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CHAPTER II

REVIEW OF RELATED LITERATURE

This chapter explores four related areas. First, several theoritical

frameworks about teachers’ pedagogical beliefs and practical teachings are

highlighted. Second, some theories of communicative language teaching (CLT)

are reviewed. Third, curriculum applied at language develoipment center of UIN

Suska Riau is presented. Finally, the relevant studies are discussed. These areas

are reviewed in order to provide theoritical basis underpining this research

focused on the teachers’ pedagogical beliefs in the implementation of

communicative language teaching (CLT).

II. 1 Teachers’ Beliefs

Teacher beliefs which is the central concept for this study are discussed

and brokendown into some important points. The nature of beliefs, understanding

the teachers’ beliefs, and the sources of beliefs are going to be theoritically

presented in the following items. Then, the relationship between teachers’

pedagogical beliefs and classroom teaching will be explained in details.

II.1.1 The Nature of Beliefs

Belief has been acknowledged as being notoriously difficult to define as a

conceptual concencus. In general,  as McKay, et.al. (2014, p.2) note, beliefs are

regarded as assumptions or perceptions that a person hold true. Its definiton is still

debatable among researchers or educators. Clandinin and Cornelly (1986) in
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Mohamed (2006, p.18) points out that “the conceptual confusion has arisen as a

result of defining identical terms in different ways and using different terms to

describe similar concepts”.  Then, Pejares (1992) explains that the main confusion

with the concept revolves around the distiction between knowledge and belief.

While knowledge can be equated with facts that are given and shared, beliefs may

be contestable. Researcher like Nesper (1987) maintains that while the two

contructs are different in many ways, and often conflict with each other,  belief

can be considered to be a form of knowledge. Comparing belief with knowledge,

Nesper claim that while knowledge is conscious and often changes, belief may be

unconcsiously held, are often tactic and resistant to change.

Clark and Peterson (1986) in Mohamed (2009, p. 19) agree that “teachers’

theories and beliefs represent a rich store of knowledge, and argue that teachers

make sense of their world and respond to it by forming a complex system of

personal and professional knowledge”. Professional knowledge covers a wide

range of disciplines or knowledge and it is interconnected with personal

conception. In refering to belief as a personal knowledge, Kagan (1992) argues

that “much of teacher’s professional knowledge can be more accurately regarded

as belief”. Kagan believes that as a teacher’s experience in the profession

increases, the knowledge grows richer and more coherent and forms a highly

personalised pedagogy or belief system that constraints the teacher’s perception,

judgement and behaviour. From beliefs, in general, we now turn to consider

teachers’ beliefs, a term usually used to refer to teachers’ pedagogic beliefs, or

those beliefs of relevance to an individual’s teaching. The areas most commonly
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explored are teachers’ beliefs about teaching, learning, and learners; subject

matter (i.e. EFL or language); self as a teacher, or the role of a teacher

(Calderhead 1995 in Borg, 2001).

Rechards & Lockart (1994) maintain that beliefs are built up gradually  over

time. They argue that belief consist of both subjective and objective dimensions,

and serve as the background to much of the teachers’ decision making and

classroom actions/practices. This argument is also in line with Pajares (1992) who

maintains that beliefs are far more influential that knowledge in determining how

individual organise and define problems and are stronger predictors of behaviour.

Belief about knowledge and some conceptual theories are manifestated in their

actions even during the teaching process or social interactions and other areas of

their lives.

Eventhough belief is concerned with consciouness or unconsciousness

domain, it is undeniable that belief is always accepted as true by individual views.

Beliefs are formed early in life as a result of a person’ education and experience

(Johnson, 1994) and strong beliefs about teaching and learning are well

establihsed by the time students complete their schooling. Their beliefs that are

coming from schooling time are not only source from which belief may be

derived. Other sources may inlcude established practice, teachers’ personality

factors, eduational principles, research based evidances, and life principles

derived from an approach or method (Richards & Lockart, 1994).

In responding to beliefs, Richards & Lockart note that teacher is someone

who takes control herself/himself in the areas of teaching and educational field
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and practice the beliefs’ systems. Teachers’ beliefs resulted from the relationship

between (a) the values, goals, and assumptions that teachers have about the

content and development of teaching, and (b) the understanding of the social,

cultural and institutional context where teaching takes place (Richards, 1998).

Then, Breen et.al (2001) in Lacorte (2005, p.84) states that “teachers’ thinking

involves the guiding principles or assumptions that teachers articulate in realtion

to their classroom works”. Some studies on teacher beliefs reveal that teachers

have beliefs about all aspects of their work. Calderhead (1996) argues that there

are five main areas in which teachers have been found to hold significant beliefs –

beliefs about learners and learning, teaching, subject or curriculum, learning to

teach, and about the self and the nature of teaching – and then he notes that these

fives domains are closely related and may well be interconnected.

Clark & Peterson (1986) in Mohamed (2009) note that beliefs are

interconnected and complex as well as eclectc in which they suggest that there are

wide variations in teachers’ systems even those who are commited to be the same

educational practices. Then, Wood (1996) describes a number of characteristics of

beliefs, as follow:

a. They are non-concensual: everybody does not necessarily agree on the
belief and alternatiave beliefs around the same issue are accepted;

b. They often involve the existence of abstract entities;
c. They are evaluative: states are considered as being “good” or “bad”;
d. They often include a high degree of episodic/anecdotal materials;
e. They have different degrees of strenght: beliefs may range from strong to

weak; and
f. They have unclear boundaries and a high degree of overlap.

Hence, teacher beliefs constitute one of the dimension of teacher cognition -

while other argues as knowledge - where it is an inclusive concept for the
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complexity of teachers’ mental lives (Brog, 2003) which has become a well-

establised area of analysis in second language teaching and learning. In particular,

teacher cognition refers to the unobservable cognitive dimension of teaching what

teacher know, believe and think. Knowledge about teaching may be influenced by

personal experiences such as personal education and social background,

experience with schooling and instruction and experience with formal pedagogic

knowledge (Connelly, et.al, 1997).

Based on the notions of theories underping the teachers’ belief and

characteristics of belief existing in literature, a definiton of teachers’ beliefs for

this study can be establsihed that teacher’s belief  represents a complex, inter-

related system of often tacitly held theories, values and assumption that the

teacher deems to be true and which serve as cognitive filters that interpret new

experience and guide the teacher’s thoughts and behaviours.

II.1.2 Understanding Teachers’ Beliefs

The concept of belief, which has been a common feature of research papers

in education for the past decade, has recently come into favor in ELT. Despite its

popularity, there is as yet no consensus on meaning, and the concept has acquired

a rather fuzzy usage (Borg, 2001). Furthermore, Xu (2012, p.1397) note “we came

to consider teachers’ beliefs, which are difficult to define and evaluate, and have

not been notoriously defined, but we can find a number of statements to help us

understand”. It is generally acknowledged that teachers possess theoretical beliefs

about language learning and teaching and that such beliefs and theories tend to
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shape the nature of their instructional practices (Woods, 1996) since Batak, at.al

(2009, p.15) notes that “teachers’ beliefs naturally concern with teacher’s

pedagogical ideas, thoughts and ideals”.

In addition, Borg (2001, p.187) stresses that “the terms teachers’ beliefs are

usually used to refer to teachers’ pedagogical beliefs, and those beliefs of

relevance to an individual’s teaching including teachers’ belief about teaching and

learning, and subject matters”. He further states that the teachers’ pedagogical

beliefs influence their classroom behaviors. Then, Xu (2012, p.1398) stresses that

“teachers’ pedagogical beliefs help teachers to make sense of what they

experience in the classroom, they create meaning for teacher”. Then, their

understanding of pedagogical beliefs are interrelating to a language teaching

approach. The relevance of this view is that “what teaching approaches a teacher

uses in the language classroom reflect her/his belief about learning” (p, 1399).

According to Richards & Rodgers (2001) notes that approach is the level at which

assumptions and beliefs, about language and language learning are specified.

