
 

 

 

Cover 

 

 

  



 

 

 

 

 

 

METHODOLOGY OF 

TEACHING ENGLISH AS A 

FOREIGN LANGUAGE 

  



 

 

 

 

UNDANG-UNDANG NOMOR 28 TAHUN 2014 TENTANG HAK CIPTA 
1. Setiap Orang yang dengan tanpa hak melakukan pelanggaran hak ekonomi 

sebagaimana dimaksud dalam Pasal 9 ayat (1) huruf i untuk Penggunaan Secara 
Komersial dipidana dengan pidana penjara paling lama 1 (satu) tahun dan/atau 
pidana denda paling banyak Rp 100.000.000 (seratus juta rupiah). 

2. Setiap Orang yang dengan tanpa hak dan/atau tanpa izin Pencipta atau pemegang 
Hak Cipta melakukan pelanggaran hak ekonomi Pencipta yang meliputi 
penerjemahan dan pengadaptasian Ciptaan untuk Penggunaan Secara Komersil 
dipidana dengan pidana penjara paling lama 3 (tiga) tahun dan/atau pidana denda 
paling banyak Rp500.000.000,00 (lima ratus juta rupiah). 

3. Setiap Orang yang dengan tanpa hak dan/atau izin Pencipta atau pemegang Hak 
Cipta melakukan pelanggaran hak ekonomi Pencipta yang meliputi penerbitan, 
penggandaan dalam segala bentuknya, dan pendistribusian Ciptaan untuk 
Penggunaan Secara Komersial dipidana penjara paling lama 4 (empat) tahun 
dan/atau pidana denda paling banyak Rp1.000.000.000,00 (satu miliar rupiah). 

4. Setiap Orang yang memenuhi unsur sebagaimana dimaksud pada poin kedua di 
atas yang dilakukan dalam bentuk pembajakan, dipidana dengan pidana penjara 
paling lama 10 (sepuluh) tahun dan/atau pidana denda paling banyak 
Rp4.000.0000.000,00 (empat miliar rupiah). 



 

METHODOLOGY OF TEACHING ENG-

LISH AS A FOREIGN LANGUAGE 
 
 

Eddi Novra, S.ST.Par., M.Par. 
Alva Nurvina Sularso, S.Sos., M.Hum. 

Henry Latuheru, M.Pd. 
Marcy Saartje Ferdinandus, S.Pd., M.Pd. 

Dr. Asbar, M.Pd., M.Hum. 
Fadilla Taslim, S.S., M.Pd. 
Dian Sartin Tiwery, M.Pd. 

Deri Fikri Fauzi, S.Pd., M.Hum. 
Rahman Hakim, M.Pd. 
Dr. Taslim, S.S., M.Pd. 

Fiona Djunita Natalia Luhulima, S.S., M.TransInterp. 
Dr. Tri Wintolo Apoko, M.Pd. 

Fredi Meyer, S.Pd., M.Pd. 
Refna Wati, M.Pd. 

Erna Wigati, S.Pd., M.Pd. 
Zakaria, M.Pd. 

Dr. Jumbuh Prabowo, S.Pd., M.Pd. 

 

 

 

 

 





 

METHODOLOGY OF TEACHING ENGLISH AS A  
FOREIGN LANGUAGE 
 
Copyright © 2025 
 
Penulis: 
Eddi Novra, S.ST.Par., M.Par. 
Alva Nurvina Sularso, S.Sos., M.Hum. 
Henry Latuheru, M.Pd. 
Marcy Saartje Ferdinandus, S.Pd., M.Pd. 
Dr. Asbar, M.Pd., M.Hum. 
Fadilla Taslim, S.S., M.Pd. 
Dian Sartin Tiwery, M.Pd. 
Deri Fikri Fauzi, S.Pd., M.Hum. 
Rahman Hakim, M.Pd. 
Dr. Taslim, S.S., M.Pd. 
Fiona Djunita Natalia Luhulima, S.S., M.TransInterp. 
Dr. Tri Wintolo Apoko, M.Pd. 
Fredi Meyer, S.Pd., M.Pd. 
Refna Wati, M.Pd. 
Erna Wigati, S.Pd., M.Pd. 
Zakaria, M.Pd. 
Dr. Jumbuh Prabowo, S.Pd., M.Pd. 
 
Editor:  
Marcy Saartje Ferdinandus, S.Pd., M.Pd. 
Alva Nurvina Sularso, S.Sos., M.Hum. 
 
Setting Layout:  
Silvia Irmayanti, S.Si 
 
Desain Sampul:  
Marysa Faradhila, S.Pd. 
 
ISBN: 978 – 634 – 257 – 156 – 9  
IKAPI: 435/JBA/2022  
 
Ukuran: 15,5 cm x 23 cm; ix + 278 hlm  
 
Cetakan Pertama, November 2025 
Hak cipta dilindungi Undang-undang dilarang memperbanyak karya tulis dalam bentuk 
dan dengan cara apa pun, tanpa izin tertulis dari penerbit 
 
Penerbit:  
CV. Mega Press Nusantara 
Alamat Redaksi: 
Komplek Perumahan Janatipark III, Cluster Copernicus Blok D-07, Cibeusi, Jatinangor, 
Kabupaten Sumedang, Jawa Barat 45363 
0812-1208-8836 
www.megapress.co.id 
penerbitmegapress@gmail.com  



 

 

PREFACE 

All praise be to Almighty God for His blessings and guidance that 

have enabled the completion of this book entitled “Methodology of 

Teaching English as a Foreign Language.” This book is designed to pro-

vide a comprehensive understanding of various approaches, methods, 

and techniques used in teaching English as a foreign language. In the 

context of globalization, where cross-cultural communication skills are 

increasingly essential, mastering effective teaching methodology is a 

crucial foundation for educators to create engaging and meaningful 

learning experiences. 

The author hopes that this book will serve as a valuable reference 

for students, pre-service teachers, and practitioners in the field of Eng-

lish language education. It not only discusses theoretical frameworks 

but also offers practical insights into classroom implementation. It is 

expected that this book will inspire readers to enhance their pedagogi-

cal competence, foster creativity in language teaching, and contribute 

to the development of professional, innovative, and globally minded 

English educators. 

 

Bukittinggi, November 2025 

Author 
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TEACHING ENGLISH AS A FOREIGN LANGUAGE 
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A. Introduction 

In an era of rapidly growing globalization, English language 

proficiency is urgently needed in various areas of life, including 

education, business, and technology. As an international language, 

English plays an important role in bridging communication between 

nations. Therefore, teaching English as a Foreign Language (TEFL) is 

becoming increasingly relevant, especially in countries where English 

is not the primary language. 

Teaching English as a Foreign Language (TEFL) is an approach 

and method aimed at non-native speakers living in countries where 

English is not the primary language. In contrast to TESL (Teaching 

English as a Second Language), which is usually applied in English-

speaking countries, TEFL takes place in the student's home country, 

where interaction with native speakers is generally very limited or even 

non-existent. Therefore, learning in the context of TEFL requires 

strategies, approaches, and media that are carefully designed and 

innovative so that the learning process can take place effectively and 

enjoyably. 

In TEFL teaching, the focus is not only limited to mastering 

language structures, but also includes cross-cultural understanding, 

communication skills, and the development of critical thinking skills. 

Students are expected to not only be able to use English technically, but 

also understand the context of its use in real life. By mastering the basic 

principles of TEFL and understanding the challenges that may arise 

during the teaching-learning process, teachers can create a learning 

environment conducive to learning. Conducive and able to foster 

students' motivation to continue developing their English language 

skills. 

Since learners in this context generally do not have the 

opportunity to use English outside of the classroom, the learning 

process needs to be specifically designed. The strategy applied must 

overcome these limitations by creating an active and meaningful 

interaction space in the classroom, so that students can still experience 

authentic language even though they are far from the native speaker's 

environment. 
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Teaching activities in the context of TEFL are generally carried 

out in formal institutions such as schools, language training institutions, 

or through special programs in various countries. A TEFL teacher is not 

only required to have good English skills, but also to understand 

language teaching techniques, cultural backgrounds, and students' 

varied learning needs. 

 

B. Common approaches 

Some of the commonly used approaches in TEFL include: 

a. Communicative Language Teaching (CLT): Focus on using 

language for honest communication. 

b. Task-Based Learning (TBL): Using tasks as the core of learning 

activities. 

c. Grammar-Translation Method (GTM): Emphasis on translation 

and understanding of language structure. 

d. Total Physical Response (TPR): Combines language and physical 

movements for more natural learning. 

The main challenges in TEFL include students' limited exposure 

to English outside of the classroom, differences in cultural and linguistic 

backgrounds, and varying learning motivations. Therefore, TEFL 

teachers must be creative in creating an interactive, fun, and contextual 

learning environment. 

With the increasing need for English language skills globally, the 

role of teaching English as a foreign language is becoming increasingly 

important. Mastery of this language not only opens up educational and 

career opportunities for students but also broadens cultural insight and 

communication between nations. 

Developed countries widely use English as an international 

language as a first or second language. Wikipedia (2023) states that as 

many as 61 countries on the six continents use English as an official 

language.  
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Some examples of countries that use English as a first language 

are South Africa, the Bahamas, Dominica, the Philippines, India, Ireland, 

Canada, Saint Lucia, New Zealand, Singapore, Australia, the United 

Kingdom, the United States, and many more (Wikipedia, 2023). Then, 

some examples of countries that use English as a second language are 

Brunei, Israel, Malaysia, Sri Lanka, and others (Wikipedia, 2023). 

However, even though English is used as a first and second language, 

many countries are still learning English as a foreign language, 

especially developing countries. Indonesia is one of the countries that 

learns English as a foreign language. EF Education First (on CNN 

Indonesia, 2022) ranks Indonesia in the 81st position as a country that 

is not fluent in English out of 111 countries. This is motivated by several 

things, such as 1) Lack of confidence. Some students may understand 

English grammar well, but their speaking skills are still poor. The main 

reason behind this problem is that Indonesians, or students in 

particular, are often too shy to start a conversation in English and are 

afraid of making mistakes; 2) Most Indonesians still do not have 

adequate English vocabulary. This is due to their little enthusiasm for 

reading; 3) Lack of exercise. People think their confidence in speaking 

English is low and their English vocabulary is inadequate. This makes 

them lose interest in practicing English (Khairunas, 2022). 

From the previous description, it can be concluded that learning 

English in Indonesia is very important, mainly because it requires 

encouragement from within students and support from the educational 

environment. As a foreign language, English demands an attractive and 

appropriate teaching approach so that students at school and college 

can follow the learning process optimally. 

According to Paragae (2023), teaching strategies include a 

variety of techniques and methods designed to help teachers guide 

students effectively toward their academic achievement and learning 

goals. In other words, this strategy is an essential tool for teachers to 

deliver material in a targeted and engaging manner, especially in 

teaching English as a foreign language. 

For learning to be more effective, teachers need to adapt the 

strategies used to students' learning styles. An appropriate approach 
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makes it easier for students to understand the material and creates a 

more lively and less boring classroom atmosphere (Hayati et al., 2021). 

However, not all teaching strategies have the same impact. For 

example, more traditional lecture-based strategies tend to make 

teachers the center of learning. In practice, this approach often makes 

students passive, only recording information without much active 

involvement (Fals, 2018; Tularam, 2018). Therefore, the selection of 

the right teaching strategy needs to consider the needs, lesson 

objectives, and characteristics of students (Kiftiah, 2019) 

One of the important questions that needs to be answered in 

today's educational context is: how to effectively teach English as a 

foreign language? The answer to this question is very important to be 

found and applied in the world of education, so that the learning 

process becomes more relevant and has a real impact. 

Paragae (2023) emphasizes the importance of using innovative 

learning strategies by teachers to answer the learning needs of today's 

students. In addition, Hidayah and Morganna (in Paragae, 2023) 

identify several strategies commonly applied in teaching English as a 

foreign language (EFL), such as active learning, peer mentoring, 

cooperative learning, and hands-on instruction. Taking these 

approaches into account, the researchers in this study seek to further 

explore teaching strategies that can be effectively applied in the context 

of learning English as a foreign language. 
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English has become an international language that almost every-

one in the world is required to learn it. Even though the English used 

today is the result of a fairly long period of language development, it 

continues to evolve as it absorbs influences from other languages, 

adapts to technological advancements, and reflects societal changes. 

English language development is divided into three periods, starting 

from Old English in AD 800 after England was conquered by France in 

1066, continued to  Middle English from 1066 to 1500 and the Modern 

English from 1500 to present day (Saepudin, 2014).  

Since then, there are more than 60% of world population who 

speaks English as their first, second or foreign language. It makes Eng-

lish becomes the most widely spoken language beside Mandarin and 

Russian nowadays (Richards and Theodore, 2001:1), replacing Latin 

starting from 18th century. However, English language teaching method 

which entered European curriculum in 18th century along with other 

modern languages was taught in the same procedures with Latin (Sae-

pudin, 2014). The main focus of the lesson was not speaking skill as 

textbooks being used mainly included grammar, vocabulary and sen-

tences for translation purposes. Even so, the struggle in finding appro-

priate English teaching method as foreign language has become a long 

and winding history since there have been various ideas about the na-

ture of language (referring to language as a system of human communi-

cation) and the nature of language learning (referring to how language 

is learned).  

 

A. History of Teaching English as Foreign Language (TEFL) Method 

Teaching English as foreign language (TEFL) refers to the prac-

tice of teaching English to learners whose first language is not English 

(usually called as non-native speakers), typically in countries where 

English is not the primary language spoken. The teaching method fo-

cuses on helping learners develop their English skills (reading, listen-

ing, speaking and writing) for academic, professional or everyday com-

munication purposes. The usage of online platform nowadays adds an-

other variety of methods and techniques to make language learning ef-
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fective and engaging. Moreover, cultural awareness, clear communica-

tion, and adaptability are essential components of successful TEFL in-

struction. Thus, many educators pursue TEFL certifications to be 

equipped with the pedagogical skills needed to meet the diverse needs 

of their students.  

Below is the evolution of TEFL summarized in rich historical jour-

ney from 19th century to present day. 

1. Pre-19 Century: The Development of Language Learning 

During  the mid-1700s, Latin and Greek were still positioned as 

the lingua franca since they became common languages of the time. Pro-

ficiency in these classical languages represented a symbol of high intel-

lect and class, not a language skill (Davie, 2024). This ‘Classical Method’ 

was also known as The Grammar Translation Method, which empha-

sized the grammar rules memorization for translation and Parts of 

Speech mastery (focusing in adjectives, prepositions and vocabulary 

memorization) to craft sentences with formal eloquence. The key char-

acteristic of teaching procedures involved learner’s native language ex-

tensive usage, meticulous grammar explanations and regular transla-

tion practices from the target language to the native language and vice 

versa (EFL CAFÉ, 2024). 

The Grammar-Translation Method was limited since the outcome 

was not for individual learners to be able to communicate in foreign 

language for effective and colloquial usage. Furthermore, it was lacking 

practicality in terms of not fully preparing students for real-life conver-

sation skill as well as limiting student engagement and interaction in 

language learning (Larsen-Freeman & Anderson, 2011). However, it be-

came the standard method for foreign language teaching in schools 

(Howatt & Widdowson, 2004) as the linguistic competence being taught 

was measured by one’s understanding towards literary texts as well as 

the ability to translate them, fostering a more in-depth understanding 

of the written word (Richards & Rodgers, 2014).  

This method had successfully laid the groundwork for later ap-

proaches and pedagogical reforms to be more interactive and commu-

nicative teaching approaches over the course of changes in English lan-

guage teaching strategies.  
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2. 19th Century: Refining The Approach 

A French linguist François Gouin discovered that a language skill 

could be acquired through natural conversation after he met his three-

year-old nephew after returning from his German learning through 

pure grammar memorization (Davie, 2024). He came into a conclusion 

after observing the nephew that learning a language means turning 

what we perceive into ideas, and then using words to communicate 

those ideas (Thanasoulas, n.d.). His insight contributed to the formation 

of the Series Method, which focused on teaching learners through a “se-

ries” of related, easily understandable sentences.  

This language approach did not last long but managed to pave a 

way for the Direct Method developed by Charles Berlitz, an American 

linguist, to flourish. The method had imitated first language acquisition 

in emphasizing oral interaction, spontaneous language use and minimal 

analysis of grammatical rules (Davie, 2024). Classes conducted in the 

Direct Method approach were consistently using the target language 

with the purpose of facilitating a direct connection between words or 

phrase and its meaning (EFL CAFÉ, 2024).  

Moreover, the emerging of the Oral Approach in 1920s which fo-

cused on using everyday vocabulary and sentences for the purpose to 

enhance learners’ speaking (pronunciation) and listening (oral compre-

hension) skills as well as having interactive student-centered classes 

(which emphasized question-and-answer practices and student-

teacher natural engagements) made significant impact in modern lan-

guage teaching practice. A more engaging and dynamic classroom envi-

ronment became a start of communicative approaches in language 

learning (Larsen-Freeman & Anderson, 2011). At the same time, the In-

ternational Phonetic Association made a consideration in language 

teaching approach, addressing the importance of teaching pronuncia-

tion and oral skills which was overlooked by the traditional Grammar-

Translation Method. 

The emerging of the Direct Method and the Oral Approach signi-

fied a pivotal historical shift in teaching English by highlighting the im-
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portance of direct exposure as well as active usage of the target lan-

guage. This became a solid evidence of a progression towards more in-

teractive and communicative approaches in language teaching.     

3. 1930s to 1950s: English & ESL Achieved Recognition 

Since the 16th century, the glowing empire and trade expansion of 

England kingdoms made English became the only foreign language 

choice for communicating while trading with the British. However, the 

real transition of English teaching as Second Language (ESL) occurred 

around late 1800s to early 1900s as the effect of people migration to the 

United States in the process of pursuing happiness, life and liberty. 

In the United States, Americans adopted the Reading Method to 

teach English to non-native speakers in early 20th century, which pre-

vailed until World War II. Due to the war situation made attending clas-

ses for learning was difficult to do as well as the military need for lan-

guage proficiency. This condition initiated the development of the Au-

dio-Lingual Method (ALM), developed during the 1940s to 1950s, 

which placing importance on listening and speaking skills enhancement 

while preventing students’ first language usage and at the same time 

prioritizing mechanical repetition and accuracy. Even though its emer-

gence was heavily influenced by people urgent necessity for learning 

foreign languages during the war, this method was considered more 

systematic as a language teaching approach than the Direct Method 

since it focused on oral skills improvement with repetitive drills, sen-

tences and phrases memorization, choral responses and constant pat-

tern practice. However, the Audio-Lingual Method faced its decline af-

ter 1964 after its weakness was revealed by an Australian linguist, 

Wilga Rivers. She mentioned that this method emphasized more on the 

drilling or regular practices than the background knowledge and situa-

tion context in language learning.    

In Britain, the Situational Approach was implemented since its 

main idea was to teach language based on functions in various situa-

tions. Thus, the method also encouraged ESL students to learn language 

chucks which were useful for everyday conversation together with vo-

cabulary and grammar.  
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Two historical key events above underlined the progress of Eng-

lish language teaching methodologies evolution in response to societal 

changes and educational discernments.   

4. 1960s to 1908s: Humanistic Approaches  

Around 1970s to 1980s, a substantial shift happened with lan-

guage teaching methods into a more humanistic approaches. Methods 

like the Silent Way, Suggestopedia and Community Language Leaning 

(CLL) all emphasized the psychological needs and learners’ personal 

development as well as improving learner-centered environment for 

language teaching advancement. Some of the key characteristics were 

holistic view of a learner as a whole person, active participation, cus-

tomized learning experiences, aimed on communicative competence 

and integrated non-linguistic elements into learners’ learning experi-

ence.      

The Silent Way, created by Caleb Gattegno, highlighted aspects, 

such as learner autonomy and active learning involvement. Teacher’s 

role was only to provide cues using sets of colored rods and a phonemic 

chart, other time was spent in silence. In a nutshell, encouragement of 

self-reliance and learning discovery was fully facilitated in this method 

(Stevick, 1976). Suggestopedia, initiated by Georgi Lozanov, a Bulgarian 

psychologist, using ideas that a comfortable and relaxed learning envi-

ronment with music, art or drama could accelerate positive learning ex-

perience and lower learners’ psychological barriers (Richards & Rodg-

ers, 2001). 

Community Language Leaning (CLL) developed by Charles A Cur-

ran in 1976 by taking several aspects from counseling techniques. Its 

key characteristic was the focus on building a sense of belonging in the 

classroom. Teachers acted as counselors and learners acted as clients 

working together in a collaborative learning process (Richards & Rodg-

ers, 2014). The Natural Approach, disseminated by Tracy Terrel and 

Stephen Krashen in 1983, considered that language capabilities from 

learners would spontaneously came out once they had listened and 

seen a lot of content in the target language. 

The creation of Content and Language Integrated Learning (CLIL) 

by UNICOM, University of Jyväskylä and the European Platform for 
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Dutch Education in the mid-90s made the English teaching method pos-

sible to be fully conducted in the target language. Even though it had 

become one of the most effective ways to teach second language, many 

schools found the criteria were difficult to complete.       

By the 1960s, the development of TEFL field had made its way 

into a more formal profession with many specialized teacher training 

programs and certifications which were constantly adapting to new 

learning methodologies and technology development over the past dec-

ades. As for today, teaching English online and abroad has become in-

comparable opportunity to have real-world practice in engaging and 

meaningful ways.    

5. 21st Century: the Emergence of TEFL & Certifications  

Since the world had gained its peace and the business is growing, 

the demand for language teaching tailored to specific purposes. De-

mands for academic, engineering, or business language competence 

had made the Communicative Approach emerged to address the needs 

with its focus on real-world communication with on-site locations and 

authentic props over mechanical learning by memorization.  

John Haycraft pioneered a learning system for English teachers in 

1962. His work on assimilating all the approaches created a course 

which purpose was to equip teachers with basic teaching methodolo-

gies as well as theories to teach English as a foreign language (Davie, 

2024). These led into certification programs which we know well today, 

such as TEFL and CELTA certifications.   

Specific certifications appeared from the 1970s henceforth with 

the popular adoption of the acronym TEFL (Davie, 2024). Essentially, 

TEFL goal is to provide non-native speakers chances to enhance their 

skills and expertise as well as confidence when conducting communica-

tion act for any purposes. In order to provide more opportunities for 

both teachers and students, TEFL certification continues to increase its 

value by aligning with global teaching standards and incorporating the 

latest language acquisition methodologies (for teachers) as well as en-

hancing training quality, offering more practical teaching experience, 

and updating its curriculum to meet evolving learner needs. 
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6. Present-day towards the future: TEFL is Transforming in the 

Digital Age.  

TEFL today is a convergence of linguistic proficiency, cultural ex-

change and technology development. Accelerated by the COVID-19 pan-

demic, the digitalization of education and the emerging of Artificial In-

telligence have revolutionized TEFL since they have erased geograph-

ical barriers which made English language instructors inaccessible to 

anyone. Now, with a stable internet connection, English language in-

structors are accessible using virtual classroom facilitated with video 

conferencing tools. TEFL intends to globally reach all students from all 

cultural backgrounds to participate in language learning.  

TEFL is now more than just a profession. It has become an iden-

tity as well as ideal means to travel while contributing to cross-cultural 

understanding. Apart from being a valuable skill, TEFL offers a global 

experience for adventurous people to form meaningful connections 

while relaying language skills to others. 

 

B. History of English Language Teaching Method in Indonesia  

In Indonesia, English is taught as a foreign language and becomes 

a compulsory subject in schools. Indonesia adopted English into school 

curricula in 1946 even though there were many revisions in Indonesia’s 

education policy years later. Since 1967, the government has put Eng-

lish education from elementary to higher education level for the pur-

pose of enabling students to master four language skills functionally 

and proportionally, which are listening, reading, speaking and writing 

(Saepudin, 2014). English language teaching programs change accord-

ing to changes in the curriculum in order to answer the demands of ed-

ucational developments in particular and society in general, but still re-

fer to the objectives that have been set in the curriculum.  

