in the
qualitative findings. This means that all challenges were seen to be obstacles to ETEs as they
sought to improve their effectiveness.
For the strategies of improving ETEs’ effectiveness, there were three types: ETEs’ personal
initiatives, institutional support and government support. The qualitative findings revealed
specific themes for each of the above mentioned strategies. The quantitative findings were
provided to give an expanded explanation of the qualitative findings by examining the degree
of importance of each strategy in improving ETEs’ effectiveness. As for ETEs’ personal
initiatives, the qualitative findings revealed three themes, namely (1) Tri Dharma Perguruan
Tinggi (Three Obligations of Higher Education), (2) Personal Capacity Building, and (3)
Networking and Sharing. Turning to the quantitative findings, the statistical analyses showed
that ETEs rated Networking and Sharing as the most important initiatives of the ETEs for
improving their effectiveness. The rating of ETEs’ personal initiatives were followed by
Personal Capacity Building and Tri Dharma Perguruan Tinggi, respectively. As for
institutional support, the qualitative finding explored three themes consisting of (1) Funding
and Facilities, (2) Collaboration, and (3) Evaluation. Of the three themes, statistical analyses
showed Funding and Facilities as the most important theme regarding what the institution
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should do to support ETEs, followed by Collaboration and Evaluation, respectively. As for
government support, the qualitative findings revealed three themes, namely (1) Funding, (2)
Professional Development and Partnerships Programs, and (3) Policy. The quantitative findings
further showed that ETEs endorsed more government support through Funding, and this
outweighed the other two themes.
It is important to reiterate that the mean scores for all strategies for improving ETEs
effectiveness were above 4.00. This indicates that ETEs generally held the belief that all
strategies covered in the present study were of a high importance in improving ETEs’ level of
effectiveness. The combination of these strategies, ETEs’ personal initiatives, institutional
support and government support, is essential if ETEs’ effectiveness is to be improved.

5.7 Summary
This chapter has described the findings from the analysis of the quantitative data. The findings
expand the qualitative findings presented in Chapter IV. The quantitative findings expand the
qualitative findings in that they help determine the most important characteristics of effective
ETEs according to each of the three participating groups. Next, the quantitative findings
uncovered the statistically significant differences in the perceptions of three groups about the
characteristics. The quantitative findings also revealed the significant differences in the
perceptions of characteristics based on the different length of participants’ engagement in
English education. Further, the quantitative findings also expand the qualitative findings in
terms of the other three aspects: teaching strategies, challenges ETEs encountered, and
strategies for improving ETEs’ effectiveness. The following chapter presents the discussion of
the most important findings from this research study.
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CHAPTER VI: DISCUSSION OF THE FINDINGS
6.1 Introduction
This chapter provides a discussion of the most significant of the findings that have emerged
from the study. It covers findings from both the qualitative and quantitative phases and is in
direct response to the research questions presented in Chapter 1 in the sequence they appear.
First there is a discussion of the characteristics of effective ETEs (6.2). Then, the discussion
progresses to cover effective teaching strategies (6.3). The work on effective teaching strategies
is further categorised into effective teaching strategies inside the classroom (6.3.1) and effective
teaching strategies outside the classroom (6.3.2). The discussion then moves to focus on the
challenges ETEs face in their attempts to be effective (6.4) and closes with a consideration of
strategies for improving ETEs’ effectiveness (6.5) in terms of their personal initiatives, and the
institutional support, and government support they receive.

6.2. The Characteristics of Effective English Teacher Educators
Research Question 1
This section discusses the findings in relation to research question 1 regarding the
characteristics of effective ETEs. As has been set out in Chapter IV (Section 4.2), four major
themes emerged from the qualitative data, namely Pedagogical Skills, Personal Competence,
Interpersonal Skills and Subject Matter Knowledge. Each theme has its own itemised
characteristics. The findings conform to the standard competencies formulated by the
Indonesian government and generally required of teachers and lecturers. Although the actual
terms are slightly different, these competencies consist of Pedagogical, Personal, Professional
and Social Competence (See Chapter II Sub-Section 2.4.2). Notably, neither relevant laws nor
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government regulations provide any expansion as to what each competence entails, especially
in relation to the competence of ETEs.
The present study contributes by providing some development of the standard competencies of
ETEs stipulated only broadly in the laws and government regulations. The government has
prescribed and basically defined the standard competencies, but the present study offers a
development of them by identifying and exploring specific qualities in regard to each
competence. Here, the characteristics of effective ETEs in the Indonesian context are delineated
and, by doing so, one of the stated objectives of this research has been achieved. In relation to
the aforementioned competencies stipulated by the government, Pedagogical Skills refers to
Pedagogical Competence, Personal Competence is same term and equivalent, Interpersonal
Skills refers to Social Competence and Subject Matter Knowledge refers to Professional
Competence.
The findings of the present study appear to reaffirm the findings of previous studies that have
explored the characteristics believed to make teachers effective, whether inside or outside the
domain of English language teaching (See Chapter II Section 2.4.1). For example, in studies
focused inside the domain of English language teaching, Pedagogical Knowledge, Personality,
Teacher-Student Relationship and Instructional Competence themes have been shown to be the
characteristics of effective teachers (Chen & Lin, 2009). Although having slightly different
labels, the first three themes in Chen and Lin’s study (2009) have similar meaning to the
Pedagogical Skills, Personal Competence, and Interpersonal Skills themes that were identified
in the present study. It is important to note that the labelling of themes is not always exactly the
same as the labelling in this study, even though frequently the meanings are similar. For
instance, the label Personal Competence is similar to the labels Personality (Jahangiri &
Mucciolo, 2013) and Personality Traits (Celik, Arikan, & Caner, 2013) although the term
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Personal Competence used here has also been used in another study (Anugerahwati & Saukah,
2010). Each theme and its detailed characteristics are elaborated in the discussion that follows
to provide a more complete understanding of its meaning.

6.2.1 Pedagogical Skills
The first theme considered to be the characteristics of effective ETEs is Pedagogical Skills.
This theme is the largest theme in this study in the sense that it includes a large number and
variety of characteristics. For this reason, here it has been broken down into four sub-themes:
Planning, Delivery, Organization and Evaluation. Each sub-theme has several itemised
characteristics so that in all Pedagogical Skills comprises 29 characteristics (See Chapter IV,
Table 4.1). The quantitative phase of this study confirms the importance of this theme as all
participating groups rated Pedagogical Skills high, with the mean scores ranging from 4.17 to
4.34 (See Chapter V Table 5.4). Pedagogical Skills covers a teacher’s understanding of
approaches, methodology and techniques in teaching. Previous studies have also acknowledged
how important it is that effective teachers possess Pedagogical Skills (Moradkhani, Akbari,
Samar, & Kiany, 2013; Chen & Lin, 2009; Acikgoz, 2005; Park & Lee, 2006; Wichadee, 2010).
The first sub-theme is Planning which refers to a teacher’s preparation prior to teaching. The
present study found that the elements in Planning involve preparation and successfully
undertaking the preparation tasks, such as designing instructional activities, tailoring contents
to student abilities, responding to student concerns and needs, preparing the syllabus, and
preparing each lesson well (See Chapter IV, Sub-Section 4.2.1.1). Planning provides multiple
benefits for both teachers and students. For the teachers, for example, having clear direction
helps ensure the purpose of teaching is recognised and achieved, while for students, the
teacher’s planning assists them in being more aware of the learning objectives (Arends, 1998).
Among the most frequently mentioned items identified with good Planning was the ability to
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design interesting and meaningful instructional activities, a finding that confirms findings of
previous studies which have recognised that such activities increase students’ interests and
motivation which, in turn, improve student learning (Brosh, 1996). One participant reported in
the qualitative data that interesting and meaningful instructional activities could be
implemented by varying in-class learning activities and possibly include combinations of
activities, such as task practices, games and discussions. Another frequently mentioned
characteristic in Planning was that ETEs tailor class teaching content to student ability.
Participants explained that tailoring the content involved modifying the materials, activities,
tasks as well as assignments so they were appropriate for the students’ ability. In other words,
ETEs should carefully prepare these while remaining aware of the abilities of the students. This
is in line with the notion of the Input Hypothesis noted in second language acquisition literature.
For example, Krashen (1985) theorized that learners progress in their knowledge of the
language when they are exposed to language input that is slightly more advanced than their
current level. He further described this level of input as "i+1", where "i" represents the learner's
interlanguage and "+1" represents the next stage of language acquisition. Tailoring the content
of classroom teaching to the students’ ability and a realistic estimate of potential is believed to
be central to lowering learner anxiety, a significant variable in the achievement of successful
learning (Krashen, 2009). Tailoring content to student ability also conforms to recognition of
prior knowledge. The prior knowledge of the students is important in the process of making
sense of any new information presented in class; prior knowledge assists students to absorb new
knowledge and makes it meaningful for them (Killen, 2016).
The second sub-theme of Pedagogical Skills is Delivery. Delivery refers to the presentation of
content. It includes teachers’ practices in applying different strategies and techniques, using
various instructional media, performing multiple roles and giving constant motivation to
students. Delivery is important because teachers communicate what they know and so promote
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student learning (Faranda & Clarke, 2004). Delivery is also crucial as ETEs are role models
who help promote good teaching practices to student teachers. They not only assist student
teachers to understand the content of the teaching, but also shape their students’ teaching
practices for the future (Lunenberg, Korthagen, & Swennen, 2007). Within the Delivery subtheme, two characteristics of effective ETEs that appeared more often than others were the use
of varied teaching strategies and techniques, and the use of various instructional media. These
characteristics also are the most frequently mentioned characteristics in other studies, such as
those by Saafin (2005) and Faranda and Clarke (2004). When ETEs use varied teaching
strategies and techniques, the participants anticipated a more enjoyable learning experience for
the students which, in turn, was expected to improve their attitudes and motivations toward
learning. It is known that varying instructional procedures helps improve and maintain student
attention (Yelon, 1996). The fact that the participants have a strong inclination toward thinking
ETEs are able to deliver by means of a variety of techniques and instructional media gives an
indication that the long-held practices of teacher-centred teaching (Darmaningtyas, 2004), rote
learning (Bjork, 2005) and low dynamic classrooms (Dardjowidjojo, 2001), considered by
many as common practices of typical Indonesian classrooms, are being gradually replaced by
more learner-centred and dynamic teaching practices, and the effectiveness of this change is
well recognised and accepted.
The third sub-theme in the Pedagogical Skills is Organization.

Within this sub-theme,

encouraging group work and pair work activities and being creative were among the most
frequently mentioned methods of those considered effective. Participants noted that ETEs need
to apply group work and pair work as such activities allow students opportunities to share their
ideas with their peers, and learn to appreciate other students’ ideas thus enriching the knowledge
of all involved. This finding is in line with the findings of another research study in the
Indonesian context that revealed students endorsed working in groups as opposed to studying
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individually, and doing so assisted students to grow more confident in their learning
(Kuswandono, Gandana, Rohani, & Zulfikar, 2011). The participants’ high endorsement of
group and pair work activities might well be attributed to the Indonesian culture of collectivism,
as opposed to an individualistic culture. With reference to the educational context, their
collectivist outlook facilitates collaboration among students, and so enhances achievements
gained from sharing knowledge and ideas and learning from each other (Adiningrum &
Kutieleh, 2011; Dardjowidjojo, 2001). The participants in this study also noted that effective
ETEs should be creative. The concept of creativity is multi-dimensional in the sense that it
encompasses a number of elements. For example, Charlile and Jordan (2012) believed that to
be creative, teachers required two elements: personality and performance abilities. Participants
in this study pointed out both elements. An ETE, as a creative teacher, has to have a personality
that allows risk-taking (Eckhoff, 2011) and innovation (Cheung, 2012). In terms of performance
abilities, participants noted that ETEs should demonstrate creative abilities by means of
developing creative materials, maintaining the classroom dynamic, creating interesting
activities and bringing various learning media into the classroom. Creative teaching practices
were believed essential in the preparation of student teachers, so they are able to demonstrate
these in their future classrooms.
The final sub-theme of Pedagogical Skills is Evaluation. Evaluation is an integral part of the
teaching and learning process that benefits both teachers and students. For example, it benefits
teachers in terms of knowing the extent to which the teaching meets its objectives, and it also
is a tool for self-reflection: evaluation benefits students too, as it provides information for
teachers that can be used to measure a student’s learning progress (Arends, 1998). Participants
in this study highlighted the need to have ETEs’ willingness to self-reflect on their teaching
practices and also to assess students’ performance objectively as these characteristics were ones
that appeared with regularity. One participant suggested that ETEs can do self-reflection by
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obtaining feedback from their students. Scholars have pointed out numerous strategies that
teachers can use for self-reflection: journals, observations, teaching portfolios, action research,
and surveys (Brown, 2007; Christodoulou, 2010). ETEs need to constantly reflect on their
teaching practices, and a regular process of self-reflection can serve as a valuable means of
doing so. Reflection is a means by which teachers can develop their competence (Butler, 1996).
Whitton, Sinclair, Barker, Nanlohy, and Nosworthy (2004) argued that a reflective teacher
constantly questions their own beliefs and practices in light of their impact on students’
learning. They further asserted that to reflect, a teacher needs certain attitudes such as, and
particularly, open-mindedness. Obtaining feedback from the students and reflecting on it is one
way a teacher demonstrates their open-mindedness; this also benefits teachers in that they have
better interpersonal relationships with the students (Korthagen & Wubbels, 1991) who think
teachers are listening to them. Participants also saw assessing students’ performance objectively
to be a characteristic of effective ETEs. Other research studies that considered the
characteristics of effective teachers similarly found that teachers should be objective in the
sense that their assessments should be based on the quality of a student’s work (Liando, 2010;
Faranda & Clarke, 2004). The participants in this study highlighted that objective assessment
means that ETEs should assess students based on their performance, and remove potential bias
such as that which might result from the teacher-student relationship. They believed that,
although good relationships between teacher and student should be maintained, this relationship
should not interfere with the assessment process and outcomes.

6.2.2 Personal Competence
The next characteristics theme of effective ETEs that is evident in the results of this study is
Personal Competence. In this theme were the personality traits of exercising discipline, being a
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good role model, being highly enthusiastic in teaching, having a charismatic personality, being
friendly, being able to use humour, being patient, being humble, and being open-minded.
The quantitative results confirm the importance of this theme evident in the qualitative results:
in the quantitative phase, all participating groups rated Personal Competence as high, with the
mean scores ranging from 4.24 to 4.34 (See Chapter V Table 5.4). Having Personal Competence
is imperative since teachers are the role models for their students and thus should exhibit a good
character that can encourage growth of students’ attitudes toward their learning. This personal
factor, along with knowledge and pedagogical skills, influences students’ attitudes in a positive
way towards their learning (Acikgoz, 2005).
There was apparent agreement among the participants of this study in terms of placing a high
value on ETEs who exercise discipline and present a good role model for the students. These
two characteristics were regularly mentioned as part of the Personal Competence theme.
According to the participants, exercising discipline involved two aspects: the ability of the ETEs
to discipline their students, but also the awareness of ETEs that they must exercise and
demonstrate self-discipline. These two aspects are interrelated in the sense that ETEs can only
expect and encourage students to be disciplined if ETEs demonstrate self-discipline. Exercising
discipline can improve the teacher-student relationships (de Jong et al., 2014), promote
students’ responsibility in their learning (Lewis, 2001), and create a classroom atmosphere
conducive to learning (Barton, Coley, & Wenglinsky, 1998). By contrast, if teachers do not
encourage students to be disciplined in their learning behaviour and do not demonstrate their
own self-discipline, students may become demotivated in their learning (Zoghi & Far, 2014;
Pigott, 2008).
As previously mentioned, the participants in this study mentioned that ETEs presenting
themselves as good role models was another important characteristic. Participants highlighted
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that being a good role model not only related to behaviour, but also teaching practices. For
example, the first includes ETEs’ demonstration of good behaviours, such as punctuality, a neat
appearance, positive attitudes and being consistent in doing what they said. Their examples of
good behaviours would educate the student teachers. Presenting a good role model also involves
being a good model in ETEs teaching practices, for example through ETEs’ use of their English
proficiency when teaching and demonstrating their teaching skills. While teaching their student
teachers, ETEs should demonstrate not only delivering materials about language teaching, but
also show their student teachers what good teaching is like (Korthagen, Loughran, &
Lunenberg, 2005). In other words, apart from understanding the materials being taught, student
teachers should observe the techniques ETEs employ as they deliver the materials. This may
shape the student teachers’ teaching practices in the future. Some studies have found that the
presentation of a good role model develops students’ professional identity (Griffin, 1999),
promotes innovation in education (Russell, 1999) and improves a teacher educator’s teaching
practices (Korthagen, 2002).

6.2.3 Interpersonal Skills
The next characteristic theme of effective ETEs revealed in this study is Interpersonal Skills. It
was found that effective ETEs possess characteristics such as being accessible for consultation
and discussion outside the classroom, developing good rapport with students, treating all
students fairly, sharing professional life experience, having a positive attitude toward students
and having good communication skills.
The quantitative results of the study confirm the importance of these characteristics.
Interpersonal Skills are the personal characteristics of teachers that enable them to create
harmonious relationships with students and colleagues, which in turn lead to being able to create
a conducive learning atmosphere (Reece & Walker, 2004). All three participating groups rated
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Interpersonal Skills high, with mean scores ranging from 4.28 to 4.31 (See Chapter V Table
5.4).
The participants valued highly the characteristics of effective ETEs that were classified within
the Interpersonal Skills theme. One characteristic which recurred regularly was being accessible
for consultation and discussion outside the classroom. Participants in this study highlighted the
need for such accessibility. Consultations and discussions between students and ETEs could
relate to assignments, but also to explanations given by ETEs in the classroom. Such activities
could compensate for the limited time available for teaching in the classroom and assist
student’s understanding and so learning. This characteristic also has been identified as
important in other studies (Saafin, 2005; Park & Lee, 1996; Brosh, 1996). However, the work
of Bjork (2005) based on his observations, showed the culture of academic discussion outside
the classroom is generally not present within the Indonesian education context. Rather, teachers
spend time discussing amongst themselves and other academics whether they have met the
obligations mandated by the institutions they work for.
Another frequently mentioned characteristic thought to make ETEs effective was developing
good rapport with students. This characteristic is important as it enables the realization of a
supportive and caring learning environment through good relationships between the teacher and
students. This positive emotion in the student-teacher relationship was reported as having an
impact on students and assisting the development of a positive attitude toward their learning
(Brown, 2004) which, in turn, increases their receptivity to what is being taught (Buskist &
Saville, 2001). Some participants highlighted that one way to develop good rapport is to have
ETEs showing that they care about their students relating to academic life. This brings positive
impacts to students psychologically, as students tend to put extra effort into their academic
endeavour when mutual care with their teacher exists (Lee, 2007; Noddings, 1996). Participants
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also mentioned that, in developing good rapport, ETEs not only related to academic life, but
also student-teacher interactions more broadly; for example, they remembered students’ names
and were not hesitant to interact with students. These actions contribute to successful
communication which is crucial, but especially so when the subject of learning is a second
language (Nguyen, 2007). Buskist and Saville (2001) advocated that all of these actions should
be implemented consistently over time to allow good rapport between student and teacher to
emerge. In other words, good rapport cannot be realised overnight; rather, it takes consistent
effort and time to grow.

6.2.4 Subject Matter Knowledge
The final characteristic of effective ETEs revealed in this study was Subject Matter Knowledge.
The study found that belonging to this theme were ETEs’ sound knowledge of the subjects they
teach, being up-to-date with recent ELT issues, a high level of English proficiency, academic
writing and research skills, and teaching language skills and content knowledge of English
subjects.
The quantitative phase of this study confirms the significance of these; all participating groups
in this study rated this theme high, with the mean scores ranging from 4.25 to 4.41 (See Chapter
V Table 5.4). Teachers with a solid understanding of subject matter knowledge teach better,
and this leads to students’ improved learning outcomes (Haycock, 2000).
ETEs’ sound knowledge of the subjects they teach and being up-to-date with recent ELT issues
recurred regularly as the characteristics that effective ETEs have according to the participants.
Regarding the first aspect, ETEs’ sound knowledge of the subjects they teach would seem an
essential element. The findings of this study support the claim that teacher educators’ expertise
in subject matter knowledge should be comprehensive, rich and extensive (Koster & Dengerink,
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2001; Smith, 2005). Referring to the curriculum of English teacher education programs in
Indonesia, the courses taught consist of mainly four elements: language proficiency, content
knowledge, teaching skills, and contextual knowledge (Sulistiyo, 2015). Each has its own
itemised courses. For example, language proficiency courses include language skills such as
Speaking, Reading, Listening, and Writing, while content knowledge courses include
Phonology, Syntax, Semantics and so forth. ETEs are required, not only to have sound
knowledge of these courses, but also to be able to deliver these courses to the student teachers.
This closely relates to other characteristics of effective ETEs revealed in this study, namely
Pedagogical Skills. Participants in this study also highlighted the important connection between
subject matter knowledge and pedagogical skills. They felt that mastery of subject matter
knowledge should include the ETEs’ ability in teaching competency. In other words, ETEs
should be able to make tacit knowledge explicit (Korthagen & Kessel, 1999), and to achieve
quality teaching, the synergy between an in-depth understanding of subject matter knowledge
and its pedagogy is crucial (Smith, 2005).
Besides sound knowledge of the subjects, being up to date with current issues in ELT was seen
as another characteristic that effective ETEs should possess. This finding supports the claim
that teacher educators should be updated with recent developments and well-informed with
updated professional literature (Smith, 2005). One participant in this study pointed out the
necessity of updating knowledge regarding the English curriculum in Indonesia as it changes
quite frequently. Even this early in the 21st century, Indonesian education curricula have
changed three times: the 2004 curriculum (Competency-Based Curriculum), 2006 curriculum
(School-Based Curriculum), and 2013 curriculum (Putra, 2014). These changes have confused
teachers in terms of their understanding of the content of the new curriculum and how to
implement it. ETEs, who are responsible for preparing students to be future English teachers in
schools, should be up-to-date, well-informed and confident with these curriculum changes so
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as to inform and teach their student teachers better. Thus, the need for being updated with
current issues in ELT becomes necessary as ETEs play multiple roles in education: they are a
bridge between policy makers and teachers (Moradkhani, Akbari, Samar, & Kiany, 2013) and
they are a stimulator of school teachers’ professional development (Koster, Korthagen,
Wubbels, & Hoorweg, 1996).