Understanding teacher’s beliefs is also understanding teacher’s classroom

practices (Brown, 2009), since their actions are highly affected by their beliefs

about language teaching and learning (William & Burden, 1997 in Ngapulo, 2013,

p.82). Teachers will perform from what they believe in language teaching

including the selection of the appropriate language teaching approach in their

contexts. Altan (2006, p.45) stresses “teachers’ beliefs also strongly influence

teaching behavior and, finally, learners’ development”. However, while

significant contributions to the understanding and the relationship between
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teachers’ beliefs and how they practice have been made in first language (L1)

education contexts, studies investigating teachers’ cognitions in foreign language

(FL) contexts have been limited (Borg, 2001).

II.1.3 The Sources of Beliefs

Teachers’ beliefs are derived from various sources such as experiences and

personality (Kennedy, 1997; Donaghue, 2003; Ellis, 2008 in Mellati et.al, 2015),

childhood learning experiences (Rokeach, 1968), teaching experiences (Zeichner

and Tabachnick, 1981), and folk pedagogy (Bruner, 1996). In reference with

teachers’ belief, Borg (2003) mentions that there are there major sources for

teachers’ beliefs: personal experiences, experience with schooling and instruction,

and experience with formal knowledge – both subject and pedagogical

knowledge.

Some researchers argue that practice-related beliefs result from an

interaction between teachers’ more general teaching-related beliefs and the

institutional context in which the practice is located. A study by Lacorte (2005),

concerns the relevance of the perceptions and attitudes that teachers bring with

them into the classroom. Richards (1998) in Lacorte (2005) assert that teachers’

beliefs result from the relationship between (a) the values, goals, and assumptions

that teachers have about the content and development of teaching, and (b) the

understanding of the social, cultural, and institutional context where teaching

takes place.

Ernest (1989) in Bingimals & Hanrahan (2010, p.419) argued that:
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the autonomy of the teacher depended on three factors:
1. the teacher's intellectual contents, particularly the systems of beliefs

concerning the nature of teaching and learning;
2. the social context of the teaching situation, particularly the constraints

and opportunities it provides; and
3. the teacher’s level of thought processes and reflections.

Ernest saw context as playing an important role in how beliefs are put into

practice. He explained that the two key factors for a mismatch between beliefs and

practices were: the powerful influence of the social context; and the teacher's level

of consciousness of his or her own beliefs. He thought that this gap could be

overcome, however. He noted “higher level thought enables the teacher to reflect

on the gap between beliefs and practice and to narrow it”.

According to Yero (2002) in Bingimals & Hanrahan (2010) states that

beliefs not only affect how people behave but what they perceive (or pay attention

to) in their environment. Mansour (2009) found that some teachers’ beliefs are

directly adopted from their background and their culture and science teachers‟

beliefs and practice cannot be examined out of sociocultural context. The study

also indicated that most of the teachers‟ religious beliefs, which were often from

informal sources (family, society, previous teachers, the media, etc.), could result

in positive attitudes among teachers towards science and teaching science. For

example, he argued that the Islamic religion encourages science and the gaining of

knowledge.

Teachers’ beliefs are derived from various sources. Some researchers as

cited by Khademi & Shirzahe (2015, p. 177) claimed that “teachers’ beliefs are

derived from a wide range of sources such as experiences and personality”.
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Regarding to the sources of teachers’ beliefs, Richards (1996) in Mowlaie &

Rahimi (2010, p.1525) considers that:

the following factors are as the sources of teachers’ beliefs: (a) their own
experiences, (b) personality factor, (c) their experience of what works best,
(d) established practices, (e). principles derived from methods or approach,
and (f) insight based on research-based principles. Then, Borg (1998)
believes that teachers’ pedagogic system is shaped by their educational and
professional experiences in their life.

Then, to clarify the construct further, Pajares (1992) provides a synthesis of

the nature of beliefs, which are summarized by Ballone and Czerniak (2001) in

Bellalem (2013), as follows:

1. Beliefs are formed early and tend to be self-perpetuated. They tend to
be preserved throughout time, experience, reason and schooling.

2. People develop a belief system that houses all the beliefs acquired
through the process of cultural transmission.

3. Beliefs are prioritized according to their connections or relationship to
other beliefs.

4. The earlier a belief is incorporated into the belief structure, the more
difficult it is to change.

5. Belief alteration is relatively rare during adulthood.
6. Beliefs strongly influence perception.
7. The beliefs individuals possess strongly affect their behaviour.
8. Beliefs about teaching are well-established by the time a student

attends college.
9. Beliefs play a key role in defining tasks and selecting the cognitive

tools with which to interpret, plan, and make decisions regarding such
task.

With special references to second or foreign language teaching, Richards

and Lockhart (1994) in Bellalem (2013) argue that the sources of teachers’ beliefs

are:

1. Their own experience as language learners. All teachers were once
students, and their beliefs about teaching are often a reflection of how
they themselves were taught.

2. Experience of what works best. For many teachers experience is the
primary source of beliefs about teaching.
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3. Established practice. Within a school, an institution, or a school district,
certain teaching styles and practices may be preferred

4. Personality factors. Some teachers have a personal preference for a
particular teaching pattern, arrangement, or activity because it matches
their personality.

5. Educationally based or research-based principles. Teachers may draw on
their understanding of a learning principle in psychology, second
language acquisition, or education and try to apply it in the classroom.

6. Principles derived from an approach or method. Teachers may believe in
the effectiveness of a particular approach or method of teaching and
consistently try to implement it in the classroom.

Form the ideas given by Richards & Lockhart, the second or language

teachers’ belief stem from their experience and professional experiences as

English teachers. Then, their personality influences beliefs and educational

background as well as principles derived from approach or method contribute

towards forming the teachers’ belief in language teaching and learning.

Then, Finsterwald et.al (2013) in Khademi & Shirzahe (2015) in teacher

education programs are another sources of teachers’ pedagogical beliefs play an

important role in shaping teaching quality as well as teachers’ beliefs. Teacher’s

own schooling as young students and observing their own teachers who taught

them are the most resistant sources of teachers’ pedagogical beliefs (Richards,

2002). While significant attention given by educational experts and researchers

have contributed towards understanding the relationship between teachers’ belief

and practices, there has been an urgent needed study that investigates the

relationship among sources of teachers’ beliefs, teaching experiences, practical

teachings, and students’ outcome.
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II.2 The Relationships between the Teacher’s Pedagogical Beliefs and
Classroom Teaching

The relationship between beliefs and behavior – most definitions of belief

propose that beliefs dispose or guide people’s thinking and action (Borg, 2001).

Teachers’ beliefs are thought to have a profound influence on their classroom

practices. An understanding of this relationship is important for the improvement

of teachers’ professional preparation and the successful implementation of new

curricula and improving educational processes. Several studies have examined the

relationship between teachers’ beliefs and their classroom teaching. Then, Melkito

(2012, p.98) notes “the relationship between teachers’ beliefs and their actual

classroom teachings has been a thread of the work”.

However, perhaps partly because of the variety of belief definitions in the

literature, the relationship between teacher beliefs and practice is in question. The

findings in the literature include some in science education which have not been

consistent, with few studies being found about specific subject matter knowledge

and beliefs (Mansour, 2009; Pajares, 1992) and fewer about beliefs and goals

(Lacorte, 2005). Furthermore, Clark & Peterson (1986) in Debreli (2012, p.)

stated that:

the beliefs teachers have about teaching and learning affect their decision-
making  and planning processes, and that the approaches they adopt when
teaching, the tasks and the materials they choose to implement in classroom,
and their relationship with the students are, to a great extent, determined by
their beliefs.