In relation to the curriculum changes, the teaching materials 

given to junior high and high school students from one curriculum to 

another are essentially the same, only the presentation (packaging) is 

different. In addition, the teaching methods used are mentioned that the 

change in methods starts from the Grammar-Translation Method, the 
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Direct Method, the Aural-Oral Approach, to the communicative ap-

proach (Komaria, 1998).  

Below is the summary of English learning approach implemented 

for Indonesian schools (UNESA, 2024).  

Table 2. 1 Summary of English Language Teaching Approaches in In-

donesian School Curricula (1947–Present) 

Curricula Level 

Material 
Design 
Ap-
proach 

Description Materials 

Curriculum 
1947 (Les-
son Plan-
ning 1947) 

SMP (Jun-
ior High 
School) & 
SMA 
(Senior 
High 
School) 

Top-
down 

English 
learning ma-
terials were 
determined 
by the gov-
ernment, 
while teach-
ers only fol-
lowed the 
available 
guidance 

 Learning 
focus was 
on gram-
mar and 
basic vo-
cabulary. 

 Teaching 
method 
was fo-
cused on 
sentence 
pattern 
and mem-
orization. 

Curriculum 
1952 

SMP 
SMA 

Top-
down 

The learning 
materials 
and syllabus 
were dic-
tated by the 
government.  

 Learning 
focus was 
on gram-
mar, vo-
cabulary 
and sen-
tence pat-
terns. 

 Teaching 
method 
was fo-
cused on 
texts 
transla-
tion and 
sentence 
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pattern 
practice. 

Curriculum 
1964 

SMP 
SMA 

Top-
down 

The learning 
materials 
was dictated 
by the gov-
ernment 
with little 
access for 
teachers to 
make adjust-
ment in the 
teaching 
method.  

The learning 
focus was lis-
tening, gram-
mar, listening 
and texts 
translation 
competence. 

Curriculum 
1968 

SMP 
SMA 

Top-
down 

The learning 
materials 
was dictated 
by the gov-
ernment and 
teachers 
strictly fol-
lowed the 
guidelines 
which had 
been set out 
in the curric-
ulum.  

 The prior-
ity goal 
was read-
ing and 
grammar 
compe-
tence. 

 Teaching 
method 
used was 
structure 
approach. 

Curriculum 
1975 

SMP 
SMA 

Top-
down 

A more 
structured 
English ma-
terials 
which was 
set by the 
government 
but not lim-
ited to some 
adjustments 
done by 
teachers. 

Implementing 
Audio-Lingual 
method which 
focused on 
memorization 
of dialogue 
and sentence 
patterns. 

Curriculum 
1984 (Cara 
Belajar 

SD (4th to 
6th grade) 
SMP 

Top-
down 
with an 

Teaching 
method was 
based on 

Communica-
tive approach 
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Siswa Aktif 
or CBSA) 

SMA influence 
of bot-
tom-up 

teacher 
competency 
with a given 
chance to se-
lect more ac-
tive teaching 
method. 

which empha-
sized on lis-
tening, read-
ing, speaking 
and writing.  

Curriculum 
1994 

SD (4th 
grade 
above) 
SMP 
SMA 

Top-
down 

Basic com-
petency and 
syllabus 
were deter-
mined by 
the govern-
ment and 
teachers 
were still 
able to 
choose ap-
propriate 
learning ma-
terials. 

Focusing in 
communica-
tion, cultural 
understand-
ing and gram-
mar through 
dialogue and 
story texts.   

Curriculum 
2004  
(Compe-
tency-
based Cur-
ricula) 

SD 
SMP 
SMA 
SMK 

Top-
down 

The govern-
ment set 
competence 
and English 
materials 
while 
providing 
space for 
teachers to 
adjust learn-
ing materi-
als.  

Developing 
the listening, 
speaking, 
reading and 
writing skills 
with compe-
tence-based 
approach. 

Curriculum 
2006 (Ku-
rikulum 
Tingkat 
Satuan Pen-
didikan - 
KTSP) 

SD 
SMP 
SMA 
SMK 

Bottom-
up 

Schools 
were given 
greater free-
dom to de-
velop learn-
ing materi-
als based on 
local context 

Materials 
were planned 
using local 
context and 
communica-
tive approach 
which con-
sisted of con-
versations, 
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and student 
needs. 

descriptive 
texts, news 
and others.  

Curriculum 
2013  
(K-13) 

SD (4th 
grade 
above)  
SMP 
SMA 
SMK 

Top-
down 

The govern-
ment set the 
standard 
and English 
materials 
while 
providing 
space for 
teachers to 
adjust learn-
ing ap-
proaches.  

Integrated-
thematic 
based ap-
proach with 
the focus on 
literacy, criti-
cal thinking 
and communi-
cation skills.  

Curriculum 
2022 to 
present 
(Kurikulum 
Merdeka) 

SD 
SMP 
SMA 
SMK 

Bottom-
up 

Teachers are 
given 
greater free-
dom to de-
sign teach-
ing materi-
als accord-
ing to stu-
dents' needs 
and inter-
ests, but still 
follow the 
goals and 
framework 
set by the 
government. 

Flexible mate-
rials adjusted 
with students’ 
needs and fo-
cus on 21st 
century skills 
through pro-
ject-based 
learning ap-
proach.   

 

The history and development of English teaching methodology in 

Indonesia reflect a long and dynamic process of adaptation to educa-

tional needs, political contexts, and global trends. English language 

teaching in Indonesia initially emerged as part of the colonial legacy, 

where it was introduced primarily for administrative and elite pur-

poses. In the early years after independence, English was positioned as 

a foreign language, and the teaching methodology was strongly influ-

enced by national language policy that emphasized Bahasa Indonesia as 
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the unifying national language. Consequently, English education was of-

ten limited in scope and initially relied heavily on traditional ap-

proaches, particularly the Grammar-Translation Method, which fo-

cused on memorization, translation exercises, and structural accuracy. 

As time progressed, Indonesia gradually adopted new teaching 

methodologies influenced by international pedagogical developments. 

During the 1970s and 1980s, the shift toward communicative ap-

proaches began to take place, in line with the global rise of the Commu-

nicative Language Teaching (CLT) method. This marked a significant 

departure from purely grammar-based instruction toward methods 

that emphasized real-life communication, learner participation, and in-

teraction in the classroom. The later emergence of Task-Based Lan-

guage Teaching (TBLT) further enriched English teaching in Indonesia, 

promoting the use of authentic tasks and problem-solving activities to 

develop students’ communicative competence. 

The modernization of English teaching in Indonesia has also been 

driven by technological advances and globalization. Since the late 

1990s, the integration of multimedia resources, digital platforms, and, 

more recently, mobile applications has reshaped the way English is 

taught and learned. These innovations allow teachers and learners to 

access a broader range of materials, engage in interactive learning, and 

connect with global communities. Particularly in the 21st century, the 

emphasis has been placed on preparing students with not only linguis-

tic competence but also critical thinking, creativity, and intercultural 

awareness—skills deemed essential in the era of global competition. 

Nevertheless, the development of English teaching in Indonesia 

continues to face various challenges. Disparities in educational re-

sources between urban and rural areas, limited access to technology in 

certain schools, and variations in teacher qualifications and training re-

main significant barriers. Despite these challenges, the government, ed-

ucational institutions, and professional organizations have consistently 

worked toward improving the quality of English education through cur-

riculum reform, teacher development programs, and the adoption of in-

ternational standards. 
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In conclusion, the history of English teaching methodology in In-

donesia demonstrates a continual process of adaptation and innova-

tion. From its colonial roots to the adoption of global communicative 

and technology-enhanced approaches, English education in Indonesia 

has evolved into a dynamic field that strives to balance local needs with 

international demands. Moving forward, the challenge lies in ensuring 

equal access, improving teacher competencies, and fostering learner 

autonomy so that English education, aiming to enhance global compet-

itiveness and meet the demands of the 21st century.
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A. Major Theories in Foreign Language Learning 

Understanding the foundational theories of language learning is 

essential in shaping effective foreign language teaching practices. One 

of the earliest and most influential perspectives is Behaviorism, which 

views learning as a result of habit formation through stimulus-response 

conditioning. In language learning, this theory emphasizes repetition, 

drilling, and reinforcement (Skinner, 1957). For example, in an English 

class for beginners, learners might repeatedly practice sentence struc-

tures like "This is a pen" through choral drills until automaticity is 

achieved. Although behaviorism has been criticized for neglecting men-

tal processes, it remains useful in teaching pronunciation or vocabulary 

through imitation and memorization (Richards & Rodgers, 2014). 

In contrast, Cognitivism focuses on the mental processes involved 

in learning. This theory posits that learners actively process infor-

mation, form mental representations, and apply internal strategies to 

understand and produce language (Ausubel, 1968). Teachers applying 

a cognitive approach might introduce concept maps or pre-reading 

strategies that help learners link new language input with prior 

knowledge. Unlike behaviorism, cognitivism accounts for learners’ in-

ternal processing, making it more suitable for tasks requiring under-

standing and problem-solving, such as reading comprehension or writ-

ing essays (Brown, 2007). 

Another key development in language learning theory is Con-

structivism, particularly as it relates to social interaction. Rooted in 

Vygotsky’s sociocultural theory, constructivism emphasizes the im-

portance of interaction and collaboration in learning (Vygotsky, 1978). 

In a foreign language classroom, this might take the form of pair or 

group tasks, such as role plays or problem-solving activities, where 

learners co-construct meaning using the target language. The concept 

of the Zone of Proximal Development (ZPD) is central here, highlighting 

how learners can achieve more with the support of teachers or peers 

than they can independently (Lantolf & Thorne, 2006). 

Finally, Krashen’s Monitor Model has had a significant impact on 

language education, particularly in the realm of second language acqui-

sition. According to Krashen (1982), language acquisition occurs when 
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learners are exposed to "comprehensible input"—language slightly 

above their current level of competence, known as i+1. He distinguishes 

acquisition (subconscious learning) from learning (conscious 

knowledge of rules), advocating for natural exposure to language rather 

than explicit grammar instruction. This theory underpins methods like 

storytelling, extensive reading, or watching subtitled videos, all of 

which provide rich, understandable input in an engaging context. 

 

B. Core Principles of Effective Foreign Language Learning 

Building on the theoretical foundations, several core principles 

guide effective foreign language instruction. One of the most widely ac-

cepted is the importance of interaction and communication. Language is 

fundamentally a tool for communication, and thus, learners must use it 

meaningfully. Communicative Language Teaching (CLT), for instance, 

prioritizes fluency and authentic use over mere accuracy (Savignon, 

2002). A class that asks students to interview their peers about week-

end activities not only provides speaking practice but also builds inter-

personal skills in the target language. 

Another essential principle is the role of motivation in language 

learning. Motivation influences how much effort learners invest, how 

persistent they are, and how much anxiety they experience. Deci and 

Ryan’s Self-Determination Theory differentiates between intrinsic mo-

tivation (driven by interest or enjoyment) and extrinsic motivation 

(driven by external rewards or obligations) (Deci & Ryan, 1985). Teach-

ers can support intrinsic motivation by creating meaningful tasks—

such as writing letters to pen pals or composing songs in the target lan-

guage—while also acknowledging learners’ goals and challenges. The 

third principle concerns the importance of meaningful input and output. 

As Krashen (1982) argued, learners need access to input that is com-

prehensible and just above their level. Swain (1985), however, added 

that producing language—output—is equally important. When learn-

ers speak or write, they test hypotheses, notice gaps in their knowledge, 

and receive feedback. Activities such as presentations, peer editing, or 

writing reflections push students to produce language and refine it over 

time. 
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Another guiding principle is the focus on form, which refers to 

drawing learners’ attention to language features within a meaningful 

context. Long (1991) proposed focus on form as an alternative to tradi-

tional grammar teaching. Rather than isolated grammar drills, the 

teacher might interrupt a communicative task to briefly highlight a 

grammatical error or model a correct form. For instance, while students 

describe past holidays, the teacher may correct verb tenses without de-

railing the flow of communication. This approach integrates accuracy 

within fluency practice. Finally, learner-centeredness has become a core 

tenet of modern language education. This principle shifts the focus from 

teacher-led instruction to learner autonomy, allowing students to take 

more responsibility for their learning. Activities like portfolios, learning 

journals, or project-based tasks encourage learners to set goals, reflect 

on progress, and make choices about their learning process (Nunan, 

1999). A learner-centered classroom fosters confidence and personal 

investment, both critical for long-term language development. 

 

C. Key Approaches to Foreign Language Teaching 

Communicative Language Teaching (CLT) is a foundational ap-

proach that prioritizes learners' ability to communicate meaningfully in 

real-life contexts rather than merely mastering grammatical forms. In-

troduced in the late 1970s, CLT emphasizes communicative compe-

tence, which includes grammatical, sociolinguistic, discourse, and stra-

tegic competence (Canale & Swain, 1980). The focus is on fluency and 

the use of authentic language through interaction. For example, stu-

dents might participate in role-plays or interviews where the goal is to 

express opinions, ask for information, or solve problems. Larsen-Free-

man and Anderson (2011) highlight that CLT promotes the use of lan-

guage as a social tool, enabling learners to negotiate meaning rather 

than simply repeat pre-formed phrases. 

Task-Based Language Teaching (TBLT), a development of CLT, 

centers learning around the completion of meaningful tasks that simu-

late real-world goals. According to Ellis (2003), a "task" is an activity 

that requires learners to use the target language for a communicative 

purpose to achieve a specific outcome. TBLT promotes student auton-



 

Principles of Foreign Language Learning | 24  

omy and spontaneous language use, often through problem-solving, de-

cision-making, or information-gap activities. For example, learners 

might plan a holiday itinerary together, requiring them to express pref-

erences, negotiate costs, and sequence events using the target language. 

These activities mirror authentic communication and are evaluated 

based on task completion, not grammatical perfection (Nunan, 2004). 

Content-Based Instruction (CBI) integrates subject matter content 

with language learning objectives. It supports the idea that language is 

best acquired when it is used as a tool to learn about something else 

(Brinton, Snow, & Wesche, 2003). In a CBI setting, students might study 

environmental issues, historical events, or cultural practices, using the 

second language as the medium of instruction. For instance, a unit on 

"Ocean Pollution" could involve reading articles, discussing data, and 

writing summaries, thereby reinforcing vocabulary and grammar natu-

rally within a thematic context. CBI is especially powerful because it in-

creases motivation and contextualizes the language in meaningful and 

cognitively engaging tasks (Zhang, Li, & Liu, 2022). 

Competency-Based Language Teaching (CBLT) focuses on func-

tional language use by organizing instructions around clearly defined 

competencies or performance outcomes. It is particularly relevant for 

adult education, workplace English, and vocational training programs. 

According to Richards and Rodgers (2014), CBLT aims to equip learners 

with the specific skills they need to perform in real-life contexts, such 

as filling out forms, conducting basic transactions, or writing profes-

sional emails. The approach uses detailed performance-based objec-

tives, and success is measured by learners demonstrated ability to ap-

ply what they have learned in real-world scenarios. This approach is 

practical, measurable, and especially suited for learners with specific 

occupational or life goals (Richards, 2013). 

 

D. Practical Applications of Principles in the Classroom 

The principles underlying these approaches are most effectively 

realized through thoughtful and context-sensitive classroom applica-

tions. In a CLT-oriented classroom, for example, students might engage 

in information-gap activities where each participant holds part of the 
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information needed to complete a task, such as assembling a travel itin-

erary. This type of task fosters authentic interaction and real-time ne-

gotiation of meaning (Littlewood, 2004). Teachers facilitate by pre-par-

ing authentic materials (menus, maps, ads) and monitoring language 

use rather than directly instructing grammar rules. 

In a TBLT lesson, a practical classroom task might involve stu-

dents collaborating to solve a local environmental problem, such as 

drafting a proposal to reduce school plastic waste. This task would in-

volve brainstorming ideas, presenting arguments, and writing a persua-

sive text—all within the communicative framework of the classroom. 

As Ellis (2003) asserts, tasks should have a clear outcome, a communi-

cative purpose, and require learners to use language meaningfully to 

accomplish them. CBI lessons are often project-based. For example, in a 

secondary classroom, learners might conduct research on a historical 

figure and pre-pare a short multimedia presentation in English. This 

task integrates reading comprehension, note-taking, vocabulary acqui-

sition, and public speaking, all within the theme of world history. Brin-

ton et al. (2003) advocate for this content-driven model as it supports 

both language acquisition and academic skill development. 

CBLT, meanwhile, is best applied in training contexts. In a hospi-

tality English class, students may practice greeting customers, taking 

reservations, and responding to complaints. These tasks are modeled 

on real-world job expectations and assessed through performance 

checklists. For example, learners might role-play a restaurant scenario 

where they take a guest’s order, answer questions about the menu, and 

respond to feedback. Their performance can then be assessed based on 

clear, observable criteria such as clarity, politeness, and completeness 

(Richards, 2013). 

These classroom practices illustrate how theoretical principles 

are operationalized through activity design, assessment methods, and 

teacher roles. The success of each approach lies not in rigid adherence 

to a method but in flexible application that meets learners’ needs, con-

texts, and goals. As Lightbown and Spada (2013) argue, effective lan-

guage instruction balances exposure, use, and feedback in ways that 

motivate and support learners.
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A. Introduction 

In the field of education, teaching English as a foreign language 

(TEFL) has emerged as one of the most significant areas of research. 

Since English is still widely used for communication, there is a growing 

demand for efficient teaching strategies that can accommodate a wide 

variety of students. The status of English as an international language 

has raised the need for efficient teaching methods in situations where 

non-native speakers are p esent. Many nations teach English as a for-

eign language (EFL), and students are rarely exposed to the language 

outside of the classroom. This necessitates the use of methodical, 

planned instruction that is informed by good practices. 

English as a Foreign Language (TEFL) instruction, on the other 

hand, has changed dramatically over time due to a variety of strategies, 

tactics, and approaches. The broad theoretical foundation that a teacher 

uses to guide their lesson is provided by language teaching approaches. 

Methods are how these strategies are put into practice, converting the-

ory into particular educational exercises. In order to attain the intended 

learning objectives, techniques are the actual methods or approaches 

that are employed in the classroom. 

 

B. Contents 

The phrases strategy, method, and technique are fundamental to 

comprehending language instruction in the context of TEFL. Modern 

TEFL methods are based on ideas of language learning. According to 

Krashen's Input Hypothesis (Krashen, 2021), it is best for language 

learners to be exposed to "comprehensible input," which is a little bit 

above their current language proficiency. This approach suggests that 

educators should use language that challenges students' comprehen-

sion without becoming overbearing. A teacher may, for instance, em-

ploy texts, movies, or conversations in a TEFL lesson that include new 

language and structures while making sure the students can still com-

prehend the context. 

A key component of TEFL is constructivism, which was promi-

nently promoted by Vygotsky (1978). Vygotsky's focus on scaffolding, 
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or offering support that is gradually reduced as students become more 

independent, allows students to move from what they can do with as-

sistance to what they can do on their own. For example, in a speaking 

exercise, the teacher may model the task first, then progressively let 

students complete it with less supervision, encouraging self-reliance. 

Approach, method, and technique are all related. The methodol-

ogy serves as the theoretical foundation, establishing the more general 

guidelines for teaching languages. These ideas are expressed in more 

tangible ways via methods, which provide educators with a particular 

framework for instruction. The smallest units in this hierarchy are tech-

niques, which stand for the steps used in the classroom to implement 

methods. 

For example, task-based learning, in which students engage in ac-

tivities that mimic real-life scenarios, may be a component of the Com-

municative Language Teaching methodology. This approach may in-

volve problem-solving exercises, role-playing, or simulations. Facilitat-

ing communication is the main goal of the CLT strategy, and each of 

these strategies aids in this process. Therefore, knowing how these ele-

ments relate to one another enables educators to design more efficient 

and contextually relevant lessons. 

1. Approaches in Teaching English as a Foreign Language (TEFL) 

a. Grammar-Translation Approach 

This approach is one of the oldest and most traditional methods 

of language teaching. Its primary concentration is on reading and writ-

ing skills, with a particular emphasis on vocabulary and grammar 

memory, followed by translation tasks. Because of its systematic style 

and emphasis on accuracy, this strategy is still utilized in some aca-

demic environments despite receiving a lot of criticism for its lack of 

attention on communicative ability (Richards & Rodgers, 2023). In re-

ality, this method can entail students learning verb conjugation by 

memory and then translating sentences from English to their mother 

tongue. Following grammar drill practice, learners may be asked to 

translate "I am going to the market" into their original tongue. Sentence 

structure and grammar may be better understood by students using 

this approach. 
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b. Direct Approach 

The Direct Approach emphasizes inductive language learning, 

which introduces vocabulary and grammar in context as opposed to ex-

plicitly teaching it. This method places a strong emphasis on listening 

comprehension, oral communication, and inductive grammar instruc-

tion. In order to encourage students to think and communicate directly 

in English, teachers are expected to give them extensive language expo-

sure (Larsen-Freeman & Anderson, 2020).  

In a classroom using the Direct Method, for example, the instruc-

tor would display an image of a dog and say, "This is a dog," followed by 

a statement such, "The dog is running." The instructor would then pose 

queries to the class, such as "What is the dog doing?" without providing 

a clear explanation of grammar principles. This method encourages 

learners to absorb the language through immersion and context, much 

like how children learn their first language. However, it can be challeng-

ing for beginners who have no prior knowledge of the language. 

c. Communicative Language Teaching (CLT) 

One learner-centered method that highlights communication as a 

key objective of language acquisition is called "communicative language 

teaching." Task-Based Language Teaching (TBLT) and Communicative 

Language Teaching (Harmer, 2020) are currently the most popular 

methods. Students are encouraged by Communicative Language Teach-

ing to participate in role-playing, interviews, and conversations that 

simulate real-world scenarios. The method places more emphasis on 

fluency than accuracy, and teachers serve as facilitators rather than lec-

turers.  

In a class that uses Communicative Language Teaching, students 

may solve problems, organize a vacation, or act out a meeting in pairs 

or small groups. Students might be given a situation, for example, in 

which they must organize a trip and must be able to negotiate, make 

decisions, and communicate clearly in English. The focus here is on us-

ing the language for real communication, rather than focusing on gram-

matical correctness. Task-Based Language Teaching (TBLT). 
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d. Post method Approach 

The post-method Approach encourages teachers to be adaptable 

and modify their methods according to the unique requirements of 

their students, the environment of the classroom, and the resources at 

their disposal. Based on the requirements of their students, the realities 

of the classroom, and their professional intuition, educators should cre-

ate their own context-sensitive pedagogy, according to Kumaravadivelu 

(2006). Three criteria are highlighted by postmethod pedagogy: poten-

tial, practicality, and particularity. By utilizing a variety of tactics rather 

than rigidly following one, this strategy enables educators to innovate 

and adapt. The post-method approach's central tenet is that instruction 

ought to be flexible and sensitive to context, enabling educators to cre-

ate and modify their curricula to meet the various requirements of their 

students. 