6.2.5 Differences in the Three Groups’ Perceptions on the Characteristics of Effective
English Teacher Educators
This section discusses the differences in the three groups’ perceptions on the characteristics of
effective ETEs. The discussion is divided into four parts. The first part discusses participants’
overall perceptions of the most important characteristics. The next part discusses the
statistically significant differences in the three group perceptions of characteristics. The
remaining parts discuss each participating group’s perceptions of characteristics, depending on
the length of their engagement in English language teaching and learning.
This part discusses participants’ overall perceptions of the most important characteristics of
effective ETEs. The three participating groups (ETE, PET and IET) had differing views
regarding the most important characteristics of effective ETEs (See Table 5.4 in Chapter V).
The ETE group viewed Subject Matter Knowledge, Pedagogical Skills, Interpersonal Skills,
and Personal Competence as important in this order, while the IET group viewed Personal
Competence, Subject Matter Knowledge, Interpersonal Skills, and Pedagogical Skills in this
order of importance. In contrast, the PETs group viewed Interpersonal Skills, Subject Matter
Knowledge, Personal Competence, and Pedagogical Skills in this order of importance.
ETEs believed having good subject matter knowledge was the most important characteristic, as
they had a responsibility to transfer knowledge to student teachers who are being prepared as
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future English teachers. The fact that the ETE group perceived Subject Matter Knowledge as
highly important can be explained using the following reasoning. This study found one of the
characteristics belonging to this theme is a high level of English proficiency (See Table 4.1 in
Chapter IV). English proficiency is an essential ability for English teachers to acquire
(Richards, 2010; Schulz, 2000). Other studies have shown that teachers with limited English
skills tend to rely rigidly on materials taken from textbooks (Medgyes, 2001), which can impact
negatively on students’ proficiency (Nel & Muller, 2010). Park and Lee (2006) and Wichadee
(2010) also confirmed the importance of this characteristic for teachers. Through their high
English proficiency, teachers can be effective because they can then demonstrate these English
skills to student teachers. ETEs are role models for student teachers and therefore need to signal
to them a high level of English proficiency. Student teachers need to have essential English
skills demonstrated to them in order to experience how English should be used in their future
careers, for example, to provide explanations using this target language in the classroom, or to
provide corrective feedback on student language (Richards, 2010). Additionally, a high level
of proficiency in English is essential, as it often links to the aspects implemented by teachers in
their teaching classroom practices (Snow, Kahmi-Stein, & Brinton, 2006). ETEs need solid
English proficiency to perform specific instructional tasks and maintain a fluent use of it in their
teaching practices. A recent study examining the knowledge base of ETEs (Moradkhani,
Akbari, Samar, & Kiany, 2013) confirmed the importance of language knowledge for ETEs.
This study revealed that knowledge of language and related disciplines was the most frequently
mentioned knowledge ETEs must possess, surpassing all other knowledge bases.
ETEs’ highest endorsement of English proficiency may also be related to the content of EFL
teacher education in Indonesia, which emphasises the training in English skills in their
programs. Approximately one third of the total credit points of EFL teacher education programs
are assigned to training in English skills, particularly in the first two years of the programs
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(Sulistiyo, 2015). In view of this, ETEs believed that they need to have solid skills in English,
due to the heavy English skills-related content of EFL teacher education programs, and also the
fact that they are obliged to teach these skills to student teachers. Also, ETEs believed that they
need to equip student teachers with a high level of English proficiency as student teachers need
this for their future career as English teachers
By comparison, the IET group perceived Personal Competence as the most important quality
of ETEs. A possible explanation for this may be teachers’ prior learning experience and
practical teaching experience (Biesta, Priestley, & Robinson, 2015), the nature of which may
have influenced teachers to classify these characteristics as influential in terms of shaping
effective teachers. The items in the Personal Competence theme, such as being a good role
model, highly enthusiastic in teaching, open-minded, and patient, permeated the other
characteristics. For example, an ETE’s open-mindedness will allow them to update themselves
about current trends in ELT. Additionally, they welcome feedback, criticisms and suggestions
from students and colleagues to improve their teaching. Their open-mindedness leads them to
teach creatively, for example by using various techniques and instructional media. That IETs
perceived personal competence as the most important characteristic is supported in a study by
Anugerahwati and Saukah (2010) which found four attributes – Personal, Pedagogical, Subject
Matter, and Social Competence, alongside Personal Competence – to be the most influential in
shaping teachers to be professional and exemplary. The participants noted that an exemplary
teacher is one who is enthusiastic, kind, funny, patient and helpful. He or she should understand
that studying English is not easy and therefore, should be willing to help students who have
difficulties in their learning. The literature also suggested personal qualities as being necessary
attributes that teachers should possess in addition to a broad knowledge base, teaching
strategies, reflection and problem-solving skills (Arends, 1998). Another rationale for personal
competence being the most important aspect for IETs is that teaching is not only related to
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pedagogical skills that teachers must have and knowledge of what they deliver to students; it
also relates to what the teacher is like as an individual (Acikgoz, 2005). This aspect, along with
other aspects such as teaching techniques and teacher-student relationships, correlates
positively with a student’s attitude toward learning. In relation to Indonesian culture, a teacher
is regarded as a ‘parent’ to students during school times, in that they should be digugu
(trustworthy in terms of what they stated as being right) and ditiru (imitated) (Dardjowidjojo,
2001). Therefore, a teacher is considered a model figure for the students and so should
demonstrate exemplary characteristics that inspire their students.
The PET group assigned Interpersonal Skills as the most important characteristic ETEs should
exhibit. The PET group’s strong support of interpersonal skills is in line with the notion that
students tend to value affective rather than cognitive factors (Reeves & Kazelskis, 1985). This
is supported by Walls, Nardi, von Minden, and Hoffman (2002), whose study revealed that
participants perceived the affective domain as more important compared to other domains, such
as teachers’ skills and students’ participation. A number of studies have also revealed that
teachers’ interpersonal skills strongly relate positively, not only to student’s attitudes over
learning, but also to student outcomes (Asiri, 2013; Wubbels, Brekelmans, den Brok & van
Tartwijk, 2006; Kyriakides, 2005). The effect teachers have on students depends largely on
what teachers do and how they build rapport with their students (Shuell, 1996). One interviewee
said that it is important to understand the psychological aspects of students, including how
teachers build and maintain rapport with students. According to Wang (2014), “When teachers
and students construct effective interaction, students perceive their teachers as supportive, and
there is the potential for a pedagogical relationship to be strengthened or an interpersonal
relationship to be developed” (p. 64). The interpersonal relationships teachers create with their
students in the classroom is a predominant resource for effective teaching. At university level,
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studies have shown that teachers’ interpersonal skills are a strong predictor of effective teaching
(e.g. Marsh, 1991).
This part discusses statistical differences in three participating groups’ perceptions with regard
to the characteristics of effective ETEs. As presented in Chapter V, section 5.2.2, the results
showed statistically significant differences in two characteristics themes: Pedagogical Skills
and Subject Matter Knowledge. ETEs perceived these two characteristics themes significantly
higher than did IETs and PETs.
These findings reveal some discrepancies in different stakeholders’ beliefs regarding the
characteristics of effective teachers. Similar discrepancies were found in other studies
(Richardson, 2011; Wichadee, 2010; Shishavan & Sadeghi, 2009; Park & Lee, 2006; Brosh,
1996). For example, Park and Lee (2006) revealed that teacher and student perceptions differed
significantly in terms of their beliefs regarding two of the categories. The teacher group ranked
English proficiency as their first priority, while the student group ranked pedagogical
knowledge as the most important characteristic for English teachers. Wichadee (2010) also
confirmed there can be discrepancies between teacher and student beliefs regarding the
characteristics of effective teachers. Her study identified that the two stakeholders differed in
their views of which characteristics were thought more important for effective teachers.
The first significant difference found in this study concerns Pedagogical Skills. The ETE group
perceived this theme significantly higher than did the other two participating groups. This may
have been due to ETEs’ belief that they should be able to know how to deliver knowledge
successfully to their students (Shulman, 1986). Sound pedagogical skills are necessary for ETEs
to train their students to be competent teachers (Koster, Brekelmans, Korthagen, & Wubbles,
2005). ETEs should be able to serve as good teaching models to their students. For example,
the ability to employ various teaching strategies and methods is one of the important
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pedagogical skills that ETEs are required to have. Modelling teaching to their students through
various teaching strategies is important, because ETEs have a responsibility to train student
teachers to be competent English teachers (Koster, Brekelmans, Korthagen & Wubbles, 2005),
and to provide them with sound pedagogical skills. Students’ pedagogical skills may to some
extent, be influenced by the experience they gain in the classroom. For example, despite
carefully planned lessons, ETEs should always be ready to improvise their teaching, as
circumstances may not always go as planned. To give another example, learning materials also
affect how teaching should be delivered. It is difficult to encourage students to actively practice
their speaking when ETEs employ, for example the silent way approach or lecturing method.
ETEs are supposed to make students aware that one teaching method may sometimes only be
suitable for application to particular materials. Thus, ETEs require the ability to employ various
teaching strategies and methods. Another important reason for having the ability to employ
various strategies and methods is that it may maintain students’ interests in their learning. Yelon
(1996) suggested that varying instructional procedures may enhance students’ attention in the
learning process. In contrast, monotonous lecturing or textbook-oriented teaching may cause
students to become bored (Bligh, 2000). Moreover, as stated previously, while Indonesian
students generally experience teacher-centred teaching (Darmaningtyas, 2004), rote learning
(Bjork, 2005) and low dynamic classrooms (Dardjowidjojo, 2001), employing various teaching
strategies and methods may help students to reshape their thinking related to language teaching
and learning. In this respect, ETEs should be able to create a student-centred, active, and
dynamic learning environment.
The second statistically significant difference found in this study concerns Subject Matter
Knowledge. Again, participating ETEs valued this theme significantly higher than did IETs and
PETs. One possible explanation is that in addition to having sound pedagogical skills, ETEs
believed that they need to equip themselves with in-depth knowledge about the subject they
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teach (Smith, 2005). Delivering materials to students is important for ETEs in order to enrich
students’ knowledge and understanding of the subject matter. ETEs must ensure that student
teachers have in-depth knowledge of English language teaching and learning, so that in future,
student teachers can also deliver the materials well to their students. In other words, PETs
should be equipped not only with skills in delivering materials, but also with the necessary
knowledge. Killen (2016) also suggested that skillful teachers still need to possess strong
knowledge in order to be effective in their teaching practices. The point is that pedagogical
skills and subject matter knowledge essentially support one another. ETEs with good teaching
skills but a lack of subject matter knowledge may not be able to improve students’ deeper
understanding of said knowledge. This condition is also congruent if ETEs have strong subject
matter knowledge, but lack pedagogical skills, ETEs may find it difficult to transmit knowledge
to the students.
This part discusses PETs’ perceptions of the characteristics of effective ETEs, depending on
the year of study. The PETs were clustered into four sub-groups: first, second, third and final
year. As presented in Chapter V, section 5.2.3, the results showed a significant difference in
terms of the Subject Matter Knowledge theme, while there were no significant differences in
the other three characteristics themes (Personal Competence, Interpersonal Skills and
Pedagogical Skills). PETs studying their final year perceived Subject Matter Knowledge
significantly higher than did PETs studying at lower levels.
These results indicate that PETs’ beliefs, at least to some extent, change throughout their study.
These results corroborate those achieved in a number of similar studies (e.g., Bell & Robinson,
2004; Cherubini, 2008; Sheridan, 2011; Tarman, 2012; Debreli, 2012; Grijalva & Barajas,
2013). For example, Cherubini’s study (2008) found that pre-service teachers’ beliefs about
school culture and climate changed throughout their study. The experience they gained during
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their study significantly influenced their perceptions of these aspects. In a similar vein, Debreli
(2012) found that pre-service teachers’ beliefs changed throughout their study, both in terms of
their beliefs about teaching and in terms of their beliefs about learning. Likewise, a study by
Grijalva and Barajas (2013) examined pre-service teachers’ beliefs about language teaching
and learning, and found that 40% of overall pre-service teachers’ beliefs changed throughout
their years of study.
Noting this, some factors, such as teacher education and teacher educators, may contribute to
how pre-service teachers’ beliefs evolve throughout their study. Some studies on teachers’
beliefs found that teachers generally teach based on how they were taught (Johnson, 1999;
Bailey, Curtis, & Nunan, 2001). It can be inferred, thus, that one of the contributing factors to
shaping the beliefs of pre-service teachers is their teacher educators. Altan (2006) contended
that teacher educators have a responsibility to address such beliefs among their students. It is
true that working on the beliefs that pre-service teachers hold is important, as their beliefs may
influence how they teach in future. Deng (2004) suggested understanding pre-service teachers’
beliefs to be essential in terms of helping them shape their understanding, for example, about
employing new teaching strategies in future. Therefore, teacher educators play a central role in
shaping students’ beliefs about language teaching and learning.
Regarding the significant differences in terms of Subject Matter Knowledge found in this study,
one possible reason for this may be due to a new priority or exposure that final year PETs have
to hold. Sheridan (2011) argued that pre-service teachers’ perceptions were not fixed as they
responded to new learning or new priorities. The results of the present study revealed that PETs
studying from the first to third-year of the degree paid more attention to human-related
characteristics, such as personal competence and interpersonal skills. As they progressed to
their final year of study, they paid more attention to skills- and knowledge-related
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characteristics. In terms of new priorities, for example, PETs studying at their final year are
required to complete teaching practicums. Recent studies by Karea (2016) and Sulistiyo (2015)
have shown that the teaching practicum in English teacher education programs in Indonesia
generally takes places in the final year of study. PETs are expected to apply the theory and
knowledge they have obtained in the classroom to real teaching contexts at school. Hence, final
year PETs focus more on practising knowledge and believe that the mastery of subject matter
knowledge is important for their teaching to be effective. Therefore, PETs need ETEs who can
equip them with the necessary knowledge and demonstrate the mastery of subjects.
Furthermore, another contributing factor for why final year PETs viewed Subject Matter
Knowledge as having significant importance was due to their growing awareness about its
significance for their future teaching. In this respect, Grijalva and Barajas (2013) suggested that
an awareness of the complexity of teaching has led final-year students to change their beliefs.
Final year PETs begin to be aware that expertise in subject matter knowledge does matter to
their overall teaching skills. Teaching requires teachers to possess not only personal and
interpersonal skills, but also competency of the knowledge they teach. Some studies suggested
being knowledgeable about subjects to be closely related to effective teaching (DarlingHammond, 2000b; Pring, 2000; Goldhaber & Brewer, 2000). This may help teachers, for
example, to best decide what teaching methods they will employ in delivering knowledge.
Haycock (2000) argued that students benefit when their teachers master the subjects they teach.
Therefore, it is clear that the changing beliefs that final-year PETs showed had primarily been
influenced by the realities they encountered during their studies. Throughout their studies, preservice teachers experience reflective processes, such as problem-solving, decision-making,
and experiencing challenges (Berliner, 2004; Joyce & Showers, 2002; Burn, Hagger, & Mutton,
2003). Pre-service teachers not only challenge their existing beliefs, but also construct new

265

beliefs about what they view as important to their teaching practices throughout their journey
of development (Loughran, 2010; Mason, 2002).
This part discusses IETs’ and ETEs’ perceptions about the characteristics of effective ETEs. As
presented in Chapter V, sections 5.2.4 and 5.2.5, the results showed no significant difference in
both groups’ perceptions regarding the four characteristics themes of effective ETEs. This
indicates that years of teaching experience do not influence IETs’ and ETEs’ beliefs regarding
the characteristics of effective ETEs. It may indicate that once they commence their profession,
certain beliefs teachers possess apparently do not change throughout their teaching lives. Some
factors may contribute to a resistance to change regarding teachers’ beliefs.
One possible contributing factor may be related to a set of well-constructed beliefs teachers
possess over a number of years. Teachers build up their own understanding of effective teaching
over time and bring this understanding to their classrooms (Richards, 1998). Therefore,
although these beliefs consist of only their opinions or relevant theories, teachers tend to
consistently hold on to these beliefs (Loucks-Horsley, Hewson, Love, & Stiles, 1998).
Concerning the characteristics of effective ETEs, it can be observed that junior and senior
teachers share similar views. This means that even though senior teachers have experienced
various teaching situations, their beliefs about what characterises an effective ETE are not
particularly different from those of juniors. This may indicate that years of experience in
English teaching do not affect teachers’ perceptions regarding the characteristics of effective
ETEs. However, Freeman (2002) noted that change not only concerns doing something
differently within a short period of time, but also building new concepts that take place over
longer periods of time. In this respect, it can be seen that changing one’s beliefs may take a
substantial amount of time; as such, it is also possible for teachers to recreate new concepts of
teaching, based on their growing teaching experiences. Therefore, in an attempt to challenge
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well-structured beliefs, teachers need to be open-minded and evaluate their teaching practices
for the benefit of their students’ learning (Whitton, Sinclair, Barker, Nanlohy, & Nosworthy,
2004).
Given the fact that teachers need to be involved in constructing their beliefs, it is important to
note that teachers must be life-long learners, who develop their understanding through a set of
professional learning skills. For example, McGregor (2007) summarised that conducting
reflective teaching benefits teachers in a number of ways, particularly in solving classroom
problems. ETEs can clarify problems that need to be solved, identify the focus of the problems,
consider alternative ways to solve the problems, decide which strategies to use first, implement
well-structured strategies, evaluate the strategies, and connect the results to reflect on their
effectiveness (McGregor, 2007). In this instance, reflection practice is beneficial to ETEs in
terms of enabling them to learn best from real experiences when solving problems.
However, in the process of becoming reflective teachers, Indonesian teachers face several
constraints, such as a heavy workload, low remuneration, complex administrative matters and
complicated bureaucracy. There appears to be a consensus that sometimes, teachers do not have
sufficient time to reflect on their teaching practices. In terms of heavy workload, Gandara,
Maxwell-Jolly, and Driscoll’s study (2005) found that teachers acknowledged a similar
problem. They criticised having been burdened with excessive teaching responsibilities and
thus, found it difficult to find time for self-reflection. Crookes and Arakaki (1999) also reported
that due to heavy workloads, teachers found it difficult to allocate adequate time to developing
better lessons. Teachers admitted that sometimes they were only able to develop simpler
lessons, due to a lack of time. Suratno and Iskandar (2010) argued that Indonesian teachers are
generally unaware of the importance of reflection on their teaching. They suggested that
Indonesian teachers’ awareness about reflective practices need to be inculcated. The main focus
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of such reflection is not to judge teaching quality, but to improve student achievement.
Timperley (2008) suggested that if teachers only focus on improving their mastery of teaching
skills, and pay less attention to reflecting on their teaching practices, students may not benefit
from the impact of their teachers’ professional learning.
In summary, despite the different levels of endorsement that the three participating groups gave
to various characteristics for creating effective ETEs, the three groups highly rated all
characteristics of effective ETEs, as revealed in this study. These findings mean that to be
effective, ETEs are required to possess a combination of Subject Matter Knowledge,
Pedagogical Skills, Personal Competence and Interpersonal Skills, since these four
characteristics themes are interrelated. Subject matter knowledge is crucial: it is clearly a prerequisite for effective teaching (Stronge, Tucker, & Hindman, 2004) as teachers need to have
sound knowledge of the subjects they teach. Teachers who have in-depth knowledge teach
better, and this leads to higher student achievement (Haycock, 2000). However, teaching is not
only a matter of transferring knowledge to students, but also of knowing how to pass said
knowledge on to students (Loughran, Berry, & Mulhall, 2006). This means that pedagogical
skills are essential. It is through these skills that teachers effectively transmit their knowledge
and impart it to students. Furthermore, the human factor (personal competence and
interpersonal skills) is as important as both knowledge and skills factors. As Collinson, Killeavy
and Stephenson (1999) noted, “Teaching, is a profession that relies as much on skilful human
relations as it does on subject matter and pedagogical skills” (p. 365). It is clear from this study,
and widely recognised in the literature, that interpersonal skills and personal competence are
also essential qualities of effective ETEs.

268

6.3 Effective Teaching Strategies
Research Question 2
This section discusses findings relating to effective teaching strategies that ETEs apply inside
and outside the classroom. Specifically, it provides the answer to research question 2: What
effective teaching strategies are used by ETEs? The strategies are divided into two types:
teaching strategies inside the classroom and teaching strategies outside the classroom. Prior to
the discussion, a brief integration of the qualitative findings and quantitative findings is
presented.