Some literatures on the relationship between teacher beliefs and their practice has

found that teacher beliefs are consistent with classroom practice (Savasci-

Acikalin, 2009).
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According to Pajares (1992) in Bingimlas & Hanraman (2010), teachers’

beliefs influence and play a fundamental role in their knowledge acquisition and

interpretation, task selection, and course content interpretation. Mansour (2008)

suggested beliefs controlled the gaining of knowledge but that knowledge also

influenced beliefs. Then, Borg (2011) notes that the nature of beliefs and their

roles in language teaching and teacher learning which now widely accepted

highlighted two important points: (1) teacher’s belief can powerfully shape both

what teachers do and the learning opportunities learners receive; (2) teacher

education is more likely to have an impact on teacher’s practice when it is based

on an understanding of the belief teachers hold.

Language teachers’ beliefs and understandings of teaching as well as

learning play an important role in their classroom practices and in their

professional growth. As Harste and Burke (1977) in Kuzborska (2011, p.102)

postulated that “teachers make decisions about classroom instruction in light of

theoretical beliefs they hold about teaching and learning. Teachers’ beliefs

influence their goals, procedures, materials, classroom interaction patterns, their

roles, their students, and the schools they work in”. Similarly, Richards and

Rodgers (2001) affirmed that teachers possess assumptions about language and

language learning, and that these provide the basis for a particular approach to

language instruction. Hence, it is argued that if theoretical orientation is a major

determinant of how teachers act during language instruction, and then, teacher

educators can affect classroom practice by ensuring that teachers develop a



29

theoretical orientation that is reflective of current and pertinent research in the

field.

However, beliefs also affect to training. Studies examining the impact of

teacher education on teacher cognition have continuously reported that the

anticipated transfer from course input to practice is greatly affected by teachers’

prior knowledge and beliefs (Cabaroglu & Roberts, 2000; Freeman, 1993; Sendan

& Roberts, 1998; in Kuzborska, 2011). That is, teachers interpret and respond to

innovations only in the ways, which relate to their existing beliefs and practices.

Thus, it follows that ignoring teachers’ prior experiences is likely to hinder the

assimilation of the new ideas and practices that teachers are encouraged to adopt;

and encouraging teachers to reflect on their existing beliefs and behaviors could

help them become more receptive to alternative perspectives and be prepared to

modify their knowledge and work in ways that are consistent with their

developing views and research-based standards.

Wood (1996) in Allen (2002) tracked eight teachers of English as a second

language (ESL) and found that they relied on a network of beliefs, attitudes and

knowledge in creating their course curriculum, planning daily lessons, and

interpreting classroom activities. Regarding the finding, Freeman & Freeman

(1994) argue for a consistency among teachers' belief, knowledge of theory, and

classroom activities. When tension among the three components arise, teachers

must examine and analyze their beliefs in order to reestablish consistency. Those

three components are interrelated toward what happen in classroom activities.
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Having been justified the sources of beliefs, educational teacher’s background and

experiences could affect their teaching practices.

In incorporating this regard, Richardson (1996) and Pajares (1992) in Allen

(2002) states the comprehensive review of teacher cognition support the notion of

a reciprocal nature between teachers’ educational beliefs and their classroom

practices. Then, Richardson claims that in most current conceptions, the perceived

relationship between beliefs and action is interactive. Beliefs are thought to drive

actions; however, experience and reflection on action may lead to change in

and/or addition to beliefs. A wide range of researches exploring the relationship

between teachers’ beliefs and their classroom practices have been conducted,

extending for qualitative studies, to qualitative large-scale surveys (Breen et.al,

2001; Golombok, 1998, in Teng, 2009).

It is important for teachers to decide what will happen in their classroom

teaching including the selection of an appropriate teaching approach. Most

English teacher have approved to adopt and implement CLT. Ivone (2005, p.205)

argues that “today, CLT is the dominant approach in the current second and

foreign language pedagogy”. CLT advocates teaching practices that develop

communicative competence in authentic contexts (Larsen-Freeman, 2000 in

Chang, 2011). In recent decades, teachers of English as a Foreign Language

(EFL) have been encouraged to implement Communicative Language Teaching

(CLT) to help develop students’ abilities to use English appropriately in context.

As suggested by Gamble.et.al (2013, p.7) from their research finding that

“teachers should take advantage of strong realistic beliefs to create learning



31

environment conducive for developing students’ communicative competences”.

Some experts have acknowledged that communicative competence is the core

component or goal of CLT. Xu (2012, p. 1400) notes that “ the viewpoints of

communicative teaching is that language is a communicative tool, mainly used to

established and maintain relationship among people”.

In reality, however, the implementation of CLT has mismatched between

CLT theory and practice. Since teachers’ attitudes and beliefs reveal teachers’

thinking about teaching language. The investigation of teachers’ attitudes serves

as a starting point to identify the possible contradictions between teachers’ beliefs

and CLT principles. Littlewood (1981) in Chang, (2011) suggests that the idea of

the communicative approach may conflict with EFL teachers’ existing thoughts

about teachers’ roles and teaching approaches and methods. Thus, to implement

the relatively new communicative approach at tertiary level, it is important to

investigate teachers’ beliefs toward CLT.

II.3 Communicative Language Teaching (CLT)

Communicative language teaching as an approach in English language

teaching will be discussed in seqenced points. It covers the history of CLT, the

definition which is used in this study, and communicative competence. The

characteristics or principles of CLT, students and teachers’ roles in CLT, and

teachers’ English proficiency in implementing CLT are also elaborated.
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II.3.1 A Brief History of CLT

Communicative Language Teaching (hereafter CLT) first emerged in

European countries in the 1970s and was successfully implemented into the

English curriculum in other countries in the 1980s (Littlewood, 2007; Ozsevik,

2010). Brown (2000) also notes that the late of 1980s and 1990s saw the

development of approaches that highlighted the fundamentally communicative

properties of language and classroom were increasingly characterized by

authenticity, real-world simulation, and meaningful tasks.  Following the

emergence of CLT in English-speaking countries, CLT is the most influential

language teaching methodology in the world (Ying, 2010). Then, Karakas (2013,

p.1) recently notes that “CLT has been in existence as a teaching methodology in

the 1970s, and has been widely accepted as a branded language teaching approach

in many countries where English is learned and taught”.

Richards & Rodgers (2001, p.20) state that “an approach refers to theories

about the nature to language and language learning that serves as the sources of

practices and principles in language teaching”. Meanwhile, Brown (2001, p.16)

affirms that approach, theoretically well-informed positions and beliefs about the

nature of language, the nature of language learning and the applicability of both to

pedagogical settings. Harmer (2007, p.62) adds that those are the source of the

way things done in the classroom and which provide the reasons for doing them.

One of the language teaching approaches is Communicative Language

Teaching (CLT). CLT is generally regarded as an approach to language teaching

(Larsen-Freeman, 2000; Richards and Rodgers, 2001; Brown, 2001).
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In terms of communicative language teaching (CLT) application, European

linguists saw the need for language instructors to focus on communicative

competence rather than on the mastery of structures alone (Savignon, 1991;

Littlewood, 2007). Brown (2007, p.246) content that “the term ‘communicative

competence’ was first used by Hymes, who referred to it as that aspect of our

competence that enables us to convey and interpret messages and to negotiate

meanings interpersonally within specific contexts”. In order to do, language

learners of English do not only need to acquire and master the linguistic

component of a language but also pragmatic of the target language. It is suggested

that competence, both linguistic and pragmatic, is the knowledge developed and

acquired through exposure and use of the target language (Kasper, 1997 in

Koosha and Yakhabi, 2013).

CLT came also as the reaction to what could be called as a failure of

previous teaching models, namely the structural situational and audiolingual

method. According to Betaineh et.al (2011) mentions that the introduction of CLT

marked as a phase of departing form major structured-based principles such as

continuous drillings, prohibiting the use of the mother tongue and immediate error

correction, which have proved inefficient in language instruction. In CLT, drilling

is used when necessary, the mother tongue is utilized when to facilitate learning

and errors are tolerated as a natural aspect of language learning.