2. Methods in Teaching English as a Foreign Language (TEFL) 

a. The Audio-Lingual Method 

The Audio-Lingual Method (ALM) draws from behaviourist psy-

chology and structural linguistics, focusing on developing language 

skills through repeated practice and memorization of patterns. Instruc-

tion relies heavily on dialogues, imitation, and substitution drills, with 

the teacher serving as the primary model and correcting students im-

mediately. This approach prioritizes oral skills, particularly listening 

and speaking, and minimizes the use of the learners' native language in 

class. Although ALM was widely used in the mid-20th century, it later 

faced criticism for stressing accuracy and form over meaningful com-

munication (Richards & Rodgers, 2023). 

b. The Silent Way 

Learner autonomy and exploratory learning are promoted by the 

Silent Way. By speaking as little as possible, the teacher lets students 

experiment with language and use resources like charts and colored 

Cuisenaire rods to self-correct. This approach sees education as a pro-

cess of creativity and problem-solving. Despite encouraging self-reli-
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ance, it necessitates highly qualified instructors and might not be ap-

propriate for novices or big classes (Larsen-Freeman & Anderson, 

2020). 

c. Suggestopedia 

The foundation of Suggestopedia is the notion that learning is im-

proved in calm, emotionally supportive settings. In order to lower 

learners' affective filters and encourage subconscious language acqui-

sition, it combines music, theater, and visualization. Lessons frequently 

involve role-playing and listening to conversations set to classical mu-

sic. Suggestopedia has demonstrated advantages in raising learner mo-

tivation and lowering anxiety despite its unusual character (Harmer, 

2020). 

d. Total Physical Response (TPR) 

One approach that connects language acquisition with movement 

is called Total Physical Response. It is predicated on the idea that lan-

guage comprehension comes before production and that knowledge 

and retention can be enhanced by commands followed by actions. Stu-

dents might react, for instance, to instructions such as "Touch your 

nose," "Open the book," or "Stand up." Because it encourages participa-

tion and lowers stress, TPR is particularly beneficial for novices and 

young students (Asher, 2021). 

e. The Natural Method 

The Natural Approach places a strong emphasis on low anxiety 

levels, understandable input, and meaningful communication. Similar 

to how children learn their first language, language learning is thought 

to be a subconscious process. The approach puts an emphasis on listen-

ing and understanding first and postpones speaking until students are 

ready. The Natural Method has impacted many contemporary teaching 

techniques and is consistent with Krashen's Input Hypothesis (Krashen 

& Terrell, 2020). 
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3. Techniques in Teaching English as a Foreign Language 

a. Role Play 

Role play is a communication technique in which students use the 

target language to act out hypothetical or real-life scenarios. It encour-

ages spontaneous language use, improves fluency, and aids in the de-

velopment of socio-linguistic competence. For example, students can 

make up scenarios like ordering food at a restaurant, complaining, or 

going to a job interview. Role play also helps students become more cre-

ative, empathetic, and confident when speaking (Harmer, 2020). 

b. Information Gap 

When each participant has distinct pieces of information, an in-

formation gap exercise needs students to communicate with one an-

other in order to complete a task. This promotes sincere dialogue and 

meaning-based compromise. Making a schedule, solving a puzzle, or ex-

plaining a picture to a partner are a few examples. This method is pop-

ular in CLT and TBLT schools and helps with speaking and listening 

skills (Richards & Rodgers, 2023). 

c. Dictogloss 

Dictogloss is a method of writing and listening in collaboration. 

As the teacher reads a brief passage at a leisurely pace, the pupils listen 

and make notes. Next, utilizing their notes and linguistic skills, students 

work in groups or couples to rebuild the text. According to Wajnryb 

(2020), this method fosters the development of both receptive and pro-

ductive abilities by fusing meaningful communication with grammar 

education. 

d. Error Correction Strategies 

One essential teaching strategy that promotes language develop-

ment is error correction. Explicit correction, recasts, elicitation, and 

peer feedback are some examples of strategies. The teaching situation, 

the student's level of skill, and the class objectives all influence the 

strategy selection. Accuracy and learner confidence should be upheld 

by efficient error correction (Larsen-Freeman & Anderson, 2020). 
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e. Using Authentic Materials 

Real-world resources like newspapers, menus, podcasts, and 

movies that weren't created with education in mind are known as au-

thentic materials. Teachers expose pupils to a variety of accents, cul-

tural allusions, and natural language use. Learners are better able to 

connect classroom instruction with practical application when authen-

tic resources are used. This method works well with task-based and 

communicative techniques (Nation & Macalister, 2021). 

 

C. Conclusion 

The various strategies, tactics, and approaches, in summary, pro-

vide a range of approaches to teaching English as a foreign language. 

The theoretical underpinnings of these approaches and strategies must 

be understood by teachers in order to modify them for their specific ed-

ucational environments. By being adaptable and sensitive to the needs 

of students, teachers may design lively and captivating classrooms that 

support successful language learning. 

Teachers are advised to engage in ongoing professional develop-

ment and try out different approaches to teaching to see which ones suit 

their students the best. Teachers should receive continual training from 

institutions to keep them abreast of the most recent developments in 

TEFL, and researchers can investigate the effects of combining different 

teaching philosophies in a range of classroom settings. Finally, curricu-

lum designers ought to create flexible curricula that promote both task-

based and communicative learning, striking a balance between the re-

quirements of regional educational systems and the requirement for 

practical language proficiency.
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A. Introduction 

In recent years, the landscape of language learning has 

undergone a significant transformation, driven largely by the rapid 

advancement of Artificial Intelligence (AI) technologies. Tools such as 

ChatGPT, AI-powered tutors, and adaptive language learning platforms 

have redefined how second languages are acquired and practiced. 

These innovations present both opportunities and challenges for long-

standing theories of Second Language Acquisition (SLA), which were 

largely developed in pre-digital contexts. The increasing 

personalization of input, real-time feedback, and interactive learning 

environments offered by AI tools demand a critical re-evaluation of 

classical frameworks such as Krashen’s Input Hypothesis, Vygotsky’s 

Sociocultural Theory, and other cognitive-interactionist models. This 

chapter explores how contemporary developments in AI-enhanced 

language learning intersect with, challenge, and potentially expand 

traditional SLA theories. By analyzing these intersections, this work 

aims to propose pedagogical insights and forward-looking perspectives 

for English language teaching in a technologically evolving, globally 

connected world. 

 

B. Classical SLA Theories and Their Foundations 

The field of Second Language Acquisition (SLA) has been shaped 

by several foundational theories, each offering different perspectives 

on how individuals acquire additional languages. Among the most 

influential are Behaviorism, Nativism, the Input Hypothesis, the 

Interaction Hypothesis, and Sociocultural Theory. 

B.F. Skinner's behaviorist approach, dominant in the mid-20th 

century, posited that language learning occurs through habit formation, 

reinforcement, and imitation. While this view has been largely criticized 

for its inability to explain the creative aspects of language use, it laid the 

groundwork for subsequent cognitive approaches. 

Noam Chomsky's Nativist theory challenged behaviorism by 

introducing the concept of an innate "language acquisition device" 

(LAD) and Universal Grammar (UG), suggesting that humans are 
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biologically predisposed to learn language. This theory redirected focus 

from environmental stimuli to internal cognitive structures, sparking 

decades of debate and research. 

Stephen Krashen’s Input Hypothesis emphasized the importance 

of comprehensible input, positing that language acquisition occurs 

when learners are exposed to language slightly above their current 

proficiency level (i+1). Krashen further argued that acquisition is more 

effective than conscious learning and that affective factors such as 

motivation and anxiety play a crucial role. 

Michael Long’s Interaction Hypothesis and Merrill Swain’s 

Output Hypothesis extended Krashen’s ideas by stressing the 

importance of interaction and language production. Long maintained 

that negotiation of meaning in interaction facilitates acquisition, while 

Swain argued that producing language helps learners notice gaps in 

their knowledge. 

Lev Vygotsky’s Sociocultural Theory brought a fundamentally 

different perspective, emphasizing the social and cultural context of 

language learning. Central to this theory is the concept of the Zone of 

Proximal Development (ZPD), where learners can achieve higher levels 

of performance through mediated interaction with more 

knowledgeable others. 

Each of these theories offers valuable insights into different 

dimensions of language acquisition. However, the emergence of AI-

driven tools and environments prompts us to reconsider their 

applicability and adaptability in current educational contexts. 

1. Recent Developments in AI and Language Learning 

Artificial Intelligence has introduced dynamic changes to the 

practice of language education. AI-powered applications now provide 

learners with real-time feedback, error correction, pronunciation 

modeling, and adaptive content sequencing. Popular platforms such as 

Duolingo Max, ELSA Speak, and OpenAI's ChatGPT exemplify how 

intelligent systems can simulate conversational partners, personalize 

instruction, and provide abundant input tailored to individual learner 

needs. 
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One of the most transformative aspects of AI in language learning 

is its ability to offer comprehensible and contextualized input at scale. 

AI tools can analyze learner performance data and adjust difficulty 

levels accordingly, thereby operationalizing Krashen’s notion of i+1 in 

a precise and individualized manner. Moreover, speech recognition and 

natural language processing (NLP) technologies enable learners to 

engage in interactive dialogues that mimic authentic communication, 

supporting principles from the Interaction and Output Hypotheses. 

From a sociocultural perspective, AI tools also mediate new forms 

of social interaction. Learners can collaborate in virtual environments, 

receive guidance from intelligent tutors, and participate in global 

language communities through AI-enabled platforms. These practices 

reflect the concept of scaffolding within the ZPD, albeit in 

technologically mediated forms. 

However, the integration of AI also raises concerns. There is 

ongoing debate about the authenticity of AI-generated interaction, the 

reduction of human agency in learning, and the ethical use of learner 

data. These challenges necessitate a balanced approach to integrating 

AI into pedagogical practice, ensuring that human-centered values 

remain at the core of language education. 

2. Pedagogical Implications for English Language Teaching 

The convergence of SLA theories and AI technologies carries 

significant implications for English language teaching (ELT). First, 

teachers must develop digital literacy skills to effectively leverage AI 

tools in the classroom. Understanding how AI can provide personalized 

input and feedback enables instructors to tailor learning experiences 

more effectively, aligning with Krashen's and Long's principles. 

Second, AI should be viewed as a complement rather than a 

replacement for human interaction. Teachers play an irreplaceable role 

in fostering motivation, addressing affective factors, and guiding 

meaningful communication—as emphasized in Sociocultural Theory. 

AI tools can serve as supplementary resources that extend learning 

beyond the classroom and reinforce skills through continuous practice. 
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Third, language curricula must evolve to incorporate critical 

thinking about AI itself. Learners should be encouraged to reflect on the 

limitations of AI-generated language, engage critically with machine-

produced content, and develop metalinguistic awareness. This 

approach not only aligns with Swain’s focus on output and reflection 

but also prepares learners for real-world language use in a digital 

society. 

Finally, teacher education programs should include training on 

integrating SLA theories with AI-enhanced pedagogies. By 

understanding both the theoretical and technological dimensions, 

educators can make informed decisions about instructional design, 

assessment, and learner support. 

3. Challenges and Future Directions 

Despite the promise of AI in reshaping language learning, several 

challenges persist. One critical issue is ensuring equitable access to AI 

tools, particularly in under-resourced educational settings. Without 

careful implementation, technological advancements may exacerbate 

existing inequalities in language education. 

Another challenge is the potential overreliance on AI at the 

expense of human interaction. While AI can simulate conversation, it 

lacks the emotional intelligence and cultural nuance of human 

communication. Future research must explore how AI can augment, 

rather than replace, the rich interpersonal dimensions of language 

learning. 

Moreover, there is a need for longitudinal studies on the 

effectiveness of AI-driven language instruction. While initial findings 

are promising, sustained evidence is required to validate the long-term 

impact of these tools on language proficiency, learner autonomy, and 

engagement. 

Ethical considerations also warrant attention. The use of learner 

data for personalization must be transparent and safeguarded. 

Educators and developers must work together to establish ethical 

guidelines that prioritize privacy, consent, and responsible AI use. 
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Looking ahead, the intersection of SLA theory and AI invites 

continued interdisciplinary collaboration. Linguists, educators, 

technologists, and policymakers must engage in dialogue to shape the 

future of language education in ways that are inclusive, equitable, and 

pedagogically sound. 

So, the rapid rise of AI in language education challenges us to 

rethink the theoretical foundations of second language acquisition. 

While classical SLA theories remain relevant, their application must be 

reinterpreted in light of technological innovation. AI offers powerful 

tools to personalize input, facilitate interaction, and support learner 

autonomy, aligning with and extending existing theoretical models. 

However, its integration must be critically examined to ensure that the 

humanistic values of education are preserved. By bridging traditional 

theories with emerging technologies, educators can craft pedagogical 

approaches that are both innovative and grounded, preparing learners 

for the linguistic demands of a digital, interconnected world. 

 

C. Rethinking Second Language Acquisition Theories in the Age of 

Artificial Intelligence 

1. Sociocultural Theory in SLA 

Sociocultural Theory (SCT), rooted in the work of Lev Vygotsky, 

posits that human cognition and learning are fundamentally mediated 

through social interaction and cultural artifacts (Vygotsky, 1978). In the 

context of second language acquisition (SLA), this theory emphasizes 

the importance of collaborative dialogue, guided participation, and 

scaffolding within the learner's Zone of Proximal Development (ZPD). 

Language learning, therefore, is not an isolated cognitive process but 

one deeply embedded in social contexts and mediated by tools, both 

linguistic and cultural (Lantolf & Thorne, 2006). 

Central to SCT is the notion that learners internalize language 

through participation in socially meaningful activities with more 

knowledgeable others. Mediation whether by humans, texts, or tools 

plays a crucial role in shaping the trajectory of development. According 

to Donato (1994), scaffolding occurs when interlocutors provide 
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supportive interaction that enables learners to perform beyond their 

independent capacities. These principles have traditionally been 

observed in classroom interactions, peer collaborations, and teacher-

guided instruction. 

2. Virtual Interaction in Language Learning 

With the proliferation of digital technologies, social interaction in 

language learning has extended beyond physical classrooms into 

virtual environments. Learners now participate in synchronous and 

asynchronous communication through platforms such as Zoom, Google 

Meet, Discord, and virtual worlds like Mozilla Hubs. These technologies 

provide novel contexts for interaction and co-construction of 

knowledge, where learners engage in joint meaning-making across 

time and space. 

Research suggests that virtual environments can support the core 

tenets of SCT. For example, Thorne (2003) demonstrated how 

telecollaboration projects connect learners across different linguistic 

and cultural backgrounds, allowing them to engage in intercultural 

exchanges that foster both language development and cultural 

understanding. Moreover, online discussion forums and collaborative 

writing platforms (e.g., Google Docs, Padlet) enable sustained dialogue 

and peer scaffolding, closely mirroring face-to-face interaction 

patterns. 

AI-powered language platforms further redefine interaction by 

acting as dialogic partners. Chatbots and intelligent tutoring systems 

(ITS) simulate responsive conversation, providing personalized 

feedback and modeling appropriate language use. While these agents 

lack human intentionality, they contribute to the mediation process by 

offering real-time support and extending the learner’s communicative 

capabilities. 

3. Reframing Sociocultural Concepts in the Digital Context 

The digital era calls for a reconceptualization of traditional SCT 

constructs. The ZPD, for instance, is no longer confined to interactions 

with human interlocutors. AI tutors, virtual peers, and intelligent 

feedback systems now serve as mediators within a learner’s ZPD, 
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offering adaptive support based on individual performance data. As 

Lantolf and Poehner (2011) argue, Dynamic Assessment—an SCT-

informed practice—can be effectively implemented in digital settings to 

tailor feedback and monitor learner growth. 

Scaffolding, once considered primarily a human endeavor, has 

been partially delegated to technology. Intelligent systems can guide 

learners through complex tasks, prompt metacognitive reflection, and 

even simulate collaborative problem-solving scenarios. However, as 

Warschauer (2005) cautions, the effectiveness of digital scaffolding 

depends on the design of the interaction and the learner’s engagement 

with the tool. 

Additionally, the concept of mediation must be expanded to 

include not just linguistic tools, but multimodal and algorithmic agents. 

Virtual avatars, AI chat partners, and digital annotations all act as 

mediational means that shape how language is processed, produced, 

and internalized. This shift underscores the hybridity of the digital 

learning space, where human and non-human agents jointly construct 

learning experiences. 

4. Pedagogical Implications 

For educators, integrating SCT with virtual interaction requires 

intentional instructional design. Teachers must leverage tools that 

facilitate meaningful social interaction, encourage collaboration, and 

support language-related thinking. Platforms like Flipgrid, 

VoiceThread, and collaborative LMS features can be used to engage 

students in dialogic tasks that promote language development within 

their ZPD. 

Moreover, teacher presence remains vital. Instructors should 

provide explicit scaffolding, model communicative strategies, and 

mediate interaction between students and technology. The teacher’s 

role as a cultural and linguistic mediator cannot be replaced by AI, but 

it can be amplified through thoughtful integration of digital tools. 

Teacher education programs must also evolve to prepare 

educators for the demands of digitally mediated instruction. This 

includes developing technological pedagogical content knowledge 
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(TPACK), understanding how to facilitate synchronous and 

asynchronous interaction, and critically evaluating the affordances and 

limitations of virtual tools. 

5. Challenges and Future Directions 

Despite its potential, virtual interaction in SLA presents several 

challenges. One pressing issue is digital inequity: learners in under-

resourced contexts may lack access to reliable internet, up-to-date 

devices, or technical support. This disparity can hinder participation in 

online interaction and exacerbate existing educational inequalities. 

Another concern is the authenticity of interaction. AI agents, 

while useful, may not replicate the spontaneity, cultural richness, and 

emotional nuance of human conversation. Overreliance on machine-

mediated dialogue could lead to formulaic or superficial language use. 

As Hampel and Stickler (2012) note, fostering genuine communicative 

competence requires tasks that go beyond mechanical interaction to 

promote critical thinking and intercultural awareness. 

Finally, there is a need for more research on how SCT principles 

operate in virtual contexts. Longitudinal studies that examine learner 

development across digital platforms, as well as investigations into how 

different tools mediate scaffolding and ZPD, will be essential for theory 

refinement and pedagogical innovation. 

In moving forward, educators and researchers must embrace a 

flexible and critical stance, recognizing both the affordances and 

constraints of digital interaction. By reframing sociocultural constructs 

within virtual spaces, SLA can continue to evolve in ways that are 

socially grounded, technologically informed, and pedagogically 

effective. 

 

D. The Role of Interaction in the Age of AI: Reinterpreting Long’s 

Interaction Hypothesis 

1. Long’s Interaction Hypothesis 

Michael Long’s Interaction Hypothesis (IH) has been a 

cornerstone in Second Language Acquisition (SLA) research, 
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emphasizing the fundamental role of interaction and negotiation of 

meaning in facilitating language learning (Long, 1996). According to 

Long, conversational interaction provides learners with opportunities 

to receive comprehensible input, produce output, and engage in 

feedback loops that promote noticing linguistic forms and repairing 

misunderstandings. Interactional modifications—such as clarification 

requests, confirmation checks, and recasts—serve as mechanisms for 

making input more comprehensible and output more accurate, thereby 

enhancing acquisition (Long, 1983; 1996). The IH posits that through 

meaningful interaction, learners negotiate meaning collaboratively, 

which leads to internalizing linguistic forms in a socially situated 

context. 

Beyond the fundamental emphasis on negotiation of meaning, 

Long (1996) also highlights the importance of interactional 

modifications in scaffolding learner understanding. These 

modifications do not only facilitate immediate comprehension but also 

contribute to the development of interlanguage by making explicit the 

implicit rules of language use. Importantly, Long situates interaction 

within a social context, asserting that the quality of interaction—

including factors such as interlocutor roles, task type, and affective 

variables—influences the degree to which learners benefit from 

conversational exchanges. This nuanced view has paved the way for 

exploring interaction not simply as input-output transactions but as 

dynamic processes embedded in social relationships. 

2. AI-Enhanced Interaction in SLA 

The advent of Artificial Intelligence (AI) technologies introduces 

new dimensions to the interactional processes outlined in the IH. AI-

powered tools—such as chatbots, virtual tutors, and conversational 

agents—can simulate conversational exchanges, providing learners 

with abundant opportunities for interaction beyond the constraints of 

human interlocutor availability. These systems utilize natural language 

processing (NLP) to detect learner errors, provide immediate feedback, 

and tailor interactional complexity to learner proficiency, effectively 

operationalizing Long’s principles in a digital environment (Godwin-

Jones, 2019). 
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Furthermore, AI-driven platforms are increasingly capable of 

incorporating learner modeling and predictive analytics, which enable 

the system to anticipate learner difficulties and proactively scaffold 

interaction (Heil, 2021). This level of adaptability represents an 

evolution from traditional computer-assisted language learning 

(CALL), where interactions were often linear and static. The dynamic 

responsiveness of AI creates opportunities for personalized negotiation 

of meaning that can be adjusted in real-time, thereby potentially 

increasing learner engagement and motivation. However, this also 

introduces new questions regarding the authenticity of AI-mediated 

interaction and the extent to which it can replicate the unpredictability 

and richness of human conversations. 

Moreover, AI facilitates asynchronous and synchronous 

interaction in multimodal formats, including text, speech, and video, 

which diversify the channels through which negotiation of meaning 

occurs. For instance, intelligent tutoring systems can engage learners in 

scaffolded dialogues that prompt reflection and reformulation, echoing 

the output hypothesis proposed by Swain (1985) while aligning with 

Long’s emphasis on interactive feedback. 

3. Case Study: AI Chatbots in Indonesian EFL Classrooms 

In Indonesia, a recent study conducted in several senior high 

schools in Jakarta explored the integration of AI chatbots in English as 

a Foreign Language (EFL) classrooms (Sari & Wahyuni, 2023). Students 

interacted with an AI chatbot designed to simulate natural conversation 

on daily topics, providing correctional feedback and prompting 

learners to clarify or elaborate their responses. The chatbot employed 

adaptive feedback techniques, including recasts and explicit prompts, 

consistent with IH principles. 

The Indonesian context presents unique sociocultural and 

linguistic factors that impact AI interaction efficacy. For example, the 

study by Sari and Wahyuni (2023) noted that learners’ politeness 

strategies and cultural norms influenced how they interacted with the 

chatbot, occasionally leading to unnatural responses from the AI 

system. This highlights a critical area for development in AI language 

learning tools: cultural sensitivity and pragmatic competence. 
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Integrating cultural and pragmatic dimensions into AI responses could 

enhance interaction authenticity and learner satisfaction, making these 

tools more effective within specific local contexts such as Indonesia’s 

diverse linguistic landscape. 

Results revealed that students exhibited increased willingness to 

engage in extended dialogues and demonstrated improved accuracy in 

grammatical structures and vocabulary use over a semester. 

Importantly, the study highlighted that AI-mediated interaction helped 

overcome affective barriers, such as anxiety and fear of negative 

evaluation, commonly experienced in face-to-face communication 

settings. This finding supports the notion that AI can create a low-stakes 

environment conducive to negotiation of meaning and language 

practice. However, the study also cautioned that AI chatbots could not 

fully replicate the nuanced socio-pragmatic cues present in human 

interaction, underscoring the complementary role of AI in supporting, 

rather than replacing, human interlocutors. 

4. Pedagogical Implications 

The integration of AI-enhanced interaction challenges educators 

to rethink the design of communicative language activities. Teachers 

can harness AI tools to supplement classroom interaction, providing 

learners with additional opportunities for meaningful practice and 

immediate feedback aligned with IH mechanisms. Importantly, AI tools 

can be particularly valuable in contexts with limited access to proficient 

interlocutors or in large classes where individualized interaction is 

difficult. 

Incorporating AI-mediated interaction also invites educators to 

reconsider assessment practices. Traditional oral proficiency tests may 

not capture the range of learner competencies demonstrated through 

AI dialogues, which often include self-correction and iterative attempts 

at communication. Consequently, there is a growing need for formative 

assessment frameworks that recognize interactional processes 

facilitated by AI as valid indicators of language development. This may 

involve leveraging AI-generated data analytics to provide detailed 

insights into learner progress, thus enabling more targeted 

instructional interventions. 
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Educators should also consider blending AI interaction with 

human-mediated communication to address socio-pragmatic aspects 

and foster authentic negotiation of meaning. Training teachers to 

effectively integrate AI into pedagogy is crucial, including awareness of 

AI’s capabilities and limitations in replicating human interactional 

subtleties. 

Despite promising developments, challenges remain in fully 

leveraging AI for interaction-based SLA. Current AI systems often 

struggle with understanding and producing culturally and contextually 

appropriate responses, which may limit their effectiveness in 

promoting nuanced language use. Moreover, ethical considerations 

around data privacy and learner autonomy require careful attention. 

Another pressing challenge involves the digital divide, which 

affects equitable access to AI-enhanced language learning, especially in 

rural or economically disadvantaged regions. Without deliberate 

policies and infrastructure investments, the benefits of AI-facilitated 

interaction may be limited to privileged learners, exacerbating 

educational inequalities (Kurniawan & Adnan, 2022). Addressing this 

issue requires collaboration among governments, educational 

institutions, and technology providers to ensure that AI tools are 

accessible, affordable, and culturally appropriate for diverse learner 

populations across Indonesia and beyond. 