6.3.1 Effective Teaching Strategies inside the Classroom
The qualitative findings revealed that the effective teaching strategies ETEs apply inside the
classroom converge into three themes: Diverse Approaches to Classroom Teaching, Learner
Autonomy, and Authentic and Engaging Learning (See Chapter IV Table 4.2). The results of
the subsequent quantitative phase of the present study confirm the importance of these themes.
All participating groups gave a high rating to them, with the mean scores ranging from 3.83 to
4.23 (See Chapter V Table 5.12).
The theme rated the highest by most participating groups was Learner Autonomy. Two groups,
IET and ETE, rated this theme as their first preference of teaching strategies inside the
classroom, while the PET group rated this theme as their second preference. The itemised
strategies within this theme include strategies such as giving students more responsibility,
giving students the opportunity to do peer assessment and encouraging students to use English
as much as possible.
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Since student teachers study at the tertiary level of education, they should take considerable
responsibility for their own learning. ETEs should be able to shift roles from being the primary
one taking control of student learning to being the facilitator promoting their students’ learning
autonomy. Holec (1981), a proponent of learner autonomy, described the concept of autonomy
in the language teaching and learning context as “the ability to take charge of one’s own
learning” (p. 3). This means, as autonomous learners, students themselves have to be
responsible for their learning. They must constantly reflect on their understanding of why, what,
and how they learn (Dam, 1995). Notably, though, being autonomous does not mean that there
is freedom from teacher guidance; the teacher’s role is crucial, most especially in assisting and
showing students how to manage their own learning (Benson, 2001) and encouraging students
to undertake more self-directed learning activities inside and outside the classroom (Grow,
1991). Some examples of giving students more responsibilities for their learning inside the
classroom were teachers assigning students to do peer presentations and engaging them with
active learning. In these ways, students collaborate and actively engage with each other. These
types of activities pave the way for learner autonomy to develop.
Giving students the opportunity to do peer assessment is another effective teaching strategy.
Peer assessment serves as a means by which students assess their peers, provide comments or
feedback, and show an understanding of their assessment and feedback (Boud & Falchikov,
2007). By assessing their peers’ work, students can improve their involvement in their own
learning as they have more responsibility, motivation and reflection towards their learning
(Saito & Fujita, 2009). Peer assessment is also closely related to a shift from teacher-centred to
student-centred teaching (Brown & Hudson, 1998). However, it should also be noted that
providing students the opportunity to assess their peers means that ETEs should also
demonstrate to their students how to do it. ETEs need to gradually pass more responsibility to
the students and to train the students to be autonomous. Little (1995) noted that a classroom
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instructor could not foster their students to be autonomous in their learning if they did not even
know what it meant to be an autonomous learner.
Encouraging students to use English as much as possible was also seen as an effective teaching
strategy. There are two possible explanations. First, student teachers are being trained to be
English teachers, and thus a high level of English proficiency is important for them if they are
to be successful in their future careers. English teachers teach more confidently and effectively
when they have a high level of English proficiency (Richards, 2010). However, a high level of
proficiency is unlikely to be achieved unless regular practice of English is maintained.
Classroom learning is a potential source of regular practice, and ETEs need to encourage this.
Second, the status of English in Indonesia as a foreign language means that English is learned
almost entirely during formal education (Oxford & Shearin, 1994). Indonesian students have
less opportunity to use English as a means of communication in their day to day lives than is
available in other neighbouring countries that have adopted English as a second language, for
example Malaysia and The Phillippines. Really, the only salient opportunity for students to use
English is when they learn inside the classroom. In light of this, ETEs need to encourage
students to make optimum use of English when learning. Encouraging students to use English
should go hand in hand with a careful anticipation of students making errors when practising
English, as highlighted by the participants in this study. ETEs need to know which errors need
to be corrected and how to correct them. Excessive interventions should be avoided so as to
minimize anxiety (Littlewood, 2007) and demotivation (Baker & Westrup, 2003).
The next theme of effective teaching strategies inside the classroom is Diverse Approaches to
Classroom Teaching. This theme was rated as the first preference of the PET group, although
it was the last preference for both the IET and ETE groups. The itemised teaching strategies
that fall within this theme include applying a variety of teaching techniques, forming students
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into small groups, employing games in certain situations and utilizing technology in the
classroom.
All participating groups agreed that applying a variety of teaching techniques was effective in
teaching. They believed that this strategy benefited not only students but also ETEs, because it
engaged the students and averted boredom in the class. For instance, if ETEs employ the
lecturing mode in every session, students may feel that the class is not attractive and this may
demotivate them. Research suggests that the overuse of the traditional lecturing mode is
ineffective in maintaining student’s attention and concentration when learning (Bligh, 2000).
ETEs should demonstrate various strategies when teaching. To note some, ETEs can combine
the lecturing mode with The Pause Procedure (Wasley, Hughes, & Schloss, 1978) where ETEs
pause their lecturing at two and five minutes intervals, allowing opportunities for students to
work and discuss with their peers. Another effective strategy mentioned by the participant was
the strategy of using problem solving. This strategy is believed to benefit students in terms of
motivating and showing students some of the practical reasons for learning (Killen, 2016).
Forming students into small groups allows students to have more responsibility for their
learning as each individual has the opportunity to engage with other students. It also benefits
ETEs in terms of enabling better management of the typically large classes which are common
in Indonesia. Research studies have proven that students who are involved in a collaborative
learning environment, where they work with other students, tend to be more active and effective
in their learning (Wasley, 2006; Murphy, Mahoney, Chen, Mendoza-Diaz, & Yang, 2005).
Also, working in small groups may also improve students’ abilities to memorize and retain the
content (Barkley, Cross, & Major, 2005). However, it is important to note that ETEs should
also be careful while grouping students. Some studies concerned with grouping students have
pointed out that there are some important aspects to consider such as the number of students in
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each group (Csernica et al., 2002; Davis, 1993). It is suggested that three to five students per
group is ideal. In a group of this size, students can perform better when working and generating
a diversity of ideas. In addition to consideration of the number of students per group, ETEs’
fairness in grouping the students, such as grouping students of mixed abilities and grouping
senior and junior students is also crucial. Employing group work throughout, or only in part, of
the session should also be considered, as well as careful preparation prior to grouping and
closely supervising during the learning undertaken in groups (Killen, 2016).
Employing games and utilizing technology were also seen as strategies used by teachers who
were effective. Deesri (2002) noted that employing games in an EFL context shows some
benefits, such as decreasing stress in learning, encouraging students in real communication and
having friendly competition. However, as ETEs teach at a tertiary education level, so the type
and duration of games that ETEs employ might be different compared to those in the lower
levels of education. The use of technology was also viewed as an effective strategy as it allows
teachers to simplify their explanations and minimise their talking time. Use of technology in
the classroom gives opportunities for students to practice their use of English in authentic
contexts (Kessler, 2009) and it also assists teachers in shifting their role from being at the centre
of the class to being a facilitator of students’ learning (Schmenk, 2005).
The last theme of teaching strategies identified in the present study is Authentic and Engaging
Learning. None of the participating groups rated this theme as their first preference. However,
the mean scores for this theme were as high as the other two themes. The present study
identified the itemised strategies within this theme to consist of creating learning activities from
real-life situations and giving challenging in-class activities and tasks.
Participants valued these strategies because they were considered beneficial to students in terms
of making learning more meaningful, assisting them to connect theory with practice and
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exposing them to experiences of real-life activities. These benefits might be due to fact that
students’ learning in the classroom is thus “contextualised” (Gebhard, 1996) and is connected
directly to the outside world (Brinton, 1991). It means that ETEs should be able to “bring the
world” into their classrooms, so that students can be better informed of, for example, how
language is used in natural settings. ETEs should also encourage students to practise the tasks
through in-class activities, so that students not only learn the theory but also attempt to link it
with practice and application. In order to engage students in class activities, ETEs need to
provide them with challenging activities connected to real life situations. Participants in this
study mentioned that they felt more engaged and put extra efforts into their learning when their
lecturers gave them such activities. Research studies support this view, noting that when
students feel engaged with their learning, they tend to put more effort into their learning and
thus understand better (Fredricks, Blumenfeld, & Paris, 2004) and obtain better learning
achievements (Klem & Connell, 2004). Thus, when ETEs give students such challenging
activities, students feel motivated not only on approaching the tasks, but also they strive for
meaningful learning outcomes. When ETEs connect the theory with real life situations, it seems
to benefit students who become more engaged and better understand the materials.

6.3.2 Effective Teaching Strategies outside the Classroom
The qualitative findings showed that effective teaching strategies that ETEs applied outside the
classroom were seen as consisting of two themes, namely Students’ Independence in Learning
and Collaborative and Participative Learning (See Chapter IV Table 4.3). The quantitative
findings support the important status of these findings. The three participating groups (ETE,
PET and IET) all rated these themes high, with the mean scores ranging from 3.86 to 4.21 (See
Chapter V Table 5.14). While the three participating groups rated each teaching strategy theme
inside the classroom somewhat differently, all groups rated teaching strategies outside the
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classroom similarly, with Students’ Independence in Learning higher than Collaborative and
Participative Learning.
The first type of effective teaching strategy ETEs apply outside the classroom is promoting
Students’ Independence in Learning. The strategies that fall within this theme include
encouraging students to use out-of-class resources, providing home assignments, doing fun
activities, encouraging students to participate in academic forums and asking students to reflect
on their learning experience.
Successful learning is thought to correlate with students’ independence in learning. The more
independent students are, the more learning success they gain. Wong and Nunan (2011)
claimed that effective students can be identified by noting their levels of independence and
active participation in learning. Wong and Nunan’s (2011) experimental study concluded that
the more effective learners were more successful than other learners because they spent a
significant amount of time learning independently outside the classroom. This is supported by
Hughes (2001) who claimed that students’ independence is a strong indicator of academic
quality. Inayati (2015) examined English Independent Study (EIS) within an Indonesian tertiary
EFL context. It was reported that the students perceived positively the various activities they
did to improve their independence, and they continued applying these activities outside the
classroom. The teachers are essential to facilitating students to discover their own learning
strategies outside the classroom. Referring to Inayati’s study (2015), first the students were
introduced to the concept of independent study and then were asked to apply self-study
activities based on their interests. Hence, teachers played their role as facilitator, and students
showed active participation in finding and applying activities that they could do outside the
classroom. However, similar to typical students from other Asian countries, Indonesian students
are used to being passive, shy and quiet when learning (Exley, 2005). This, along with other
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cultural constraints such as rank, age and obedience, may impede students in any attempts to
be independent (Dardjowidjojo, 2001).
Hence, the role of teachers in facilitating and guiding students to gradually progress to be
independent learners is crucial. Participants in this study highlighted the crucial role of ETEs
in encouraging their students to use of out-of-class resources. For students, these resources are
important to develop their knowledge and skills (Field, 2007). The majority of learning
resources mentioned by the participants were related to electronic learning resources in the form
of either e-books or journals. With the advancement of technology, these learning resources are
mostly readily available to students for learning. The role of ETEs is crucial in showing students
how to select credible and authoritative resources and make the utmost use of them for their
learning. Littlemore (2001) recommended that teachers should play their part in supporting
students’ learning, particularly when it relates to technology.
Assigning students homework was perceived to be another effective teaching strategy ETEs
can use to support students’ learning outside the classroom. Participants mentioned that
homework benefits both parties, both students and lecturers. For students, by doing homework,
they can improve their understanding about particular topics as they attempt to find possible
learning resources to do an assignment and thus maintain their learning outside the classroom.
Paulu (1998) claimed that homework benefits students in terms of helping them prepare for the
next lessons, learning from resources available outside the class and exploring the materials
deeper. Kitsantas and Zimmerman (2009) justified homework, claiming that it helped students
increase self-efficacy for learning and perceived responsibility. For the teachers, homework can
serve as an alternative means for reflecting on their teaching practice. For example, they can
measure the extent to which their teaching is successful, and their students understand the
materials. Homework can also inform teachers on whether they should proceed to subsequent

276

lessons or stay focused on current ones. However, it should be noted that when assigning
homework, teachers need to carefully consider the proportional workload in the sense that it is
not overwhelming for students. Homework, on the one hand has potential to improve students’
achievements, while on the other hand, it can be detrimental if the workload becomes excessive
(Cooper, Robinson, & Patall, 2006).
Having students do fun activities was also perceived to be an effective teaching strategy outside
the classroom. These fun activities include listening to English music and radio, watching
English programs, and practising English with native speakers. These benefit students in terms
of giving them additional exposure to language learning outside the classroom while at the same
time experiencing enjoyable learning situations. For example, listening to English music gives
students the opportunity to learn through the input process of sound (Grobler, 1990) and
language pattern discovery (Krouse, 1988). Doing fun activities outside the classroom also
provides opportunities to self-regulate their learning which then serves as an essential aspect in
developing consistent learning habits, training their independence (Wolters, 2011) and,
ultimately, fostering learning autonomy (Schunk & Zimmerman, 2007). The role of teachers is
essential in encouraging students’ self-regulated learning. Of the actions teachers can take, the
application of Guided and Independent Practice strategy (Lee, McInerney, & Liem, 2010;
Schunk & Zimmerman, 2007) is one of significance. Within this strategy, teachers initially
guide students to help discover learning practices that they can employ. At a later stage, teachers
should shift their role into that of observer where they monitor how students are going with
their personal learning practices. Through this series of stages, teachers can gradually release
themselves from being responsible for students’ learning and reinforce students’ independence
in learning. It is also important to note that students’ positive emotions, such as enjoyment,
hope and pride, are developed through doing fun activities and these factors correlate with their
successful academic performance (Pekrun, Goetz, Frenzel, Barchfeld, & Perry, 2011).
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The second type of teaching strategy that applies to learning outside the classroom is
Collaborative and Participative Learning. The present study identified that the strategies within
this theme consist of encouraging students to make study groups with peers, assigning group
projects so the group involved students of mixed abilities, involving students in real hands-on
experience in community service, making out-of-class consultation schedules and making
collaboration with students.
Collaborative and Participative Learning coincides with the term Cooperative Learning. It has
been said that students perform better when working collaboratively with others, compared to
working individually or being passive learners simply listening to teachers’ direct instruction
(Killen, 2016). Encouraging students to make study groups with their peers was perceived to
be an effective strategy to promote students’ learning outside the classroom. Collaborative
learning is a way for students to be less dependent on their teachers as the students develop
their ability to learn from other sources and other students (Stahl, 1997; Killen, 2016).
Participants in this study supported the idea that including this collaborative type learning was
beneficial for them since it widened their chances to learn together with their peers. Benson
(2003) supported this line of thinking having found that through observation, analysis and
evaluation conducted in groups, students were able to develop their higher order thinking skills.
Besides, students also had more opportunities to practice the language outside the class
(Benson, 2006). When assigning students to work collaboratively with their peers, teachers
need to take into account the heterogeneity of the groups. Research has shown that mixed
groupings, especially in terms of mixed abilities, is more effective than homogenous grouping
(Stahl, 1997; Heltemes, 2009). This is due to low ability students learning how high ability
students study and approach problems; high ability students learn and understand the subject
better from their teaching of low ability students (Felder & Brent, 1994).
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Another effective strategy to promote students’ learning outside the class was through engaging
them in community service. This is in line with the Tri Dharma Perguruan Tinggi (Three
Obligations of Higher Education): one of the obligations is to conduct community service. One
of the participants in this study showed her enthusiasm for inviting and supporting students to
get involved in an English-related community. She believed that to do sowas a good chance for
students to apply what they learn in the classroom. Prentice and Garcia (2000) supported the
view that community service activities and learning in the class supported one another: what
students do in real community activities supports what they learn in the class, and what they
learn in the class also supports what they do in the community activities. Community service
helps students develop not only their academic skills, but also their interpersonal skills (Closson
& Nelson, 2009) and attitudes of social responsibility (Butcher, Koch, Labone, McFadden, &
Sheehan, 2003).
Making consultation schedules outside the class was also perceived to be an effective strategy
to support students’ learning. Nunan (1993) pointed out that, as the teacher role has now shifted
from the traditional into a new one, the teachers are required to take on different responsibilities,
such as being monitor, consultant, and guide in their students’ learning outside the classroom.
The participants in this study highlighted the need for ETEs to provide time for consultations,
considering this a valuable means of support to overcome the difficulties that students encounter
in their learning, as well as to clarify ETEs’ explanations provided inside the classroom. Such
consultations provide benefits in terms of creating better relationships between teachers and
students, and this means better catering to students’ learning needs (Bjork, 2005). In addition
to face to face consultations, participants identified an alternative means, namely having online
discussions through social media platforms, such as WhatsApp and Facebook. This indicates
that ETEs should keep in touch with any potential means of supporting student learning. If
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students learn with means they are familiar with, it will boost their learning motivation
(Christen, 2009).

6.4 Challenges in Attempting to be Effective
Research Question 3
This section discusses the challenges ETEs encounter in attempting to be effective. The
qualitative results revealed that the challenges converge into two major themes, Supporting
Resources and Teaching Environment, and each theme has several itemised challenges (See
Chapter IV Table 4.4). The quantitative results showed that the mean scores for both themes,
ranging from 4.01 to 4.08 (See Chapter V Table 5.16). The fact that the mean scores of both
themes are above 4.00 indicates that ETEs acknowledge these as challenges in their attempts to
be effective.
The first type of challenge that ETEs face is related to Supporting Resources. ETEs
acknowledged that the challenges within this theme included a scarcity of resources for
upgrading knowledge and skills, a lack of online resources for teaching, limited learning
facilities, little recognition of innovation and achievement, and few research partners and poor
funding for research.
Regarding the first of these challenges, participants mentioned the difficulties they encountered
in accessing learning and teaching resources, whether printed or electronic materials. They also
commented about the lack of access to international journals. They believed that having access
to these learning resources was important for upgrading their knowledge and skills as well as
updating themselves with current issues in language teaching. These beliefs support the
proposition that teacher educators, through their competence and expertise, contribute to the
professional development of student teachers (Bransford, Darling-Hammond, & LePage, 2005),
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and the quality and effectiveness of teacher education programs (Lunenberg, Korthagen, &
Swennen, 2007). To achieve these aims, teacher educators need to constantly develop their
knowledge and skills. They are also required to create new knowledge in and about teaching
(Smith, 2005). This role requires that they develop two types of knowledge: the first is practical
knowledge in terms of developing curricula for teacher education as well as schools; and, the
second is theoretical knowledge through their engagement as researchers. Sufficient access to
the aforementioned resources is essential for the successful realisation of this aspect of the role
of teacher educators.
In addition, ETEs saw limited learning facilities as a real challenge in their attempts to be
effective. Limited learning facilities in teacher education institutions in Indonesia have been
identified previously as an obvious challenge and something that affects the quality and
effectiveness of teacher educators in their teaching practices (Evan, Tate, Navarro, & Nicolls,
2009; Utami, 2015). According to these studies, teacher education institutions in Indonesia
generally lack facilities such as libraries, classrooms, teaching support devices, micro teaching
and language laboratories. These facilities are essential for teacher educators if they are to
effectively support the student teachers’ learning of knowledge, and pedagogical and language
skills. And this issue is not only in terms of physical facilities; it is also common to find
educational institutions lacking instructional resources, which leads to teachers employing
lecturing techniques excessively (Faridi, 2011; Utami, 2015) and relying on textbooks as the
primary teaching resource (Lestari, 2003). This lack of learning facilities is ironic, for it is
despite the fact that research studies have indicated that good facilities have a positive impact
on teacher performance and student achievement (Earthman, 2002; Blincoe, 2008). The
institution and government must support the teaching practice of teacher educators by
improving the state of these types of facilities.
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A further challenge that ETEs noted they encountered in their attempts to be effective was that
the institution and government gave relatively little recognition to ETEs’ innovation and
achievement. For example, one participant mentioned that, despite his achievement of being
accepted to present at an international conference, he was discouraged because of not having
support from the institution, especially in terms of funding. Another participant compared the
recognition a neighbouring country gives; it has an established incentive system to appreciate
the ETEs who demonstrate outstanding academic achievements, most particularly those who
can publish in international journals. Recognition is a motivational factor for teachers and
encourages them to excel in their performance. The voices of the participants in this study
indicated concerns about the need for recognition of ETEs’ achievement and innovation. In this
matter, it is worth noting the concept of motivation pointed out by Herzberg (1966) several
decades ago. He argued that there are two levels of motivators for workers, which he identified
as hygiene and motivation. The first level consists of several factors such as pay, working
condition, relationships with colleagues, and competence of superiors. Herzberg (1966) argued
that, in spite of the importance of these factors, motivation factors had to exist for workers to
be highly motivated. These motivation factors include recognition, in addition to achievement,
responsibility, and opportunity. Similarly, in the education area recognition has been seen as a
motivational drive for teachers. When teachers’ achievement is recognised, it affects teachers
positively in many ways. Million (2004) summarised that being recognised enhanced teachers’
self-esteem as it gave them a sense of pride. Further, he argued that recognition enabled teachers
to discover the areas of their expertise, validated their ideas and, most importantly, enlightened
teachers to put more effort into improving their quality. Other research studies have also shown
that recognition of teachers’ achievements contributes to good teacher performance (Goodman
& Turner, 2010; Hanushek, Kain, & Rivkin, 1999).
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The second type of significant challenge that ETEs encounter is their Teaching Environment.
ETEs posited that these challenges included excessive responsibilities, unsupportive learning
situations, low-motivated students, large classes, and poor acceptance of critical thinking.
An obvious challenge that ETEs encountered in attempting to be effective was that they had to
carry a wide range of responsibilities. The responsibilities mainly related to the fact that they
had a large number of credit hours for teaching while simultaneously holding other
responsibilities in fulfilling their obligations, such as conducting research and community
service. In addition, there were administrative responsibilities that had to be undertaken. ETEs
found it difficult to manage their time to cater to all these responsibilities placed on them. These
responsibilities are clearly stipulated in the Government Regulation Number 37 Year 2009
requiring that teacher educators should conduct Tri Dharma Perguruan Tinggi (Three
Obligation of Higher Education) which consists of teaching, research and community service
(The Government of Indonesia, 2009). All these three types of obligations should be equal to a
workload of between 12-16 credits per semester. Specifically, the teaching obligations of
teacher educators should be a maximum of 9 credits per semester. However, due to a variety of
factors, for example the lack in the number of teacher educators and the need to have additional
income, it is common for teacher educators to teach more than the required credits. The
excessive number of teaching hours may also relate to the curriculum of English teacher
education programs in Indonesia. In general, the curriculum consists of around 60 courses
totalling 144 - 165 credits for the duration of a four-year program (Sulistiyo, 2015). It has been
recognised that there is shortage in the number of teacher educators in Indonesia, meaning that
each individual teaches a large number of courses per semester. The amount of time that is
devoted for teaching decreases the opportunities for teacher educators to engage in the other
two types of obligations: research and community service. This is contradictory to the broad
function of teacher educators in that they are the frontline leaders in terms of developing
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knowledge through research and contributing to the community, for example through their
engagement with schools (Smith, 2005; Koster & Dengerink, 2001). In light of this, equal
balance should be devoted to the three types of obligations: teaching, research and community
service.
After excessive responsibilities, ETEs also reported on the unsupportive learning situations that
created a distinct challenge for them in their efforts to be effective. Two unsupportive learning
situations that ETEs described were the absence of good reading habits and the limited use of
the target language. Despite the fact that reading is important, for example as a means to
accelerate the learning process (Renandya, 2007) and influence students’ academic
performance (Owusu-Acheaw, 2014), it seems that good reading habits have not been
successfully cultivated amongst students in Indonesia. A survey by Iftanti (2012) confirmed
this condition. Her research study found that, though EFL students in Indonesia have positive
beliefs that reading can enhance their English skills and knowledge as well as support their
academic performance, they admitted that daily, regular reading was absent from their day-today activities, and indicated that the reading habit was still far below expectations. It is widely
believed that the extent to which students’ preparation, for example through reading, prior
coming to class contributes to effective teaching and learning. University students are expected
to read extensively considering the depth of knowledge that they have to learn at this level of
education. Yet, despite the importance of prior and regular reading, university students rarely
do this (Felder & Brent, 1996). Teachers need to have certain strategies to get students used to
reading and ultimately to cultivate their reading habit. One strategy that is worth noting is to
use reading questions (Henderson & Rosenthal, 2006). In this strategy, students are assigned to
specific reading prior to coming to class and are required to submit one or more questions based
on the reading. In this way, it provides numerous benefits in that the pre-class reading enhances
learning as students bring with them the newly acquired understanding into the class. This also
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promotes a good classroom atmosphere where students and teachers work collaboratively to
learn the materials.
Besides good reading habits, reliance on the use of native language was another recognised
challenge. One of the participants stated that this habit came, not only from students, but also
from ETEs themselves. For instance, it was noted that ETEs would use the native language in
a meeting or when talking to each other. This, to some extent, hindered students in using English
as they saw that their ETEs used the native language to function. This confirms the view that
the use of the native language negatively affects the target language acquisition (McMillan &
Rivers, 2011). ETEs need to fully act out their role as a supporter of student English learning.
They need to set good examples and practice their stated views that they are trying to promote
their students use (Lunenberg, Korthagen, & Swennen, 2007). If they want their students to use
English as much as possible, then they themselves need to demonstrate its use. They need to be
the role model for the students in many ways: one of them is in terms of the use of English so
that students can be inspired to do the same. Creating an English environment is crucial in a
context where English is a foreign language. Turnbull (2001) argued that in a non-native
English environment where learners have little exposure to English outside the classroom, the
use of the target language needs to be maximised and the teachers are crucial as the source of
language input. Suryati (2013) is also of the view that, in Indonesia, an environment where
English is a foreign language, the input and the target language exposure provided by teachers
is crucial.
Students’ low learning motivation was also a challenge for ETEs in their efforts to be effective.
They found that it was a challenge for them as the students’ motivation was unstable. Students
were enthusiastic and motivated sometimes, but were not at other times. Students’ motivation
is problematic since it is not easy to measure (Crookes & Schmidt, 1991), yet it relates closely
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to student achievement (Dornyei, 2001). Dornyei (2001) contended that students’ effort in
achieving learning goals depends on the extent to which they are motivated to do so and their
good attitude towards their learning process. Knowing that motivation is one of the important
factors in student learning, ETEs should be able to anticipate when and why students have low
learning motivation. Wright (2012) noted that students are unmotivated for several reasons,
particularly such as a lack of confidence of doing the assigned work, unappealing classroom
instruction and activities, low self-efficacy and the lack of a positive relationship with their
teacher. These problems could well be some of the causes why student motivation is unstable
in the Indonesian ETEs’ classes.
Another salient challenge that ETEs face in their teaching practice is the large classes. Large
classes might be related to the challenge of limited learning facilities, which has been discussed
previously. Due to the limited number of classrooms, student teachers study in a classroom
consisting of around 40-50 people. The problem of large classes seems to be common in English
language teaching contexts in Indonesia (Lie, 2007; Sulistiyo, 2015) as well as in some other
developing countries (Shamim, 2007). Large classes have a strong negative influence, not only
to teachers but also to their students. Research has reported that large classes have resulted in
some problems such as forcing teachers to employ the traditional lecture as their dominant
teaching mode, so that it lower students’ motivation and active participation (Cuseo, 2007;
Cooper & Robinson, 2000). Placing students in several parallel classes is a possible solution in
overcoming the problem of large classes (Sulistiyo, 2015).
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6.5 Strategies for Improving English Teacher Educators’ Effectiveness
Research Question 4
This section discusses the findings regarding the strategies for improving ETEs effectiveness.
The strategies are divided into three types. The first are the strategies that come from ETEs’
personal initiatives. Specifically, these strategies are ones that ETEs themselves must embark
on, to improve their effectiveness. The second connects with the institutional support; it is the
support needed by ETEs from the institutions where they work. The third is the government
support: the discussion elaborates the types of support the government can provide ETEs in
improving their effectiveness. As in the presentation of teaching strategies (Section 6.3) and
challenges (Section 6.4), the discussion in this section starts with the qualitative findings and
follows with the quantitative findings. The findings confirm a previous study relating to the
interdependence of each tier (Atwal, 2013). It is said that teachers’ professional development
at the bottom level is influenced by the decisions the institution makes. The decisions the
institution makes is influenced by the policy that government establishes. In other words, this
can be seen as a tight interrelated chain.