A central aspect of CLT has been how to understand the concepts of

communication and how it should be inform language teaching (Hunston and

Oakay, 2010). CLT primarily aims at developing language learners’
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communicative competence (Tsai, 2007). Pei-long (2011) also argues that

language teaching should focus on communicative proficiency rather than mastery

of sentence structures. Therefore, several researchers identify CLT as one of the

most influential and effective language teaching methodologies that increase

learners’ communicative competence (Laio, 2000; Savignon, 2002; Ying, 2010)

In the field of language acquisition particularly for second and foreign

language, there have been numerous theories underpinning about that most

effective and successful way for language learners to acquire a new language.

Recently, more language teachers have noticed that the failure of learners’

language competences in using language in real communication and developing

the learners’ communicative ability have shifted from traditional teaching method

and approach to adopt the communicative language teaching (CLT) approach. Adi

(2012) in Kosda and Yakhani, (2013) notes that if the target of foreign language

teaching is to use the language, communicative language teaching (CLT) seem to

be an ideal teaching model. The goal of CLT is to use the language as a medium

of communication.

CLT is considered as outstanding, which can fill the gap in a number of

previous English language methods and approaches, such as audio lingual,

grammar translation, and silent way. Then, CLT is conceptualized to make

students able to communicate actively in the real situation as Hymes’ (1972)

exploration in Hunston & Oakay (2010) that the relationship between language as

a system and communication in social situations. Sholihah (2012) argues that CLT

can be an effective way to solve the problem faced by language learners who have
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already learned English for several years but they still cannot communicate or use

English for real situational contexts.

Due to the needs of international communication in the early 1990s, the

CLT approach was introduced in many countries where English is learnt and

spoken as a foreign language in EFL classrooms (Liao, 2000; Ying, 2010). In the

last thirty years, there have been opposing views on the appropriateness as well as

the feasibility of implementing CLT in EFL contexts. Some ELT (English

language teaching) scholars have emphasized the significance of the local needs

and the conditions of particular EFL contexts, and the benefits of the traditional

methods of language teaching (Incecay & Incecay, 2009; Ozsevik, 2010). On the

other hand, some researchers have taken a strong point of view for adopting CLT

in Asian countries (Liao, 2004; Li 1998).

Nevertheless, the majority of the ELT researchers have advocated that

neither of these extreme positions will benefit English teaching and learning in

Asian contexts (Ozsevik, 2010). Given the current English teaching circumstances

in Asian countries, these researchers have argued that implementing fully a CLT

approach in non-English-speaking countries is almost impossible. They have also

pointed out that certain barriers need to be overcome for the effective

implementation of CLT in Asian countries (Burnaby & Sun, 1989; Ellis, 1996; Li,

1998; Rao, 2002). The implementation of CLT has also encountered problems and

resistance in EFL classrooms (Ellis, 1996; Li, 1998; Liao, 2000; Karim, 2004;

Rao, 2002; Savignon, 2002; Yu, 2001).
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Applying CLT in English as a second language (ESL) context will be

different from implementing CLT in English as a foreign language (EFL) context.

Sholihah (2012) argues that in ESL context where English is officially used and

the students can easily access to practice the language inside and outside of the

classroom, which makes CLT much easier to be implemented. However, in the

EFL context, it is challenging to apply this approach since English is not officially

used as national language in which it is used for certain purposes or situations and

mostly during teaching and learning at schools. Students need to be encouraged to

use their English communicative competences outside the classroom by

communicating with others or discussing about common topics which are

familiar.

II.3.2 The Definiton of Communicative Language Teaching (CLT)

Different researchers have presented their understandings in relation to

communicative language teaching (CLT). Ying (2010) argues that CLT is an

approach to the teaching of second languages that emphasizes interaction as both

the means and the ultimate goal of learning a language. It is also referred to as a

“communicative approach to the teaching of foreign languages” or simply as the

“communicative approach” (Ying, 2010, p.2). In relation to this view, Larsen-

Freeman (2000, p.121) argues that “CLT aims broadly at the theoretical

perspective of a communicative approach by enabling communication.

Communicative competence is the goal of language teaching by acknowledging

the interdependence of language and communication”. Then, they note that CLT
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has had a thoroughly beneficial effect since it reminded teachers that people learn

languages not so that they “know” them but so that they can communicate.

Teachers who apply this CLT approach paying more attention to use language

functions as communication ways rather than teaching language usage.

It is clear to see that CLT here means that the language teacher uses

communication as a teaching approach to enhance students’ communicative

competence. Regarding to this views, Ellis (1997) also supports that the

pedagogical rationale for the use of communicative approach in a language

teaching class depends in part on the claim that they will help develop learners’

communicative skills and in part on a claim that they will contribute incidentally

to their linguistic development. Here, it becomes clear that in relation to being

able to communicate, language teaching not only needs the mastering of linguistic

knowledge, but also communicative competence.

It also states that communicative competence is the ability to understand

the logical basis of linguistic competence (Finch, 2003). According to Finch, there

are three kinds of logic: the first one is formal logic, which is connected with the

rules that govern valid argument and gets us so far in understanding the basis of

communication. Then to be fully competent, we need knowledge of natural logic,

which means understanding what people are trying to do through language. In

addition to these two logics, we also need to understand the force of our utterance,

which requires us to understand the meaning of our utterances according to its

social context or particular situational settings. Gonzales (1995) supports this, by
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arguing that communicative competence includes mastery of language that is

needed to handle various situations.

Therefore, when it is deliberately taught to students, the language teaching

will create language appropriate for such language-use situations as ordering in

restaurants, giving directions or applying for a job, etc. To summarize,

communicative competence not only includes good mastery of linguistic

knowledge, but also the ability to understand the logic to handle realistic

situations. Furthermore, the other researchers also argue that there is considerable

debate as to appropriate ways of defining CLT, and no single model of CLT is

universally accepted as authoritative (McGroarty, 1984). However, Savignon

(1991) in Hunston & Oakay (2010) define that CLT is involving negotiation,

interpretation, and expressing of meanings in the target language. Richards and

Rodgers (2001), CLT starts with a theory of language as communication, and its

goal is to develop learners’ communicative competence. Richards and Rodgers

(2001, p. 158) add that:

CLT is a set theory of language teaching that starts from a communicative
model of a language and language use, and that seeks to translate this into
a design for an instructional system for materials, for teacher and learners
roles and behavior, and for classroom activities and techniques.

According to Richards and Rodgers (2001), CLT starts with a theory of language

as communication, and its goal is to develop learners’ communicative

competence.

It is clear to see that CLT here means that the language teacher uses

communication as a teaching approach to enhance students’ communicative
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competence as a goal of language teaching. This emphasizes that CLT as a

teaching approach strengthen to language use, fluency, and using authentic

material to meet learners’ actual needs. In relation to this regard, Ellis (1997) in

Vongxay, (2013) also supports that the pedagogical rationale for the use of

communicative approach in a language teaching class depends in part on the claim

that they will help develop learners’ communicative skills and in part on a claim

that they will contribute incidentally to their linguistic development. Here, it

becomes clear that in relation to being able to communicate, language teaching

not only needs the mastering of linguistic knowledge, but also communicative

competence.

Harmer (2000, p.32) highlights that:

CLT has two main strands: 1) language is not just bits of grammar, it also
involves the language functions which students to learn how to use; 2)
students get enough exposure to language and opportunity for its use, and
then, learning will take care of itself.

II.3.3 The Communicative Competence

Before coming to the concept of communicative competence, it is necessary

to define what is meant by competence. Mc. Ashan in Zulhiddah (2004) noted that

competence is a knowledge, skills, abilities or capabilities that a person achieves,

which become part of his or her being to the extent that he or she can satisfactorily

perform particular cognitive, affective and psychmotoric behaviors. Hence,

Hymes (1972) in Vongxay (2009) claimed that the study of human language

should place humans in a social world proposed to have communicative

competence.
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Having a clear understanding of what is meant by communicative

competence is very crucial. Since then, researchers have sought diligently to

define and redefine the construct of communicative competence as Hunston and

Oakay (2010) clarify that understanding communicative competence is one way

of understanding CLT. Communicative competence as Yule (2010, p. 285)

defines as “the general ability to use language accurately, appropriately and

flexibly”. Meanwhile, Chang (2011, p.19) concludes that “communicative

competence consists of knowledge of linguistic rules, appropriate language usage

in different situations, connection of utterances in a discourse, and strategic to

cope with for the use of language”. The definition of communicative competence

is what a speaker needs to know in order to communicate in a speech community.