Future research should explore hybrid interaction models 

combining AI and human interlocutors, examine long-term effects of AI-

mediated negotiation of meaning, and investigate contextual factors 

influencing AI interaction efficacy in diverse linguistic environments. 

 

E. The Impact of Learner Agency and Autonomy in Second 

Language Acquisition in the Digital Era 

Learner agency and autonomy are foundational constructs in 

Second Language Acquisition (SLA) theory, emphasizing the learner's 

proactive role in managing and directing their language learning 

processes (Benson, 2011). Autonomy refers to the ability to take 

responsibility for one's learning decisions, including setting goals, 
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selecting strategies, and self-monitoring progress (Little, 1991). Agency 

extends this by highlighting the capacity to act intentionally within 

social and cultural contexts (Mercer, 2019). Traditionally, these 

concepts underpin pedagogical approaches that empower learners to 

become self-regulated, motivated, and reflective participants in 

language learning. 

The digital era, characterized by the proliferation of Artificial 

Intelligence (AI), mobile technologies, and online learning platforms, 

has transformed the landscape of SLA by providing learners with 

unprecedented access to diverse, flexible, and personalized learning 

resources (Reinders & White, 2016). AI-powered language learning 

applications, such as adaptive tutors and conversational agents, offer 

tailored feedback, scaffolded interactions, and rich multimodal input, 

theoretically enhancing learner autonomy by enabling learners to 

control pace, content, and practice opportunities. This aligns with 

Ushioda's (2013) dynamic conceptualization of autonomy as socially 

situated and technologically mediated. 

However, the promise of enhanced agency through digital tools 

must be critically interrogated. AI systems often operate via opaque 

algorithms that govern content sequencing, feedback, and progression, 

potentially constraining genuine learner choice (Williamson, 2017). 

Learners may find themselves navigating within predetermined 

pathways that optimize engagement metrics rather than authentic 

learning goals, leading to a paradoxical reduction in agency under the 

guise of personalization. The so-called "black box" nature of AI 

decision-making can obscure learners’ understanding of how their 

learning is shaped, undermining metacognitive awareness and critical 

reflection, which are central to autonomous learning. 

Moreover, digital learning environments are socio-technical 

assemblages embedded in power relations and structural inequalities. 

Access to AI-enhanced tools is unevenly distributed, with learners in 

resource-poor contexts—such as rural areas in Indonesia—facing 

barriers due to limited infrastructure and digital literacy (Kirkpatrick, 

2020). This inequity challenges simplistic narratives of technology-

driven empowerment, necessitating a reconceptualization of agency 
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that incorporates structural affordances and constraints beyond 

individual capacities. 

A case study from Indonesia illustrates this complexity. Pratama 

and Sari (2024) examined high school learners using AI language apps 

in urban versus rural settings. Urban learners reported increased 

motivation and perceived autonomy due to flexible access and 

personalized feedback, while rural learners experienced frustration 

stemming from unreliable internet and lack of digital skills. Notably, 

many users expressed dependence on AI prompts, questioning whether 

their actions were truly autonomous or shaped by system-driven 

guidance. This study underscores the importance of contextual factors 

in shaping the enactment of learner agency in digital SLA environments. 

Furthermore, the social dimension of agency requires critical 

attention. While AI can simulate interaction, it cannot replicate the 

reciprocity, empathy, and cultural nuance of human communication, 

essential for meaningful language negotiation and identity 

development (Mercer, 2020). Overreliance on AI-mediated interactions 

risks isolating learners from collaborative and dialogic learning 

experiences that foster critical thinking and social agency. 

From a pedagogical perspective, fostering learner agency in the 

digital era entails more than providing technology. It demands 

integrating critical digital literacy into curricula, equipping learners 

with skills to interrogate, critique, and shape their digital learning 

experiences (Pegrum, 2019). Educators must also remain vigilant to 

ensure technology supplements rather than supplants human 

mentorship, scaffolding learners’ ability to make informed choices. 

In sum, the impact of learner agency and autonomy in digital SLA 

contexts is multifaceted and ambivalent. Digital technologies hold 

transformative potential but simultaneously introduce new constraints 

and inequalities. Reconceptualizing agency requires acknowledging 

these tensions, adopting a critical lens that situates learner autonomy 

within broader socio-technical and political frameworks. This approach 

can guide more equitable, empowering SLA practices responsive to the 

realities of learners in diverse digital landscapes. 
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F. Integrating Multimodal and Multisensory Inputs in SLA: The 

Role of Technology and AI 

In contemporary Second Language Acquisition (SLA) research, 

the integration of multimodal and multisensory inputs has emerged as 

a critical factor in enhancing language learning efficacy (Jewitt, 2013). 

Multimodality refers to the use of multiple modes of communication—

such as visual, auditory, gestural, and textual inputs—while 

multisensory learning emphasizes engaging multiple sensory channels 

simultaneously to reinforce comprehension and retention (Shams & 

Seitz, 2008). This approach aligns with cognitive theories of embodied 

cognition, which posit that language understanding is deeply 

intertwined with sensory and motor experiences (Barsalou, 2008). 

The advancement of digital technologies and Artificial 

Intelligence (AI) has vastly expanded opportunities for integrating 

multimodal and multisensory inputs into SLA contexts. AI-driven 

platforms can deliver interactive, richly layered learning experiences 

that combine text, speech, images, animations, and haptic feedback. For 

example, virtual reality (VR) and augmented reality (AR) applications 

immerse learners in simulated environments that require active 

language use embedded in contextualized sensory-rich settings 

(Godwin-Jones, 2019). These environments support deeper semantic 

encoding, foster experiential learning, and accommodate diverse 

learner preferences. 

AI’s capability to process and generate multimodal data also 

facilitates adaptive learning pathways, where sensory inputs are 

customized to individual learner profiles and needs (D’Mello & 

Graesser, 2015). Intelligent tutoring systems can detect learner 

engagement via facial expressions, voice intonation, or eye movement, 

dynamically adjusting task difficulty or modality emphasis to optimize 

learning outcomes. Such responsiveness represents a significant 

evolution beyond static textbook or audio-based materials traditionally 

used in SLA. 

However, while technology offers these promising avenues, 

critical challenges and limitations warrant scrutiny. Firstly, the 

cognitive load imposed by multimodal inputs must be carefully 
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managed. Excessive or poorly integrated sensory stimuli risk 

overwhelming learners, impeding rather than aiding comprehension 

(Sweller, Ayres, & Kalyuga, 2011). Designing multimodal materials 

requires an evidence-based approach to balance richness with 

cognitive manageability. 

Secondly, the equitable access to such advanced technologies 

remains problematic, especially in under-resourced educational 

contexts globally. In Indonesia, for instance, while urban universities 

and schools may experiment with VR language labs, many rural 

institutions lack basic digital infrastructure, perpetuating disparities in 

multimodal SLA opportunities (Halimah & Santosa, 2023). This 

technological divide challenges the universal applicability of 

multimodal approaches reliant on AI. 

A pertinent Indonesian case involves the deployment of an AI-

based language learning platform integrating video, audio, and 

interactive exercises in a senior high school in Jakarta (Sari & Nugroho, 

2024). The platform allowed learners to practice conversational 

English in simulated real-life scenarios augmented by visual and 

auditory cues. Data showed improved engagement and oral proficiency 

compared to traditional methods. However, teachers reported initial 

difficulties in mediating multimodal content and ensuring learners did 

not become passive recipients, highlighting the need for pedagogical 

scaffolding. 

Moreover, AI-generated multimodal inputs raise epistemological 

questions about authenticity and cultural relevance. Machine-

generated visuals or dialogues may lack the nuanced cultural context 

and variability inherent in human language use, potentially leading to 

homogenized or stereotyped representations (Kumar & Rose, 2019). 

SLA educators must critically evaluate AI content to ensure it reflects 

authentic communicative practices and respects cultural diversity. 

From a pedagogical standpoint, the integration of multimodal and 

multisensory inputs necessitates teacher professional development 

focused on multimodal literacy and technology integration skills (Jewitt 

& Kress, 2010). Teachers play a crucial role in mediating technology, 
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contextualizing inputs, and fostering learner critical engagement with 

multimodal materials. 

In conclusion, integrating multimodal and multisensory inputs 

via technology and AI represents a significant frontier in SLA, promising 

enriched, personalized, and immersive language learning experiences. 

Nonetheless, success depends on careful instructional design, attention 

to cognitive load, equity of access, cultural authenticity, and the 

indispensable role of teacher mediation. Addressing these complexities 

is essential for leveraging multimodal SLA to its full potential in diverse 

educational contexts worldwide.



 

Methodology of Teaching Grammar | 52  

 

 

 

 

6 
CHAPTER 6:  

METHODOLOGY OF TEACHING GRAMMAR 
 

 

  



 

53 | Methodology of Teaching English as a Foreign Language 

A. Introduction 

The teaching of grammar has undergone significant changes over 

time, reflecting broader shifts in educational approaches and classroom 

practices. In earlier periods, grammar was typically taught through pre-

scriptive methods that emphasized memorization of rigid rules, often 

with little connection to actual language use. This traditional approach, 

which prioritized rote learning, remained dominant until the late 20th 

century. However, language educators eventually began to move to-

ward approaches that placed grammar within authentic contexts, high-

lighting its role in communication. Today, grammar is viewed not 

merely as a collection of rules but as a crucial element of communicative 

competence. 

Grammar plays a central role in helping learners achieve lan-

guage proficiency, as it provides the foundation for forming accurate 

and meaningful sentences. Mastery of grammatical structures enhances 

both written and spoken communication, contributing to fluency and 

clarity. Research emphasizes that grammar instruction, when effec-

tively integrated, improves learners’ ability to express ideas coherently. 

Myhill and Watson, for example, argue that incorporating grammar into 

writing instruction strengthens students’ metalinguistic awareness and 

writing skills, demonstrating the importance of contextualized gram-

mar teaching for language development. 

The evolution from traditional to modern teaching methods high-

lights the changing nature of pedagogy in language classrooms. While 

traditional instruction often treated grammar as separate from lan-

guage use, modern methodologies emphasize integration, allowing 

learners to see grammar functioning within real communication. Stud-

ies show that integrated grammar teaching leads to better outcomes in 

language acquisition compared to isolated rule-based lessons. This shift 

underscores the importance of presenting grammar in meaningful con-

texts that connect directly to learners’ communicative needs. 

Current approaches to grammar instruction stress the im-

portance of balance, combining explicit explanations with opportuni-

ties for implicit learning. Different learners benefit from different 

modes of instruction; some need direct rule-focused guidance, while 
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others learn best through exposure and practice in authentic communi-

cation. Ellis and other scholars highlight that effective teaching involves 

blending formal instruction with communicative practice, supported by 

feedback and collaborative activities. This balance ensures that gram-

mar is not only understood theoretically but also applied in practical 

language use. 

In addition, contextualized and interactive methods have become 

increasingly valued for making grammar instruction more engaging. 

Activities such as grammar-based games, role-playing, and collabora-

tive tasks, as suggested by Natolo and Matas, encourage learners to ex-

periment with language in low-pressure environments. These interac-

tive strategies not only boost motivation but also deepen understand-

ing by placing grammar in meaningful contexts. Such participatory ap-

proaches foster a positive classroom atmosphere where students feel 

comfortable exploring language and refining their grammatical 

knowledge. 

Finally, contemporary grammar teaching also reflects broader 

educational paradigms such as constructivism and inquiry-based learn-

ing. Teachers now often serve as facilitators who guide students in dis-

covering grammatical patterns rather than simply transmitting rules. 

This learner-centered model contrasts with older, teacher-dominated 

approaches, encouraging students to think critically and engage ac-

tively with language. Alongside this pedagogical shift, the use of digital 

tools and online platforms has further transformed grammar instruc-

tion by offering interactive resources, immediate feedback, and flexible 

learning opportunities. Collectively, these developments demonstrate 

how grammar teaching has evolved into a dynamic, multifaceted field 

that continues to adapt to learners’ needs and the changing educational 

landscape. 

 

B. Theoretical Foundations of Grammar Teaching 

1. Definitions of grammar  

Grammar is a core component of language, but its interpretation 

differs depending on the perspective adopted. Broadly, grammar can be 
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viewed through three main approaches: descriptive, prescriptive, and 

pedagogical. Each perspective plays a distinct role, reflecting unique at-

titudes toward how language is structured, applied, and taught. Under-

standing these differences offers a more complete picture of grammar 

and its significance in both communication and education. 

Descriptive grammar focuses on how language is naturally used 

by speakers in real-life situations, rather than dictating how it should 

be used. It examines patterns and rules that emerge organically in com-

munication, recognizing language as dynamic and constantly evolving. 

While linguists often prioritize this descriptive view, the general public 

typically associates grammar with correctness, which aligns more 

closely with prescriptive norms (Myhill & Watson). By documenting au-

thentic usage and acknowledging variation, descriptive grammar high-

lights the adaptability of language across different social and cultural 

settings, making it essential for understanding linguistic change. 

On the other hand, prescriptive grammar establishes rules for 

how language ought to be used, stressing adherence to established 

norms and conventions. This perspective has traditionally been valued 

for maintaining clarity, precision, and standardization, though it is often 

criticized for limiting natural variation and creativity. Wyse (2001) 

notes that grammar debates frequently blur the boundary between sty-

listic preference and correctness, reflecting the tension between pre-

scriptive and descriptive views. In contrast, pedagogical grammar acts 

as a bridge, adapting both descriptive and prescriptive insights for 

classroom practice. It aims not only to ensure accuracy but also to pro-

mote communicative competence by making grammar meaningful and 

applicable (Kifli & Nasution; Kusrini & Ummah). By integrating these 

three perspectives, teachers can design grammar instruction that is bal-

anced, practical, and responsive to diverse learner needs. 

2. Role of grammar in communicative competence 

Grammar plays a central role in communicative competence, 

which is increasingly recognized as essential for successful language ac-

quisition and effective interaction. Communicative competence, first in-

troduced by Hymes and later expanded to include grammatical, socio-

linguistic, discourse, and strategic dimensions, emphasizes not only 
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knowing the rules of a language but also understanding when, how, and 

where to use them appropriately. Grammatical knowledge forms the 

basis of this competence, enabling learners to construct accurate sen-

tences and express nuanced meanings. Within the framework of Com-

municative Language Teaching (CLT), grammar is no longer viewed as 

a rigid set of rules but as a tool embedded in meaningful contexts, al-

lowing learners to apply structures naturally in communication. As Pur-

pura notes, the ability to assess and use grammatical forms directly im-

pacts one’s capacity to communicate effectively in a second language. 

Research consistently shows that grammar instruction, when in-

tegrated with communicative tasks, enhances both accuracy and flu-

ency, supporting learners’ ability to engage in real-world interactions 

with confidence. Unlike traditional rote learning methods, contextual-

ized grammar teaching fosters negotiation of meaning, reformulation of 

speech, and adaptability in diverse communicative scenarios. Empirical 

studies highlight that focused grammar teaching leads to notable im-

provements in communicative skills, while neglecting it often limits 

learners’ capacity to convey complex ideas clearly. Thus, grammar 

should not be seen merely as a set of structural rules but as a vital foun-

dation for communicative competence. An integrated, contextualized 

approach ensures that learners develop the grammatical knowledge 

necessary to navigate varied social settings and communicate with pre-

cision and confidence. 

3. Key linguistic and pedagogical theories influencing grammar teach-

ing 

The teaching of grammar in English Language Teaching (ELT) has 

been significantly influenced by various linguistic and pedagogical the-

ories. Among these theories, Behaviorism, Cognitivism, Constructivism, 

and Communicative Language Teaching (CLT) are pivotal in shaping ap-

proaches toward grammar instruction. Each perspective offers unique 

insights into teaching methodologies and the necessary emphasis on 

different aspects of language acquisition, which fundamentally alter 

how grammar is presented and understood in a classroom context. 

The key linguistic and pedagogical theories influencing grammar 

teaching as follows:  
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a. Behaviorism emphasizes observable behaviors and the reinforce-

ment of correct responses through repetition and drills, which his-

torically dominated language teaching practices. In this context, 

grammar is taught through rote learning and mechanical drills, al-

lowing students to internalize grammatical structures. Such prac-

tices align with the idea of habit formation suggested by behavior-

ists, indicating that consistent practice leads to the automation of 

language skills. However, critics argue that this approach overlooks 

the complexity of language use and the cognitive processes involved 

in genuine communication  

b. Cognitivism shifts the focus toward the mental processes behind 

language acquisition, asserting that understanding the rules gov-

erning grammar is crucial for effective communication. This per-

spective promotes explicit grammar instruction, where learners are 

encouraged to comprehend grammatical rules and structures ra-

ther than merely memorize them. Proponents argue that rule expla-

nation can lead to a deeper understanding of grammatical concepts. 

Research indicates that this cognitive approach enhances learners' 

ability to employ grammatical structures creatively. While Cogni-

tivism positively influences grammar teaching, it may neglect the 

contextual nuances of language use. 

c. Constructivism emphasizes a student-centered approach to learn-

ing, positing that knowledge is constructed through social interac-

tions and personal experiences, thus advocating for discovery-

based learning in grammar instruction. Within a Constructivist 

framework, students engage in collaborative activities that require 

them to negotiate meaning and apply grammatical knowledge in 

context. Such interactive environments encourage learners to as-

sess their understanding, correct their mistakes, and develop their 

language skills through authentic communication, promoting 

learner autonomy and critical thinking. 

d. Communicative Language Teaching (CLT) synthesizes multiple the-

ories, placing communicative competence at the center of language 

instruction. Developed as a response to previous methods' short-

comings, CLT emphasizes meaningful communication over rote 
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memorization of language forms. This paradigm recognizes that 

grammatical competence is an essential component of communica-

tive competence, suggesting that grammar should be taught in con-

text and through active engagement in real-life communication sce-

narios. Research has shown that integrating grammar instruction 

within communicative tasks enhances language fluency and accu-

racy. Nonetheless, challenges remain in balancing grammatical ac-

curacy with fluency, especially in EFL contexts where students may 

overly focus on grammar. 

e. Task-Based Learning (TBL), a subcategory of CLT, refines the ap-

proach to grammar teaching by structuring lessons around mean-

ingful tasks that require using language as a tool for achieving spe-

cific outcomes. This method promotes experiential learning, en-

couraging students to apply grammatical structures in practical sit-

uations. By arranging activities that replicate real-life tasks, educa-

tors can foster an environment that emphasizes both fluency and 

accuracy in language use. 

The integration of these theories underscores a trend toward a 

more holistic understanding of language teaching, where grammar is 

not viewed as an isolated subject but as a catalyst for communication. 

Teachers are encouraged to create learning experiences that blend 

drilling, cognitive engagement, cooperative learning, and task comple-

tion. This multi-faceted approach acknowledges the complexity of sec-

ond language acquisition by accommodating diverse learning styles and 

needs. As globalization continues to influence language education, em-

ploying diverse pedagogical strategies that facilitate grammatical com-

petence through varied methods ensures that students are better pre-

pared for real-world communication challenges (Zhao, 2022). 

In conclusion, understanding the theories influencing grammar 

instruction—such as Behaviorism, Cognitivism, Constructivism, CLT, 

and TBL—enables educators to design learning experiences that cater 

to learners' needs while equipping them with essential language skills. 

Each theory contributes valuable insights that inform grammar teach-

ing practices, fostering a well-rounded approach that prioritizes com-
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prehension, communication, and contextual learning. The ongoing evo-

lution of language teaching methodologies will likely continue to adapt 

these theoretical foundations, paving the way for innovative practices 

in the ever-changing landscape of language education. 

 

C. Approaches to Grammar Teaching 

Approaches to grammar teaching have continually evolved, re-

flecting diverse perspectives on how learners best acquire grammatical 

knowledge and apply it effectively in communication. Some approaches 

was shown as follows,  

1. Traditional approach 

The traditional approaches to grammar teaching have primarily 

revolved around methods such as the Grammar-Translation Method, 

Structural Approach, and Audiolingual Method. These methods reflect 

the educational philosophies prevalent during their time, focusing pri-

marily on the formal aspects of language learning.  

a. Grammar-Translation Method 

The Grammar-Translation Method (GTM) has long been a domi-

nant approach in language instruction, especially in teaching classical 

languages such as Latin and Greek. This method emphasizes the direct 

teaching of grammatical rules, vocabulary lists, and translation exer-

cises, where learners frequently translate between their native and tar-

get languages. While advocates argue that GTM helps learners build a 

strong theoretical grasp of grammar and syntax, critics highlight its 

shortcomings in preparing students for real-life communication since it 

places little emphasis on speaking and listening skills (Nishimuro & 

Borg, 2013; Yaşar et al., 2024). Instruction within GTM follows a deduc-

tive approach, presenting grammar rules first and requiring students to 

apply them in written exercises. As a result, the method relies heavily 

on memorization and rote learning, which, although fostering accuracy, 

often limits students’ ability to use the language naturally in interactive 

contexts (Enesi et al., 2023). 
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Beyond its structural focus, GTM also tends to isolate language 

learning from cultural and practical contexts. By concentrating primar-

ily on translation and formal exercises, it minimizes learners’ opportu-

nities to engage with the target culture or practice spontaneous com-

munication. Research has shown that students taught through this 

method frequently encounter difficulties transferring classroom 

knowledge into authentic language use and often lack the confidence to 

participate in real conversations (Enesi et al., 2023). Consequently, 

while GTM can provide learners with a solid grammatical foundation, 

its rigid and academic nature makes it less effective for developing com-

municative competence, leading educators to explore more interactive 

and context-based alternatives (Borg & Burns, 2008). 

b. Structural Approach 

The Structural Approach developed in the mid-20th century as a 

response to the shortcomings of the Grammar-Translation Method 

(GTM), offering a more organized framework for language teaching. It 

is based on the principle that language functions as a system of interre-

lated structures, which can be systematically taught through repetition 

and practice (AlAbri et al., 2022). Within this method, instruction is typ-

ically centered on specific grammatical patterns, guiding learners to 

identify, practice, and produce sentences based on predetermined mod-

els to strengthen their accuracy in grammar use. In practical terms, this 

approach relies on well-sequenced syllabuses that highlight key linguis-

tic features of the target language. Teachers may, for instance, introduce 

a tense or grammatical construction and provide extensive exercises 

that allow students to practice the form in controlled contexts. By pri-

oritizing grammatical accuracy, the Structural Approach ensures learn-

ers build a strong foundation before moving on to more advanced lan-

guage skills (Boroujeni, 2012). 

However, despite its systematic nature, the Structural Approach 

has been criticized for limiting learners’ communicative growth. Schol-

ars argue that while the method goes beyond the GTM in analyzing lan-

guage, it often reduces learning to mechanical drills without fostering 

meaningful interaction (Ismail et al., 2023). As a result, students may 
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perform well in structured tasks but encounter difficulties when engag-

ing in spontaneous conversations that require fluency and adaptability. 

The emphasis on accuracy over fluency can also discourage learners 

from using the language freely, as they may fear making mistakes. Thus, 

although the Structural Approach has contributed valuable insights into 

grammar instruction, its lack of focus on real-life communication high-

lights the need for approaches that balance structural accuracy with 

practical language use. 

c. Audiolingual Method 

The Audiolingual Method, which emerged during World War II 

under the influence of behaviorist theory, emphasized learning through 

repetition and reinforcement. This method views language as a system 

of habits that can be developed through conditioned responses, focus-

ing primarily on oral and aural skills before written forms (Ashirov & 

Аташова, 2023). In grammar instruction, students were trained 

through repetitive pattern drills, substitution exercises, and mimicry of 

native speaker models, allowing them to instinctively produce gram-

matically correct sentences. The goal was to promote automaticity and 

fluency, particularly in speaking and listening, by reinforcing accuracy 

in grammatical structures (Özkan, 2016). 

Although this approach successfully highlighted the importance 

of practice and reinforced foundational speaking skills, it was criticized 

for neglecting meaning and communicative contexts (Liu & Dou, 2017). 