6.5.1 English Teacher Educators’ Personal Initiatives
The qualitative findings revealed that there were three themes of strategies in ETEs’ Personal
Initiatives, namely Networking and Sharing, Personal Capacity Building and Tri Dharma
Perguruan Tinggi (Three Obligations of Higher Education) (See Chapter IV Table 4.5). The
quantitative findings confirmed the importance of these themes. The mean scores for each
theme were high, ranging from 4.13 to 4.31 (See Chapter V Table 5.18) so quite evidently the
participants perceived these themes with a high degree of importance. From the qualitative
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findings, it can be seen the participants believed that their personal initiative strategies were
important in improving their effectiveness.
In terms of networking and sharing, participants mentioned that sharing knowledge and
experience with colleagues are important behaviours because to do so impact positively on their
professional development. Through sharing, ETEs not only can share their own experiences,
but also hear and understand others’ experiences in matters relating to, for instance, teaching
practices. It is believed that ETEs’ teaching practices can improve with this sharing as the ETEs
may be exposed to feedback and support given by their colleagues (Archibald, Coggshall, Croft,
& Goe, 2011). Ultimately, PETs can also feel the impact of the improved quality shown by the
ETEs. Though sharing knowledge with those who have similar expertise seems effective, it
does not close the possibility for building networks beyond the institution or even beyond ETEs’
expertise. It is reported that having interdisciplinary collaboration has also been beneficial for
improvement in the areas such as getting input from other subjects, broadening beliefs about
learning (Perry & Stewart, 2005), and understanding learners’ needs (Jackson, 2005). Besides,
in regard to teachers’ professional development, some studies (e.g. Lieberman, 2009; Vescio,
Ross, & Adams, 2008) have shown that professional learning communities are beneficial in
terms of building teachers’ professional knowledge and growth. These benefits may range from
having self-motivation (Lieberman, 2009), enhancing the quality of a collaboration work (Hill,
Stumbo, Paliokas, Hansen, & McWalters, 2010), and improving students’ achievement
(Harwel, D’Amico, Stein, & Gatti, 2000).
Personal capacity building is closely related to ETEs’ initiatives that develop them as lifelong
learners. Lunenberg et al. (2007) stated that when ETEs show consistency in learning, they may
bring about a positive impact on students’ attitudes to learning. Day (1999) added that ETEs’
intention to keep on learning could also widen their input as they address new challenges that
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arise both in society and schools, in addition to enhancing their own knowledge and skills. The
present study reported several highly-valued efforts ETEs could do, namely updating
themselves with the changes and trends in knowledge in language teaching, attending
professional development activities, and self-evaluating and reflecting on teaching practices.

Changes in language teaching practices happen rapidly. For example, new teaching
methodologies appear in response to conditions happening throughout the world. In the era
where information spreading is widely open, ETEs should be able to take the opportunity to
update their own knowledge and skills. For example, one participant said that in order to update
her knowledge, she subscribed to a journal as she expected that this would update her
knowledge. Thus, it was important that ETEs be up-to-date and flexible with changes even
though tacit knowledge may also influence their ability to adopt any new changes (LarsenFreeman, 2004; Atwal, 2013). Thomas and Pring (2004) noted that the understanding and
beliefs ETEs possess, through time may influence their perspectives on their professional
learning. Therefore, ETEs should also bear in mind that their initiatives needed to include
lifelong learning.
Besides updating knowledge, attending professional development activities was also
considered important to ETEs’ quality. ETEs not only need to use self-initiatives that they can
do alone. Joining seminars, workshops and conferences in ELT is another way for enhancing
ETEs’ knowledge as these activities usually engage large numbers of participants having
similar purposes. Therefore, as mentioned earlier, ETEs not only can update their knowledge,
but also can build networks by involving themselves in such activities. Ball and Cohen (1999)
noted that joining teacher professional development activities helps teachers develop their
teaching, update to new teaching methodologies and improve their professional skills.
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Lastly, self-evaluation and self-reflection were also regarded as ways ETEs could use
themselves to improve their level of effectiveness. One participant believed that self-evaluation
was important in improving her teaching practices in the future. ETEs’ initiative involving
reflecting on their teaching practices may help them explore their experiences in teaching and
address the area of improvement. Reflection is necessary as it is an important component of
teacher’s professional preparation (Russell, 2005). Elton (1984), for instance, has listed some
ways to do self-evaluation such as a checklist on students’ feedback form, audio and visual
feedback, or co-operation with colleagues. However, it should also be noted that, although
ETEs could do this alone, they should also be open for any criticism and feedback given on
their performances by others (Moses, 1986; Hare, 2002). In other words, ETEs professional
development largely depends to the extent to which they are open to receiving and processing
feedback.
The last theme included in ETEs’ Personal Initiatives is Tri Dharma Perguruan Tinggi that
consists of itemised strategies, namely developing research and academic writing skills, and
conducting community service. As ETEs are obliged to do more than teaching, participants saw
that conducting research may improve their teaching quality. Lindsay, Breen, and Jenkins
(2002) argued that when lecturers actively increase both the quality as well as their quantity of
research, they are improving not only their knowledge, but also their credibility and competence
as teacher educators. Besides, conducting community service is another priority for quality
improvement. A participating ETE reported that one of the benefits of conducting community
service was to enrich school English teachers’ knowledge about teaching techniques. Cushman
(1999) supported this belief and summarised details, noting that teaching, conducting research,
and conducting community service, when done together, had several benefits. First, teaching
contributes to research when field notes, papers, taped interactions, and other materials are
generated. Second, ETEs’ teaching practices contribute to community service when community
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organisations can be facilitated through volunteer work. Third, engagement in research
contributes to ETEs’ teaching practices as results of their research can present vast information
that responds to both the students’ and community’s needs for curriculum planning. Fourth, the
community will also benefit when problems in the community can be addressed and indicated.
Last, by conducting community service, ETEs can offer students an opportunity to examine
closely the theories and the practices. According to Stanton (2007), when the three aspects are
implemented well, these activities will be beneficial not only to community life but also to the
institutions as they become highly engaged institutions. He added that when ETEs’ institution
become highly engaged, students also benefit in terms of having valuable opportunities to
engage in civic life, developing civic competencies and civic habits, and help with relating their
knowledge and problems in the society.
However, ETEs should change their perspectives regarding the role of community partners as
being only a laboratory for ETEs and student teachers (Holland, 2006). He suggested that all
elements (ETEs, student teachers and community) should work collaboratively in order to solve
problems in the society. Though many scholars believe that implementing these obligations
brings a positive impact, Jenkins (2000) reminded readers that good management is needed in
connecting research and teaching since once lecturers put themselves more into their research,
sometimes student teachers-to-lecturers direct contact as well as ETEs’ teaching time will
automatically decrease. Thus, ETEs need to be proportional in combining their teaching
responsibilities, research activities and community services.

6.5.2 Institutional Support
Besides ETEs’ personal initiative strategies presented previously, this research also showed that
ETEs also needed institutional support to help improve their effectiveness. The participants
believed that institutions where they worked should provide them necessary support. The
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qualitative findings showed that the types of institutional support needed and expected
converged into three themes, namely Funding and Facilities, Collaboration, and Evaluation
(See Chapter IV Table 4.6). The quantitative findings confirm the importance of these themes.
The mean scores for each theme are high, ranging from 4.29 to 4.58 (See Chapter V Table
5.20).
Despite the importance of self-initiatives, ETEs also need institutional support. Henard and
Leprince-Ringuet (2008) mentioned that, though teachers’ initiatives to undertake selfdevelopment are important, teachers cannot stand alone in improving their quality. Participating
ETEs believed that the institution where they worked and to which they dedicated their time
and energy should ideally provide them with necessary support such as funding and facilities,
collaboration with other institutions, and evaluation on performance.
With regard to funding and facilities, participating ETEs suggested the institution provide them
with financial assistance for research and conducting community service. It was seen as
important assistance because ETEs were obliged not only to teach, but also to conduct research
and community service, as stated in Tri Dharma Perguruan Tinggi. Therefore, participants
agreed that to perform their jobs well as ETEs, the necessary and sufficient funding support
should be provided by the institution as a part of a human resource development program.
However, it should also be noted that support is not always dealing with financial matters.
Participating ETEs pointed to easy access to international journals as one of the important
supports that the institution should provide. This type of support was seen as a response to the
policy set by the government: productively write in internationally recognised publications.
This policy emerged as Indonesia is categorised as a less-productive country in terms of
scientific publications: Indonesian scholars produced no more than 14,000 publications within
14 years starting from 1996 (Guggenheim, 2012, cited in Rakhmani & Siregar, 2016). It is
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hoped that access to international publications can help ETEs in terms of providing necessary
reading materials to sharpen their critical thinking on current issues. This, in turn, could be
beneficial in helping them in their writing of academic articles. Besides, providing adequate
teaching facilities, such as technology and internet connection, were two interrelated aspects
mentioned by the participants as being the most useful facilities. In the era when information is
mostly available on the internet, these two facilities should be adequately provided by the
institution.
Besides funding and facilities, participants also requested that the institution establish
collaboration with other institutions. This, in turn, enabled sharing and exchanging information
among ETEs. Archibald et al. (2011) supported the view that enabling teachers to have
collaboration with other teachers was one of the important features in effective professional
development. Besides that, bridging collaboration among ETEs from different institutions
could also broaden ETEs’ opportunities to assist each other and this would result in a better
quality of ETEs both in their teaching practice and other aspects relating to it (Ng & Tan, 2009).
However, the participants stated that this kind of forum should be conducted in a regular and
sustainable basis in order to maximise its benefits.
In addition, the connection should be maintained not only with other ETEs: institutions were
also expected to accommodate the connection between ETEs and school teachers as it is
beneficial for both parties to build stronger communication between them. The schooluniversity relationship has been seen as a collaborative arrangement, and also agreements
between different institutions are needed on a mutual understanding of goals and benefits in
order to solve common problems (Goodlad, 1988; Shive, 1984). Therefore, the idea of
collaboration between institutions could be beneficial not only for a university but also for
schools, specifically among teacher educators and school teachers. Fullan and Hargreaves
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(1992) noted that collaboration among stakeholders in education is undeniably important as it
enhances experience sharing which then results in the improvement of expertise among the
stakeholders.
However, it should be noted that having collaboration with school-teachers is not simple. Some
studies have reported that when teachers’ beliefs regarding their knowledge about theories and
their students’ needs have been fixed, they tend to reject new beliefs unless these new beliefs
are interesting or relevant to their current teaching practices (Phillips & Smith, 1997; Coburn,
2001). Thus, to improve school teachers’ teaching quality, Larsen-Freeman (2004) noted that
ETEs had better help teachers develop their present skills rather than only do research on
teachers’ knowledge. ETEs should be active in the process. School teachers develop their
knowledge through a long process that goes from being a student until being a teacher (LarsenFreeman, 2004).
Lastly, participants also stated that conducting evaluation was important. One participant
suggested the need for institutions to have such an evaluation system that accommodated
feedback related to ETEs’ teaching practices. The feedback could be obtained by establising a
student-rating evaluation, for example. However, the way institutions evaluate their work needs
to be carefully designed. A study by Tyler, Taylor, Kane, and Wooten (2009), comparing
between the observation-based and student-rating evaluation, showed that the observationbased evaluation is more valid in assessing teacher performance in their teaching practices
rather than the student-rating evaluation.
In addition, the area of evaluation should do more than capturing ETEs’ teaching practices: it
should also consider ETEs’ teaching load. One participant mentioned that her teaching load
was excessive while she needed to dedicate herself in the other two obligations: research and
community service. Blackmore and Sachs (2007, as cited in Hemmings & Hill, 2009) noted
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that “an [An] intensification of the work of lecturers has made the decision to balance research,
teaching, and service activities for many of these lecturers more difficult” (p. 14). An extreme
teaching load has been a burden for those who work as teachers. Worse, this kind of problem
may cause them to burnout as they had an over load of teaching time. Burnout, which has been
defined as a feeling of exhaustion either emotionally (Maslach, Jackson, & Leiter, 1996) or
physically (Pines & Aronson, 1988), results in a decrease of teachers’ performance. A study by
Leung and Lee (2006), for example, found that Hong Kong teachers’ rate of job-leaving was
closely related to their exhaustion from teaching. Participants here believed that institutions
needed to conduct such an evaluation system regarding ETEs’ teaching practices and teaching
load. This is to ensure that ETEs can maximise their performance in doing all the three
obligations that they are assigned to.

6.5.3 Government Support
For improving ETEs effectiveness, the government’s support was also perceived to be
important. The qualitative results of the study revealed that the type of government support
consisted of three themes: Funding, Professional Development and Partnerships Programs, and
Policy (See Chapter IV Table 4.7). The quantitative results of the study further indicated that
these themes were important, with the mean scores ranging from 4.4 to 4.65 (See Chapter V
Table 5.22).
As can be seen in Section 4.5.3.1, funding was still considered the most important support ETEs
needed either from the institution or from the government. Some participants mentioned that
they needed funding for conducting research. Teacher educators work as teachers at the higher
education level. Taylor (2003) pointed out that the combination activities between teaching and
conducting research provides the basic difference between university as higher education level
and high schools at the lower level. This combination might bring positive impacts to ETEs as
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this attempt may help ETEs teach what they know deeply (Benowski, 1991) as they have
passion for their field (Stephenson, 2001) and they want to develop their passion on their subject
matter (Yair, 2008). Further, as obligated in Tri Dharma Perguruan Tinggi, the government
should provide the funding support so that ETEs can improve their teaching quality through
research in a particular field that they are working on. In addition, a participant of this research
also mentioned several problems that the government should address. He believed that although
government had made an investment in research, he found that the amount was not really
sufficient, meaning that the government should increase it. This was made even worse as the
information about the research grants was not disseminated very well. Thus, it can be concluded
that, in terms of research funding, the Indonesian government should not only provide more
financial resources, but should also disseminate the information more quickly and transparently.
Another type of funding needed is scholarship funding. One participant stated that scholarships
were important, and also suggested that the requirements to obtain a scholarship should be
simplified. Lastly, the government was expected to provide travel grant funding. This kind of
funding was regarded as beneficial to accommodate and facilitate ETEs whenever they wanted
to join seminars, workshops, and conferences. The benefits of attending these kinds of activities
have been mentioned in the earlier sections. The government should also pay attention to
catering to this type of funding. The government has actually made some effort for improving
the funding allocation. Regarding the state budget invested in education, the government had
actually increased it. For instance, a significant increase was seen in 2013 when the budget
allocation rose to thirteen times (USD 200 million), while it was previously no more than USD
15 million by 2008 (Rakhmani & Siregar, 2016). Therefore, the problems are not specific only
to funding: the other problems noted were language barriers, limited access to publications and
historical context (Heryanto, 2011).
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Furthermore, a range of support needed covers how government could enhance professional
development and partnership programs. As ETEs needed to improve their personal and
professional quality, participants thought that government should organise and establish
programs dedicated to the development of teachers’ quality from the lower level of education
to the higher level. Such a program could be like establishing ToT (Training of Trainers)
programs in which trainers are invited from English speaking countries. Another potential
program is through academic forums involving ETEs with programs related to school and
teachers. However, it should be underlined that the sustainability of these programs should also
be taken into consideration. Zein (2012) supported the need for conducting teacher professional
development programs on a sustainable basis. This is important as it leads to numerous benefits,
such as keeping teachers updated with current issues in ELT and maintaining their language
proficiency. Zein (2012) added that the opportunity for teachers to develop their knowledge and
skills could be enhanced if they are surrounded by professional training and a community where
they can share their expertise and learn from each other.
Lastly, as presented in Section 4.5.3.3, some participating ETEs mentioned that the government
should also support them by redefining some policies regarding ETEs, such as standards,
promotions, conditions and payment. In terms of establishing policy regarding ETE standards,
the government should clearly describe what basic skills and competencies ETEs should have
and have this serve as clear guidance for ETEs in Indonesia. The government should pay
attention to this because teachers have a strong influence as role models for their students
(Bandura, 1989) and, more importantly, because teacher educators are at the level of training
their students to be future teachers (Darling-Hammond & Bransford, 2005). Participants also
reminded the researcher that careful attention should be given not only to the making of policies,
but also to implementing and evaluating them. For instance, one of the participants stated how
much he regretted that the government sometimes made a policy, but never implemented it.
297

Moreover, in terms of establishing a policy regarding to ETE’s promotions, it was important to
address how difficult it was for ETEs to be promoted to a higher level because the government
made the system complicated. Complicated bureaucracy is often found in the government
system (Bjork, 2005) as well as in the higher education system itself (Rosser, 2015). Thus,
participants hoped that the government could simplify the bureaucracy.
The findings also suggested that the government should improve the conditions and payment
of ETEs. Currently, a discussion on improving teacher’s salary has been mushrooming and
related to improving teacher quality. For example, Springer et al. (2010) saw that improving
teachers’ compensation was related to teacher quality improvement. Low compensation
received by teachers has been one of the issues hindering teachers’ professionalism in Indonesia
(Lengkanawati, 2005). In terms of salary, teachers in Indonesia receive significantly lower
salaries compared to teachers from the neighbouring countries such as The Philippines,
Thailand and Malaysia (Suryahadi & Sambodho, 2013; World Bank, 2007, cited in Jalal et al.,
2009). The government has responded to this deficiency by establishing a certification policy
in which lecturers who have passed certification will receive higher payment. This policy serves
as a strategy to improve lecturers’ quality. It is based on the premise that when lecturers receive
better payment, then their performance will improve, and thus the quality of education will also
gradually improve. Research studies have shown that after certification was implemented, there
was improvement in several aspects (Elfindri, Rustad, Nizam, & Dahrulsyah, 2015; Evans,
Tate, Navarro, & Nicolls, 2009). The obvious improvements were in terms of lecturers’
participation in teaching activities and administrative tasks. Another improvement was in terms
of the publication index which was slightly increased. There is a tendency that lecturers will
perform better when they receive better compensation. However, whether certification
improves the overall quality of education is yet to be evident.
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6.6 Summary
This chapter has discussed the findings from both the qualitative and quantitative data analysis
and included the four aspects addressed in the study: characteristics, teaching strategies,
challenges and strategies for improving ETEs’ effectiveness. A summary of this study including
research implications, limitations, and recommendations for future research is presented in the
following chapter.
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CHAPTER VII: CONCLUSION
7.1 Introduction
The previous chapter discussed the most significant of the findings that emerged from the study.
The findings come from both the qualitative and quantitative phases of this study. This
concluding chapter revisits and reflects on the overall research. It starts with an overview of the
study (7.2) and summary of the major findings in relation to the characteristics of effective
ETEs, effective teaching strategies, challenges in ETEs’ attempts to be effective, and strategies
for improving ETEs’ effectiveness (7.3). It then presents the theoretical and practical
implications arising from the findings (7.4). The principal limitations of the study are discussed
(7.5), and recommendations for future research directions (7.6) are presented before the closing
remarks (7.7).