For example, in the everyday contexts, not only is a speaker expected to produce a

grammatical sentence, but she or he should also consider the situation or context

in which the sentences are used. In relation to this, Ying (2010) argues that

communicative competence refers to a language learner’s ability to use the target

language successfully in real world communication.

Brown (2001, p.69) argues also argues that:

Communicative competence is the goal of language classroom; instruction
needs to point out toward all its components: organizational, pragmatic,
strategic and psychomotor. Communicative goals are best achieved by
giving due attention to language use and not just usage, to fluency and not
just accuracy, to authentic language and contexts, and to students’ eventual
need to apply classroom learning previously unrehearsed contexts in the
real worlds.
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Then, the most widely accepted definition is given by Canale and Swan

(1980) in Vongxay, (2013) and Sholihah, (2012) that there are four different

components of communicative competence, as follows:

1. Grammatical competence is the ability to apply the grammar rules to

understand a message and to be understood when sending the message.

This competence is very essential because without understanding the

grammatical rules, learners will not able to use English correctly since

they are only in the vocabulary word levels

2. Discourse competence is the ability to make a link of several ideas

together appropriately. To have the discourse competence, learners need

to engaged in extended courses in communication contexts such as

taking notes from teachers in English, participating in conferences,

seminar, symposium, discussion, debate, etc

3. Sociolinguistic competence is the ability to engage in various English

language uses in wide range of social contexts and situations (time,

place, and role of relationship). To improve such kind of competence,

language learners are encouraged to participate in social interaction to

practice various language uses

4. Strategic competence is the ability to understand and to be understood in

communicating with the targeted language even when they have lack of

vocabularies and in understanding structure. Communicators can use

strategy to make communication flow. Finding synonyms and asking for
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repetitions as well as guessing words’ meaning in contexts are example

of communication strategies.

Communicative competence that covers grammatical (covering language

structures), discourse (covering the ability to understand the messages presented

in the language), pragmatic or sociolinguistic (covering the ability to understand

the social context where the language is used) and strategic (covering the ability

to create good communicative tactics to begin, respond, and to end conversation)

are involved in human interaction. All aspects must work together for successful

communication take place (Brown, 2000).

II.3.4 The Characteristics and Principles of CLT

CLT has become popular and widespread in second or foreign language

teaching (Brown, 1994).  Contrary to the teacher-centred approach, in which

teachers are regarded as knowledge-givers and learners as receivers, CLT reflects

a more social relationship between the teacher and learner. This learner-centred

approach gives students a greater sense of “ownership” of their learning and

enhances their motivation to learn English (Brown, 1994).

CLT emphasizes the process of communication and leads learners to play

the roles that are different from the traditional approach. The role of the learner is

negotiator between the self, the learning process, and the object of learning.

Learners are actively engaged in negotiating meaning by trying to make them

understood and in understanding others within the classroom procedures and

activities (Richards & Rodgers, 1986). Teachers also take particular roles in the
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CLT approach. First, the teacher facilitates the communication process between

all participants in the classrooms. In addition, the teacher acts as analyst,

counselor, and group process manager (Richards & Rodgers, 1986).

The teacher is also a co-communicator who engages in communicative

activities with the students (Larsen-Freeman, 2000). Larsen-Freeman add that

there are three characteristics of CLT in Matini & Aizan (2013): (a)

communicative activities; (b) the use of authentic materials; (c) small group

activities by the learners. Those CLT principles are aimed to involve learners in

communication practices by utilizing the authentic materials and conducted in-

group work activities. Here, teacher is played as students’ co-communicator rather

than instructor.

For the sake of simplicity and directness, Brown (2001, p. 43) offers the

following six interconnected characteristics as a description of CLT:

1. Classroom goals are focused on all of the components (grammatical,
discourse, functional, sociolinguistics/pragmatic and strategic) of
communicative competence.

2. Language techniques are designed to engage learners in the pragmatic,
authentic, functional use of language for meaningful purposes. Fluency
and accuracy are seen as complementary principles underlying
communicative techniques.

3. At times fluency may have to take on more important than accuracy in
order to keep learner meaningfully engaged in language use.

4. Students in a communicative class ultimately have to use the language,
productively and receptively, in unrehearshed contexts outside the
classroom.

5. Students are given opportunities to focus on their own learning process
through understanding of their own styles of learning and through the
development of appropriate strategies for autonomous learning

6. The role of the teacher is that of facilitator and guide not an all-knowing
bestower of knowledge. Students are therefore, encourage to construct
mearning through genuine linguistic interaction with other.
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CLT strengthens the learners’ engagements in using the language in real

contexts done in various activities during teaching and learning sessions. Some of

the classroom tasks and activities that CLT highlights are role plays, dialogues,

games, group work, seeing tht these activities necessiate communication among

the learners (Batak & Anderson, 2009, p.13). In relation to this view, Harmer

(2001) in Ansaray (2012) points out that the accurary of the target language is less

important than successful achievement of the communicative tasks. However,

learners’ accuracy in terms of linguistic competence is still needed since Nunn

(2011) notes that linguistic competence in a locally appropriate variety of English

needs to be developed in any local context.

In approaches and/or method in language learning, Richards and Rodgers

(2001) summarise the communicative view of language as:

1. Language is a system for the expression of meaning
2. The primary of function of language is to allow interaction and

communicaiton
3. The structure of language reflect its functional and communicative issues
4. The primary units of language are not merely its grammatical and

structural features, but categories of functional and communicative
mearning

From the ideas given above, it can be drwan a concept of communicative

approach views on language as a system of expressing the meaning, and

interaction and communication become the main priority of language function.

Then, grammatical units and/or structural features are less important than

functional and communcative meaning.
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In addtion to principles of CLT, the reseacahers and  language experts point

out the objectives of CLT. According to Piepho (1981) in Ansarey (2012) shows

some objectives of CLT, as follows:

1. An integrative and content level: language as a means of expression
2. A linguistic and instrumental level: language as a semiotic system and

an object of learning
3. An effective level of interpersonal reletionships and conduct: language

as a means of expressing values and judgment about oneself and others
4. A level of individual learning needs: remidial learning based on error

analyses
5. A general level of extra-linguistic goals: language learning within the

school curriculum.

Reffering to mentioned concepts above, Communicative Language Teching

(CLT) is aimd to utilize the language as a tool of communication to express the

meaning, values, judements, etc.  This can be taken place in a various settings or

contexts based on who uses the language and purposes.

II.3.5 Students and Teachers

CLT has become more popular and widespread in second or foreign

language teaching (Brown, 1994; in Vongxay, 2013). Contrary to the teacher-

centered approach, in which teachers are regarded as knowledge-givers and

learners as recievers, CLT reflects as more social relationship between the teacher

and learners. In other words, CLT pays more attention to learner-centered

apporach. Brown adds that this approach give students a greater sense of

ownership of their learning and enhances their motivation to learn English. CLT

strengthens the process of communication between teacher to students or among
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students during classroom teaching and learning. Thus, CLT leads the different

roles between teacher and language learners comparing with traditional approach.

II.3.5.1 Teachers’ Roles in CLT

During the teaching and learning take place in classroom, teacher has

various roles in terms of implemeting the CLT. Richards & Rodgers (2001) have

stated that there are two main roles of teacher, as follows:

1. Teacher acts as a facilitator. As a facilitator, teacher facilitates the

communication process between all participants or learners for various

texts/contexts and classroom activities. Intarapanich (2013) says that

teacher as facilitator in CLT walks around the classroom and facilitates

students during individual and group work in which they sometime guide

the students in doing assignments: correcting mistakes, motivating,

clarifying things that students do not understand fully, etc. Teachers have

to set a classroom becomes more condusive settings for communication

where students are encouraged to communicate mostly with their peers or

group. Sholihah (2012) adds that during performing classroom activites,

teacher monitors  their students’ activities and then takes notes of

students’ mistakes on linguistic features to be worked on the next

communicative practices.