Learners often became proficient in drills but struggled to apply gram-

mar effectively in real communication. Nevertheless, the Audiolingual 

Method contributed significantly to the evolution of language pedagogy 

by underscoring the value of repetition in acquiring fluency. Its limita-

tions, however, paved the way for newer methodologies that integrate 

grammar instruction with meaningful communication. Current prac-

tices emphasize a more balanced approach, combining oral practice 

with contextualized, communicative tasks, thereby addressing both ac-

curacy and competence in authentic language use (Tsapikidou, 2015). 

Overall, these traditional approaches to grammar teaching, char-

acterized by their emphasis on explicit instruction and mechanical 

practice, laid the groundwork for current educational practices while 
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simultaneously highlighting the limitations of focusing solely on gram-

matical form. As pedagogy evolved, newer methodologies such as Com-

municative Language Teaching recognized the importance of integrat-

ing grammar instruction within meaningful communication contexts, 

beginning the transition from form-focused to meaning-based ap-

proaches (Kiran, 2021). Teachers and educators continue to reflect on 

these foundational methods, adjusting their practices in response to 

student needs and the dynamic nature of language use (Phipps & Borg, 

2009). 

2. Modern approach  

a. Communicative Grammar Teaching 

Communicative Grammar Teaching (CGT) focuses on integrating 

grammar instruction within meaningful communication contexts. It 

emerges from the principles of Communicative Language Teaching 

(CLT), which emphasizes interaction as the primary means of language 

acquisition. CGT encourages learners to use grammar structures ac-

tively in conversation rather than through rote memorization. In this 

regard, Richards and Rodgers elucidate that such methodologies prior-

itize communicative competence over mere grammatical accuracy, re-

flecting a paradigm shift in language education towards more prag-

matic approaches (Richards & Rodgers, 2001). This has been supported 

by Baecher et al., who note that recent trends in language teaching un-

derscore a lesser emphasis on traditional grammar instruction, instead 

advocating for grammar to be taught contextually as part of communi-

cative tasks (Baecher et al., 2013). 

In CGT, error correction techniques are typically embedded 

within interactive exercises, promoting a learning environment where 

students can explore grammar in context and receive feedback in real 

time. This shifts the role of the teacher from a traditional authoritarian 

figure to a facilitator who guides learners in discovering grammatical 

rules through usage in authentic communication scenarios (Richards & 

Rodgers, 2001). The efficacy of this approach can be observed in studies 

that link communicative practice with improved learner engagement 

and comprehension, as it enables learners to internalize language struc-

tures through practical applications rather than isolated drills (Baecher 
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et al., 2013). Thus, CGT aims to foster both grammatical competence 

and confidence in speech among learners. 

Furthermore, CGT acknowledges the necessity of language co-

construction among peers, valuing collaborative learning where stu-

dents negotiate meaning. This participative method reflects the cogni-

tive and affective dimensions of language learning, aligning with con-

temporary educational theory which posits that language learning is a 

social activity (Richards & Rodgers, 2001). The approach fosters a 

deeper understanding of grammar as a tool for navigation within social 

contexts, thereby preparing learners for real-world communication 

(Baecher et al., 2013). Ultimately, CGT serves as a bridge between form 

and function, ensuring learners develop both the structural knowledge 

of the language and the ability to use it effectively. 

b. Task-Based Language Teaching (TBLT) 

Task-Based Language Teaching (TBLT) fundamentally revolves 

around the idea that tasks, which are defined as organized activities fo-

cused on achieving specific outcomes, serve as the core unit of planning 

and instruction in language learning (Lei, 2022). This approach empha-

sizes the completion of meaningful tasks as a means of promoting lan-

guage development relevant to learners' lives. Johnson's exploration of 

task design suggests that TBLT strategies enhance students' linguistic 

capabilities through practical application within real-life scenarios, 

thereby fostering engagement and overall language proficiency (John-

son, 2003). 

Moreover, TBLT encourages autonomy and motivation among 

learners. By allowing students to explore language through authentic 

tasks, it has been found to heighten their interest in learning. A study 

indicated that such tasks serve not only as a practical language applica-

tion but also as a motivator that facilitates deeper learning and self-di-

rected exploration (Lei, 2022). This aligns with the findings of Huang, 

who notes that TBLT can significantly foster higher-level thinking and 

problem-solving skills as students navigate challenges associated with 

completing tasks (Huang, 2024). 

The effectiveness of TBLT is also tied to its adaptability across 

various educational contexts, highlighting its versatility in teaching 
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English for specific purposes or general proficiency (Jia, 2018). This 

adaptability underscores the framework's inherent flexibility, making 

it suitable for diverse learner populations with varying needs and goals. 

As such, TBLT promotes a learner-centered approach that places equal 

emphasis on form, function, and effectiveness in communication, ulti-

mately leading to improved learning outcomes and fostering a more 

collaborative and inclusive language learning environment (Jia, 2018). 

c. Content-Based Instruction (CBI) 

Content-Based Instruction (CBI) aligns language teaching with 

subject matter content to facilitate dual language and content learning. 

This approach promotes the idea that language acquisition is most ef-

fective when learners engage with meaningful content, contextualizing 

language within functional tasks associated with real-world subjects 

(Villalobos, 2014). The integration of content in language instruction 

encourages second language learners to gain proficiency in both the tar-

get language and the thematic content, fostering cognitive engagement 

and practical application (Roodsari & Harrison, 2024). CBI is rooted in 

learner-centered principles, promoting participation and interest 

through topics that resonate with students' experiences and academic 

needs (Wang & Liu, 2017). 

Notably, CBI encourages the use of authentic materials and as-

sessments, facilitating a more immersive and relevant learning envi-

ronment for students. Villalobos emphasizes that this method allows 

learners to use the language in context, enhancing their communicative 

ability while sparking interest in the subject matter being taught (Villa-

lobos, 2014). As learners engage with content across various subject ar-

eas, they not only learn grammatical structures but also develop critical 

thinking and problem-solving skills necessary for academic success 

(Herrero, 2011). This underscores CBI's role in promoting comprehen-

sive language skills while integrating substantive educational content. 

Furthermore, CBI presents unique challenges and necessitates 

professional development for instructors to navigate effectively. Teach-

ers must reconceptualize their pedagogical approaches to content and 

language integration, addressing common misconceptions about lan-

guage instruction in the process (Cammarata, 2010). Research indicates 
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that effective CBI implementations require careful planning and consid-

eration of learners' diverse linguistic backgrounds, echoing the neces-

sity of tailored teaching strategies (Cammarata, 2009). Ultimately, CBI 

serves as a robust framework for educational practices, merging gram-

mar instruction with authentic communication and content learning to 

achieve holistic educational outcomes. 

d. Lexical Approach  

The Lexical Approach is based on the idea that language is largely 

composed of multi-word units, or “chunks,” which learners must ac-

quire to communicate effectively. Rather than focusing only on individ-

ual words or rigid grammatical patterns, this method highlights the im-

portance of prefabricated phrases, collocations, and idiomatic expres-

sions that dominate everyday language use. Wray (2002) emphasizes 

that teaching lexical phrases helps enhance both fluency and compre-

hension, while Yusuf (2020) notes that learners develop more authentic 

language skills when engaging with these chunks instead of relying 

solely on grammar rules. Research supports this perspective, showing 

that the use of lexical-based teaching improves learners’ vocabulary ac-

quisition and functional communication. For example, Krishenan and 

Kahar (2023) found that upper primary students significantly advanced 

their vocabulary abilities through exposure to lexical instruction, 

demonstrating the practical benefits of this approach. 

In addition, the Lexical Approach aligns with modern linguistic 

theories that stress the central role of vocabulary in communication. It 

reinforces the concept of lexical complexity and encourages learners to 

notice and internalize vocabulary within meaningful contexts. Yeldham 

(2018) suggests that phrase-level instruction enhances learning by 

strengthening the connection between form and meaning, enabling stu-

dents to use language more effectively in real-life situations. Further-

more, Indarti (2020) highlights that prioritizing vocabulary as the key 

unit of communication provides learners with a more holistic under-

standing of language, moving beyond traditional grammar-based meth-

ods. By bridging theory and practice, the Lexical Approach fosters 

deeper engagement and retention, offering a practical framework for 

developing communicative competence in language learners. 
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3. An Eclectic/Integrated Approach 

An eclectic or integrated approach to grammar teaching draws 

from multiple methods rather than adhering to a single framework, al-

lowing instruction to adapt to learners’ needs, preferences, and class-

room contexts. Teachers may, for example, begin with an inductive task 

that encourages students to infer rules from examples, clarify concepts 

through deductive explanation, and then consolidate learning with 

communicative activities. This flexibility avoids the shortcomings of re-

lying solely on one method while keeping lessons systematic and mean-

ingful. In practice, eclectic instruction combines accuracy-focused drills 

with fluency-based tasks such as role-plays, discussions, or writing ac-

tivities, thereby linking grammatical knowledge with real-life use. By 

blending explicit rule teaching with contextualized communication, this 

approach promotes both accuracy and communicative competence, en-

suring that learners not only understand grammar but can also apply it 

effectively in authentic situations. 

Blended Grammar Instruction 

Blended grammar instruction integrates multiple teaching ap-

proaches to effectively enhance students' understanding of grammati-

cal forms, meaning, and usage. The approach combines face-to-face in-

struction with online elements, enabling a diverse array of teaching 

methodologies tailored to meet varied learning styles and needs. Re-

search conducted by Li indicates that the incorporation of blended 

learning significantly increases language performance and engagement 

among English as a Foreign Language (EFL) learners, emphasizing the 

advantages of connecting traditional classroom learning with digital re-

sources for a more holistic educational experience Li (2022). This inte-

gration fosters a deeper understanding of grammatical concepts as 

learners engage with content in a multifaceted manner. 

A crucial aspect of blended grammar instruction is its focus on 

not only the forms of language but also their contextual meanings and 

practical uses in real-life situations. This comprehensive approach cul-

tivates learners’ abilities across multiple dimensions of language—

from recognizing grammatical structures to applying them meaning-

fully in communication. According to Wang et al., the blended learning 
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model aligns explicit grammar instruction with interactive face-to-face 

practices, thereby facilitating the transfer of complex grammatical con-

cepts into everyday usage scenarios (Wang et al., 2024). Such a method 

highlights the synergy between engaging content and instructive clar-

ity, allowing students to see the relevance of grammar within a broader 

linguistic framework. 

Moreover, the impact of blended grammar instruction extends 

beyond mere grammatical competence; it also enhances students’ mo-

tivation and engagement. A study by Sáenz and Pila-Requeiro empha-

sizes that learners in blended environments show increased interest 

and participation, attributing this to the varied instructional methods 

that blend individual learning with collaborative experiences (Sáenz & 

Pila-Requeiro, 2025). The blend of different modes of instruction cre-

ates a dynamic learning atmosphere that caters to diverse learner pref-

erences and promotes a sense of agency among students, thereby fos-

tering a more robust, integrated approach to language acquisition. Ulti-

mately, an eclectic approach to grammar instruction aims to provide a 

well-rounded framework that equips learners with the necessary tools 

to navigate the complexities of language with both accuracy and confi-

dence. 

 

D. Methods in Grammar Teaching 

1. Deductive: Rule-Driven Approaches 

Deductive grammar instruction is characterized by a rule-driven 

methodology whereby grammatical concepts are explicitly presented 

to learners before they engage in practice activities. This traditional ap-

proach typically involves the teacher explaining specific grammatical 

rules, followed by examples and exercises designed to reinforce those 

rules Sujana et al. (2020). Research indicates that this method can be 

particularly effective for learners who thrive in structured environ-

ments and prefer clear guidelines. For instance, Rauf et al. found that 

students often respond positively to explicit teaching methods, which 

can lead to better initial comprehension of grammar (Ismail et al., 

2023). The predictability of the deductive approach allows for con-
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sistent classroom management and potentially faster mastery of gram-

matical rules because students understand expectations from the out-

set. 

Moreover, deductive methods have a strong alignment with cer-

tain educational contexts, particularly those emphasizing examination 

and assessment, where knowledge of specific grammar rules is crucial. 

Studies have shown that this approach can yield immediate results in 

terms of learners' ability to recognize and apply rules during assess-

ments (Huang, 2023). Furthermore, within environments where time 

constraints exist, such as intensive language courses, deductive gram-

mar instruction can timely convey essential skills necessary for imme-

diate application, as corroborated by Ismail et al., who observed im-

proved grammar test scores in students taught with deductive methods 

(Ismail et al., 2023). 

However, critics of deductive instruction argue that it may lead to 

surface-level understanding, with students memorizing rules without 

sufficient contextual application. In contrast, some educators advocate 

for a balance between inductive and deductive methods to foster 

deeper understanding and retention of grammatical structures. For ex-

ample, Pittman highlights the disconnect between textbooks that often 

favor the deductive method while neglecting research supporting the 

benefits of discovery learning, suggesting a need for more blended ap-

proaches in grammar teaching (Pittman, 2021). Ultimately, while de-

ductive methods have their place in grammar instruction, they may en-

hance learners’ skills best when integrated with contextual and com-

municative practices to strengthen overall language proficiency. 

2. Inductive: Discovery-Based Approaches 

Inductive grammar instruction, in contrast to its deductive coun-

terpart, uses a discovery-based approach where learners explore gram-

matical rules through observing language in context rather than receiv-

ing explicit explanations. This method promotes active engagement, en-

couraging students to draw conclusions about grammatical structures 

based on examples provided during lessons. Studies conducted by Gal-

lardo highlight that inductive approaches can stimulate critical thinking 
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and enhance learner autonomy, as students are motivated to investi-

gate language patterns themselves (Gallardo, 2023). By allowing learn-

ers to construct their understanding of grammatical rules, this tech-

nique leads to more personalized and meaningful language acquisition 

experiences. 

Moreover, the significance of inductive instruction lies in its abil-

ity to promote long-term retention of grammatical knowledge. Re-

search has indicated that students exposed to the inductive method 

might develop stronger analytical skills regarding language use. For in-

stance, results from a comparison between deductive and inductive 

methods indicated that students taught through an inductive approach 

outperformed their deductive counterparts in applying grammatical 

structures in communicative tasks (Benitez-Correa et al., 2019). This 

aligns with the findings by Nešić and Hamidović, who noted that while 

preferences varied, many learners appreciated the opportunities pro-

vided by the inductive method to engage in more contextualized lan-

guage practices (Nešić & Hamidović, 2015). 

Despite its many benefits, the inductive approach is not without 

its challenges. Some students may struggle with self-directed learning 

or require more guidance to identify grammatical patterns effectively. 

This can be particularly true for learners in demanding educational con-

texts who may benefit from a more structured environment. Conse-

quently, as critiques have surfaced regarding the effectiveness of purely 

inductive methods, it is suggested that a combined approach—integrat-

ing both inductive and deductive techniques—may be the most effec-

tive means of teaching grammar (Poudel, 2022). This hybrid model al-

lows learners to benefit from explicit rule presentations while also en-

gaging in the discovery process, fostering a deeper understanding of 

language use. 

In grammar instruction, both deductive and inductive methods 

have their strengths and weaknesses. Deductive approaches offer clar-

ity and structure, facilitating quicker rule acquisition, while inductive 

methods promote engagement and critical thinking through discovery. 

Given the varying preferences among learners and the changing dy-

namics of educational contexts, a blended approach that incorporates 
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elements from both deductive and inductive strategies seems to offer 

the most comprehensive framework for effective grammar teaching 

(Haight et al., 2007). This eclectic strategy not only addresses the di-

verse needs of learners but also reinforces grammar learning as a fun-

damental aspect of language competence 

 

E. Techniques in Grammar Teaching  

Teaching grammar effectively requires the use of varied tech-

niques that balance accuracy, fluency, and meaningful communication. 

Over time, language educators have employed multiple approaches to 

ensure that grammar instruction supports learners’ ability to use the 

language in real contexts. 

1. Drills and Controlled Practice 

Drills and controlled practice are foundational techniques in 

grammar instruction, emphasizing repetitive practice of specific gram-

matical structures in a highly structured manner. This method often in-

volves mechanical drills where students are required to produce par-

ticular forms, such as filling in blanks or repeating patterns. According 

to Graham and Perin, such controlled practice can reinforce fluency and 

accuracy in language use, particularly in the early stages of language ac-

quisition when learners are building fundamental vocabulary and 

grammatical understanding Graham & Perin (2007). When delivered 

effectively, these methods can help students internalize grammatical 

rules and recognize their correct usage in various contexts. 

While drills can be useful for acquiring grammatical forms, the ef-

fectiveness of this approach has been debated among educators and re-

searchers. Some studies, like those of Benitez-Correa et al., suggest that 

mechanical drills may lead to initial proficiency in grammar but can of-

ten result in superficial understanding, limiting students' ability to ap-

ply this knowledge in less structured, communicative contexts (Beni-

tez-Correa et al., 2019). Furthermore, the monotonous nature of rote 

exercises may detract from student engagement and motivation, 

prompting the need for supplementary interactive activities that foster 

more meaningful learning experiences. 
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To maximize the benefits of drills and controlled practice, educa-

tors are now integrating them with contextualized and communicative 

approaches to grammar instruction. By placing grammar within mean-

ingful contexts, as suggested by researchers like Mustafa and Bajalani, 

students can better understand how grammatical forms function within 

authentic language use, allowing for a more profound assimilation and 

application of language structures (Mustafa & Bajalani, 2024). Hence, 

while drills play a crucial role in foundational grammar learning, har-

monizing them with contextualized practices can significantly enhance 

students' grammatical competence and overall engagement. 

2. Contextualized Grammar Teaching 

Contextualized Grammar Teaching (CGT) integrates grammar in-

struction with authentic situations and meaningful content, enabling 

learners to understand and apply language structures in relevant con-

texts. Studies show that when grammar is connected to real-life mate-

rials, it not only improves grammatical accuracy but also enhances stu-

dents’ ability to use grammar effectively in communication (Mart, 

2013). For instance, Mustafa and Bajalani (2024) found that contextu-

alized practices strengthened learners’ writing skills by demonstrating 

grammar in use rather than in isolation. Rooted in constructivist theory, 

CGT encourages learners to build knowledge through interaction and 

reflection on language in context, leading to deeper engagement. Re-

search by Nanyinza and Munsaka (2023) further indicates that pre-ser-

vice teachers achieved better results when applying contextual strate-

gies, as learners could relate grammar to their social and linguistic en-

vironments. While the success of CGT requires careful planning and the 

use of relevant, authentic materials, its benefits include fostering accu-

racy, motivation, and a stronger appreciation of grammar as part of real 

communication.. 

3. Using Texts, Songs, and Media for Grammar Learning 

Incorporating texts, songs, and multimedia resources into gram-

mar instruction provides an engaging and contextualized way for stu-

dents to learn grammatical structures. By presenting grammar through 

literature, music, and videos, learners are exposed to authentic usage 

that highlights rhythm, tone, and context, making it easier to internalize 
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how forms operate in real communication (Syafryadin, 2021). This 

multi-sensory experience not only improves retention but also trans-

forms grammar lessons into enjoyable and motivating activities, en-

couraging students to apply grammar meaningfully. Authentic re-

sources like popular songs and literary texts also enhance cultural 

awareness by introducing idiomatic expressions and conversational 

grammar, enabling learners to see grammar as an active element of 

communication rather than a set of isolated rules (Walker, 2020). 

Additionally, the integration of digital media and online platforms 

opens new opportunities for interactive grammar learning. Many tech-

nological tools now provide exercises based on authentic materials, of-

fering learners immediate feedback while allowing them to practice 

grammar in varied contexts. Research shows that these digital ap-

proaches increase engagement, cater to diverse learning needs, and 

support flexible, student-centered instruction (Alamri, 2022). By blend-

ing texts, music, and digital resources, educators create rich and varied 

learning environments that not only strengthen students’ grammatical 

competence but also connect grammar learning to real-world commu-

nication and cultural contexts. 

4. Games and Interactive Activities 

Games and interactive activities provide an effective means of 

teaching grammar by turning lessons into engaging, student-centered 

experiences that encourage participation and motivation. Incorporat-

ing elements such as role-plays, group discussions, peer teaching, and 

grammar-based games allows learners to apply rules in communicative 

contexts, fostering critical thinking and reinforcing accurate language 

use (Sun et al., 2023; Nanyinza & Munsaka, 2023). Research highlights 

that such approaches not only improve grammatical understanding and 

vocabulary acquisition but also boost learners’ confidence and promote 

collaborative learning in supportive classroom settings. The flexibility 

of game-based methods makes them adaptable to diverse learning 

styles and contexts, while the integration of technology further extends 

opportunities for practice beyond the classroom. Overall, games and in-
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teractive strategies make grammar instruction more enjoyable, mean-

ingful, and effective by combining practice, creativity, and social inter-

action. 

5. Technology-Enhanced Grammar Instruction 

Technology-enhanced grammar instruction incorporates digital 

tools such as applications, artificial intelligence, and language corpora 

to create more engaging and personalized learning experiences. Gram-

mar-based applications allow students to practice interactively while 

receiving immediate feedback, accommodating different learning 

speeds and challenges (Alamri, 2022). Artificial intelligence further 

supports individualized learning by tailoring exercises and pinpointing 

areas for improvement, thereby encouraging learner autonomy and ac-

tive participation. The use of corpora also provides authentic language 

data, enabling students to examine how grammar operates across gen-

res and contexts, which enhances both flexibility in language use and 

critical thinking skills (Liu & Jiang, 2009). Despite these advantages, 

successful implementation depends on teacher readiness and profes-

sional training to effectively integrate technology into instruction. With 

proper support, technology-enhanced grammar teaching can enrich 

learning, foster engagement, and better prepare learners to meet the 

demands of communication in a digital age. 

The techniques and methods employed in grammar teaching play 

a crucial role in shaping learners' understanding and application of lan-

guage rules. Approaches such as drills and contextualized teaching, 

along with engaging media, interactive activities, and technology-en-

hanced instruction, each contribute significantly to learners' grammar 

competence. By integrating these diverse methods effectively, educa-

tors can create dynamic and engaging learning environments that pro-

mote deep understanding, retention, and practical application of gram-

matical structures, ultimately enhancing overall language proficiency 

(Walker, 2020; Sun et al., 2023; Abdullah et al., 2021). 
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F. Challenges in Teaching Grammar  

1. Learners’ Negative Perceptions Toward Grammar Learning 

One significant challenge in teaching grammar is learners' nega-

tive perceptions and attitudes toward the subject. Many students con-

sider grammar as tedious, unimportant, and lacking relevance to crea-

tivity in language use. As highlighted in Watson's research, attitudes 

such as Clare’s, who perceives grammar as secondary to creativity, af-

fect pedagogy by leading to a minimized focus on grammar in writing 

instruction (Watson, 2015). This negative perception can hinder stu-

dents' willingness to engage with grammatical concepts, resulting in 

avoidance behaviors and a lack of motivation to learn essential struc-

tures necessary for fluency in the target language. Consequently, teach-

ers face the daunting task of changing these perceptions to facilitate an 

effective learning environment. 

Moreover, the stigma attached to grammar as a purely rule-based 

system contributes significantly to students' dislike for the subject. 

Many students associate grammar instruction with memorization and 

drills, leading to disengagement from the learning process, viewing 

grammar as an abstract set of rules devoid of practical application 

(Valeo & Spada, 2015). Research indicates that such negative feelings 

can lead to anxiety and reduced confidence in language skills among 

learners. This challenge necessitates pedagogical strategies that pre-

sent grammar in a more engaging and meaningful manner, particularly 

by connecting grammatical forms to interactive and communicative us-

ages in real-life situations. 

2. Balancing Form-Focused Instruction with Communication 

A key difficulty in grammar teaching is finding the right balance 

between focusing on grammatical form and encouraging communica-

tion. Teachers often face the dilemma of ensuring accuracy without lim-

iting students’ ability to express themselves freely. Excessive emphasis 

on grammar rules can restrict natural communication and reduce 

learners’ confidence in using the language (Hidayatulloh & Margana, 

2022). Research highlights that students learn best when grammar in-

struction is connected to meaningful communication, as both elements 

support language development. To achieve this, integrated methods are 
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suggested, combining explicit instruction with communicative practice. 