7.2 An Overview of the Study
Teacher educators are considered an important factor in teacher education. Among the
significant roles of teacher educators are that of significant contributor to teacher education
programs (Lunenberg, Korthagen, & Swennen, 2005) and preparer of student teachers in
pedagogical practices so they can become quality teachers (Bransford, Darling-Hammond, &
LePage, 2005). However, despite these crucial roles, there is scant information regarding the
qualities of teacher educators. Research studies on teacher educators, especially ETEs, have
been lacking. Therefore, the present study aimed to investigate the qualities of effective ETEs
within the Indonesian context. Specifically, four aspects were of interest: (1) the characteristics
that make ETEs effective, (2) effective teaching strategies inside and outside the classroom, (3)
principal challenges ETEs encounter in their attempts to be effective, and (4) strategies and
support for improving ETEs’ effectiveness.
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With reference to the above mentioned aims, the study was undertaken in order to answer the
following research questions, each of which was answered by both qualitative and quantitative
data. The research questions, as indicated in Chapter I, were:
1. What are perceived to be the characteristics of effective English teacher educators?
a. What are the most important characteristics of effective English teacher
educators according to each of the participating groups?
b. Are there statistically significant differences in the perceptions of these
characteristics between the three participating groups?
c. Within the pre-service English teacher group, are there statistically significant
differences in the perceptions of these characteristics depending on year of
study?
d. Within the in-service English teacher group, are there statistically significant
differences in the perceptions of these characteristics depending on years of
teaching experience?
e. Within the English teacher educator group, are there statistically significant
differences in the perceptions of these characteristics depending on years of
teaching experience?
2. What effective teaching strategies are used by English teacher educators?
3. What challenges do English teacher educators encounter in their attempts to be
effective?
4. How can the effectiveness of English teacher educators be encouraged and maintained?
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In seeking answers to these research questions, this study adopted one of the designs in the
mixed-methods approach, namely Sequential Exploratory Mixed Method Design. The principal
rationale for employing such a design was to provide a robust understanding of the investigated
phenomenon (Ivankova & Cresswell, 2009; Dornyei, 2007) by combining the strengths of both
qualitative and quantitative approaches (Creswell & Plano-Clark, 2011). Another primary
consideration was that the mixed methods design had the capacity to help with answering
research questions consisting of “what” and “how” questions (Creswell & Plano-Clark, 2011).
This study sought to answer these types of research questions. Employing a mixed methods
design also made the present study different from other previous, relatively similar studies
which had mainly adopted a single approach design (Smith, 2005; Park & Lee, 2006; Chen &
Lin, 2009; Shisavan & Sadeghi, 2009; Barnes & Lock, 2010 & 2013; Liando, 2010;
Meksophawannagul, 2015). The initial qualitative phase of this study involved an in-depth
exploration of the qualities of effective ETEs, while the subsequent quantitative phase of the
study supported and expanded the qualitative findings. Three major educational stakeholders
were involved in this study: ETEs, PETs and IETs. Each of the groups provided distinct
perspectives thus contributing significantly to the study. In the qualitative phase, the semistructured interviews were conducted with the participants from the three groups: 15 ETEs, 13
IETs and 11 PETs. In the subsequent quantitative phase, a closed-ended questionnaire was
administered to a significantly larger number of participants from all three groups and totalling
540 participants. This consisted of 108 ETEs, 102 IETs and 330 PETs. The closed-ended
questionnaire employed was developed based on the results of the qualitative phase. Prior to
administering the final version of the questionnaire, piloting and revisions were undertaken to
ensure the validity and reliability of the questionnaire. The fact that this study generated and
developed a questionnaire to determine the qualities of effective ETEs was among the
contributions this study has made to understanding ETEs and their behaviour. Subsequent to
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the data collection and management, the qualitative data were analysed using thematic analysis
with both deductive and inductive reasoning (Hayes, 1997; Boyatzis, 1998) and adhering to the
step-by-step procedure of thematic analysis by Braun and Clarke (2006). As for the quantitative
data, they were analysed using descriptive statistics (mean and standard deviation) and
inferential statistics (ANOVA and T-Test). The following section presents the major findings
of the study.

7.3 Summary of the Major Findings
As the detailed findings of this study have been discussed in the previous chapter, this section
only briefly summarises the major findings. The qualitative phase revealed a vast content of
information regarding the characteristics of effective ETEs, effective teaching strategies inside
and outside the classroom, challenges for ETEs in attempting to be effective, and strategies for
improving ETEs’ effectiveness. The subsequent quantitative phase of the study supported and
expanded the qualitative findings of the above mentioned aspects.
Major Finding 1: The Characteristics of Effective English Teacher Educators (ETEs)
The qualitative phase revealed 49 itemised characteristics of effective ETEs. These
characteristics were then categorised into four major themes: Pedagogical Skills, Personal
Competence, Interpersonal Skills and Subject Matter Knowledge. The first theme, Pedagogical
Skills, has the largest number of identifiable characteristics, totalling 29 characteristics.
Considering its large number, this theme was further sub-categorised into Planning, Delivery,
Organization and Evaluation. The subsequent quantitative phase sought to expand the
qualitative findings by determining the most important characteristics of effective ETEs
according to the three groups participating in the study. Surprisingly, the results showed that
each group had different views regarding the most important characteristics of effective ETEs.
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The ETE group saw Subject Matter Knowledge, the IET group rated Personal Competence,
while the PET group ranked Interpersonal Skills as the most important. The quantitative phase
of the study further investigated whether there were significant differences in the perceptions
of the three participating groups regarding the characteristics of effective ETEs. The inferential
statistics showed that there were in fact significant differences in two of the four characteristics
themes, namely Pedagogical Skills and Subject Matter Knowledge. However, no statistically
significant differences were found with the other two themes, Personal Competence and
Interpersonal Skills.
The quantitative phase of the study also expanded the qualitative findings in that it examined
the perceptions of the characteristics of effective ETEs within each group according to their
different level of engagement in English education. First, the quantitative phase explored PETs’
different perspectives on the characteristics according to their different year of study: first,
second, third and final year. The results showed that there were statistically significant
differences in Subject Matter Knowledge. These results indicate that years of exposure to
learning in the English education program affected PETs’ perceptions regarding the
characteristics of effective ETEs. Throughout their learning journey in the English education
program, their beliefs changed to some extent. Second, the quantitative phase of the study also
looked at the IETs’ perceptions of characteristics depending on their years of teaching
experience: early career and middle to senior career IETs. The results showed that there was no
statistically significant difference in any of the four characteristics themes. Third, the
quantitative phase of the study also investigated the perceptions of characteristics of ETEs
depending on their different years of teaching experience. Similar to the results of the IETs, no
statistical differences were found in ETEs’ perceptions of the four characteristics themes. These
results are evidence that the different number of years of IETs and ETEs teaching experience
did not affect their perceptions regarding the characteristics effective ETEs should possess.
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IETs and ETEs already had a fixed belief when they commenced their profession, and this belief
apparently did not change throughout their teaching lives.
Major Finding 2: Effective Teaching Strategies
There were two types of effective teaching strategies explored in this study, namely effective
teaching strategies inside and outside the classroom. Each type of strategy has its own theme
and itemised strategies within the theme.
For the effective teaching strategies inside the classroom, the qualitative phase of the study
revealed three themes that were labelled: (1) Diverse Approaches to Classroom Teaching, (2)
Learner Autonomy, and (3) Authentic and Engaging Learning. Within the first theme, the
itemised strategies included applying a variety of teaching techniques, forming students into
small groups, employing games in certain situations and utilizing technology in the classroom.
For the second theme, the itemised strategies consisted of giving students more responsibility,
giving students the opportunity to do peer assessment and encouraging students to use English
as much as possible. For the third theme, the itemised strategies included creating learning
activities from real-life situations and giving challenging in-class activities and tasks.
For the effective teaching strategies outside the classroom, the qualitative data uncovered two
themes, namely (1) Collaborative and Participative Learning and (2) Students’ Independence
in Learning. The itemised strategies within the first theme included encouraging students to
make study groups with peers, involving students in real hands-on experience in community
service, making an out-of-class consultation schedule, assigning group projects involving
students with mixed abilities and making collaboration with students. Meanwhile, the itemised
strategies within the second theme consisted of encouraging students to use out-of-class
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resources, providing home assignments, doing fun activities, asking students to reflect on their
learning experience and encouraging students to participate in academic forums.
The subsequent quantitative phase of the study sought to expand the qualitative findings in
terms of determining the level of importance with which these effective teaching strategies were
regarded. Despite the fact that, at least to some extent, each group had different preferences
over certain strategies, in general they rated all strategies as important. This was proven with
the smallest combined mean score of 3.83.
Major Finding 3: Challenges for ETEs in Their Attempts to be Effective
In their attempts to be effective, ETEs encountered a number of challenges. The present study
identified two themes, namely (1) Supporting Resources and (2) Teaching Environment. Each
theme had its own itemised challenges. For the first theme, the challenges ETEs encountered
included scarcity of resources for upgrading knowledge and skills, limited learning facilities,
little recognition of innovation and achievements, few research partners and poor research
funding, and lack of online resources for teaching. The itemised challenges that fell within the
second theme consisted of excessive responsibilities, unsupportive learning situations, low
motivated students, large classes and poor acceptance of critical thinking.
The subsequent quantitative phase of the study sought to expand the qualitative findings and
determine the level of agreement there was regarding the challenges. The statistical analysis
reported that the total combined mean scores for both themes were above 4.00, meaning that
the ETEs participating in this study confirmed that the challenges were evident in their attempts
to be effective.
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Major Finding 4: Strategies for Improving ETEs’ Effectiveness
The present study also looks for ways to improve the level of ETEs’ effectiveness. Three tiers
and interrelated types of strategies were explored, namely ETEs’ Personal Initiatives,
Institutional Support and Government Support. The qualitative phase of the study uncovered
specific themes in each type of strategies, and the quantitative phase of the study provided an
expanded explanation.
In regard to ETEs’ Personal Initiatives, there were three strategies uncovered and labelled as
(1) Tri Dharma Perguruan Tinggi (Three Obligations of Higher Education), (2) Personal
Capacity Building, and (3) Networking and Sharing themes. Within the first theme, the
strategies included developing research and academic writing skills, and conducting community
service. Within the second theme, the strategies consisted of updating with new trends and
knowledge in language teaching, self-evaluating and reflecting on teaching practices, attending
professional development activities, updating technology use in teaching and undertaking
further study. Within the third theme, the strategies uncovered included building networks with
internal and external colleagues, sharing knowledge and experience with colleagues, and
building good rapport with students.
Likewise, there were three strategy themes uncovered in regard to the institutional support.
These were labelled (1) Funding and Facilities, (2) Collaboration, and (3) Evaluation. The
itemised strategies within Funding and Facilities included institutional support in terms of
providing access to scientific journals, adequate teaching facilities, and financial assistance for
research and conferences. The itemised strategies within Collaboration included support such
as establishing forums among ETEs, initiating collaboration between ETEs and English
teachers at schools, holding regular events for ETEs and students, and developing partnerships
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with overseas institutions. Further, within the Evaluation theme, the itemised strategies
consisted of evaluating ETEs’ performance and reducing teaching loads.
Lastly, the present study explored more broadly the aspect of government support that ETEs
identified as being needed to improve their level of effectiveness. There were three types of
support, namely (1) Funding, (2) Professional Development and Partnerships Programs, and (3)
Policy. Within the Funding theme, the participants endorsed government support dealing with
research funding, scholarship funding and academic events funding. Within Professional and
Development and Partnerships Programs, ETEs highlighted the government support needed in
terms of establishing sustainable Teachers’ Professional Development programs, inviting more
trainers from English speaking countries, involving ETEs in programs dealing with schools and
teachers, and forming ETEs consortiums across different institutions. Within the Policy theme,
ETEs needed government support by establishing ETE standards, simplifying bureaucracy
regarding administrative processes and ETEs’ positions, and improving the conditions and
payment of ETEs.
The findings of the subsequent quantitative phase of the study reported that the three tiers of
strategy consisting of ETEs’ personal initiatives, institutional support and government support
were important: the total combined mean scores of each theme ranging from 4.13 to 4.65. These
results indicated that ETEs held the belief that the identified strategies were important as a
means of encouraging and maintaining their level of effectiveness. A combination of these three
tiers of strategy was also thought necessary if ETEs’ level of effectiveness was to be improved.

7.4 Theoretical and Practical Implications
The results of this present study raise a number of theoretical and practical implications in
regard to the qualities of effective ETEs. Specifically, the implications relate to the theory of
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the characteristics of effective ETEs, effective teaching strategies, challenges that ETEs
encounter in their attempts to be effective, and strategies for improving their effectiveness. The
following section describes these implications.
The first implication refers to the actual characteristics of effective ETEs. The study contributes
to the growing understanding of what characteristics make ETEs effective. The results showed
that a combination of Pedagogical Skills, Personal Competence, Interpersonal Skills and
Subject Matter Knowledge is essential. These characteristics are interrelated and complement
each other. To be effective, ETEs need to possess a combination of these characteristics as
teaching relies as much on skilful human relations as it does on subject matter and pedagogical
skills (Collinson, Killeavy, & Stephenson, 1999). The results of the study also show that each
participating group had different views regarding the characteristics contributing the most to
the effective ETEs. The differences present in their perspectives show that each group
demanded that ETEs possess various ranges of characteristics in order to be effective. Thus,
ETEs could utilize these findings to evaluate and/or reflect on their teaching. The characteristics
found in this study confirmed previous studies that have revealed some characteristics are
universal, while some others are context-specific (Park & Lee, 2006; Smith, 2005). Universal
means that characteristics, such as being friendly, exercising discipline, treating all students
fairly are important for every teacher regardless of their field or level of teaching. Contextspecific, on the other hand, means that some characteristics are specific to the ETEs, such as
being up to date with recent ELT issues, being able to teach language skills and content
knowledge of English subjects, having appropriate academic and research skills. Further, the
findings regarding the characteristics of ETEs conform to and expand on the general or standard
competencies required of teachers and lecturers, as stipulated in Law Number 14/2005. These
new understandings about the characteristics of effective ETEs can be used to formulate what
should be the standard competence of ETEs. The standard of ETEs has been found lacking, not
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only in Indonesia but also in other contexts (Smith, 2005; Koster & Dengerink, 2001) despite
the fact that they are an important factor in teacher education. Madya (2002) has called for the
development of standards in many aspects so as to improve the quality of ELT teaching in
Indonesia and the findings of this study can be a potential starting point in developing such a
standard.
The second implication refers to effective teaching strategies. The results of this study have
highlighted the importance of applying teaching strategies, both inside and outside the
classroom. Applying both types of strategies is essential, for instance, to compensate for the
status of English as a foreign language in Indonesia and the low level of exposure to English
the students have. To be effective, students should have opportunities to be exposed to learning
outside the classroom (Mbato, 2013); at the same time, the centrality of input in the classroom
is established (Suryati, 2013). Among the highlights of the effective teaching strategies inside
the classroom, ETEs need to pay attention to varying their teaching delivery through various
techniques and methods. Likewise, ETEs should also pay attention to the promotion of learner
autonomy. Given the fact that their students are studying at a higher education level, ETEs
should be able to promote students’ learning autonomy, for example by giving students more
responsibility and encouraging them to use English as much as possible. Further, regarding
effective teaching strategies outside the classroom, the results of this study indicate the
importance of collaborative and participative learning, and students’ independence in learning
through promoting out of class activities by encouraging students to make study groups with
peers, involving students in real hands-on experience in community service, encouraging
students to use out-of-class resources. However, it is important to note that students’
independence does not mean that students stand alone without guidance. As mentioned earlier,
learner autonomy can only be promoted if the teachers, in this case ETEs, know how to
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encourage students to be autonomous learners (Little, 1995), meaning that ETEs should play
their role as a guide for their students.
The third implication arises from some of the challenges ETEs face in order to be effective. For
instance, the participants in this present study highlighted two main challenges that they
encountered, namely challenges relating to the teaching environment and the supporting
resources. It is important to realise that some of the challenges identified are beyond ETEs
control, for example the limited learning facilities, little recognition of innovation and
achievement as well as poor funding. Tackling these challenges requires not only ETEs’ effort,
but also the efforts of other stakeholders for example institutions and government (Khong &
Saito, 2014; Martinez, 2008). These challenges have been noted in this study and are based on
empirical evidence so then recognition could serve as a basis for other stakeholders, such as
government or institutions, to address these areas and make improvements.
The last implication refers to the strategies that could improve ETEs’ level of effectiveness.
The results of the study highlighted that three tiers of strategies are important, namely ETEs’
personal initiatives, institutional support and government support. These three are interrelated
and cannot be considered in isolation (Atwal, 2013; Hodkinson & Hodkinson, 2004). Each
factor provides its distinct contribution to the effectiveness of ETEs. Though having strong selfinitiative is important, ETEs also need supportive and collaborative environments in the
institutions where they work as well as extensive government support so that they can perform
effectively.

7.5 Limitations of the Study
As in any other research study, this study is by no means comprehensive and thus has some
limitations. The limitations are particularly in terms of the scope, participants and methodology.
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Scope
The study focused on the perceptions of the participants. It did not include anything on the
actual practices in the classroom. The results of the study might have added the value if direct
observations of teaching were undertaken, for example through conducting class observations
to see how ETEs actually performed their teaching. The characteristics of effective ETEs and
effective teaching practices would be garnered in a different way using classroom observation.
Participants
The study involved around 540 participants, and included three major stakeholders: ETEs,
PETs and IETs. Each group was further clustered according to their length of study or teaching
experience. However, the recruitment of the participants was conducted through nonprobability sampling, done with the purpose collecting data where feasible in order to complete
the study in a relatively shorter duration without costing an excessive budget. It was also
necessary to achieve completion of the research study within a short time frame. Ideally, the
sample of the population would be obtained through probability sampling where the sample
obtained is exactly an ideal representation of the population. Given Indonesia is a large country
with 34 provinces spreading in a total area of 1.9 million square kilometers, representative
sampling of the population was impossible to realize in this current study. Hence, the results
derived from this study are limited with regard to generalization, due to the samples not ideally
representing the population of teachers in Indonesia.
Methodology
The present study employed a specific variable in terms of different years of engagement in
English education programs. This successfully generated insights into whether experience
affected beliefs. However, other important variables such as age, gender and socio-economic
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status are also worth investigating. Moreover, as the quantitative data was based on
questionnaire sheets, there was the possibility that participants overrated upon the completion
of the questionnaire. Efforts were made to decrease the possibility, with advice given to the
participants to complete the questionnaire as honestly as possible so that their responses would
truly represent their perspectives but there is no guarantee that this was done.