2. Teacher is as an independent participant. Teacher acts and participates in

students’ classrooom activities independently.
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Moreover, Larsen-Freeman (2000) notes that in communicative activities

teacher acts as a co-communicator. Teacher plays as a man who can be a partner

of communication process and activities in various formats. In addtion, Richards

& Rodgers (2001) claims that teachers are as need analyst who determine and

respond to the learners’ language needs. They are also as counsellors who have to

be models giving examples of effective communication. Littlewood (1981) states

that the roles of a teacher in a CLT classroom consists of coordinator and

managers of activities, language instrctor, source of new language, consultant

when needed, as well participant.  Therefore, teachers play great essential roles in

CLT classroom activities whether as facilitator, an independent participant, co-

communiator, need analyst, coordinator, language instructor, etc. Teacher function

to assist learners able to have good comminicative competences in various social

contexts.

II. 3.5.2  Students’ Roles in CLT

When implementing the CLT during classroom activities, there have been

definitly highlighted that learners’ roles are different from those in the traditional

language teaching approach. CLT emphasizes on functional aspects or language

use rather than grammar rules as it was known as students-centered approach.

Richards & Rodgers (2001) have mentioned that the learners’ roles are as

negotiators between themselves, the learning process and the object of learning in

CLT. Learners are actively engaged in negotiating meaning by trying to make

them understood and in understanding others within the classroom procedures and
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activities. Nunan (1999) in Sholihah (2012) suggests that learners should

negotiate the their interest with their teachers; what and how they want to learn.

As a result, in order to acquire language skills and knowledge of linguistic

components, the students have to become active communicators and manage their

own learning.

To engage learners in communication activities, teachers can use games,

role plays, task-based communication activities which emphasis on peers or group

work (Rechards & Rodgers, 2001). Then, Larsen-Freeman (2000) analyses that

game is an essential activity in CLT classroom practices because there is a

purpose to exchange and speakers can negotiate meaning. Role play is used in

CLT activities since it is essential to bring social communication contexts of

communicative events within classroom. This give opportunities for the students

to practices how to communicate in different social roles and contexts.

II.3.5.3 Teacher’s English Proficiency in Implemeting CLT

Alongside these issues for students, teachers’ behavior also play a

significant role in the success of implementing CLT. Ellis (1996) in Vongxay

(2013) argues that the successful adoption of CLT into EFL classrooms depends

on the teachers’ English language proficiency and teaching resources to

implement it. Most of the EFL teachers believe that they do not have adequate

English knowledge and skills to facilitate communicative activities that might be

considered as another barrier inhibiting the adoption of CLT into their classroom

(Karim, 2004).
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Besides the teacher’ English proficiency, there have been some research

findings which indicate that the implementation of CLT is interrelatedness with

the students’ proficiency in English skills. Rao (2002) in Vongxay (2013) also

found that most students in his research are more biased to traditional language

teaching styles, which are dominated by a teacher-centered, book-centered

approach and an emphasis on rote memory. The students’ English strategies are

primarily composed of the following features: focus on reading, writing,

grammar, word-level translation and memorization of vocabulary (Rao, 2002).

One exception in the literature is a recent study made by Littlewoods (2000, p.33),

in which he discovered that “the stereotype of Asian students as ‘obedient

listeners’-whether or not it is a reflection of their actual behavior in class-does not

reflect the role they would like to adopt in class.” To support these statements, Jin

et al. (2005) found that most students in their research were unable to

communicate effectively in English. The students were dissatisfied with their

communicative competence (Jin et al., 2005).

II.4 English Curriculum at LDC of UIN Suska Riau

Language Development Center of UIN Suska Riau has officially declared

that the teaching and learning process is conducted by applying communicative

language teaching (CLT) approach. It refers to the Rector Decree No.:

300.a/R/2003 that states that English language teaching (ELT) at LDC of UIN

Suska Riau highlights the importance of communicative approach when teaching

and learning being held. This teaching approach has been selected to meet the

Comment [AH6]: Sesuaikan isi dengan sub-
judul….yaitu ttg EP guru dan CLT
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demand of modern science, technology advancements through English language

teaching at tertiary level, in which it is used as a tool of transferring, storing and

retrieving information. They are increasingly changing the world into ‘a global

village’ and bringing people from different places around the world into frequent

use of English as a means of communication.

Brown (2001, p.118) points out that:

English is not frequently learned as a tool of understanding and teaching
US or British cultural values. Instead, English has become a tool for
international communication in transportation, commerce, banking,
tourism, technology, diplomacy, and scientific research.

In relation to this view, Richards & Rodgers (2001, p.80) content that “language is

viewed as a vehicle for communicating meanings and messages”. As a result,

many Asian countries, where English is taught as a foreign language has shifted

from a traditional teaching method towards communicative-focused instruction to

achieve intended goals and government demands.

LDC  of UIN  Suska Riau is one the technical unit holds the responsibility

to develop foreign languages teaching – English, Arabic and Indonesian for

foreign students – and to prepare students with a wide range of knowledge of

language components and productive skills conceptualized and designed in a

format of an epistemic language proficiency level. Accordingo to Wells (1987) in

Hasibuan (2004) states that an epistemic level of language profiency is the level in

which learners are expected to transform knowledge with the medium of English

and intended as the target of teaching English to students at higher education

level. The relationship between beliefs and behavior - most definitions of belief

propose that beliefs – dispose or guide people’s thinking and action (Borg, 2001).
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Language Development Center of UIN Sultan Syarif Kasim Riau has

created English curriculum since its establishment in 2003 in line with the

regulations given by Indonesian Government from the Direcorate of Higher

Education Deparment of Education Ministry of Indonesia. In 2012, Indonesian

government endorses the PP RI. NO.8, 2012  (presidential decree of Republic of

Indonesia No. 8 in 2012) which stipulates the regulation for educators at

university level which is known as KKNI (Indonesian Qualification Framework).

This policy has been officially announced to be implemented by all teachers at

tertiary level including UIN Suska Riau.

In addtion to implementing the Indonesian Qualification Framework

(KKNI), LDC of UIN Suska Riau tries to bring about the univeristy vission as in

internationally recognised in integrating the science, technology and art with

islamic values. One of the general points of this regulation mentioned that the

learning objective enables to learners having ability acquired from knowledge

internalization, attitude, practical skills, competences, and work experiences. To

achieve such kinds of goals, LDC arranges curriculum in cooperating with the

functions of language, teaching methodology, teacher developments, and so on.

The main functions of learning English is to have communicative competences.

They are developed through themes in contexts and language enrichments in

forms of tasks/assignments given and done in various communicative activities.

The communicative development covered is in meeting the fulfilment of language

skills and linguistic features. To engage students in communicative activities,
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teacher uses games, role play, task-based communication activities which

emphasis on peers or group work (Richards & Rodgers, 2001).

Communicative language teaching (CLT) has been regarded as one of the

ideal teaching approaches by many reserachers and praticioners for the past three

decades in the field of foreign and second language education (Memari, 2013).

The rationale of the implementation of CLT approach is that the teacher acts as a

facilitator to create student-centered classroom activities and engages learners in

authentic-like and meaningful communication with the goal to increase

comprehensible language input for learners and expect them to generate more

output (Huang and Liu, 2000 in Koosha and Yakhabi, 2013). This is also applying

the principels of CLT approach as demanded in its concepts. LDC has applied the

principles/characteristics of CLT as a teaching approah as Richards & Rodgers

(2001) have mentioned, as follows:

1. Communicative Development: learners are able to use English for

communicative purpose attained through learning in the classroom and

apply their communicative compentences in situational contexts.

2. Using aspects of mastering English to support oral and written as

active communicative ability.