Valeo and Spada (2015) stress that introducing form-focused explana-

tions during communication tasks helps students grasp and apply rules 

more effectively, though this requires careful lesson planning and 

skilled teaching. Professional growth and collaboration among educa-

tors are essential in addressing this challenge, alongside creating a sup-

portive classroom where learners feel safe to make mistakes and exper-

iment with language use (Balushi, 2019). 

3. L1 Interference and Fossilization of Errors 

L1 interference poses a considerable obstacle in grammar teach-

ing because the rules and patterns of a learner’s first language often 

negatively influence their acquisition of English grammar. This results 

in transfer errors, where learners mistakenly apply their native lan-

guage structures to the target language (Budiharto, 2019). For example, 

Indonesian learners frequently struggle with English articles, a feature 

absent in their first language, leading to frequent omission or incorrect 

usage (Nugraha et al., 2017). Such interference can significantly impact 

learners’ grammatical accuracy and fluency. Over time, these recurring 

errors may become fossilized if not addressed properly, particularly 

when learners receive little or no corrective feedback. Fossilization oc-

curs when incorrect forms are repeatedly produced and become em-

bedded in learners’ language use, making them resistant to change de-

spite improvements in communicative ability (Jawad & Mansour, 2021; 

Pudin et al., 2015). 

To minimize the effects of L1 interference and prevent fossiliza-

tion, teachers need to adopt strategies that promote both awareness 

and correction of errors. Activities such as error analysis, contrastive 

grammar practice, and explicit explanations of differences between L1 

and L2 structures can help learners recognize problematic areas (Jawad 

& Mansour, 2021). Providing timely corrective feedback also plays a 

crucial role in ensuring students internalize accurate forms and gradu-

ally enhance their proficiency (Budiharto, 2019). Furthermore, encour-

aging collaborative learning, where peers provide feedback and discuss 

grammatical issues, fosters active engagement and helps learners re-

fine their language use in a supportive environment. By integrating 
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these approaches, teachers can guide students toward greater gram-

matical precision while reducing the long-term risks of fossilized er-

rors. 

4. Time Constraints in Classroom Settings 

Time limitations in classroom settings create significant obsta-

cles for effective grammar instruction, as the need to cover broad cur-

ricula within restricted schedules often reduces opportunities for in-

depth teaching and practice (Watson, 2015). Teachers are frequently 

pressured to focus on specific grammar points—sometimes in oversim-

plified ways—to keep pace with standardized testing demands, which 

can result in learners developing only surface-level understanding 

without sufficient real-life application (Wach et al., 2021). This situa-

tion frustrates both instructors and students, as it undermines the es-

tablishment of a solid grammatical foundation essential for fluency and 

comprehension (Hidayatulloh & Margana, 2022). To address these 

challenges, educators are encouraged to streamline objectives by prior-

itizing high-frequency, context-relevant structures and embedding 

them in communicative tasks, thereby maximizing limited instructional 

time and fostering more meaningful grammar learning (Arifin, 2023). 

5. Teacher Preparedness and Methodology Selection 

Teacher preparedness is a key factor in effective grammar in-

struction, as educators’ training, confidence, and beliefs strongly shape 

their classroom practices. Research indicates that many teachers lack 

confidence in both their grammatical knowledge and pedagogical skills, 

leading to inconsistent instruction or reliance on outdated methods, 

which restricts students’ exposure to essential grammatical concepts 

and may foster negative attitudes toward grammar (Balushi, 2019). 

Choosing suitable methodologies further complicates the issue, as 

teachers often struggle between traditional rule-based approaches and 

communicative methods, with cultural or institutional pressures some-

times reinforcing conventional strategies despite evidence supporting 

more integrated practices (Baleghizadeh & Mozaheb, 2011; Schurz & 

Coumel, 2020). To overcome these challenges, continuous professional 

development that emphasizes modern grammar pedagogy is crucial, in-

corporating workshops, peer collaboration, and reflective practices to 
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help teachers refine their beliefs and adopt innovative strategies (Silva 

et al., 2019). Strengthening teacher preparedness in this way ensures 

learners receive grammar instruction that is both accurate and engag-

ing, better meeting their needs in contemporary language classrooms.
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A. Teaching Reading Theory 

Teaching reading in English has long been recognized as a 

cornerstone of language development, particularly in second and 

foreign language learning environments. Reading is not just a passive 

skill, but an active process of constructing meaning, and its pedagogy 

has evolved significantly over the decades. One of the most influential 

voices in the field, Christine Nuttall (2005), emphasizes that reading is 

a means to an end: acquiring knowledge, pleasure, or language 

improvement. According to her, reading instruction must center on 

equipping learners with strategies to become autonomous readers. 

Nuttall categorizes reading into three main models: the bottom-

up, top-down, and interactive. The bottom-up model focuses on 

decoding letters and words, while the top-down model highlights 

prediction and the use of prior knowledge. She advocates for an 

interactive model, where both processes operate simultaneously for 

effective comprehension. According to Nuttall (2005), fluency is not just 

about speed but about comprehension. Fluent reading in English 

requires practice with various types of texts, appropriate vocabulary 

knowledge, and guided reading strategies. 

Nuttall also argues that text difficulty must be balanced neither 

too challenging nor too simplistic to maintain learners’ motivation and 

facilitate comprehension development. This aligns with the concept of 

the “zone of proximal development” in broader educational 

theory.William Grabe (1991) builds upon cognitive theory in his 

exploration of reading as a complex cognitive process. He asserts that 

reading involves multiple sub-processes, including recognition, 

syntactic parsing, semantic integration, and inferencing. 

Grabe (1991) identifies five purposes for reading: to search for 

information, for quick skimming, for learning, for integration, and for 

general comprehension. In the ESL context, learners must be guided to 

adjust their reading approach based on purpose.A key insight from 

Grabe’s work is the concept of automaticity in word recognition. The 

faster and more automatic word recognition becomes, the more 

cognitive energy is freed for higher-level comprehension.Grabe also 

critiques the overreliance on intensive reading in many classrooms. He 
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advocates for integrating extensive reading — reading large amounts 

of comprehensible material for enjoyment and general understanding. 

Nuttall supports this view, arguing that the more learners read, the 

better they read. This idea aligns closely with Stephen Krashen’s Input 

Hypothesis (1993), which posits that comprehensible input is the key 

to language acquisition. 

Krashen (1993) introduces the concept of Free Voluntary 

Reading (FVR), which he deems the most powerful tool for developing 

reading fluency, vocabulary acquisition, and overall language 

competence. According to Krashen, when learners read texts they find 

interesting and understandable (i+1), they unconsciously absorb 

language structures and vocabulary, reinforcing both linguistic 

competence and confidence.In contrast to traditional approaches 

emphasizing direct grammar and vocabulary instruction, Krashen’s 

FVR emphasizes natural language acquisition over conscious learning, 

suggesting a need to reform classroom practices. 

Krashen also emphasizes the affective filter hypothesis, 

suggesting that anxiety, low motivation, and lack of self-confidence can 

block input. In reading instruction, this implies that positive classroom 

environments and learner choice are critical. Grabe and Nuttall both 

emphasize the importance of strategy training in reading. Teaching 

learners how to preview a text, predict content, ask questions, and 

summarize helps make them strategic, independent readers. 

Nuttall (2005) discusses the concept of the “text as a puzzle,” 

where learners must make hypotheses, check them, and revise their 

understanding — a process that fosters critical thinking. Grabe suggests 

that skilled readers use both bottom-up processing (recognizing words 

and phrases) and top-down processing (using context and background 

knowledge). Teaching reading should aim to foster both.Vocabulary 

knowledge is another crucial variable. Krashen posits that vocabulary 

is best acquired through reading, not through isolated word lists. This 

supports the inclusion of extensive reading in curriculum design. 

Nuttall asserts that pre-teaching vocabulary selectively can 

support comprehension, but excessive vocabulary instruction before 

reading can remove the challenge and reduce learner engagement.The 



 

81 | Methodology of Teaching English as a Foreign Language 

teaching of reading subskills such as identifying main ideas, recognizing 

supporting details, making inferences, and summarizing is vital. Grabe 

suggests these should be integrated into meaningful reading activities 

rather than taught in isolation.Classroom practice must also consider 

reading fluency, which includes speed, accuracy, and prosody. Fluency 

drills, repeated reading, and timed readings can aid ESL learners in 

developing this. 

Nuttall warns that overemphasis on comprehension questions 

can lead to superficial reading. Instead, she suggests using task-based 

reading activities that require real-life application of the information in 

the text. Grabe promotes content-based reading instruction, where 

reading texts align with learners’ interests or academic fields, thus 

providing intrinsic motivation and deeper engagement. Krashen, too, 

promotes learner autonomy by encouraging reading choice. When 

learners choose what to read, they are more likely to engage and 

persist, leading to greater language development. Another key 

consideration is assessment. Nuttall suggests that assessment in 

reading should include formative strategies such as journals and 

portfolios not just standardized comprehension tests. 

In terms of classroom interaction, all three theorists would agree 

that reading is not just a solitary activity. Discussions, group tasks, and 

peer responses enrich understanding and make reading more social 

and collaborative. Technology integration has also become significant 

in recent years. Although not covered extensively by Nuttall, Grabe, or 

Krashen, their principles support using e-books and reading apps if 

they provide comprehensible, engaging input. Ultimately, effective 

reading instruction combines elements of explicit strategy instruction, 

meaningful reading practice, learner engagement, and sustained 

exposure to a variety of texts.Teachers must balance structured skill-

building with opportunities for natural, enjoyable reading experiences. 

This dual focus nurtures both competence and a lifelong habit of 

reading. 

In conclusion, the theories of Nuttall (2005), Grabe (1991), and 

Krashen (1993) offer a rich foundation for teaching reading in English. 

Together, they argue for a shift from rigid instruction to a more holistic, 
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reader-centered, and input-rich approach — one that fosters not only 

comprehension, but also motivation, autonomy, and lifelong literacy in 

a second language. 

 

B. Teacher’s Reading Strategies 

Teaching reading is a complex and purposeful endeavor. It 

requires teachers to act not only as transmitters of knowledge but as 

facilitators of thinking, language use, and meaning-making. Theories by 

Vygotsky, Rosenblatt, and Brown offer foundational perspectives that 

help shape effective reading strategies in classrooms, particularly in 

ESL/EFL contexts. Lev Vygotsky’s sociocultural theory (1962) asserts 

that learning is deeply embedded in social interaction. Applied to 

reading instruction, this means that learners construct meaning 

through dialogue with peers, texts, and teachers, not in isolation. 

Reading becomes a shared act.Vygotsky introduced the concept of the 

Zone of Proximal Development (ZPD) — the space between what 

learners can do independently and what they can accomplish with 

guidance. Teachers' reading strategies should be aimed precisely 

within this zone, providing scaffolding that helps learners reach higher 

comprehension levels. 

One practical application of ZPD in reading is guided reading, 

where teachers offer structured support—asking questions, modeling 

comprehension strategies, and prompting predictions—to move 

learners gradually toward independence.Vygotsky also emphasized 

language as a psychological tool. When teachers use “think-aloud” 

techniques, they externalize their own comprehension processes, 

giving learners insight into how meaning is constructed—a process that 

supports internalization of reading strategies. 

Louise Rosenblatt’s (2005) transactional theory of reading shifts 

the focus to the interaction between the reader and the text. She posited 

that meaning is not located in the text alone or in the reader alone, but 

is created in the transaction between the two. Rosenblatt distinguished 

between efferent reading (reading for information) and aesthetic 

reading (reading for personal response and emotional engagement). 

Teachers need to design strategies that allow both to emerge, 
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depending on the type of text and purpose of the reading activity. 

Strategies such as reader response journals, literature circles, and 

personal connection prompts allow learners to engage affectively and 

critically with texts. These approaches encourage a deeper, more 

personal form of reading that goes beyond comprehension questions. 

Rosenblatt’s view empowers teachers to respect individual 

interpretations and multiple meanings, encouraging open-ended 

questions and valuing learners’ emotional and cultural responses to 

literature. This supports learner identity and voice. Brown (2005) 

contributes a language acquisition and methodological perspective to 

reading instruction. He emphasizes that reading is an interactive 

process, where readers use both bottom-up (text-driven) and top-down 

(knowledge-driven) strategies simultaneously.  Brown highlights the 

need for teachers to train strategic readers. This includes teaching 

learners how to preview texts, activate prior knowledge, skim for main 

ideas, scan for specific information, infer meanings, and summarize—

skills essential for academic literacy. 

According to Brown, strategic competence in reading is vital for 

language learners. It enables them to monitor their understanding, 

adjust reading speed, and apply different strategies depending on the 

reading goal—whether it be reading a short story or a scientific article. 

Brown also emphasizes the importance of schema theory—the idea 

that readers bring prior knowledge and expectations to the text. 

Teachers must activate learners’ schemata through pre-reading 

activities, such as predicting, discussing background information, or 

looking at visuals. In Brown’s model, teachers are facilitators who guide 

learners to become independent readers. This aligns with Vygotsky’s 

view of scaffolding and Rosenblatt’s call for personal engagement—

showing that effective reading instruction integrates cognitive, social, 

and emotional dimensions.Teachers must also consider learner 

differences in strategy use. Brown notes that not all learners naturally 

adopt metacognitive strategies, so teachers must explicitly teach how 

to reflect on reading—through think-alouds, self-questioning, and 

comprehension monitoring techniques. 
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Combining the three theorists, effective reading strategies 

include a mix of modeling, guided practice, peer collaboration, and 

reflection. For example, a teacher may model making inferences 

(Brown), guide discussion within the ZPD (Vygotsky), and allow 

learners to connect personally with the text (Rosenblatt). 

Assessment strategies must also align with these theories. 

Instead of relying solely on multiple-choice tests, teachers can use 

reading portfolios, annotated texts, dialogue journals, or book talks—

methods that capture learners’ interaction with texts and their reading 

development. In a multilingual or ESL setting, these theories advocate 

for inclusive reading instruction. Vygotsky and Rosenblatt especially 

argue for culturally responsive teaching, where texts reflect learners’ 

backgrounds, and discussions are inclusive of different linguistic and 

cultural perspectives. 

In conclusion, teachers’ reading strategies are most effective 

when they synthesize theoretical insights: using Vygotsky’s scaffolding 

and social learning, Rosenblatt’s engagement and response, and 

Brown’s structured, cognitive strategies. Together, these frameworks 

equip educators to develop readers who are not only skilled but also 

thoughtful, strategic, and engaged. 

 

C. Learners’ Reading Strategies 

In the context of language learning, reading is a dynamic and 

cognitively demanding activity. For learners, especially those learning 

English as a second or foreign language, the development and 

application of reading strategies are critical for successful 

comprehension, vocabulary acquisition, and critical thinking. Oxford 

(2001) defines learning strategies as specific actions or behaviors that 

learners use to enhance their own learning. Her model classifies 

strategies into direct (cognitive, memory, compensation) and indirect 

(metacognitive, affective, social) strategies. Applied to reading, these 

strategies help learners become more autonomous and effective 

readers. 
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One key strategy from Oxford's taxonomy is metacognitive 

strategy use, such as planning before reading, monitoring 

comprehension during reading, and evaluating after reading. Learners 

who actively engage in these processes are better able to understand 

and retain what they read. Oxford also highlights the importance of 

cognitive strategies, which include analyzing, summarizing, translating, 

and reasoning. When reading a text, learners may underline key ideas, 

take notes, or paraphrase sections to deepen understanding.According 

to Oxford, affective strategies such as reducing anxiety or encouraging 

oneself during difficult reading tasks are often overlooked but crucial. 

Learners with higher affective awareness tend to persist longer with  

Cohen (1998) offers another lens, defining language learning 

strategies as “processes which are consciously selected by learners and 

which may result in action taken to enhance the learning or use of a 

second or foreign language.” He differentiates between language 

learning and language use strategies. In the context of reading, language 

use strategies involve the actual application of skills like skimming, 

scanning, guessing meaning from context, and adjusting reading rate. 

Learners must be trained not just to learn about reading strategies, but 

to use them flexibly across various contexts.Cohen also emphasizes 

strategy awareness. Many learners use reading strategies 

unconsciously. Through reflection and instruction, they can become 

more strategic and deliberate, leading to better comprehension and 

language retention. A significant contribution by Cohen is the emphasis 

on strategy training. He argues that learners benefit most when 

strategies are taught explicitly and linked to specific reading goals or 

text types. For instance, narrative texts might require prediction and 

sequencing, while academic articles need summarization and inference 

skills. 

The integration of Oxford’s, Rosenblatt’s, and Cohen’s perspec-

tives highlights that reading strategies function not only as cognitive 

tools for processing information but also as affective experiences that 

shape learners’ engagement with texts. This dual perspective empha-

sizes that reading is never a purely mechanical act; it is a meaning-mak-

ing process that involves both intellectual and emotional dimensions. 
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For instance, a learner who applies a skimming strategy to quickly cap-

ture the gist of a passage (cognitive) may simultaneously respond to 

how the text aligns or conflicts with their own values, beliefs, or lived 

experiences (affective/aesthetic). Such integration underscores the 

idea that reading comprehension extends beyond decoding words—it 

requires active interaction between text, reader, and context. 

In classroom practice, fostering effective reading strategies in-

volves designing activities that stimulate both individual reflection and 

social interaction. Collaborative approaches such as literature circles, 

paired reading, or peer questioning have been widely recognized as 

beneficial. Literature circles, for example, allow learners to assume dif-

ferent roles—summarizer, connector, or questioner—encouraging 

them to engage with texts from multiple perspectives. Paired reading 

promotes scaffolding, where more proficient readers can model strate-

gies for their peers, while peer questioning supports the development 

of critical literacy by prompting learners to interrogate the text rather 

than passively consume it. These approaches align with Oxford’s (2001) 

framework of social strategies and Rosenblatt’s (2005) emphasis on the 

construction of shared meaning through dialogue. 

Research inspired by these theorists consistently shows that pro-

ficient readers are strategic readers. They do not rely on a single strat-

egy but employ a range of tactics across different phases of reading. Pre-

reading strategies include previewing titles, scanning headings, and 

generating guiding questions, all of which activate prior knowledge and 

set reading purposes. During-reading strategies involve continuous 

monitoring of comprehension, such as rereading difficult passages, 

clarifying unknown vocabulary, or making predictions. Post-reading 

strategies include summarizing, evaluating arguments, and reflecting 

on personal responses. This cyclical process reflects a metacognitive 

orientation, where learners actively regulate their comprehension and 

learning outcomes. 

Another critical insight from Cohen (1998) is the importance of 

strategy flexibility and transferability. Reading tasks vary widely in pur-

pose and genre, and no single approach can be universally effective. Ac-
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ademic articles may require close reading, highlighting, and note-tak-

ing, while online news or blog posts might only necessitate skimming 

for main ideas. More importantly, learners should be trained to transfer 

strategies across different contexts—exams, self-study, and real-world 

tasks such as reading manuals, websites, or professional documents. 

This transferability ensures that reading strategies are not confined to 

the classroom but become lifelong tools for learning and communica-

tion. 

A recurring challenge highlighted by Oxford, Rosenblatt, and Co-

hen is the individual variability in strategy preferences and effective-

ness. Learners bring diverse cognitive styles, affective dispositions, and 

cultural backgrounds into the classroom. For example, some may rely 

on visual aids like charts, concept maps, or diagrams, while others may 

prefer auditory reinforcement through oral rehearsal, discussion, or 

reading aloud. Teachers, therefore, cannot assume a one-size-fits-all 

model. Instead, they must assess learners’ strategy profiles, provide dif-

ferentiated instruction, and encourage experimentation so that each 

learner can discover the approaches that best suit their needs. 

In conclusion, reading strategies are not innate abilities but 

teachable, adaptable, and deeply influenced by both cognitive and affec-

tive dimensions. Drawing on Oxford (2001), Rosenblatt (2005), and Co-

hen (1998), educators are called to cultivate learners who are self-

aware, emotionally engaged, and strategically competent in their read-

ing practices. By integrating multiple strategies, promoting flexibility, 

and acknowledging individual differences, teachers can support stu-

dents in becoming independent and reflective readers capable of con-

structing meaning across diverse texts and contexts. Ultimately, the de-

velopment of strategic readers contributes not only to academic suc-

cess but also to lifelong literacy in an increasingly complex and infor-

mation-rich world. 
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A. Introduction to Basic Writing Concepts 

Writing skills, defined as the ability to organize and convey ideas 

in writing in a clear, structured form, and in accordance with language 

rules, play a crucial role in learning English as a foreign language. 

(Teaching English as a Foreign Language/TEFL). Writing not only 

strengthens mastery of grammar, vocabulary, and sentence structure, 

but also trains critical thinking skills, organizes ideas, and communi-

cates effectively to readers. For example, a student writing an essay 

about a personal experience can practice using new vocabulary while 

developing the ability to construct a logical argument. In a TEFL con-

text, writing allows learners to express themselves creatively and au-

thentically, while building comprehensive language competence. 

The writing process consists of several interrelated stages, 

namely: prewriting, drafting, revising, and editing. Pre-writing is the 

planning stage in which students identify the writing purpose, audi-

ence, and topic, and gather initial ideas. For example, before writing a 

formal letter, a student might jot down key points they want to convey 

to the recipient. Drafting is the process of putting ideas into rough drafts 

without overly focusing on perfection, such as writing the first draft of 

a short story about a vacation. Revising involves evaluating and refining 

the content, structure, and clarity of the writing; for example, changing 

the order of paragraphs to make them more logical. Finally, editing fo-

cuses on improving technical aspects such as grammar, spelling, and 

punctuation, such as correcting errors in the past tense in a narrative. 

Understanding these stages helps educators design systematic learning 

to support the gradual development of writing skills. 

Selecting a relevant topic and focusing ideas is a critical first step 

in the writing process. A relevant topic is one that aligns with students' 

interests, ability levels, and learning context, thereby increasing their 

motivation and engagement. For example, choosing a topic like "the in-

fluence of social media on adolescents" can be appealing to young learn-

ers because of its relevance to their lives. Educators should guide stu-

dents in narrowing the topic so it isn't too broad, for example, from "so-

cial media" to "the impact of Instagram on adolescent communication." 

This strategy helps students produce focused and in-depth writing. 
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To support the development of ideas in the early stages, tech-

niques such as brainstorming, mind mapping, and initial idea gathering 

can be used. Brainstorming is a technique for generating ideas freely 

without censorship or judgment, allowing students to record any ideas 

that arise. For example, when asked to write about a “favorite hobby,” a 

student might list words like “reading,” “cycling,” or “cooking” as initial 

ideas. Mind mapping is a visual technique for organizing ideas by con-

necting main concepts and subconcepts in a diagrammatic form; for ex-

ample, creating a mind map with “dream vacation” as the center, then 

branches such as “destinations,” “activities,” and “budget.” Initial idea 

generation can also be done through group discussions, interviews, or 

observations; for example, a student might interview a friend about 

their online learning experience to gather inspiration. By integrating 

these techniques, educators can create a learning environment that en-

courages creativity and helps students build a strong foundation for 

producing quality writing. 

 

B. Structure Paragraph 

A paragraph is a basic unit of writing consisting of a group of sen-

tences organized to convey one main idea in a complete and coherent 

manner. In the context of English writing, a paragraph has the main 

characteristics, namely unity, coherence, and adequate development. 

Unity means that all sentences in a paragraph support one main idea 

without straying off into other topics. Coherence refers to the logical 

flow between sentences connected by clear transitions, such as the use 

of conjunctions or transitional phrases. Adequate development indi-

cates that the paragraph provides sufficient explanation or evidence to 

support the main idea. For example, a paragraph about the benefits of 

reading books should focus solely on those benefits, with logically con-

nected sentences supported by details such as increased vocabulary or 

cultural insights. 