7.6 Recommendations for Future Research Directions
This present study offers considerable insight into the qualities of effective ETEs in the
Indonesian context, but it has also paved the way for similar research projects in the future.
Therefore, here are some potential areas that future research could explore:
1. Given the fact that this study is limited in the scope, and focuses on participants’ perception
only, it is recommended that future research include in-classroom observations so as to
provide a sharpened view of the qualities of effective ETEs as well as the effective strategies
used inside the classroom. Moreover, if possible, out-of-class observations might also be
useful to explore further about how teaching strategies outside the classroom are conducted
for the promotion of student learning.
2. This study involved only a relatively small number of institutions but Indonesia has a huge
number of institutions across 34 provinces. It is recommended that future research includes
a wider number of institutions from many different provinces. This would increase the level
of representativeness of the study and provide a deeper and more understandable frame of
the qualities of effective ETEs in the Indonesian context.
3. Despite the fact that the present study involved participants with various years of
engagement in English education programs, the participants representing these various
years of engagement were different individual participants. For example, the PET group
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represented different cohorts. It is recommended that a longitudinal study with the same
cohorts be done to examine the extent to which individuals have different or the same
beliefs regarding the qualities of effective ETEs.
4. Last, though this study included three major stakeholder groups involved in English teacher
education, recommendations for future research suggest the need to involve other
stakeholders, such as faculty administrators, higher education leaders, school principals and
government officials. To do so would help in gathering richer data and different
perspectives regarding the qualities of effective ETEs.

7.7 Conclusion of the Study
In closing the whole journey of the study, this chapter has provided an overview of the study
and summary of the major findings derived from the study. Further, there has been a discussion
of theoretical and practical implications with the aim of ultimately improving the quality of
English teacher education in Indonesia. Specifically, it has expanded the understanding of how
ETEs play a crucial role in developing high-calibre English teachers in Indonesia. In addition,
the study has acknowledged its limitations and opened the possibility of exploring further with
and future research on ETEs in Indonesia. This study is among the very few studies that have
investigated ETEs in the context of Indonesia and/ or contributes to the growing body of
knowledge on teacher educators that scholars have recognised calls for further systematic
research.
This study has opened the door for reflection for ETEs in particular, and teacher educators in
general, as it has revealed a number of qualities of effective ETEs gleaned from the perspectives
of the Indonesian English teacher community. The more we know about the qualities and
professional lives of ETEs, the more likely we are to know who they are, and thus prepare them
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for contributing more significantly to teacher education. This, in turn, will raise the quality of
English teachers and ultimately the quality of English teaching in Indonesia. Last, especially
for this researcher, this study has improved his understanding of the qualities of effective ETEs,
which is surely beneficial as the basis for his own professional development as an ETE.
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Appendix 3: Information Sheet

Participant Information Form
Project Title
An Investigation into the Qualities of Effective English Teacher Educators in Indonesia
Researcher
Didin Hidayat (u3020434)
TESOL, Faculty of Arts and Design, The University of Canberra, ACT
Email: u3020434@uni.canberra.edu.au
Supervisor
Dr. Deborah Hill
TESOL, Faculty of Arts and Design, The University of Canberra, ACT
Ph: +61 (0)2 6201 2649
Email: Deborah.Hill@canberra.edu.au
Project Aim
This study aims to investigate perceptions of the qualities of effective English teacher educators
in Indonesian tertiary education. It will examine the views from three different perspectives:
pre-service English teachers, in-service English teachers and English teacher educators.
Benefits of the Project
The benefits of the project are:
1. The findings will reveal the qualities of effective English teacher educators from the
perspectives of some important stakeholders in teacher education programs: the pre-service
English teachers, in-service English teachers and English teacher educators.
2. The study will test and possibly, extend existing theory of effective English teacher
educators’ qualities in Indonesian education context. Similar research studies across the
globe are also still limited.
3. The findings will provide theoretical and practical benefits for English teacher education in
Indonesia and similar contexts.
4. The research will also contribute to the improvement of English language teaching in
Indonesia. The findings of the study are expected to inspire the development of professional
standard for English teacher educators which is believed to be one of the key elements of
language teaching quality improvement.
General Outline of the Project
This research study seeks to investigate the perceptions of what characterises effective English
teacher educators. The study adopts the mixed method design and thus consists of two types of
data collection: qualitative and quantitative. In the qualitative data collection, the researcher
will conduct interviews with the participants to explore a comprehensive and nuanced
understanding of the investigated phenomenon. In the quantitative data collection, the
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researcher will employ questionnaires involving large number of participants. This is intended
to expand the findings in the qualitative phase. The proposed research study is grounded on
earlier research findings that reveal the teacher as the most contributing factor towards students’
learning achievement.
Participant Involvement
Participants who agree to participate in the research will be asked to:
1. Participate in an interview with the researcher at a time that is convenient. The interview
will take around 15-25 minutes, and be audiotaped with your permission.
2. Complete a questionnaire. This questionnaire will be provided in paper format, and will
take approximately 15-20 minutes to complete.
Participation in the research is completely voluntary. You are free to choose to participate in
the study. You may refuse to participate and withdraw any time from the study without any
penalty. You may also refuse to answer some or all the questions if you do not feel comfortable
with those questions.
There are no foreseeable risks involved in this study. Great care will be taken to reduce your
possible discomfort, such as boredom and tiredness.
Confidentiality
Any information you will provide if you participate in this study will be kept completely
confidential. My supervisors and I are the only persons who will have access to the information
you provide. Your name and identity will also not be disclosed to any party. However, the data
may be published in journal and elsewhere without giving your name or disclosing your
identity.
Anonymity
The information collected in the research will be presented anonymously. All reports of the
research will contain no information that refers to individual participants. Your name will be
given pseudonyms and codes.
Data Storage
The hardcopy files will be securely stored in a locked cabinet at The University of Canberra,
while the softcopy data will be securely kept on a password-locked computer to avoid
unauthorized use.
Ethics Committee Clearance
The project has been approved by the University of Canberra’s Human Research Ethics
Committee with a project number 14-140.
Queries and Concerns
If you have queries and concerns about the research, please do not hesitate to contact me as the
researcher or my primary supervisor, whose contact details are mentioned at the top of this
form.
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Appendix 4: Consent Form

Project Title
An Investigation into the Qualities of Effective English Teacher Educators in Indonesia
Consent Statement
I have read and understood the information about the research. I understand that my
participation in the research is voluntary and I may withdraw from the research at any time
without penalty.
I also understand that if I have any questions about the research during the undertaking of the
research, I may contact Didin Hidayat (the researcher) or Dr. Deborah Hill (primary supervisor),
whose contact details are in the participant information form.
Please indicate whether you agree to participate in one or both of the following parts of the
research by putting a cross [x] in the relevant box(es).



Participating in an interview with the researcher
Completing a questionnaire

Name of Participant………………………………………………………………

Signature…………...............................................
Date ………………………………….
Note: After the completion of the research, your institution will be provided with a copy of the
research report if you wish to read the results of the research.
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Appendix 5: Interview Protocols

Interview Protocol for English Teacher Educators
Project Title: An Investigation into the Qualities of Effective English Teacher Educators in
Indonesia
A. Introduction
There will be three points in this section: First, introduce myself to the interviewees, and
thank them for participating in the interview. Second, explain the purpose of the research
study. Third, explain the procedure of the interview.
I am Didin Hidayat, a Ph.D research student at the Faculty of Arts and Design, The
University of Canberra, Australia. I would like to thank you for your time to participate in
this study.
This study aims to investigate perceptions of the characteristics of effective English teacher
educators in Indonesian tertiary education. To probe into this matter, I am conducting
interviews and would like to know your ideas. Please note these two important definitions
that I need to explain beforehand:
1. English teacher educators in this study are defined as English lecturers teaching at
departments of English education.
2. Characteristics refers to not only the individual personality traits of English teacher
educators, but also their knowledge and skills.
Before I start, let me explain briefly the interview process. The interview will take around
25 minutes and will be audio-recorded. I will also write some notes during the interview.
All of your responses will be kept confidential and any information I include in the research
project will not identify you as the respondent. Please remember that you don’t have to talk
about anything you don’t want to and you may end the interview at any time.
Are there any questions before we begin?

B. Asking Background Information
1. Can you please tell me about your tertiary educational background? (Bisa tolong
jelaskan latar belakang pendidikan tinggi anda?)
2. Have you ever studied EFL/ESL courses abroad either degree or non-degree? If yes,
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where did you study, what did you study and for how long? (Apakah anda pernah
menempuh studi yang berhubungan dengan EFL_ESL di luar negeri baik studi bergelar
maupun studi non-gelar? Jika iya, dimana Anda tempuh studi tersebut, studi apa yang
anda tempuh dan untuk berapa lama?)
3. How many years of teaching experience do you have? (Sudah berapa tahun anda
memiliki pengalaman mengajar?) And how many of those have been as an English
teacher educator? (Dan berapa tahun sebagai pendidik guru Bahasa Inggris?)
4. Why did you choose this profession? (Mengapa anda memilih profesi ini?)
5. What subjects do you mostly teach at the university? Do you have any preferences in
teaching certain subjects? Why? (Mata kuliah-mata kuliah apa yang biasanya anda
ampu di kampus? Apakah anda memiliki kecenderungan untuk mengajarkan mata
kuliah tertentu? Mengapa?)
C. Asking Core Questions
6. What does the word “effective” mean to you? (Apakah arti kata “efektif” bagi anda?)
7. When you hear the words “effective English teacher educators”, what comes to mind?
(Apa yang ada di pikiran ketika mendengar kata-kata pendidik guru bahasa Inggris
yang efektif?)
8. Please describe the main characteristics that you think make English teacher educators
effective. (Tolong jelaskan karakteristik utama yang terkait dengan pendidik Bahasa
Inggris yang efektif?)
9. Can you rank the top five (5) most important characteristics of effective English teacher
educators? In what ways are they important? (Bisa anda berikan 5 rangking terbaik
tentang karakteristik terpenting yang harus dimiliki oleh pendidik guru Bahasa Inggris
yang efektif? Bagaimana karakteristik tersebut penting?)
10. Please describe your effective teaching strategies inside the classroom. (Tolong
deskripsikan strategi-strategi mengajar efektif anda di dalam kelas)
11. Please describe how you support your students' learning outside the classroom. (Tolong
deskripsikan bagaimana anda mendukung pembelajaran siswa di luar kelas)
12. What challenges have you encountered so far in an attempt to be an effective teacher
educator? How do you manage those challenges? (Apakah tantangan-tantangan yang
anda hadapi untuk menjadi pendidik guru Bahasa Inggris yang efektif? Bagaimana
anda mengatasi tantangan tersebut?)
13. What do you do, as an English teacher educator, to further develop the skills and
knowledge required to be effective? (Bagaimana anda, sebagai seorang pendidik guru
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Bahasa Inggris, lebih lanjut mengembangkan keahlian dan pengetahuan yang
dibutuhkan untuk menjadi efektif?)
14. What supports have been provided by your institution to further develop the skills and
knowledge that you require to be effective? (Dukungan apa yang telah institusi anda
berikan untuk lebih lanjut mengembangkan keahlian dan pengetahuan yang anda
butuhkan untuk menjadi lebih efektif?
15. What advice would you recommend to your institution to support that even more?
(Saran apa yang bisa anda rekomendasikan ke institusi anda untuk mendukung hal
tersebut lebih baik?)
16. What supports have been provided by the government to further develop the skills and
knowledge required to be effective? (Dukungan apa yang telah pemerintah berikan
untuk lebih lanjut mengembangkan keahlian dan pengetahuan yang anda butuhkan
untuk menjadi lebih efektif?
17. What advice would you recommend to the government to support that even more?
(Saran apa yang bisa anda rekomendasikan ke pemerintah untuk mendukung hal
tersebut lebih baik?)
18. Is there anything else you would like to say? (Apakah ada hal lain lagi yang ingin anda
sampaikan?
D. Closing
Thank the interviewee for participating in the research project
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Interview Protocol for In-Service English Teachers
Project Title: An Investigation into the Qualities of Effective English Teacher Educators in
Indonesia
A. Introduction
There will be three points in this section: First, introduce myself to the interviewees, and
thank them for participating in the interview. Second, explain the purpose of the research
study. Third, explain the procedure of the interview.
I am Didin Hidayat, a Ph.D research student at the Faculty of Arts and Design, The
University of Canberra, Australia. I would like to thank you for your time to participate in
this study.
This study aims to investigate perceptions of the characteristics of effective English teacher
educators in Indonesian tertiary education. To probe into this matter, I am conducting
interviews and would like to know your ideas. Please note these two important definitions
that I need to explain beforehand:
1. English teacher educators in this study are defined as English lecturers teaching at
departments of English education.
2. Characteristics refers to not only the individual personality traits of English teacher
educators, but also their knowledge and skills.
Before I start, let me explain briefly the interview process. The interview will take around
15 minutes and will be audio-recorded. I will also write some notes during the interview.
All of your responses will be kept confidential and any information I include in the research
project will not identify you as the respondent. Please remember that you don’t have to talk
about anything you don’t want to and you may end the interview at any time.
Are there any questions before we begin?
The researcher will give a piece of paper to the interviewees.The interviewees need to
remember when they were studying at tertiary level. The interviewees will be asked to list
three (3) English teacher educators that they think were most effective. The researcher will
not ask the names of the English teacher educators written on the list. The list will help the
interviewees focus on describing the characteristics of effective English teacher educators.
After Part B, which asks about interviewee's background information, the researcher will
ask the interviewees about the list of effective English teacher educators that they created.
No.
1.
2.
3.

Effective English Teacher Educators
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B. Asking Background Information
1. Can you please tell me about your tertiary educational background? (Bisa tolong
jelaskan latar belakang pendidikan tinggi anda?)
2. Have you ever studied ESL/EFL courses abroad either degree or non-degree? If yes,
where did you study, what did you study and for how long? (Apakah anda pernah
menempuh studi di luar negeri baik studi yang bergelar atau non-gelar? Jika iya,
dimana Anda tempuh studi tersebut, studi apa yang anda tempuh dan untuk berapa
lama?)
3. Can you please tell me where you teach? (Bisa tolong jelaskan dimana anda mengajar?
4. How many years of teaching experience do you have? (Sudah berapa tahun anda
memiliki pengalaman mengajar?) And how many of those have been as an English
teacher? (Dan berapa tahun sebagai guru Bahasa Inggris?)
5. Why did you choose this profession? (Mengapa anda memilih profesi ini?)
C. Asking Core Questions
6. What does the word “effective” mean to you? (Apakah arti kata “efektif” bagi anda?)
7. What comes to mind when you hear the words ”effective English teacher educators”?
(Apa yang ada di pikiran ketika mendengar kata-kata “pendidik guru bahasa Inggris
yang efektif?)
8. You wrote on the list that English teacher educator number 1 is effective. What makes
you think so? Please describe the main characteristics that you think make this English
teacher educator effective? (Anda menulis di note bahwa pendidik guru bahasa Inggris
nomor 1 sebagai efektif. Apa yang membuat anda berpikir demikian? Tolong jelaskan
karakteristiknya)
9. What kind of personality traits that this English teacher educator has? (Kepribadian
seperti apa yang dimiliki oleh pendidik guru bahasa Inggris ini?)
10. Please describe his/her effective teaching strategies inside the classroom (Tolong
deskripsikan strategi-strategi mengajarnya yang efektif di dalam kelas)
11. How does he/she help you learn outside the classroom? (Bagaimana dia membantu
anda belajar di luar kelas?)
Probes such as "can you elaborate more", "please tell me more", "please give examples"
will be used frequently to invite richer perspectives from the interviewee regarding the
qualities of effective English teacher educators. Similar questions from 8 to 11 will be asked
to the interviewee for English teacher educator numbers 2 and 3.
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12. Can you rank the top five (5) most important characteristics of effective English teacher
educators? In what ways are they important? (Bisa anda berikan 5 rangking terbaik
tentang karakteristik terpenting yang harus dimiliki oleh pendidik guru Bahasa Inggris
yang efektif? Bagaimana karakteristik tersebut penting?)
13. Is there anything else you would like to say? (Apakah ada hal lain lagi yang ingin anda
sampaikan?)
D. Closing
Thank the interviewee for participating in the research project
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Interview Protocol for Pre-Service English Teachers
Project Title: An Investigation into the Qualities of Effective English Teacher Educators in
Indonesia
A. Introduction
There will be three points in this section: First, introduce myself to the interviewees, and
thank them for participating in the interview. Second, explain the purpose of the research
study. Third, explain the procedure of the interview.
I am Didin Hidayat, a Ph.D research student at the Faculty of Arts and Design, The
University of Canberra, Australia. I would like to thank you for your time to participate in
this study.
This study aims to investigate perceptions of the characteristics of effective English teacher
educators in Indonesian tertiary education. To probe into this matter, I am conducting
interviews and would like to know your ideas. Please note these two important definitions
that I need to explain beforehand:
1. English teacher educators in this study are defined as English lecturers teaching at
departments of English education.
2. Characteristics refers to not only the individual personality traits of English teacher
educators, but also their knowledge and skills.
Before I start, let me explain briefly the interview process. The interview will take around
15 minutes and will be audio-recorded. I will also write some notes during the interview.
All of your responses will be kept confidential and any information I include in the research
project will not identify you as the respondent. Please remember that you don’t have to talk
about anything you don’t want to and you may end the interview at any time.
Are there any questions before we begin?
The researcher will give a piece of paper to the interviewees. The interviewees will be asked
to list 3 English teacher educators that they think are most effective. The researcher will not
ask the names of the English teacher educators written on the list. The list will help the
interviewees focus on describing the characteristics of effective English teacher educators.
After Part B, which asks about interviewee's background information, the researcher will
ask the interviewees about the list of effective English teacher educators that they created.
No.
1.
2.
3.