3. An organization of material is based on the topic or theme and

functional skills

4. Intergrated and communicative assessment; knowing students’

attainment on language both language use and language components

through oral and wriiten format of test.
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5. Several objectives in communicative approach cannot be measured by

using papers and pencil test such as reading for enjoyment.

To start teaching as stipulated in handbook or academic guidelines of LDC

mentioned that teacher needs to get well-prepared to organise the curriculum

elaborated in a format of two syllabi based in unit and sub-unit in related themes

which are described in the three teaching materials and developed by four

qualified teachers to implement the five methods/media in respoding to

Communicative Language Teaching (CLT) approach. And then, the

implementation of CLT will be accompanied with valid language assessment to

measure the learners’ language proficiency levels both for language use and

linguistics components. In recent decades, teachers of English as a Foreign

Language (EFL) have been encouraged to implement CLT to help them develop

students’ abilities to use English appropriately in context (Chang, 2011).

Hence, teachers at higher educational level are more challenging and

knowledgeable in terms of their practical theories of teaching. Ramsden (1992,

p.118) notes that:

a lecturer’s general theories of teaching is actually brought into action
through how he or she thinks about specfic aspects of teaching, such as
how to teach a particular topic in tutorial, how to set an assignment
question or mark an examination question in specific area or how to
convince colleagues that a change in a curriculum is needed.

Thus, someone who teach at this level are triggered by their conceptual theories of

ELT and their scopes of professional teaching. They practice what they know and

believe in the classroom.  Having been assigned to all teachers to apply the CLT
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approach, teachers are developing their pedagogical teaching skills in the meeting

of the current needs of certain demand.

II.5 The Factors Helping and Hindering of Comminicative Language
Teaching (CLT) Implementation

Foreign language teaching like an English in many Asian-Pacific countries

in recent decades has shifted toward communicative-focused instruction (Chang,

2011). Teachers of English as a foreign language (EFL) have been encouraged to

implement communicative language teaching (CLT) to help students’ English

appropriately in contexts. This is in reference to the functions of language and

awareness of people to utilize English as an international language. It is widely

spoken in around the world in a wide range of areas such as in technology,

science, business, trade, education, social interaction, etc. In fact, how this

language taught by applying CLT has encountered unsatisfied results. In other

words, there have been gaps from what theories have toward the practices. Some

recent studies conducted by Anderson (1993); Ellis (1996); Li (1998); Liao (2000)

Takanashi (2004); Yu (2001) in Chang (2011) argue that the theories and

practices of CLT have faced various challenges in EFL context.

In Indonesia, some researches have also been conducted to yield how the

teachers implement the CLT in their actual teaching practices. Adi (212) confirms

that there have been found some barriers of implementing the CLT such as

indonesian socio-cultural contexts, English viewed differently as a foreign

langauge, traditional class and teahing methods, changing curriculum, and high

demand of national examination. Sholihah (2012) argues that teachers  had
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difficulties to use the authentic materials as the main characteristic of CLT since

the research was not done schools suited in urban. Students are found reluctant to

speak and lack of self-confident. Traditional formats are found like large class-

size, grammar and test orientation.

Based on Li (1998) in Chang (2011) research findings mentions that some

factors influencing the success and constraints of CLT implementation covering

the teachers, the students, the educational system, and CLT itself. First, the

interviewees indicated that teachers play a crucial role in practicing CLT. They

stated that teacher’s professional training can provide knowledge about CLT, help

the teachers overcome difficulties they encounter in the classrooms, and

encourage the teachers to keep experimenting with CLT. On the contrary, the

teachers who did not receive adequate training may have limited knowledge and

teaching skills to practice CLT. These findings support previous studies, which

indicated that teacher training is one of the most important factors influencing the

practice of CLT (Li, 1998; Liao, 2003, Tsai, 2007).

Second, the practice of CLT involves not only teachers, but also students.

The students’ willingness and motivation to use English in the classroom can have

a positive impact on teachers’ CLT practice. However, students’ resistance and

low-English proficiency weaken the teachers’ efforts to use CLT. These results

echo those from previous studies (Li, 1998; Liao, 2003; Tsai, 2007), which

indicated that teachers found it difficult to conduct communicative activities with

students who have limited English proficiency or resist participating in group

work. The results seem to suggest that teachers need training in how to motivate
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and involve low-proficiency students by using simple language or visual aids. In

addition, the teachers in the interviews reported another explanation for the

students’ unwillingness to participate. They pointed out that Taiwanese students

are afraid of expressing their ideas in public and are trained to follow the teacher.

This reveals specific cultural and educational values that prevent the teachers from

practicing CLT.

Third, school support encourages teachers to implement CLT while exam-

oriented teaching, limited teaching hours, and large classes impede the teachers’

practicing CLT effectively. The results of this study suggest that teachers need

administrative support to overcome these classroom constraints. Teachers will

have more time to conduct communicative activities if class size is reduced,

instructional hours are increased, or students’ performance is not evaluated by

exams. However, as suggested by the interviewees, when these conditions are not

feasible as in the current educational system, the school can help the teachers by

designing appropriate curricula which increase students’ opportunities to practice

English. The school can also promote CLT by building a school atmosphere that

values students’ communicative competence and critical thinking skills.

Finally, to make CLT appropriate in the local environment in which

students have few opportunities to practice English, sufficient teaching resources

should be provided. Teachers in this study indicated that the different environment

between ESL and EFL does not mean CLT is not feasible. To make CLT suitable

in Taiwan, the teachers should be provided sufficient teaching resources such as

appropriate curricula, textbooks, authentic materials, professional training, and
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teaching equipment. Furthermore, institutions can modify form-based exams to

include elements to evaluate students’ communicative competence.

Then, Ngoc & Iwashita (2012) report that among many practical factors

militating against the effectiveness of the implementation of CLT in Vietnam are

the academic curriculum and grammar-based examination. In other words, the

prevailing examination system is another problem for the CLT. It is more

achievement-oriented rather than performance oriented. It emphasizes the grades

and positions other than the issues of fluency. Therefore, invariably the teacher

becomes the facilitator of examination rather than of linguistic or communicative

competence. Besides, the examination format encourages cramming on which

students tend to rely too much. In respect this point, Gorsuch (2000) in Gamble,

et.al. (2013) explored factors that influenced the teacher’s approval of CLT.

Results showed that the teachers were dissatisfied with CLT because it was

considered incompatible with the exam-oriented atmosphere of their professional

environment. Then, the exams do not help students to access communicative

competence.

II.6 Related Studies

Reviewing the previous studies can be beneficial to the present research

being conducted with different problems, but in the same context. Then, some

cases on how teachers’ beliefs about language teaching and their teaching

practices in the implementation of CLT are provided.  They are as follows:
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1. Allen (2002) did a research on a case study on “Teachers’ Pedagogical

Beliefs and the Standards for Foreign Language Learning”. This study

examined 613 Midwestern (Nebraska, Iowa and Missouri) foreign

language teachers dealing with their beliefs which are consistent with

major constructs underlying the Standards for Foreign Language Learning

in 21st century. This study utilized the Foreign Language Education

Questionnaire (FLEQ) as a research instrument. From this study revealed

some research findings that (1) the consistency of the teachers’ beliefs

with the Standards of Foreign Language Learning indicates agreement

with the standards in terms of students’ profile, curricular elements,

textbook/language systems, language of instruction and grade level; (2)

familiarity with the Standards of Foreign Language Learning indicates

significant difference between rural and urban school locations and

membership in professional organizations; (3) the factors influencing

teachers’ beliefs are professional organization   more likely believed that

foreign language instruction should be conducted in the target language,

and then, students should have opportunities to use the language for real

communication both in the school and beyond.

2. Liao (2003) investigated high school English teachers’ attitudes towar

Communicative Language Teaching (CLT) in China. The first phase of

survey study reported most Chinese teachers are supportive of the

implementation of  CLT. The findings indicated that among 302

participants, 94% responded favorably toward CLT and were willing to
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practice it. In the second phase interview study, four interviewees were

selected from survery participants who displayed favorable attitudes

toward CLT. The teacher express their agreements with CLT such as, “the

teacher should take into account the students’ needs” and “the aim of the

class is to enable students to communicate easily in real life situation”.