 

 

 

 



 

91 | Methodology of Teaching English as a Foreign Language 

Parts of a Paragraph 

Topic sentence is a sentence that states the main idea or topic of 

a paragraph. This sentence serves as a guide for the reader to under-

stand the paragraph's essence and is usually placed at the beginning of 

the paragraph, although in some cases it can be in the middle or end for 

rhetorical effect. An effective topic sentence should be clear, specific, 

and reflect the content of the paragraph without being too general or 

too narrow. For example, a topic sentence like "Learning English 

through songs can improve vocabulary mastery" is more effective than 

"Learning languages is fun" because it is more specific and focused. 

To write effective topic sentences, educators can guide students to 

1) identify the main idea they want to convey,  

2) use clear and interesting words, and  

3) ensure that the sentence can be supported by further information 

in the paragraph.  

For example, in a paragraph about the importance of exercise, a 

topic sentence such as "Regular exercise improves the physical and men-

tal health of adolescents" can guide the writing of a focused paragraph. 

Supporting sentences are sentences that develop or explain the 

topic sentence by providing details, examples, facts, or reasons. The 

main function of supporting sentences is to strengthen the main idea by 

providing relevant evidence or explanations, so that the paragraph be-

comes more convincing and informative. For example, in a paragraph 

with the topic sentence "Regular exercise improves the physical and men-

tal health of teenagers," supporting sentences could be: "Physical exer-

cise such as jogging can improve heart strength," or "Studies show that 

exercise helps reduce stress in teenagers." 

Ways to develop supporting sentences include 

1) using concrete examples, such as personal experiences or statistical 

data;  

2) providing logical explanations that are relevant to the topic sen-

tence; and  



 

Teaching Writing Skills In English | 92  

3) ensuring coherence by using transition words such as “for exam-

ple,” “besides,” or “therefore.” Educators can train students to de-

velop supporting sentences using techniques such as answering 

“why” or “how” questions related to the topic sentence, thus pro-

ducing paragraphs that are rich in information. 

Concluding sentence is a sentence that summarizes the main idea 

of a paragraph or provides a final affirmation to reinforce the message 

conveyed. This sentence serves to provide a sense of completion and 

helps the reader understand the importance of the idea discussed. An 

effective concluding sentence usually refers back to the topic sentence 

without simply repeating it, or provides implications of the idea already 

explained. For example, for a paragraph about the benefits of exercise, 

a concluding sentence such as "Thus, integrating exercise into daily rou-

tines can be the key to a healthy and happy life for teenagers" reinforces 

the main idea while setting a positive closing tone. 

To write a strong concluding sentence, educators can teach students to 

1) summarize the main points briefly,  

2) use phrases that provide a sense of completion, such as “thus” or 

“therefore,” and  

3) connect the paragraph’s ideas to the broader context when rele-

vant. For example, in a paragraph about learning a language 

through songs, a concluding sentence such as “Using songs in English 

learning is not only effective but also enjoyable for learners” can 

strengthen the paragraph’s message while also engaging the reader. 

 

C. Paragraph Development 

Paragraph development is the process of enriching the main idea 

with supporting information such as facts, quotations, and statistics to 

make the writing more convincing and informative. A fact is a statement 

that can be verified, for example,“English is the official language in over 

50 countries.” Quoting from a trusted source adds authority; for exam-

ple, quoting David Crystal who stated, “Writing is a key skill for global 

communication.” Statistics provide quantitative evidence, such as “A 

2023 study shows that 65% of learners improve their vocabulary through 
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regular writing practice.” To develop paragraphs effectively, educators 

can teach students to 

1) select relevant facts,  

2) integrate quotations with clear introductory sentences, and  

3) use statistics from credible sources by citing the references. For ex-

ample, in a paragraph about the benefits of journal writing, students 

can include statistics such as “Research indicates that writing a jour-

nal for 10 minutes daily improves critical thinking by 20%” to 

strengthen the argument. 

Peer editing is a revision process in which students evaluate the 

writing of peers to provide constructive feedback to improve the qual-

ity of paragraphs. This activity is important because it helps identify 

weaknesses, such as unclear ideas or grammatical errors, and fosters 

collaboration between students. For example, a peer might suggest clar-

ifying an ambiguous topic sentence or adding concrete examples to 

strengthen supporting sentences. To implement peer editing effec-

tively, educators can  

1) provide a checklist for evaluating content, organization, and gram-

mar;  

2) teach how to provide constructive feedback, such as “This sentence 

could be stronger with a specific example”; and  

3) create an atmosphere of mutual respect. For example, in a peer ed-

iting session, a student might point out that a classmate’s paragraph 

lacks transitions and suggest the use of phrases such as “in addition” 

to increase coherence. 

 

Types of Paragraphs 

1. Descriptive Paragraph 

A descriptive paragraph aims to describe an object, place, person, 

or situation in detail so that the reader can clearly visualize it. In English 

language learning, this paragraph helps students practice descriptive 

vocabulary, especially adjectives, and improve their ability to construct 
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vivid sentences. For example, describing "a beautiful beach" allows stu-

dents to use adjectives such as "sparkling” or “tranquil” to show his im-

agination. 

Descriptive paragraphs are organized with a topic sentence that 

introduces the subject, followed by supporting sentences that provide 

sensory details (sight, sound, etc.), and ends with a closing sentence 

that summarizes the impression. Adjectives such as“vibrant” or "se-

rene" add richness to the description, while prepositions such as “be-

side” or “across” describe spatial relationships. Example, 

The city park is a peaceful place to relax (Topic Sentence). Tall, lush 

trees line the pathways, providing shade under the scorching sun. Colorful 

flowers, such as red roses and yellow tulips, are neatly arranged beside 

the gushing fountain. The melodious chirping of birds echoes from the 

branches above (Supporting Sentences). With its serene atmosphere and 

stunning scenery, the park is a favorite spot for city dwellers (Concluding 

Sentence). 

2. Process Paragraph 

A process paragraph aims to explain the steps or sequence of a 

process clearly and systematically, such as how to make something or 

complete a task. In English language learning, this paragraph helps stu-

dents understand the structure of procedural texts and practice using 

transition words to indicate sequence. For example, writing about “how 

to create an effective presentation” helps students practice using tech-

nical vocabulary and arranging sentence structure. A process para-

graph is organized with a topic sentence that states the process, fol-

lowed by supporting sentences that detail the steps using transition 

words such as“first,” “next,” “then,” And “finally.” Example, 

Making a delicious cup of sweet tea requires a few simple steps 

(Topic Sentence). First, boil water until it reaches a rolling boil. Next, add 

one teaspoon of tea leaves to a cup. Then, pour the hot water into the cup 

and let it steep for three minutes. Finally, add one spoonful of sugar and 

stir until dissolved (Supporting Sentences). With these steps, a refreshing 

cup of sweet tea is ready to enjoy (Concluding Sentence). 
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3. Opinion Paragraph 

Opinion paragraphs aim to convey the author's views or argu-

ments on a topic. It is important to teach students to distinguish be-

tween facts and (verifiable information, e.g., “School starts at 7 a.m.”) 

from opinion (subjective views, e.g., “Morning classes are more effec-

tive”). For example, in a paragraph about online learning, facts such as 

“90% of schools used online platforms in 2020” must be distinguished 

from opinions such as “Online learning is less engaging.” 

An opinion paragraph is organized with a topic sentence that 

states an opinion, followed by supporting sentences that provide rea-

sons or evidence, and ending with a concluding sentence that confirms 

the opinion. Example, “Online learning should be complemented with 

face-to-face activities for optimal results” as a topic sentence, followed 

by reasons such as limited online social interaction. 

Transition words such as “because,” “therefore,” and “as a result” 

connecting opinions with arguments. For example, “Online learning is 

less effective because direct interaction with teachers is limited.” Modal 

expressions such as “should,” “could," or "must” are used to give sugges-

tions. Example, “Schools should integrate group activities to boost stu-

dent engagement.” Example paragraph: 

Online learning should include interactive activities to enhance en-

gagement (Topic Sentence). Students often feel isolated because they lack 

face-to-face interaction. Therefore, teachers could incorporate virtual 

group discussions to foster collaboration (Supporting Sentences). With in-

teractive activities, online learning can become more effective and ap-

pealing (Concluding Sentence).  

4. Comparison/Contrast Paragraph 

A comparison/contrast paragraph aims to compare the similari-

ties or differences between two subjects, helping students analyze top-

ics critically and practicing comparative vocabulary. For example, com-

paring online and face-to-face learning helps learners understand the 

strengths and weaknesses of each. 

This paragraph can be organized using the method point-by-

point (comparing aspects one by one) or block method (describing one 
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subject fully, then the other). The example of point-by-point is like com-

paring accessibility, interaction, and effectiveness of online and face-to-

face learning alternately. 

Conjunctions such as “similarly,” “in contrast,” “whereas,” dan 

“however” used. For example “Online learning is flexible, whereas face-

to-face learning offers direct interaction.” Students can write about ad-

vantages (e.g.,“Online learning allows studying at any time”) and defi-

ciencies (e.g., “Lack of social interaction can reduce motivation”). 

Paragraphs can identify problems, such as “Lack of motivation in 

online learning,” and offer solutions, such as “Holding weekly interactive 

sessions.”The first conditional conveys possibility, for example “If teach-

ers use interactive tools, students will be more engaged.”A two-para-

graph text can compare two subjects with a linking phrase. Example, 

Online learning offers flexibility because students can study at their 

own pace. However, it often lacks social interaction, which can affect mo-

tivation. In contrast, face-to-face learning provides direct interaction, fos-

tering collaboration. Nevertheless, it may be less accessible for students 

in remote areas. If schools combine both methods, they could maximize 

learning outcomes. 

 

D. Essay Structure 

An essay is a structured piece of writing that presents an argu-

ment or exploration of a particular topic in a coherent manner, usually 

reflecting the author's point of view or analysis. In the context of teach-

ing English as a foreign language (TEFL), essays are an important tool 

for learners to practice organizing ideas, using appropriate language, 

and developing critical thinking. The main characteristics of an essay in 

English include, 

(1) a clear focus on the main idea or argument,  

(2) a logical organization with an introduction, body, and conclusion,  

(3) coherence through effective transitions, and  
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(4) evidence-based support, such as facts or examples. For example, an 

essay on the theme“the benefits of learning English”will present argu-

ments supported by reasons such as global communication and career 

opportunities. 

Essay formatting ensures that the writing is easy to read and 

looks professional. Standard guidelines for writing essays in English in-

clude, 1-inch margins on all sides, double-spacing for clarity, use of an 

easy-to-read font such as Times New Roman or Arial size 12, centering 

the title at the top of the page, and indenting the first line of each para-

graph by 0.5 inches. In addition, the essay should include a header with 

the author's name, date, and subject information, as well as page num-

bers if necessary. For example, a well-formatted essay might have a title 

like “The Importance of Writing Skills” with a header in the upper left 

corner, “John Doe, June 5, 2021, English 101.” 

 

Parts of an Essay 

1. Introductory Paragraph 

The introductory paragraph aims to grab the reader's attention, 

provide background information, and convey the main argument or 

purpose of the essay. It sets the tone and prepares the reader for the 

discussion that follows.body paragraphs. 

Funnel introduction begins with a general statement and gradu-

ally narrows down to a specific topic, leading the reader logically to-

wards the thesis. Example, “Communication is essential in today’s glob-

alized world. Among various languages, English stands out as a univer-

sal tool for connection. Learning English enhances career opportunities 

and cultural understanding.” Attention-getting introduction Use engag-

ing elements, such as questions, quotes, or anecdotes, to immediately 

hook the reader. Example, “Have you ever wondered how one language 

can open doors to countless opportunities? English does exactly that by 

connecting people worldwide.” 

Thesis statement A thesis statement is a concise sentence that 

outlines the main argument or purpose of an essay, usually placed at 

the end of the introductory paragraph. A thesis statement should be 
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specific, debatable, and provide a roadmap for the essay. Example, 

“Learning English as a second language improves communication skills, 

boosts career prospects, and fosters cultural awareness.” Educators can 

guide students to create an effective thesis statement by ensuring that 

it answers the essay prompt directly, is clear and focused, and reflects 

the main points to be discussed. 

2. Paragraph Work 

Body paragraphsDevelop a thesis statement by presenting logi-

cally organized ideas, each focusing on one aspect of the argument. Each 

paragraph begins with a topic sentence, followed by supporting details 

such as examples, facts, or reasons. For example, in an essay about the 

benefits of learning English, one body paragraph might discuss commu-

nication skills, another about career opportunities, and a third about 

cultural understanding, ensuring a clear division of ideas. 

The thesis statement guides the logical division of ideas in body 

paragraphs. For example, the thesis “Learning English improves com-

munication skills, boosts career prospects, and fosters cultural aware-

ness” It naturally divides into three body paragraphs, each discussing a 

single benefit. This ensures the essay remains focused and each para-

graph supports the overall argument. 

Transition words and phrases, such as firstly, in addition, further-

more, or on the other hand, creating coherence between paragraphs. 

Example, “Firstly, learning English enhances communication skills by 

enabling clear expression in diverse settings. Furthermore, it opens up 

global career opportunities by meeting the demands of multinational 

companies.” 

3. Closing Paragraph 

The concluding paragraph aims to summarize the main points, 

reiterate the thesis, and leave a strong impression on the reader. It pro-

vides closure while emphasizing the importance of the essay's argu-

ment. An effective closing repeats in different words, summarizes the 

main points, and may include a call to action or broader implications. 

For example, in an essay about learning English, “In conclusion, master-

ing English enhances communication, expands career opportunities, 
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and deepens cultural understanding. By investing in English education, 

individuals can unlock a world of possibilities. ”To write a strong con-

clusion, educators can teach students to avoid introducing new ideas, 

use phrases such as in conclusion or ultimately to signal closure, and 

connect the argument to a broader context, such as global communica-

tion. Example, “Ultimately, English proficiency not only empowers indi-

viduals but also bridges cultures in an interconnected world.” 
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A. Introduction 

Listening skills play a central role in English as a Foreign Lan-

guage (EFL) learning, yet they often receive less attention compared to 

productive skills like speaking and writing. In fact, listening is the first 

skill that humans develop during first language acquisition and serves 

as a critical foundation for understanding and responding to linguistic 

input. Brown (2001) asserts that listening is an active process that in-

tegrates perception, interpretation, and prediction in understanding 

spoken messages. This view is reinforced by Nation and Newton 

(2009), who state that listening forms the basis for the development of 

speaking, reading, and writing skills. In the context of second or foreign 

language learning, listening is not a passive activity that relies solely on 

the ability to hear; rather, it is a complex activity involving simultane-

ous mental processing. Vandergrift and Goh (2012) emphasize that lis-

tening requires coordination between bottom-up processes (pro-

cessing sounds, words, and syntax) and top-down processes (activating 

background knowledge, predicting meaning, and making inferences). 

Unfortunately, in teaching practice, listening is often limited to answer-

ing multiple-choice questions after hearing an audio recording, without 

developing critical thinking strategies or deeper awareness of the lis-

tening process itself. 

Another common issue is the low listening proficiency among 

EFL learners, often caused by the lack of authentic teaching materials, 

limited exposure to spoken language, and insufficient training in listen-

ing strategies. Goh (2000) highlights that many students fail to under-

stand spoken texts because they do not know how to listen strategically. 

This is supported by findings from Ceylan (2025), who, through a meta-

analysis of over 50 recent studies, found that listening instruction that 

does not include training in cognitive and metacognitive strategies 

tends to be less effective in enhancing listening comprehension.  

Alongside technological advancements, the paradigm of listening 

instruction has also shifted. Research by Novianty et al. (2023) shows 

that using digital media such as podcasts can increase students' moti-

vation and listening comprehension due to their flexible and authentic 

nature. Similarly, Al-Rashidy (2023) asserts that web-based listening 



 

Teaching Listening To English As A Foreign Language | 102  

instruction provides access to varied language contexts and enriches 

learners’ listening experiences. Hence, there is an urgent need to recon-

sider listening instruction approaches to align more closely with the 

needs and characteristics of today’s learners. 

Based on this background, this chapter aims to provide a compre-

hensive understanding of teaching listening in English, starting from 

the nature of listening, relevant language acquisition theories, effective 

teaching strategies, to actual challenges and solutions in the field. Re-

ferring to expert theories and recent research findings, this chapter is 

expected to offer a relevant scholarly contribution for teachers, re-

searchers, and practitioners in English language education. 

 

B. The Nature of Listening 

Listening is a receptive skill that naturally develops before other 

skills in first language acquisition. In the context of foreign language 

learning, listening is not merely about hearing, it involves decoding 

sounds, recognizing words, and interpreting meaning within context. 

Richards and Schmidt (2010) explain that listening encompasses audi-

tory perception and semantic understanding that occurs in real time, 

making it one of the most complex cognitive processes in language 

learning.  

Theoretically, listening consists of two main processes: bottom-

up and top-down. Bottom-up processing involves recognizing sound 

features, phonemes, and syntactic structures, while top-down pro-

cessing relies on background knowledge, situational context, and pre-

dicting meaning based on prior experience (Field, 2008). The integra-

tion of these two processes allows for a more complete understanding 

of spoken messages. Vandergrift (2007) states that effective learners 

are those who can flexibly use both approaches depending on the lis-

tening context. 

However, in practice, many EFL learners face significant barriers 

in listening. Ghoneim (2013) identified three main factors contributing 

to listening difficulties: varied accents, the fast pace of native speakers, 

and limited vocabulary. These factors support the view that listening is 
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a skill that must be taught explicitly and cannot be assumed to develop 

automatically over time. Moreover, many students are still unaware of 

the importance of listening strategies, such as inferring meaning from 

context or taking notes on main ideas. 

Research by Al-Rashidy (2023) reinforces this argument by 

showing that students trained in strategy-based listening approaches 

exhibit more consistent improvements in comprehension than those 

who rely solely on natural ability. These findings suggest that listening 

must be treated as an active skill that involves systematic training, prac-

tice, and reflection—not just passive testing of hearing ability. 

 

C. The Role of Listening in Language Acquisition 

In language acquisition theory, listening holds a fundamental po-

sition as the primary source of linguistic input that enables learners to 

develop language competence. Krashen (1985), in his theory of Com-

prehensible Input, states that second language learners acquire lan-

guage most effectively when they are exposed to input that is slightly 

above their current level (i+1) and is understandable through context 

or additional cues. Listening becomes the main means of receiving this 

input because most natural communication is spoken and not always 

accompanied by text or visual aids. 

Rost (2002) strengthens this view by asserting that listening not 

only provides passive input but also helps learners form and test hy-

potheses about language structure and function. As students listen, they 

observe linguistic patterns, intonation, and discourse structures that 

they can later apply in speaking and writing. Therefore, listening acts as 

a bridge between receptive and productive language skills. 

In modern language education, various studies support the es-

sential role of listening in facilitating language acquisition. For example, 

Hsu (2024) found that EFL students who regularly engage in listening 

activities using authentic materials—such as interviews, podcasts, and 

news broadcasts, show significant improvement in vocabulary acquisi-

tion and reading skills. This indicates the presence of skill transfer from 

listening to other language domains, proving that listening does not 
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stand alone but is closely interconnected with other aspects of commu-

nicative competence. 

Furthermore, listening also enhances learners’ pragmatic compe-

tence—that is, the ability to understand implied meanings, social con-

text, and politeness strategies in conversation. Vandergrift and Goh 

(2012) emphasize that through listening to authentic texts, students 

learn to detect language nuances such as humor, sarcasm, or cultural 

expressions, which are not always directly taught in textbooks. This 

makes listening a rich medium for developing intercultural compe-

tence. 

In summary, listening is not merely a receptive skill—it is an in-

teractive process that allows learners to absorb high-quality input, pro-

cess it cognitively, and use it to reinforce their productive skills in Eng-

lish. This critical role demands that listening instruction no longer be 

treated as a supplementary activity, but as the core of an effective sec-

ond language learning strategy. 

 

D. Strategies and Approaches in Listening Instruction 

Effective listening instruction cannot rely solely on passive mate-

rial presentation. Modern approaches emphasize the importance of ex-

plicitly teaching listening strategies to equip students with the ability to 

actively and independently understand spoken input. Vandergrift and 

Goh (2012) classify listening strategies into three main categories: cog-

nitive, metacognitive, and socio-affective. Cognitive strategies include 

activities such as guessing, making inferences, and note-taking; meta-

cognitive strategies involve planning, monitoring, and evaluating the 

listening process; while socio-affective strategies involve collaboration 

and managing anxiety during listening. 

One proven effective approach in listening instruction is Strategy-

Based Instruction (SBI), which explicitly trains learners to choose and 

apply appropriate listening strategies based on goals and text types. Re-

search by Yaseen & Alahmed (2023) shows that EFL learners in Saudi 

Arabia who underwent listening strategy training demonstrated signif-

icant improvement in comprehending spoken texts and overcoming 
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challenges such as speech rate and unfamiliar vocabulary. This sup-

ports the idea that strategies are not innate abilities but can be learned 

and enhanced through proper pedagogical intervention. 

Additionally, modern listening pedagogy emphasizes the im-

portance of staged instruction, consisting of pre-listening, while-listen-

ing, and post-listening phases. According to Wilson (2008), these stages 

allow teachers to prepare context and focus for learners before listen-

ing, support them while processing the input, and provide reflection 

and reinforcement afterward. Strategies such as prediction tasks, note-

taking, and summarizing during these phases significantly enhance ac-

tive processing of spoken material. 

Recent research by Rahma & Anugerahwati (2023) also demon-

strates that students trained in metacognitive strategies, such as plan-

ning listening goals, monitoring understanding during listening, and 

evaluating success afterward, perform better than those who receive no 

strategy training. These findings align with metacognitive awareness 

theory, which suggests that awareness of one’s own thinking processes 

improves learning effectiveness (Flavell, 1979; in Goh, 2000). 

Therefore, strategy-oriented and systematically structured lis-

tening instruction should become an essential part of the English lan-

guage curriculum. Teachers should not only provide listening materials 

but also train students in how to listen strategically, so that listening 

skills develop in a conscious, focused, and sustained manner. 

 

E. Media and Technology in Listening Instruction 

The development of digital technology has revolutionized the 

way listening is taught in English language learning. Previously, listen-

ing materials were limited to cassette tapes or CDs in textbooks, but 

now there are various media options available such as podcasts, 

YouTube videos, films, mobile applications, and AI-based platforms that 

expose learners to authentic, varied, and contextual spoken input. 

McDonough, Shaw, & Masuhara (2013) argue that selecting media for 
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listening instruction should consider learning objectives, student profi-

ciency levels, as well as the authenticity and relevance of materials to 

real-life situations. 

One particularly effective form of media is the podcast. Novianty 

et al. (2023) found that using podcasts in listening classes not only im-

proved students’ comprehension of spoken texts but also boosted their 

motivation and engagement. The advantages of podcasts lie in their 

flexible accessibility, students can listen anytime and anywhere, and 

their variety, allowing learners to choose content based on personal in-

terests. This aligns with the autonomous learning theory, which sug-

gests that technology grants learners greater control over their own 

learning experience (Benson, 2011). 

Besides podcasts, interactive videos have also gained popularity. 

Platforms such as TED-Ed, EnglishCentral, or interactive YouTube fea-

tures allow students to enable subtitles, replay specific sections, and an-

swer questions during or after viewing. According to Al-Rashidy 

(2023), the integration of web-based learning has had a positive impact 

on listening skills development, particularly because it provides access 

to authentic and diverse materials in various accents and speaking 

styles. 

Artificial intelligence (AI) is also being used in listening training 

through chatbots, virtual assistants, and adaptive learning applications 

that tailor material and difficulty levels to users’ performance. This sup-

ports the personalized learning approach, where the learning experi-

ence is customized to individual learner needs. Research by Sihite et al. 

(2024) suggests that integrating strategy-based technology can in-

crease students’ focus on listening objectives and accelerate the acqui-

sition of receptive skills. Nevertheless, the use of technology does not 

automatically guarantee successful learning outcomes. Pedagogical 

guidance is needed in selecting and using media effectively. Goh & Van-

dergrift (2012) remind us that technology should be seen as a support 

tool, not a teacher substitute, and must be integrated with appropriate 

learning strategies to produce optimal results. 
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In conclusion, media and technology are not just supplementary 

tools in listening instruction; they are integral components that can en-

rich the learning process when used thoughtfully and purposefully. 