Effective English Teacher Educators
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B. Asking Background Information
1. What year of the degree are you currently enrolled in? (anda saat ini kuliah pada tahun
ke berapa?)
2. What was your motivation in enrolling as a student at the department of English
Education? (Apa motivasi anda memilih menjadi mahasiswa di jurusan Pendidikan
Bahasa Inggris?)
3. Since you began studying here, have you ever taken any English courses externally?
Why? (Apakah anda pernah mengikuti kursus Bahasa Inggris di luar kampus selama
kuliah disini? Mengapa?)
4. Whilst you have been studying here, have you also done any teaching? If yes, why
did you start teaching? (Selama anda belajar disini, apakah anda pernah memiliki
pengalaman mengajar? Jika iya, mengapa anda sudah memulai mengajar?)
C. Asking Core Questions
5. What does the word “effective” mean to you? (Apakah arti kata “efektif” bagi anda?)
6. What comes to mind when you hear the words ”effective English teacher educators”?
(Apa yang ada di pikiran ketika mendengar kata-kata “pendidik guru bahasa Inggris
yang efektif?)
7. You wrote on the list that English teacher educator number 1 is effective. What makes
you think so? Please describe the main characteristics that you think make this English
teacher educator effective? (Anda menulis di note bahwa pendidik guru bahasa Inggris
nomor 1 sebagai efektif. Apa yang membuat anda berpikir demikian? Tolong jelaskan
karakteristiknya)
8. What kind of personality traits that this English teacher educator has? (Kepribadian
seperti apa yang dimiliki oleh pendidik guru bahasa Inggris ini?)
9. Please describe his/her effective teaching strategies inside the classroom. (Tolong
deskripsikan praktek-praktek mengajarnya yang efektif di dalam kelas)
10. How does he/she help you learn outside the classroom? (Bagaimana dia membantu
anda belajar di luar kelas?)
Probes such as "can you elaborate more", "please tell me more", "please give examples"
will be used frequently to invite richer perspectives from the interviewees regarding the
qualities of effective English teacher educators. Similar questions from 7 to 10 will be asked
to the interviewees for English teacher educators number 2 and 3.
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11. Can you rank the top five (5) most important characteristics of effective English teacher
educators? In what ways are they important? (Bisa anda berikan 5 rangking terbaik
tentang karakteristik terpenting yang harus dimiliki oleh pendidik guru Bahasa Inggris
yang efektif? Bagaimana karakteristik tersebut penting?)
12. Is there anything else you would like to say? (Apakah ada hal lain lagi yang ingin anda
sampaikan?)
D. Closing
Thank the interviewee for participating in the research project
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Appendix 6: Sample of Interview Transcript
(Indonesian Version)
Resource Person: PET3/Cita/F
[0:01] I: Oke, sekarang saat ini saya bersama Cita [pseudonym], mahasiswa jurusan Pendidikan
Bahasa Inggris. Kita mulai langsung ya?
[0:14] CI: Iya, silakan.
[0:15] I: Saat ini kamu kuliah tahun ke berapa?
[0:20] CI: Tahun…memasuki tahun keempat.
[0:21] I: Berarti sudah semester tujuh ya?
[0:24] CI: Iya, tujuh.
[0:25] I: Ketika dulu kamu mendaftar sebagai mahasiswa jurusan Pendidikan Bahasa Inggris,
apa motivasi kamu?
[0:32] CI: Waktu itu, motivasi saya memang karena saya menyukai Bahasa Inggris. Tetapi,
kalau jujur waktu pertama kali masuk, belum kepikiran untuk menjadi guru. Tetapi
seiring berjalannya waktu, akhirnya lama-lama tumbuh keinginan untuk menjadi guru.
Tetapi dari pertama kesukaan terhadap Bahasa Inggris saja.
[0:55] I: Oh, suka dengan Bahasa Inggris, kemudian berubah tujuan menjadi seorang guru. Gitu
ya?
[0:57] CI: Ya.
[0:58] I: Nah, selama kamu kuliah di sini, pernah enggak kamu ambil kursus Bahasa Inggris di
luar?
[1:05] CI: Enggak, enggak pernah.
[1:09] I: Oke. Selama belajar di sini, apakah kamu sambil mengajar atau tidak?
[1:15] CI: Mengajar mulai semester 3.
[1:18] I: Bisa lebih dijelaskan, mengajar..?
[1:20] CI: Waktu pertama kali, saya mengajar bimbel di bimbel alumni. Dan di situ, saya waktu
itu mengajar tingkat SMP untuk persiapan Ujian Nasional.
[1:20] I: Oooh, gitu. Sebenarnya, kenapa sih kamu sudah mulai mengajar gitu?
[1:38] CI: Alasannya, waktu itu saya ingin belajar mempersiapkan diri yang nantinya memang
di akhir semester saya akan menghadapi PPKT, jadi saya perlu membiasakan diri untuk
berinteraksi langsung dengan dengan murid. Supaya nanti tidak tidak kaku lah,
istilahnya seperti itu.
[1:59] I: Oke, supaya lebih luwes nanti ke depannya [ketika] mengajar, ya?
[2:03] CI: Iya.
[2:03] I: Sekarang saya mau tanya tentang konsep efektif, menurut kamu apa itu efektif?
[2:03] CI: Menurut saya, kalau untuk efektif.. ee, proses pembelajaran efektif itu adalah yang
pasti.. Guru harus mampu mengkondisikan kelas: yang pertama mengkondisikan kelas
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di sini adalah memastikan kalau siswanya sudah memperhatikan dan pay attention to
the students um, to the teacher. Kemudian, setelah guru memastikan kalau siswanya
sudah pay attention, guru mulai memberikan materi, memberikan materi yang gurunya
juga harus menguasai materi tersebut. Guru pun harus siap menerima jawaban-jawaban
yang lebih dalam dari siswanya. Kemudian, guru juga harus meyakinkan siswa dan
memastikan kalau siswa itu sudah mengerti apa yang disampaikan. Seperti itu.
[3:00] I: Oke.
[3:00] CI: Kemudian, efektif di sini juga harus memperhatikan kondisi kelas. Seperti banyak
siswa yang tidak suka ketika pembelajaran terlalu monoton. Harus melihat situasi dan
kondisi kelas., seperti itu.
[3:17] I: Jadi, ketika kamu mendengar kata pendidik guru bahasa inggris, atau English teacher
educator yang efektif, apa yang ada di pikiran kamu?
[3:28] CI: Mungkin yang paling pertama kepikiran adalah mungkin teknik mengajarnya harus
yang lebih fun kali ya..? karena bahasa Inggris ini, menurut saya, banyak siswa yang
sudah terlalu takut duluan dengan bahasa inggris. Kemudian kita harus membawa
pemikiran itu menjadi lebih jauh, sehingga membawanya lebih ke yang fun.
[3:53] I: Oke, selain itu?
[3:54] CI: Selain itu, apa lagi ya..
[3:59] I: Coba bayangkan pendidik guru bahasa Inggris yang efektif. Kira-kira apa saja?
[4:06] CI: Apa ya.. Ehm, yang pasti sih, guru harus bisa memaksimalkan waktu ketika dia
mengajar juga.
[4:15] I: Oke. Nah, kan kamu sudah menulis di lis nomor 1 bahwa pendidik guru bahasa inggris
tersebut efektif. Kenapa kamu anggap beliau demikian?
[4:23] CI: Yang pertama, karena saya salut dengan beliau, karena beliau memang memiliki
kompetensi—ini menurut saya ya.. Memiliki kompetensi yang memang sesuai dengan
kemampuannya dalam memberikan pembelajaran terhadap materi yang diberikan
kepada saya. Kemudian, dosen ini pun menjelaskan [dengan] tidak terburu-buru, dan
selalu membuka pertanyaan kepada siswa kepada mahasiswa apabila kita belum
mengerti; dan memastikan kita benar-benar paham, baru kita melanjutkan ke materi
selanjutnya. Beliau juga memberikan contoh-contoh yang real, yang akhirnya kita bisa
membayangkan.
[5:08] I: Maksudnya contoh real itu dari kehidupan nyata atau..?
[5:11] CI: Kehidupan nyata..
[5:12] I: Oke.
[5:12] CI: Contohnya waktu itu adalah pembuatan kalimat dalam sebuah tulisan akademik.
Dijelaskan dan diberikan contoh pula, tulisan yang baik itu seperti apa dan yang tidak
baik itu seperti apa.
[5:31] I: Oke. Nah, dalam hal kepribadian, seperti apa kepribadian beliau?
[5:35] CI: Kepribadian beliau menurut saya sudah cukup baik. Beliau datang tepat waktu,
jarang absen di kelas, kemudian.. santun di kelas juga. sejauh ini sih seperti itu. Santun..
[5:51] I: Oke. Bisa nggak kamu deskripsikan pengajaran atau teaching practice beliau di dalam
kelas yang menurut kamu efektif? Contohnya?
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[6:01] CI: Ehm, mungkin kalau secara metode, lecturing sebenarnya. Tetapi, mungkin dari cara
penyampaian beliau yang jelas dan menggunakan kata-kata yang mudah dimengerti
oleh mahasiswa, seperti itu. Memang sih kalau untuk teknik khususnya seperti role play
atau segala macam, memang tidak ada. Hanya sebatas lecturing tetapi memang—ya itu
tadi—penggunaan kata-katanya dan pemberian contoh sesuai dengan real situation.
Jadi, kita mudah untuk memahaminya.
[6:31] I: Oke. Nah, apakah beliau ini juga membantu siswanya untuk belajar di luar kelas?
Memfasilitasi atau semacamnya..?
[6:40] CI: Iya. Waktu itu, saya pernah kesulitan ketika membuat report, tugas yang diberikan
oleh beliau. Kemudian beliau saya minta ketemu untuk membantu; karena ada beberapa
hal yang saya bingungkan. Dan beliau bersedia untuk membantu walaupun waktunya
tidak sebanyak ketika di kelas. Tetapi bersedia menjawab pertanyaan-pertanyaan
siswanya.
[7:05] I: Oke. Sekarang kita menuju pendidik guru bahasa Inggris yang kedua. Kenapa kamu
anggap beliau ini juga efektif?
[7:12] CI: Kalau yang kedua ini, saya belajar banyak mengenai teknik pengajaran.
[7:17] I: Teknik pengajaran?
[7:17] CI: Iya.
[7:18] I: Itu bisa dijelaskan?
[7:18] CI: Teknik pengajaran di sini, beliau mengajarkan tidak hanya lecturing. Yang
sebelumnya kami buta dengan apa saja metode pengajaran itu, justru di sini kami
diajarkan. Seperti metode jigsaw, kemudian model poster-poster segala macam..
Pokoknya kita diajarkan untuk menggunakan media semaksimal mungkin. Dan
kemudian, di sini beliau juga mengajarkan kita untuk membuat siswa lebih aktif di
kelas, tidak hanya sekadar mendengarkan dari si pemateri atau pemberi materi.
[7:58] I: Kalau secara kepribadian, bagaimana?
[8:01] CI: Secara kepribadian, beliau memang baik. Tapi terkadang sering datang terlambat.
Itu efek karena memang kelasnya pagi. Tetapi kalau kelas siang, beliau on time.
[8:15] I: Nah. Bisa enggak tolong kamu deskripsikan praktik mengajar beliau yang menurut
kamu efektif?
[8:23] CI: Waktu itu adalah proses pembelajaran mengenai media. Terdiri dari satu bab full
yang berisi materi yang banyak. Kemudian kami dibagi menjadi beberapa kelompok
yang bertanggung jawab untuk memahami satu pokok bahasan. Kemudian kita
nantinya harus bertanggung jawab untuk menjelaskan itu di kelompok yang lain.
[8:47] I: Oke.
[8:48] CI: Awalnya, kita berpikir ini akan sulit, karena akan membuat siswa gaduh di kelas,
tetapi ternyata tidak. Justru membuat siswa lebih fokus kepada satu bahasan pokok yang
nantinya akan dikuasai oleh dia. Kemudian, ketika siswa dihadapkan untuk mampu
menjelaskan materi itu kepada kelompok lain. Ketika menjelaskan di kelompok lain
pun dia bertanggung jawab untuk menjelaskan, kemudian yang lain pun seperti secara
langsung jadi mau memperhatikan yang sedang berbicara. Karena memang lingkupnya
small group, jadi kita lebih fokus. Itu yang membuat menjadi lebih efektif.
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[9:26] I: Oke. Bagaimana beliau ini membantu mahasiswa untuk belajar di luar kelas. Apakah
ada atau tidak?
[9:35] CI: Uh, waktu itu saya juga pernah minta tolong, karena memang semua kelompok
diwajibkan untuk memberikan pengajaran di kelas. Saya meminta saran mengenai
teknik-teknik pengajaran, dan beliau memberikan saran-saran. Bahkan memberikan
buku rujukan untuk membaca teknik-teknik pengajaran yang baik itu seperti apa.
[9:58] I: Sekarang, kita menuju pendidik guru bahasa Inggris yang ketiga. Apa yang membuat
kamu merasa bahwa beliau ini juga efektif?
[10:07] CI: Kalau yang ketiga ini, hampir mirip dengan yang pertama. Penyampaian dan
penjelasan beliau yang mudah dipahami, karena memang.. Kemudian yang materi yang
beliau berikan kepada kami itu memang agak abstrak, jadi kita sempat kebingungan.
Tapi beliau berhasil memberikan penjelasan dan memberikan contoh kepada kita.
Hampir sama sih kayak yang pertama.
[10:31] I: Oke. Tapi kalau kepribadian beliau seperti apa?
[10:37] CI: Kepribadiannya baik, di kelas baik, santun, dan humorisnya juga ada. Tetapi, yang
saya kurang suka, hanya transparansi nilainya saja.
[10:48] I: Oh. Transparansi nilai? Oke.
[10:49] CI: Itu saja.
[10:53] I: Kalau mengenai praktik mengajar yang beliau pernah [lakukan] menurut kamu
seperti apa?
[10:58] CI: Yang beliau ajarkan.. kan yang paling efektif menurut saya adalah memang bagian
lecturing-nya, karena materi yang diajarkan tidak mungkin ketika menggunakan teknik
pengajaran yang lain.
[11:10] I: Oke. Apakah beliau juga membantu mahasiswa untuk belajar di luar kelas?
[11:14] CI: Iya, membantu.
[11:16] I: Seperti apa beliau meng-encourage mahasiswa?
[11:20] CI: Sama sih.. ketika kita bertanya ketika ada kesulitan, maka beliau bersedia untuk
menjawab, tetapi memang waktunya tidak lama.
[11:26] I: Masih terbatas, ya.. Oke. Dari tadi kita sudah membicarakan tentang karakteristik
pendidik guru bahasa Inggris yang efektif. Kalau kamu ranking dari 1 sampai 5, apa
sih sebenarnya menurut kamu karakteristik yang paling penting yang harus dimiliki
oleh pendidik guru bahasa inggris itu?
[11:46] CI: Mungkin, yang paling pertama menurut saya sih adalah kepribadian.
[11:49] I: Seperti apa kepribadian itu?
[11:53] CI: Yang pasti dosen atau guru ini harus benar-benar memiliki sosok seorang guru gitu.
Sosok di sini berarti, beliau bersedia dan harus mampu membuat siswanya nyaman
berada di kelas. Karena ketika beliau saja tidak memiliki kepribadian yang baik, pasti
siswa juga akan meremehkan dan malas untuk berada di kelas.
[12:15] I: Kemudian?
[12:15] CI: Kemudian yang kedua adalah, penguasaan beliau terhadap materi, atau kompetensi
beliau, karena kompetensi menunjukkan seberapa mampunya dia untuk mengajar
siswa.
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[12:29] I: Kompetensi seperti apa? Bisa lebih detail?
[12:33] CI: Kompetensi di sini, pertama memang penguasaan materi, sehingga nantinya ketika
siswa bertanya, beliau mampu menjawab. Seperti itu.
[12:43] I: Ada lagi?
[12:44] CI: Ee.. sudah sih..
[12:46] I: Oke. Mungkin ada lagi yang mau disampaikan tentang ini semua?
[12:53] CI: Sudah sih, cukup, itu saja.
[12:56] I: Oke, terima kasih atas partisipasinya.
[13:01] CI: Iya, sama-sama..
~Wawancara Selesai~
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(English Version)
Resource Person: PET3/Cita/F
[0:01] I: Okay, I am here with Cita [pseudonym], a student from the Department of English
Education. Shall we begin?
[0:14] CI: Yes, let’s do.
[0:15] I: What year of the degree are you currently enrolled in?
[0:20] CI: Ummm… I am beginning my fourth year.
[0:21] I: So that means you are in your seventh semester?
[0:24] CI: Yes, my seventh semester.
[0:25] I: What was your motivation in enrolling as a student at the department of English
Education?
[0:32] CI: At the time, my motivation was that I liked studying the English language. But, if I
am honest, when I first enrolled, I hadn’t thought about becoming a teacher. However,
as time went by, my desire to become a teacher grew. But initially it was just because I
liked English.
[0:55] I: Oh, so you quite liked studying the English language, then changed back to study to
become a teacher. Is that right?
[0:57] CI: Yes.
[0:58] I: Now, since you began studying here, have you ever taken any English courses
externally?
[1:05] CI: No, no I haven’t.
[1:09] I: Okay. Whilst you have been studying here, have you also done any teaching?
[1:15] CI: Yes, I started doing some teaching in semester 3.
[1:18] I: Can you explain further what you mean by “teaching”?
[1:20] CI: Initially, as an alumni, I provided some tutoring and student mentoring at my old
school. And there, I helped junior high school students to prepare for the National
Examination.
[1:20] I: Oh, I see. So, why did you start teaching?
[1:38] CI: The reason was that I wanted to prepare myself for my final semester; when I would
I need to complete my teaching practicum (PPKT). I wanted to get used to interacting
with students, so that I wouldn’t feel awkward and uneasy.
[1:59] I: Okay, so this was so you would feel more comfortable once you began teaching?
[2:03] CI: Yes.
[2:03] I: Now I would like to focus on the idea of effectiveness, in your opinion, what does the
word “effective” mean to you?
[2:03] CI: In my opinion, to be effective.. ee, the method of teaching [the way one teaches]
must be effective, that is for sure. A teacher must be able to train their class: to ensure
that first of all, the students pay attention to the teacher. Then, once a teacher is sure
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their students are paying attention, a teacher can then start to deliver the course
materials, materials which the teacher him or herself must also have mastered. A teacher
must also be prepared/willing to receive in-depth answers from their students. Then, the
teacher also needs to ensure that their students understand what has been delivered.
[3:00] I: Okay.
[3:00] CI: To be effective a teacher must also pay attention to the conditions in the class. For
example, many students don’t like it if the lesson is too monotonous. You need to take
into consideration the situation and overall conditions of the class.
[3:17] I: So, What comes to mind when you hear the words ”effective English teacher
educators”?
[3:28] CI: Perhaps the first thing that I think of is that the style/way of teaching needs to be
more fun because in English classes, in my opinion, many students are initially too
shy/scared. We need to move away from this by giving students an experience that is
much more fun/enjoyable.
[3:53] I: Okay, other than that?
[3:54] CI: Other than that, what else...
[3:59] I: Try to think about an English teacher educator who is effective. What comes to mind?
[4:06] CI: Um... Eh, one thing that is certain is that a teacher needs to be able to maximise their
teahing time.
[4:15] I: Okay. Now, you wrote on the list that English teacher educator number 1 is effective.
What makes you think so? Please describe the main characteristics that you think make
this English teacher educator effective?
[4:23] CI: The first thing is I salute him as I feel that he has this competence (to be effective).
He has demonstrated competence in delivering the materials. Then, this lecturer
explained things in an unhurried manner, and was always ready to field questions from
students if we didn’t undertand; and he ensured we truly understood before moving on
to new materials. He also gave real examples, which helped us to understand.
[5:08] I: By real examples do you mean from real life or..?
[5:11] CI: Real life..
[5:12] I: Okay.
[5:12] CI: For example, when writing a sentence in an academic piece of writing, he explained
it and then gave examples too; what a good sentence looks like and what a bad sentence
looks like.
[5:31] I: Okay. Now, what kind of personality traits that this English teacher educator has?
[5:35] CI: In my opinion he is very good. He came on time, rarely absent from class, and he is
very well mannered. So far he is like that.
[5:51] I: Okay. Please describe his/her effective teaching practices inside the classroom. Can
you provide an example?
[6:01] CI: Um, in regards to his method, it was lecturing really. But, in terms of his delivery
was very clear and he used words that were easily understood by students, like that. In
regard to specific techniques like role plays and such, there weren’t any. It was limited
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to lecturing – but like I said before – he used language and examples from real life
situations. So, it made it easy to understand.
[6:31] I: Okay. Now, how does he help you learn outside the classroom? Did he facilitate it
or…?
[6:40] CI: Yes. Previously, I had difficulty writing a report, one that he had given us. So I
asked to meet with him for some help; as there were several things that were confusing
me. And he was prepared to help me even though we had less time than we normally
did in class. He was prepared to answer questions from students.
[7:05] I: Okay. Now let’s look at the second English teacher educator. Why do you think he
was effective as well?
[7:12] CI: I learned a lot abot about teaching techniques from this English teacher educator.
[7:17] I: Teaching techniques?
[7:17] CI: Yes.
[7:18] I: Can you explain?
[7:18] CI: The teaching techniques that he has taught us were not limited to just lecturing.
Previously, it was the only technique that we knew of; it is only here that we have been
taught/shown other ways. For example the Jigsaw Method, models, posters and more.
We have been taught to use as many different types of media as possible. And then, he
has also taught us how to get students more active in class, not only passively listening
to the teacher.
[7:58] I: In terms of personality, what is he like?
[8:01] CI: He has a very good personality. Sometimes he did come late but that was if it was a
morning class. If it was an afternoon class, he was on time.
[8:15] I: Ah. Are you able to describe some of his teaching practices that you feel are effective?
[8:23] CI: At the time we were studying about media, there was of one chapter that was full of
lots of material. So we were divided up into several groups and each took responsibility
for ensuring we understood one particular section. We were then responsible for
explaining it to another group.
[8:47] I: Okay.
[8:48] CI: Initially, we thought it would be difficult because it would make the students very
noisy. But it didn’t. In fact, it made students more focused as they would become the
expert on one particular area. They needed to be able to explain it to other groups. When
meeting with members from other groups, they would then be responsible for
explaining everything and other groups’ members would also pay attention to what was
being said. Because we were working in small groups, we were more focused. It made
it more effective.
[9:26] I: Okay. How can he help students to study outside of class? Is there a way?
[9:35] CI: Um, when I was in his class, I did ask for help, because it was compulsory for all
groups to deliver a lesson/tutorial to the class. I asked for some feedback about teaching
techniques, and he gave me some ideas. In fact he gave me a reference book to read up
on some good teaching techhniques.
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[9:58] I: Now, we’ll look at at the third English teacher educator. What makes you think he is
effective?
[10:07] CI: The third is almost the same as the first one. His delivery and explanations were
easily understood. The material that he delivered to us was rather abstract, so we could
easily be confused. But he successfully explained it and provided examples to us. It is
almost the same as the first [English teacher educator].
[10:31] I: Okay. But what about his personality?
[10:37] CI: He is great, inside the class is great, and he is polite and humourous too. The only
thing I don’t like is the transperancy of marks/grades.
[10:48] I: Oh. Transperancy of marks/grades? Okay.
[10:49] CI: That’s all.
[10:53] I: What about his teaching practices?
[10:58] CI: In the ones [classes] where he has taught.. in my opinion, the most effective thing
has been the lecturing part, because the materials could not be taught using any other
techniques.
[11:10] I: Okay. Did he also help students learning outside of class?
[11:14] CI: Yes, he did.
[11:16] I: How did he encourage students?
[11:20] CI: Exactly same.. when we asked for help if we were having trouble, he was there to
answer us. But there was not always a lot of time.
[11:26] I: Yes, it is quite limited.. Okay. So we have been discussing the characteristics of
effective English teacher educators. Can you rank the top five (5) most important
characteristics of effective English teacher educators? In what ways are they important?
[11:46] CI: Perhaps, the most important thing is their personality/persona.
[11:49] I: What sort of personality/persona?
[11:53] CI: For sure, lecturers and teachers must truly cut the figure of a teacher. By figure, I
mean he must be prepared and be able to help students feel comfortable in the class.
Because if he doesn’t have a good personality, the students won’t care and will be
reluctant to turn up to class.
[12:15] I: Then?
[12:15] CI: Then the second one is his own mastery/undertsanding of the materials, or his
competency. Because competency shows how capable [teachers] teach their students.
[12:29] I: What sort of competency do you mean? Can you give more detail?
[12:33] CI: By competency, I mean their own mastery of the material, so that if students ask
questions they are able to answer.
[12:43] I: Is there anything else?
[12:44] CI: Ah.. that’s it..
[12:46] I: Okay. Is there anything else you would like to add?
[12:53] CI: No that’s it.
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[12:56] I: Okay, thank you for your participation.
[13:01] CI: Yes, same to you.
~End of Interview~
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Appendix 7: Questionnaires
An Investigation into the Qualities of Effective English Teacher Educators in Indonesia
Questionnaire for English Teacher Educators
Dear respondents,
This survey is designed to find out your perspectives with regard to the characteristics of effective
English teacher educators. Please note these two important definitions that you need to understand
before completing this questionnaire:
1. English teacher educators are defined as English lecturers teaching at departments of English
education whose main duty is to prepare students to be English teachers.
2. Characteristics refers to not only the individual personality traits of English teacher educators, but
also their knowledge and skills.
This survey consists of two parts. Part 1 contains questions related to the characteristics of English
teacher educators and some follow-up questions, while Part 2 asks about your personal profile that is
relevant to the study. The information collected in the research will be kept confidential and presented
anonymously. All reports of the research will contain no information that refers to individual persons.
By filling out and returning this questionnaire means you have given your consent to participate in this
study.

Your contribution to this study is appreciated
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Part I
This part contains questions about the characteristics of effective English teacher educators and some
follow-up questions.
Directions: please put a tick (√) in any cell to indicate your responses.
Question 1: How would you rate the importance of these characteristics of effective English teacher
educators?
English teacher educators ….
No.