3. Sato & Kleinsasser (2004) conducted a yearlong survey study on “Beliefs,

practices, and interactions of teachers in a Japanese High School English

Department”. This study applied the multiple modes of inquiry or data

sources – interviews, observations and documents – which was involving

the 19 teachers (15 native Japanese speakers and four English native

speakers), and the research findings revealed that how they learn to teach

seemed to rely on their own L2 (second language) learning and teaching.

Interestingly, their beliefs remained constant regardless of are or number

of years teaching experiences. Then, the teachers’ perceptions and actions

of English language teaching are uncovering the three values on

examination-oriented English, keeping pace and managing school taks and

students. The teachers’ learning opportunities – external interaction – are

also leading to teacher development and how perhaps teacher interactions

outside the workshop influence their beliefs and practices.

4. Meilani (2007) did a research on  “Survey of the Teachers’ Beliefs about

English Teaching and Leaning”. The research design emplyoed a cross

sectional surveys involved a total population of fifteen Englsih Teachers of

Junior High Schools which was conducted in Sukabumi, West Jave. This
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research revealed that 97.62% of the teachers and 95.24% of the students

believe about the importance of English as a tool for some real purposes in

life both academically and socially as human beings, and  teachers believe

that learning English means learning the skills of reading and speaking

together with vocabulary and grammar. Moreover, they believe that the

teaching of English should be carried out effectively using certain criteria

of good practices in ways which are consistent with professional principles

and procedures, by using appropriate teaching guidelines and sources for

the purposes of facilitating and motivating students’ optimal learing to get

good scores, and then, they believe that teaching English is a multifaced

field of profession which need certain knowledge and skill.

5. Chang (2011) did an explanatory study on the EFL teachers’ attitudes

toward Communicative Language Teaching (CLT) in Taiwanese College.

This study is an expanatory mixed method research, in which a

quantitative study investigated the teachers’ attitudes toward CLT as the

first phase in this research by using questionnaire. Then, the second phase

is a qualitative study explored the reasons underlying the teachers’

attitudes toward CLT, and in this respect she applied an in-depth

interviews. Then, the survey participants are fifty four English teachers

from two selected universities and for the interview there were eight

teachers from each universities. From the gainned data and its analysis,

research findings reported that: 1) CLT pays attention to both forms and

functions in which it is helpful and strenghtening teacher’s beliefs that the
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teaching objective is to develop the students’ communicative competences

and linguistic knowledge; 2) CLT develops language abilities through use,

in which the teachers believe that it is essential to expose the students to

the target language  in order to acquire the langage. So, to accomplish this

goal, group or pair work activities are designed to promote communication

in the classroom; 3) CLT takes into account the effective variable in

language learning. Teachers applied CLT since it creates a safe and

engaged learning environment and it also enhances the learners’ English

proficiency and encourages the risk-taking and cooperative relationship in

groups; and 4) CLT develops learner-autonomy in learning process when

students are played to take charge of their own learning.

6. Yoshihara (2012) studied about the “ESL Teachers’ Teaching Beliefs and

Practices” in a qualitative case study. Her research involved the three

teachers as the main respondents in an ESL Program and was conducted in

Hawai. From her research, it was found that teachers’ teaching beliefs and

practices were influenced by their life experiences and personal

background including class status, learning and teaching experiences, and

mentors. Then, teacher’s teaching beliefs and practices is one place to start

profesional developtments.

7. Ngoc and Iwashita (2012)  conducted a research entitled: “A Comparison

of Learners’ and Teachers’ attitudes toward Communicative Language

Teaching (CLT) at Two Universities in Vietnam”. This research tried to

campare two univeristies in terms of students’ and teachers’ attitudes
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toward CLT dealing with the four factors: grammar instruction, error

correction, group and pair work, and teacher’s roles. A questionnaire was

administered to 37 teachers and 88 university pre-intermediate to

intermediate learners of English in Vietnam and their responses were

compared. This research resulted that both universities/groups held

favorable attitudes toward CLT, but teacher-participants had more positive

attitudes than learner-participants for all the above factors, except group

and pair work. However, this study indicated that for CLT to be

implemented successfully, it is important to consult learners in order to

establish a match between teachers’ and learners’ views.

8. Vorren, et.al (2012) did an exploratory study on the impact of teachers’

beliefs on grammar instruction and students’ grammar competences. This

study was held in Belgium and tried to formulate an answer to what the

current teachers beliefs are with regarding to grammar instruction and to

the impact of teachers’ beliefs on learners’ results. To gain the intended

data, they were administering a questionnaire to 8 teachers exploring on

their beliefs concerning grammar instruction  and 291 students were tested

on the grammatical knowledge. The results show that teachers’ beliefs

could have put forward more information if the number of participants had

been more elevated. Then, teachers have their own beliefs whih they bring

to the classroom. So, the effect of teachers’ beliefs on grammar instruction

had a low impact seeing as situational matters also play a significant role.
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9. Gamble, at.al (2013) conducted a survey research on the “University

Students’ Beliefs, Perceptions and Attitudes toward Communicative

Language Teaching (CLT)”. The research was done in three private

universities in Japan and questionaire was utilized to gather the data.  The

were sixty-seven participants involved in this research to reflect their

attitudes and views of  particularly on classroom practice. The research

findings reported that the students’ strong beliefs about practices of CLT

occurred by engaging them in meaningful language productions or

communication-based practices since they hold about themselves as

learners. Then, their perception of the classroom practices they have

experienced showed that English language teaching in univeristy was

perceived to be communication-based, as opposed to grammar-based. This

research is also reported that students preference for meaning-based and

communiation-based practice were highly positive in terms of their

attitudes toward CLT practices in the classroom.

10. Arnida (2014) researched on the Communicative Language Teaching

(CLT) in Speaking Class in One Vocational High School in Pangkal

Pinang, Indonesia. He applied a Quasi Experimental Design and employed

a cluster samping technique. Then, research sample are at second year with

29 accounting students (AK2) as the control group and 31 students (AK3)

as the experimental group. From the study, he found that implementation

of CLT for speaking class could increase students scores and enable them

to use the language as a communication tool, create dialogues focusing on
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communicative functions and run naturally. Then, they agree  with and

show positive response to the implementation of CLT in teaching

speaking.

The related studies presented above discuss numerous topics on teachers’

beliefs about language, english teaching, teaching methodology and views on

CLT as a teaching approach, etc and mostly conducted in EFL contexts.

Researching on the teachers’ beliefs have been positively responded by many

eductional researchers since they are interconnected with teachers’ teaching

practices in the classroom including the selection of teaching approaches,

materials, roles, evaluations, etc. This present study tries to highlight the teachers’

beliefs on language, language teaching and how they implement their beliefs in

classroom teaching in terms of applying the concepts or principles of the

communicative language teaching at tertiary level in EFL context, Indonesia. This

research, then, is trying to reveal  some factors influencing both hindering and

helping the success of CLT practices. In short, this research have some similarities

toward the related studies presented above but in different contexts or areas of

study.

Apart from the similaries, this present study is importantly noted that

conducting a qualitative case study on teachers’ beliefs and their classroom

practices responding to the implementation of comimunicative language teaching

is still very limited in EFL setting particularly at tertiary level in Indonesia.

Besides, this study is trying to investigate factors affecting the successful practices

of CLT and find the obstables of the implementation of CLT at univeristy level.
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The previous studies are  mainly discussed on beliefs of the language teachers and

their practices but not directly highlighted on how their beliefs affect to the

implementation of  communicative language teaching. So, the differences among

them are the focus of study, research objectives and site, participants involved,

and rearch design. This research finding is expected to contribute both

theoritically and practically toward English language teaching in EFL context and

will lead to other researchers to conduct a similar study in different topics or

areas.