Statement

1.

are highly enthusiastic in teaching

2.

provide detailed and step-by-step
explanations

3.

relate teaching to real-life contexts

4.

are accessible for consultation and
discussion outside the classroom

5.

encourage group and pair work
activities

6.

design interesting and meaningful
instructional activities

7.

have a charismatic personality

8.

encourage students' active
participation in class

9.

treat all students fairly

10.

give students clear assessment
guidelines

11.

exercise discipline

12.

tailor contents to the student ability

13.

develop good rapport with students

14.

are friendly

15.

share professional life experiences

16.

respond to student concerns and
learning needs

17.

are able to use humour

18.

have a sound knowledge of the
subjects they teach

Not
Important
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Less
Important

Neutral

Important

Very
Important

19.

are patient

20.

have a positive attitude towards
students

21.

are humble

22.

present a good role model

23.

give constant motivation to students

24.

have a high level of English
proficiency

25.

can relate the lesson learned to
moral values

26.

have academic writing and research
skills

27.

have ability in teaching language
skills and content knowledge of
English subjects

28.

have classroom and time
management skills

29.

are able to design lesson plans

30.

demonstrate more learner-centred
than teacher-centred teaching

31.

are able to use information
technology for teaching

32.

prepare each lesson well

33.

encourage students to study
independently

34.

use various instructional media

35.

are able to alleviate student learner
anxiety in learning in class

36.

are able to develop a conducive
classroom atmosphere

37.

teach mostly in English and use
Bahasa Indonesia selectively

38.

assess students' performance
objectively

39.

teach subject content incorporating
students’ various learning styles
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40.

can perform multiple roles e.g.
facilitator, moderator, teacher

41.

self-reflect on their teaching
practices

42.

provide a syllabus detailing week
by week course content

43.

are open-minded

44.

are up-to-date with recent ELT
issues

45.

give appropriate feedback to
students on their tasks and
assignments

46.

are creative

47.

have good communication skills

48.

use varied teaching strategies and
methods

49.

teach how students can learn
outside the classroom

Question 2: To what extent do you agree or disagree that the following are effective teaching strategies
inside the classrooms?
No.

Statements

Strongly
Disagree

1.

Forming students into small groups

2.

Creating learning activities from real-life
situations

3.

Encouraging students to use English as
much as possible

4.

Applying a variety of teaching techniques

5.

Giving students more responsibility

6.

Utilizing technology in the classroom

7.

Giving challenging in-class activities and
Task

8.

Employing games in certain situations

9.

Giving students the opportunity to do peer
assessment
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Disagree

Neither
Disagree
Nor Agree

Agree

Strongly
Agree

Question 3: To what extent do you agree or disagree that the following are effective strategies to support
students' learning outside the classroom?
No.

Statements

Strongly
Disagree

1.

Encouraging students to make study groups
with peers

2.

Encouraging students to use out-of-class
resources

3.

Providing home assignments

4.

Assigning group projects involving
students with mixed abilities

5.

Doing fun activities

6.

Involving students in real hands-on
experience in community service

7.

Asking students to reflect on their learning
experiences

8.

Making an out-of-class consultation
schedule

9.

Making collaboration with students

10.

Encouraging students to participate in
academic forums

Disagree

Neither
Disagree
Nor Agree

Agree

Strongly
Agree

Question 4: To what extent do you agree or disagree that the following are challenges for English
teacher educators (ETEs)?
No.

Statements

1.

ETEs have to deal with student poor
acceptance of critical thinking

2.

ETEs have to deal with excessive
responsibilities

3.

ETEs have to deal with lack of online
resources for teaching

4.

ETEs have to deal with scarcity of
resources for upgrading knowledge and
skills

Strongly
Disagree
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Disagree

Neither
Disagree
Nor
Agree

Agree

Strongly
Agree

5.

ETEs have to deal with few research
partners and poor research funding

6.

ETEs have to deal with limited learning
facilities

7.

ETEs have to deal with low-motivated
students

8.

ETEs have to deal with unsupportive
learning situations

9.

ETEs have to deal with large classes

10.

ETEs have to deal with little recognition of
innovation and achievement

Question 5: How would you rate the importance of the following as ways English teacher educators can
do to further develop the necessary knowledge and skills to be effective?
No.

Statements

1.

ETEs need to update with new
trends and knowledge in language
teaching

2.

ETEs need to self-evaluate and
reflect on their teaching practices

3.

ETEs need to develop research and
academic writing skills

4.

ETEs need to attend professional
development activities

5.

ETEs need to conduct community
service

6.

ETEs need to share knowledge and
experience with colleagues

7.

ETEs need to update technology
use in teaching

8.

ETEs need to build networks with
internal and external colleagues

9.

ETEs need to build good rapport
with students

10.

ETEs need to undertake further
study

Not
Important
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Less
Important

Neutral

Important

Very
Important

Question 6: How would you rate the importance of the following as ways your institution can support
English teacher educators to develop their knowledge and skills to be effective?
No.

Statements

1.

Institutions should provide access
to scientific journals

2.

Institutions should provide
adequate teaching facilities

3.

Institutions should provide
financial assistance for research
and conferences

4.

Institutions should reduce teaching
load

5.

Institutions should develop
partnerships with overseas
institutions

6.

Institutions should establish forums
among English teacher educators

7.

Institutions should evaluate English
teacher educators’ performance

8.

Institutions should hold regular
events for English teacher
educators and students

9.

Institutions should initiate
collaborations between English
teacher educators and school
teachers

Not
Important

Less
Important

Neutral

Important

Very
Important

Question 7: How would you rate the importance of the following as ways the government can support
English teacher educators to develop the necessary knowledge and skills to be effective?
No.

Statements

1.

Government should provide more
research runding

2.

Government should provide more
scholarship funding

3.

Government should provide more
travel grants for academic events

4.

Government should simplify the
bureaucracy regarding

Not
Important
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Less
Important

Neutral

Important

Very
Important

administrative processes and
English teacher educators positions
5.

Government should establish
sustainable Teachers’ Professional
Development (TPD) programs

6.

Government should establish
English teacher educator standar

7.

Government should improve the
conditions and payment for English
teacher educators

8.

Government should form English
teacher educators consortium
across different institutions

9.

Government should invite more
trainers from English speaking
Countries

10.

Government should involve ETEs
in programs dealing with schools
and teachers

Part II: Personal Profile
This part consists of your personal profile that is relevant to the study. The information you provide will
only be used for data analysis purpose, and will not appear in the report of the results of the study.
1. What is your gender?
Male

Female

2. What is your age?
3. What was the highest educational qualification that you have completed?
S1

S2

S3

4. What was your major of study?

5. Have you had any experiences of studying ESL/EFL-related courses abroad?
Yes

No

6. How long have you been working as an English teacher educator?
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7. How many teaching hours do you have per week (one teaching hour=45 minutes)?

8. How many students approximately are there in each of your class?

9. What was your motivation to choose English teacher educator as your profession?

Thank you for your participation in this study
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An Investigation into the Qualities of Effective English Teacher Educators in Indonesia
Questionnaire for In-service English Teachers
Dear respondents,
This survey is designed to find out your perspectives with regard to the characteristics of effective
English teacher educators. Please note these two important definitions that you need to understand
before completing this questionnaire:
1. English teacher educators are defined as English lecturers teaching at departments of English
education whose main duty is to prepare students to be English teachers.
2. Characteristics refers to not only the individual personality traits of English teacher educators, but
also their knowledge and skills.
This survey consists of two parts. Part 1 contains questions related to the characteristics of English
teacher educators and some follow-up questions, while Part 2 asks about your personal profile that is
relevant to the study. The information collected in the research will be kept confidential and presented
anonymously. All reports of the research will contain no information that refers to individual
persons. By filling out and returning this questionnaire means you have given your consent to
participate in this study.

Your contribution to this study is appreciated
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Part I
This part contains questions about the characteristics of effective English teacher educators and some
follow-up questions.
Directions: please put a tick (√) in any cell to indicate your responses.
Question 1: How would you rate the importance of these characteristics of effective English teacher
educators?
English teacher educators ….
No.

Statement

1.

are highly enthusiastic in teaching

2.

provide detailed and step-by-step
explanations

3.

relate teaching to real-life contexts

4.

are accessible for consultation and
discussion outside the classroom

5.

encourage group and pair work
activities

6.

design interesting and meaningful
instructional activities

7.

have a charismatic personality

8.

encourage students' active
participation in class

9.

treat all students fairly

10.

give students clear assessment
guidelines

11.

exercise discipline

12.

tailor contents to the student ability

13.

develop good rapport with students

14.

are friendly

15.

share professional life experiences

16.

respond to student concerns and
learning needs

17.

are able to use humour

18.

have a sound knowledge of the
subjects they teach

Not
Important
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Less
Important

Neutral

Important

Very
Important

19.

are patient

20.

have a positive attitude towards
students

21.

are humble

22.

present a good role model

23.

give constant motivation to students

24.

have a high level of English
proficiency

25.

can relate the lesson learned to moral
values

26.

have academic writing and research
skills

27.

have ability in teaching language
skills and content knowledge of
English subjects

28.

have classroom and time
management skills

29.

are able to design lesson plans

30.

demonstrate more learner-centred
than teacher-centred teaching

31.

are able to use information
technology for teaching

32.

prepare each lesson well

33.

encourage students to study
independently

34.

use various instructional media

35.

are able to alleviate student learner
anxiety in learning in class

36.

are able to develop a conducive
classroom atmosphere

37.

teach mostly in English and use
Bahasa Indonesia selectively

38.

assess students' performance
objectively

39.

teach subject content incorporating
students’ various learning styles
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40.

can perform multiple roles e.g.
facilitator, moderator, teacher

41.

self-reflect on their teaching
practices

42.

provide a syllabus detailing week by
week course content

43.

are open-minded

44.

are up-to-date with recent ELT issues

45.

give appropriate feedback to
students on their tasks and
assignments

46.

are creative

47.

have good communication skills

48.

use varied teaching strategies and
methods

49.

teach how students can learn outside
the classroom

Question 2: To what extent do you agree or disagree that the following are effective teaching strategies
inside the classrooms?
No.

Statements

Strongly
Disagree

1.

Forming students into small groups

2.

Creating learning activities from real-life
situations

3.

Encouraging students to use English as
much as possible

4.

Applying a variety of teaching techniques

5.

Giving students more responsibility

6.

Utilizing technology in the classroom

7.

Giving challenging in-class activities and
Task

8.

Employing games in certain situations

9.

Giving students the opportunity to do peer
assessment
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Disagree

Neither
Disagree
Nor Agree

Agree

Strongly
Agree

Question 3: To what extent do you agree or disagree that the following are effective strategies to support
students' learning outside the classroom?
No.

Statements

Strongly
Disagree

1.

Encouraging students to make study groups
with peers

2.

Encouraging students to use out-of-class
resources

3.

Providing home assignments

4.

Assigning group projects involving
students with mixed abilities

5.

Doing fun activities

6.

Involving students in real hands-on
experience in community service

7.

Asking students to reflect on their learning
experiences

8.

Making an out-of-class consultation
schedule

9.

Making collaboration with students

10.

Encouraging students to participate in
academic forums

Disagree

Neither
Disagree
Nor Agree

Agree

Part II: Personal Profile
This part consists of your personal profile that is relevant to the study. The information you provide will
only be used for data analysis purpose, and will not appear in the report of the results of the study.
1. What is your gender?
Male

Female

2. What is your age?
3. What was the highest educational qualification that you have completed?
S1

S2

4. How long have you been working as an English teacher?
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Strongly
Agree

5. Where do you teach?

6. How many teaching hours do you have per week (one teaching hour=45 minutes)?

7. How many students approximately are there in each of your class?

8. What was your motivation to choose English teacher as your profession?

Thank you for your participation in this study
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Kuesioner untuk Mahasiswa (Calon Guru Bahasa Inggris)
Yang Terhormat Para Responden,
Survei ini didesain untuk mengetahui perspektif Anda mengenai karakteristik-karakteristik pendidik
guru bahasa Inggris yang efektif. Mohon dipahami dua (2) definisi penting ini sebelum Anda mengisi
kuesioner ini:
1. English teacher educators (pendidik guru Bahasa Inggris) didefinisikan sebagai dosen bahasa
Inggris yang mengajar di jurusan Pendidikan Bahasa Inggris. Tugas utama mereka adalah
mempersiapkan mahasiswa untuk menjadi guru Bahasa Inggris.
2. Characteristics (Karakteristik) tidak hanya mencakup kepribadian individu pendidik guru
Bahasa Inggris, namun juga pengetahuan dan keahlian mereka.
Survei ini terdiri dari 2 (dua) bagian. Bagian Pertama berisi pertanyaan tentang karakterik pendidik guru
Bahasa Inggris yang efektif, dan beberapa pertanyaan lanjutan. Sementara itu, Bagian Kedua berisi
pertanyaan tentang data pribadi anda yang relevan dengan studi ini. Informasi yang didapat dari
penelitian ini dijamin kerahasiaannya. Hasil laporan penelitian ini tidak akan mengandung informasi
yang merujuk kepada identitas individu. Dengan mengisi dan mengembalikan kuesioner ini berarti Anda
telah memberikan persetujuan untuk berpartisipasi dalam penelitian ini.

Your contribution to this study is appreciated
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Bagian I
Bagian ini berisi pernyataan tentang karakteristik pendidik guru Bahasa Inggris yang efektif.
Petunjuk: berilah tanda centang (√) pada kolom yang merepresentasikan pandangan anda
Pertanyaan 1: Bagaimana Anda menilai pentingnya karakteristik-karakteristik pendidik guru bahasa
Inggris yang efektif berikut ini?
Pendidik Guru Bahasa Inggris (English teacher educators) ….
No.

Pernyataan

Tidak
Penting

1.

memiliki sikap antusias yang tinggi dalam
mengajar (are highly enthusiastic in teaching)

2.

menjelaskan secara detil dan runtut (provide
detailed and step-by-step explanations)

3.

mengaitkan pengajaran dengan konteks
kehidupan nyata (relate teaching with real-life
contexts)

4.

menyediakan waktu untuk konsultasi dan diskusi
di luar kelas (are accessible for consultation and
discussion outside the classroom)

5.

mendorong terciptanya activitas kerja tim dan
berpasangan (encourage group and pair work
activities)

6.

mendesain aktivitas instruksional yang menarik
dan bermakna (design interesting and meaningful
instructional activities)

7.

memiliki kepribadian yang karismatik (have a
charismatic personality)

8.

mendorong keterlibatan aktif mahasiswa di kelas
(encourage students’ active participation in class)

9.

memperlakukan semua mahasiswa secara adil
(treat all students fairly)

10.

memberikan acuan penilaian yang jelas kepada
mahasiswa (give students clear assessment
guidelines)

11.

disiplin (exercise discipline)

12.

Menyesuaikan materi pengajaran dengan tingkat
kemampuan mahasiswa (tailor contents to the
student ability)
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Kurang
Penting

Netral

Penting

Sangat
Penting

13.

membina hubungan yang baik dengan mahasiswa
(develop good rapport with students )

14.

ramah (are friendly)

15.

berbagi pengalaman profesional (share
professional life experiences)

16.

merespon kepentingan dan kebutuhan belajar
mahasiswa (respond to student concerns and
learning needs)

17.

mampu mempergunakan humor (are able to use
humour)

18.

memiliki pengetahuan yang mumpuni pada mata
kuliah yang mereka ajarkan (have a sound
knowledge of the subjects they teach)

19.

sabar (are patient)

20.

memiliki sikap positif terhadap mahasiswa (have
a positive attitude towards students)

21.

rendah hati (are humble)

22.

menunjukkan diri sebagai panutan yang baik
(present a good role model)

23.

memberikan motivasi yang berkesinambungan
kepada mahasiswa (give constant motivation to
students)

24.

memiliki kemampuan bahasa Inggris yang tinggi
(have a high level of English proficiency)

25.

Mampu mengaitkan materi pengajaran dengan
nilai-nilai moral (can relate the lesson learned to
moral values)

26.

memiliki keahlian dalam penulisan akademik dan
penelitian (have academic writing and research
skills)

27.

memiliki kemampuan dalam mengajarkan mata
kuliah yang berkaitan dengan kemampuan
berbahasa dan pengetahuan berbahasa (have
ability in teaching language skills and content
knowledge of English subjects)

28.

memiliki keahlian pengaturan kelas dan waktu
(have classroom and time management skills)

29.

mampu mendesain rencana pembelajaran dengan
baik (are able to design lesson plans)
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30.

mendemonstrasikan pengajaran yang learnercentred dibanding teacher-centred (demonstrate
more learner-centred than teacher-centred
teaching)

31.

memiliki kemampuan mempergunakan teknologi
informasi dalam pengajaran (are able to use
infomation technology for teaching)

32.

menyiapkan setiap materi pengajaran dengan baik
(prepare each lesson well)

33.

mendorong mahasiswa untuk belajar mandiri
(encourage students to study independently)

34.

mempergunakan berbagai macam media
instruksional (use various instructional media)

35.

mampu mengatasi tingkat kecemasan belajar
mahasiswa di kelas (are able to alleviate student
learner anxiety in learning in class)

36.

mampu mengembangkan situasi kelas yang
kondusif (are able to develop a conducive
classroom atmosphere)

37.

mengajar dengan Bahasa Inggris dan
mempergunakan Bahasa Indonesia secara selektif
(teach mostly in English and use bahasa
Indonesia selectively)

38.

menilai performa mahasiswa secara objektif
(assess students' performance objectively)

39.

mengajar mata kuliah dengan memperhatikan
gaya belajar mahasiswa yang bervariatif (teach
subject content incorporating students’ various
learning styles)

40.

mampu berperan multi fungsi seperti fasilitator,
moderator, guru (can perform multiple roles e.g.
facilitator, moderator, teacher)

41.

merefleksi praktek pengajaran mereka (selfreflect on their teaching practices)

42.

menyediakan silabus mingguan yang terperinci
(provide a syllabus detailing week by week course
content)

43.

berpikiran terbuka (are open-minded)
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44.

mengikuti perkembangan isu-isu yang berkaitan
dengan pengajaran Bahasa Inggris (are up-to-date
with recent ELT issues)

45.

memberikan feedback yang baik kepada latihan
dan tugas mahasiswa (give appropriate feedback
to students on their tasks and assignments)

46.

kreatif (are creative)

47.

memiliki keahlian komunikasi yang baik (have
good communication skills)

48.

menggunakan metode dan strategi pengajaran
yang bervariasi (use varied teaching strategies
and methods)

49.

mengajarkan strategi bagaimana mahasiswa bisa
belajar di luar kelas (teach how students can learn
outside the classroom)

Pertanyaan 2: Sejauh mana Anda setuju atau tidak setuju bahwa hal-hal berikut adalah praktek
pengajaran Bahasa Inggris yang efektif di dalam kelas?
No.

Pernyataan

Sangat
Tidak
Setuju

1.

Membagi mahasiswa ke dalam grup-grup kecil
(forming students into small groups)

2.

Menciptakan aktivitas belajar dari situasi kehidupan
nyata (creating learning activities from real-life
situations)

3.

Mendorong mahasiswa untuk mempergunakan
bahasa Inggris semaksimal mungkin (encouraging
students to use English as much as possible)

4.

Mengaplikasikan berbagai macam teknik
pengajaran (applying a variety of teaching
techniques)

5.

Memberikan tanggung jawab yang lebih besar
kepada mahasiswa di dalam kelas (giving students
more responsibilities in classroom)

6.

Mempergunakan teknologi di dalam kelas (utilizing
technology in the classroom)

7.

Memberikan latihan dan aktivitas yang menantang
(giving challenging in-class activities and tasks)
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Tidak
Setuju

Netral

Setuju

Sangat
Setuju

8.

Mempergunakan games dalam situasi tertentu
(employing games in certain situations)

9.

Memberikan mahasiswa kesempatan untuk
melakukan penilaian antar sesama (giving students
the opportunity to do peer assessment)

Pertanyaan 3: Sejauh mana Anda setuju atau tidak setuju bahwa hal-hal berikut adalah strategi yang
efektif untuk mendukung pembelajaran mahasiswa di luar kelas?
No.

Pernyataan

Sangat
Tidak
Setuju

1.

Mendorong mahasiswa untuk membentuk grup
belajar antar sesama (encouraging students to make
study groups with peers)

2.

Mendorong mahasiswa untuk mempergunakan
sumber belajar di luar kelas (encouraging students
to use out-of-class resources)

3.

Memberikan tugas-tugas untuk dikerjakan di rumah
(providing home assignments)

4.

Memberikan tugas grup yang melibatkan
mahasiswa dengan tingkat kemampuan yang
bervariasi (assigning group projects involving
students with mixed abilities)

5.

Melakukan aktivitas-aktivitas yang menyenangkan
(doing fun activities)

6.

Melibatkan mahasiswa dalam kegiatan nyata untuk
memiliki pengalaman dalam pengabdian
masyarakat (involving students in real hands-on
experience in community service)

7.

Menugaskan mahasiswa untuk merefleksi
pengalaman belajar mereka (assigning students to
reflect on their learning experiences)

8.

Menyediakan jadual konsultasi di luar kelas
(making an out-of-class consultation schedules)

9.

Berkolaborasi dengan mahasiswa (making
collaboration with students)

10.

Mendorong mahasiswa untuk berpartisipasi dalam
forum-forum akademik (encouraging students to
participate in academic forums)
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Tidak
Setuju

Netral

Setuju

Sangat
Setuju

Bagian II: Data Pribadi
Bagian ini berisi pertanyaan tentang data pribadi anda yang relevan dengan studi ini. Informasi yang
anda berikan akan dipergunakan untuk pengolahan data saja, dan tidak akan dimunculkan pada hasil
laporan studi ini.
1. Apa jenis kelamin Anda?
PRIA

WANITA

2. Berapa umur Anda?

3. Saat ini Anda kuliah di semester berapa?

4. Selama menjalani studi di kampus ini, apakah Anda sedang atau pernah mengambil kursus Bahasa
Inggris di luar kampus?
YA

TIDAK

Mengapa?

5. Apa motivasi Anda kuliah di jurusan Pendidikan Bahasa Inggris?

6. Apakah Anda pernah memiliki pengalaman mengajar Bahasa Inggris?
YA

TIDAK

Jika Iya, mengapa Anda telah mulai mengajar?

Terima kasih atas partisipasi Anda dalam penelitian ini
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