Teachers must possess adequate digital literacy to pedagogically inte-

grate technology and ensure that its use supports the achievement of 

comprehensive listening learning goals. 

 

F. Evaluation and Assessment in Listening 

Assessing listening skills is a crucial aspect of language learning 

that often presents challenges in both design and implementation. Un-

like speaking or writing, which can be directly observed, listening is an 

internal process involving fast and complex mental operations. There-

fore, listening assessments must be designed with validity, reliability, 

and authenticity in mind to accurately reflect students’ actual listening 

abilities. 

Hughes (2003) distinguishes between two main types of listening 

assessment: those that measure global understanding and those that 

assess specific or selective comprehension. Global understanding tests 

evaluate how well students grasp the main ideas and communicative 

purpose of a text, while specific comprehension tests focus on details 

such as numbers, dates, or names mentioned in conversations or narra-

tives. Both types are important and should be balanced in teaching 

practice, as they reflect different dimensions of listening. 

Buck (2001) points out that in many cases, listening test items 

actually measure students’ ability to read questions or guess answers, 

rather than their true listening competence. To address this, test design 

must consider language complexity, text length, accent, and audio clar-

ity. While the use of authentic texts is encouraged, it must be accompa-

nied by scaffolding and adequate instructions so that students are not 

overwhelmed. 

In recent approaches, listening assessment is not only summative 

but also formative. Research by Hsu (2024) shows that integrating met-

acognitive reflection into listening assessment, such as through listen-

ing journals, think-aloud protocols, or self-assessment checklists, can 
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increase students’ awareness of their own listening strategies. When 

learners reflect on their process and difficulties, they become better at 

identifying weaknesses and planning effective solutions. In this way, as-

sessment becomes part of the learning process, not just a tool for meas-

uring outcomes. 

Furthermore, technology has also influenced how listening as-

sessments are conducted. Digital applications and platforms now offer 

various forms of listening exercises and auto-graded quizzes that pro-

vide instant feedback. However, it is important to ensure that tech-

based assessments remain aligned with pedagogical principles, and are 

not merely mechanical in nature. According to Anderson & Bachman 

(2009), effective listening assessment should evaluate both listening as 

comprehension and listening as acquisition, meaning that listening 

should be seen not just as understanding but also as a process of lan-

guage learning. 

In conclusion, good listening assessment requires more than 

simply giving multiple-choice or fill-in-the-blank tests. A holistic ap-

proach is needed, one that includes reflective strategies, authentic ma-

terials, integration of technology, and meaningful feedback. Teachers 

must ensure that listening assessments truly measure students’ abili-

ties and support their ongoing development. 

 

G. Challenges and Solutions in Listening Instruction 

Listening instruction is often perceived as a passive component 

of language learning, when in fact this skill carries its own complexity. 

In practice, both teachers and students face various challenges that hin-

der the effectiveness of listening instruction, ranging from a lack of au-

thentic materials, gaps in students’ learning strategies, to linguistic and 

affective barriers. One major challenge is the limited availability of au-

thentic and contextually appropriate listening materials. Many teachers 

still rely on rigid recordings from textbooks that fail to reflect the reality 

of everyday communication. According to Anderson and Lynch (1988), 

listening skills only develop when learners are exposed to a variety of 
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spoken texts with different accents, speech rates, and unscripted lan-

guage structures. Without exposure to such input, students will strug-

gle to apply their listening skills in real-world situations. 

Another challenge is students’ low awareness of effective learn-

ing strategies. Goh (2000) reveals that many students do not know how 

to listen actively and strategically, which makes them prone to losing 

focus and feeling frustrated when they don’t understand spoken texts. 

This problem is often worsened by their tendency to rely on direct 

translation or random guessing, instead of applying strategies such as 

prediction, inference, or comprehension monitoring. 

Linguistic difficulties also pose significant obstacles, especially at 

the beginner levels. Ghoneim (2013) notes that accent variation, rapid 

speech by native speakers, and unfamiliar vocabulary often cause stu-

dents to miss important information in spoken texts. This highlights the 

need for intensive training to gradually build students’ vocabulary and 

sound recognition skills. Solutions to these challenges require a com-

prehensive approach. Rahma & Anugerahwati (2023) demonstrate that 

explicit and sustained training in metacognitive strategies helps stu-

dents become more aware and intentional in their listening. Through 

such training, students learn to plan, monitor, and evaluate their listen-

ing processes independently. 

Furthermore, the strategy awareness approach is increasingly 

important. Sihite et al. (2024) emphasize that listening strategies 

should be taught from the beginning, and integrated into listening ac-

tivities in explicit and contextual ways. For example, before listening to 

a text, students can be encouraged to make predictions, and afterward, 

they can discuss the difficult parts and the strategies they used. It is also 

crucial to adopt learning models that allow space for reflection and ad-

justment. Vandergrift and Goh (2012) propose a metacognitive cycle 

that includes planning, execution, evaluation, and reflection. This model 

has proven effective in equipping students with a thorough understand-

ing of how they learn to listen. 

In summary, although teaching listening presents a number of 

challenges, strategy-based, technology-enhanced, and reflective ap-

proaches can address many of these barriers. The key to success lies in 
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teachers’ awareness to design adaptive, explicit, and process-oriented 

instruction—not merely focusing on outcomes. 

 

H. Best Practices in Listening Instruction 

Best practices in listening instruction reflect strategies and ap-

proaches that have been proven effective through both research and 

classroom experience. The main goal is to create learning that is au-

thentic, meaningful, and empowers students to become active and stra-

tegic listeners. Effective listening instruction is not solely dependent on 

materials or tools, but also on how the teacher builds strategy aware-

ness, provides appropriate support, and creates a learning environment 

that encourages exploration and reflection. 

One key best practice is the use of authentic materials, such as 

radio broadcasts, podcasts, short films, or real-life interviews that re-

flect natural spoken language in context. Anderson and Lynch (1988) 

argue that exposure to authentic content helps students understand the 

diversity of speaking styles, discourse structures, and informal lan-

guage use, features that are not always found in textbook texts. Authen-

tic materials also tend to be more emotionally engaging and personally 

relevant, thereby increasing learners’ motivation to listen more atten-

tively. 

Another highly recommended strategy is task-based listening in-

struction, which emphasizes meaningful activities that simulate real-

world tasks, such as taking notes from a voicemail, following directions, 

or summarizing a news report. Wilson (2008) explains that guided lis-

tening tasks designed with clear goals and instructions help students 

focus on key information and apply listening strategies gradually. 

The explicit integration of strategies into the learning process is 

also a very effective practice. Vandergrift and Goh (2012) suggest that 

teachers train students explicitly in strategies such as predicting, clari-

fying, and evaluating listening outcomes. With consistent practice, stu-

dents become more aware and confident in listening to various types of 
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texts. A study by Yaseen & Alahmed (2023) confirms that explicit strat-

egy training significantly improves EFL students' listening comprehen-

sion. 

Technology plays a crucial role in implementing best practices. 

Digital platforms like educational podcasts, interactive videos, and AI-

based apps such as Speechling or ELSA Speak allow students to practice 

listening flexibly and independently. Novianty et al. (2023) found that 

using podcasts in EFL classes enhances students’ understanding and 

engagement because of their authenticity and accessibility. Teachers 

can also take advantage of features like replay, variable playback speed, 

and subtitles as scaffolding tools to help students master spoken texts 

progressively. 

Moreover, reflection and self-evaluation are essential elements of 

best practice in listening instruction. For example, tools like listening 

diaries or self-assessment checklists encourage students to reflect on 

the strategies they used, identify difficult sections, and evaluate how 

they managed them. Rahma & Anugerahwati (2023) show that such re-

flective practices improve learners’ metacognitive awareness and lead 

to long-term improvements in their listening performance. 

Finally, collaborative listening activities, such as group discus-

sions or jigsaw listening, have also been shown to increase comprehen-

sion and motivation. Through peer interaction, students can comple-

ment each other’s understanding and learn new strategies in a support-

ive, non-threatening environment. By applying these best practices, lis-

tening instruction can move beyond simply playing audio in class to be-

come an interactive, reflective, and learner-centered experience. The 

teacher, as a facilitator, plays a key role in designing listening activities 

that are meaningful and aimed at developing real communicative com-

petence. 

 

I. Conclusion and Recommendations 

Listening is not a passive skill but an active, complex, and strate-

gic process that plays a fundamental role in language acquisition and 

development. Theories such as Krashen’s Input Hypothesis (1985) and 
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the concept of comprehensible input highlight listening as the primary 

pathway through which language is naturally acquired. This is sup-

ported by Nation and Newton (2009), who assert that listening forms 

the foundation for speaking, reading, and writing skills. Empirical find-

ings show that the effectiveness of listening instruction is strongly in-

fluenced by various factors, including the type of materials used, learn-

ing strategies applied, the integration of technology, and the nature of 

the assessments employed. Recent studies, such as those by Ceylan 

(2025), Yaseen & Alahmed (2023), and Rahma & Anugerahwati (2023), 

emphasize the importance of metacognitive strategy training, the use of 

authentic media, and reflective approaches in enhancing EFL learners’ 

listening comprehension. 

However, challenges remain. The limited availability of authentic 

listening resources, lack of strategy awareness among students, and lin-

guistic or affective barriers continue to hinder progress. Therefore, so-

lutions cannot be partial or instant, they require systemic, sustained, 

and learner-centered approaches. 

Based on the discussions and findings presented, the following 

recommendations are proposed to improve the quality of listening in-

struction in EFL contexts: 

1. Explicit Listening Strategy Training 

Teachers should design instruction that not only provides spoken input 

but also explicitly trains students to use strategies such as prediction, 

monitoring, and evaluation in a focused and intentional way. 

2. Use of Authentic Media and Technology 

Listening materials drawn from real life such as podcasts, educational 

YouTube videos, and AI-based learning apps should be integrated into 

instruction to provide relevant and contextual listening experiences. 

3. Reflective and Metacognitive Approaches 

Students should be guided to reflect on their listening experiences 

through journals, discussions, or self-assessments to enhance their 

awareness of cognitive processes and strategy use. 
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4. Authentic and Formative Assessment Design 

Listening assessments should go beyond measuring final outcomes and 

include formative assessment practices that encourage feedback and 

continuous improvement. 

5. Ongoing Professional Development for Teachers  

English teachers should receive continuous training in strategy-based 

and technology-integrated listening instruction to enable them to de-

sign adaptive and up-to-date learning experiences. 

By adopting an integrative and sustained approach, listening in-

struction will not only help students comprehend spoken English but 

also shape them into critical, independent, and communicative lan-

guage users. Well-developed listening skills will serve as a solid foun-

dation for learners' success in both communication and cross-skill lan-

guage learning.
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A. Introduction 

English speaking skills are a crucial component of second lan-

guage learning and often pose a challenge for learners. The ability to 

communicate orally is not only an indicator of effective language profi-

ciency but also an essential skill in the era of globalization (Brown & 

Lee, 2015). In the context of language learning, speaking skills play a 

central role as a means of expressing thoughts and ideas directly to the 

other person. 

Teaching speaking skills requires a comprehensive and system-

atic approach to ensure learners can develop optimal oral communica-

tion skills. Various studies have shown that mastery of speaking skills 

depends not only on linguistic knowledge but is also influenced by the 

learning environment, motivation, teaching strategies, and appropriate 

technological support (Harmer, 2015; Richards & Rodgers, 2014). 

Speaking skills play a crucial role in English language learning for 

several fundamental reasons. First, speaking is the most direct form of 

communication in everyday interactions. The ability to express 

thoughts verbally and clearly is key to success in various communica-

tion contexts (Thornbury, 2017). Second, speaking skills serve as a tan-

gible indicator of overall language proficiency. When learners are able 

to speak fluently and accurately, this demonstrates that they have inte-

grated various aspects of language, such as vocabulary, grammar, and 

pronunciation, into a unified whole (Nunan, 2018). 

The goals of teaching speaking skills include developing effective 

communication skills in various contexts, improving accuracy and flu-

ency, developing self-confidence, and preparing learners to use English 

in real-life situations (Hedge, 2014). Despite its important role, teaching 

speaking skills often faces challenges such as language anxiety, limited 

practice opportunities, heterogeneity of student abilities, and time con-

straints in formal learning (Masyi'ah, 2023; Ur, 2016). 
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B. Supportive Learning Environment 

The learning environment plays a crucial role in developing Eng-

lish speaking skills. A supportive environment can significantly im-

prove students' motivation, confidence, and performance in speaking 

activities (Kana & Hashim, 2023). Research shows that a positive and 

supportive classroom atmosphere can reduce language anxiety and en-

courage students' active participation in speaking activities. 

1. Project Based Learning 

Project-based learning (PBL) has proven to be an effective ap-

proach in developing students' speaking skills. Cahyana et al. (2022) 

found in their research at Abulyatama University that using project-

based learning methods can significantly improve students' speaking 

skills. This approach provides meaningful contexts for students to use 

English in situations that resemble real life. 

In project-based learning, students work on complex tasks that 

require planning, research, problem-solving, and presentation of re-

sults. Throughout the project process, students engage in various 

speaking activities such as group discussions, interviews, negotiations, 

and formal presentations (Stoller, 2016). The advantages of project-

based learning lie in providing clear and authentic communication ob-

jectives, its interdisciplinary nature, and its encouragement of student 

autonomy and student-centered learning. 

2. Cooperative Learning and Role Play 

Cooperative learning is a highly effective approach to developing 

students' speaking skills. In cooperative learning, students work in 

small groups to achieve a common goal, creating numerous opportuni-

ties for verbal interaction and negotiation of meaning. Ikhsan and Akh-

san (2022) demonstrated that role-playing, as a form of cooperative 

learning, can effectively improve junior high school students' speaking 

skills. 

Role-playing allows students to practice language in a simulated 

yet meaningful context. Students can take on the roles of characters in 

various situations, such as job interviews, restaurant transactions, or 
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business negotiations (Dornyei & Murphey, 2019). Through role-play-

ing, students not only practice language structures and vocabulary but 

also learn about pragmatic aspects of communication such as polite-

ness, turn-taking, and adjusting language register to suit the context. 

3. Creating a Supportive Classroom Atmosphere 

The classroom atmosphere significantly influences students' will-

ingness to participate in speaking activities. A supportive classroom en-

vironment is characterized by mutual respect, tolerance for mistakes, 

and a focus on communication rather than linguistic perfection (Dö-

rnyei & Ushioda, 2021). In such an environment, students feel safe to 

take risks and experiment with language without fear of embarrass-

ment. 

To create a supportive classroom atmosphere, educators can es-

tablish classroom norms that emphasize respect and mutual support, 

model a positive attitude toward mistakes, create "safe zones" for 

small-group speaking practice, integrate icebreaker activities, and pro-

vide balanced feedback (Hapon, 2023). Creating a supportive learning 

environment is a long-term investment that will yield significant results 

in developing students' speaking skills. 

 

C. Student Motivation and Effective Learning Strategies 

Motivation is a key factor influencing students' success in devel-

oping English speaking skills. Burhanuddin et al. (2023) revealed that 

intrinsic motivation can substantially improve students' speaking per-

formance. Motivated students tend to participate more actively in 

speaking activities, be more persistent in facing challenges, and be more 

open to feedback for improvement. 

1. Intrinsic vs Extrinsic Motivation 

In the context of language learning, motivation can be divided 

into intrinsic and extrinsic. Intrinsic motivation comes from within the 

student, such as a personal interest in the language and culture or en-

joyment of the learning process itself. Meanwhile, extrinsic motivation 
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comes from external factors such as grades, awards, or academic de-

mands (Deci & Ryan, 2015). 

Research shows that intrinsic motivation tends to be more sus-

tainable and has a more positive impact on long-term language learn-

ing. Students with strong intrinsic motivation will continue to strive to 

develop their speaking skills even without external pressure, enjoy the 

learning process more, and experience lower levels of anxiety (Gardner 

& Lambert, 2016). 

2. Building a Positive Attitude and Self-Confidence 

Students' attitudes toward English significantly influence their 

motivation and performance in speaking activities. Kana and Hashim 

(2023) found that by developing a positive attitude toward English 

learning, students felt more confident in participating in speaking activ-

ities. To build a positive attitude, educators can connect learning to stu-

dents' interests, create positive learning experiences, integrate cultural 

aspects, and address misconceptions about language learning. 

Self-confidence is a crucial component in developing speaking 

skills. To increase student confidence, educators can implement a step-

by-step approach to speaking activities, provide constructive feedback, 

create opportunities to celebrate success, teach strategies for coping 

with anxiety, and normalize mistakes as part of the learning process 

(Badian, 2023; Hasibuan et al., 2023). 

4. Effective Language Learning Strategies 

Appropriate language learning strategies play a crucial role in de-

veloping students' speaking skills. Nosheeen et al. (2020) found that 

strategies such as group discussions can significantly improve students' 

speaking skills. Group discussions provide opportunities for students to 

express ideas, negotiate meaning, and engage in meaningful communi-

cation with peers in a less intimidating environment. 

Feedback and peer assessment are also effective strategies for de-

veloping speaking skills. Sulhah and Oktaviana (2024) found that peer 

assessment can have a positive impact on improving EFL students' 

speaking performance. Feedback, both from educators and peers, helps 
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students identify strengths and areas for improvement in their speak-

ing skills. 

Game-based activities create a fun and less intimidating context 

for speaking practice, thereby reducing anxiety and increasing student 

motivation. Various types of games, such as role-playing, charades, or 

debates, can be integrated into speaking skills instruction (Ooi et al., 

2021). To maximize effectiveness, games should have clear learning ob-

jectives and be tailored to the students' ability levels. 

 

D. Utilization of Technology in Teaching Speaking 

Technological advancements have opened up new opportunities 

for teaching English speaking skills. Research shows that technologies 

such as mobile applications and digital platforms have proven effective 

in developing students' speaking skills, with results showing significant 

improvements in conversational mastery (Elsani et al., 2023; Athoillah, 

2022). 

1. Mobile-Based Applications (Mobile Assisted Language  

Learning) 

Mobile Assisted Language Learning (MALL) has become an in-

creasingly popular trend in teaching speaking skills. Athoillah (2022) 

demonstrated that the use of MALL is effective in teaching students' lis-

tening and speaking skills. Mobile-based applications offer flexibility 

and accessibility, allowing students to practice speaking anytime and 

anywhere. 

Speech recognition apps like ELSA Speak, studied by Elsani et al. 

(2023), allow students to practice pronunciation and receive instant 

feedback. Conversational apps with AI or chatbots also offer opportuni-

ties for interactive speaking practice, while language tandem apps facil-

itate connections between language learners and native speakers from 

around the world (Kukulska-Hulme & Lee, 2020). 

2. Digital Platforms and Social Media 

Digital platforms and social media offer a variety of opportunities 

for developing English speaking skills. Manogaran and Sulaiman (2022) 
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found that social media is effective in improving ESL learners' speaking 

skills. Platforms such as YouTube, Zoom, Microsoft Teams, and various 

social media platforms can be utilized to create interactive and collab-

orative learning environments. 

YouTube, as Badian (2023) has studied, can be a rich source of 

authentic language input and models of language use. Students can 

watch videos from a variety of genres to be exposed to different accents, 

dialects, and contexts of language use. Videoconferencing platforms en-

able synchronous interactions between students and educators, as well 

as between students and each other (Chapelle & Sauro, 2017). 

3. Video, Multimedia, and Interactive Technologies 

Video and multimedia are highly effective tools in teaching Eng-

lish speaking skills. Videos provide rich, contextual language input, 

combine verbal and non-verbal elements of communication, and ex-

pose students to a variety of accents, dialects, and communication situ-

ations (Motteram, 2018). 

Songs are also an effective tool for improving students' motiva-

tion and speaking skills. Hasibuan et al. (2023) emphasized that the use 

of English songs not only improves students' linguistic skills but also 

creates a more relaxed and enjoyable learning atmosphere. 

Interactive technologies such as virtual reality (VR), augmented 

reality (AR), and computer simulations offer exciting opportunities for 

developing speaking skills. These technologies can create immersive 

environments that simulate real-life communication situations, allow-

ing students to practice speaking skills in authentic yet controlled con-

texts (Reinders & Stockwell, 2019). 

 

E. Overcoming Challenges and Assessing Speaking Skills 

Developing English speaking skills often faces various challenges 

that can hinder students' progress. Understanding these challenges and 

developing strategies to overcome them is a crucial aspect of effective 

speaking instruction. 
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1. Speaking Anxiety and Lack of Practice 

Speaking anxiety is one of the main psychological barriers faced 

by many English language learners. Masyi'ah (2023) found that many 

students feel anxious and lack confidence when speaking in English. 

This anxiety can be caused by a fear of making mistakes, a lack of confi-

dence in their linguistic abilities, or previous negative experiences. 

The lack of opportunities to practice speaking in authentic con-

texts is also a significant challenge. In many non-English-speaking coun-

tries, opportunities to use English outside of the classroom are very lim-

ited. This results in students lacking exposure to real-life communica-

tion situations that can strengthen their speaking skills (Lightbown & 

Spada, 2021). 

2. Opportunities to Speak Outside the Classroom 

Providing opportunities for speaking practice outside of class is 

an important strategy for addressing challenges in developing speaking 

skills. Hapon (2023) emphasized that providing more opportunities for 

speaking practice outside of class can help overcome speaking anxiety 

and encourage students to practice more. 

Speaking clubs provide a safe and supportive environment where 

students can practice their speaking skills without the pressure of for-

mal evaluation. Additionally, language exchange programs, internships 

with international organizations, participation in English-speaking 

competitions, and the use of social media can also create opportunities 

for speaking practice outside of the classroom (Larsen-Freeman & An-

derson, 2016). 

3. Formative and Summative Assessment Methods 

Assessing speaking skills is a crucial component of effective Eng-

lish language teaching. Formative assessments are conducted through-

out the learning process and aim to provide feedback that can be used 

to improve learning. Examples of formative assessments include class-

room observations, group discussions, informal presentations, and self-

reflection (Brown & Abeywickrama, 2018). 
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Summative assessments are conducted at the end of a learning 

unit or specific period and aim to measure student achievement of es-

tablished learning objectives. Examples of summative assessments in-

clude oral exams, formal presentations, interviews, or graded role-

plays. The ideal approach is to integrate both types of assessment into 

a speaking skills teaching program (Fulcher, 2015). 

4. Assessment Rubric and Constructive Feedback 

Assessment rubrics are a very useful tool for assessing speaking 

skills because they provide clear and consistent criteria. A good rubric 

identifies the specific components of speaking skills to be assessed and 

describes the level of performance for each component. Commonly as-

sessed components include fluency, accuracy, vocabulary, pronuncia-

tion, intonation, and overall communicative ability (Luoma, 2014). 

Constructive feedback is a crucial component in assessing speak-

ing skills. Effective feedback not only identifies areas for improvement 

but also provides concrete guidance on how to make those improve-

ments. Feedback should be specific, balanced, timely, actionable, and 

delivered in a sensitive and supportive manner (Hattie & Timperley, 

2017). 

 

F. Case Study and Conclusion 

The implementation of speaking skills teaching strategies in var-

ious educational contexts has yielded numerous case studies that can 

serve as valuable references for educators. Through analysis of these 

implementations, we can identify effective approaches and factors that 

contribute to the successful development of students' English speaking 

skills. 

1. Implementation of Strategies in Various Educational Contexts 

At the elementary school level, approaches that emphasize game-

based learning and fun activities have proven effective. At the second-

ary school level, more structured yet interactive approaches can be im-

plemented, such as the role-playing method studied by Ikhsan and Akh-

san (2022). At the higher education level, approaches that are more 
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professionally and academically oriented can be implemented, such as 

project-based learning studied by Cahyana et al. (2022). 

In non-formal educational contexts such as language courses or 

training programs, a more flexible approach tailored to the specific 

needs of participants can be implemented, such as the speaking club 

studied by Hapon (2023). In distance learning or online learning con-

texts, strategies that utilize digital technology can be implemented, such 

as the use of the ELSA Speak application studied by Elsani et al. (2023). 

2. Synthesis of Effective Approaches and Recommendations 

A synthesis of the various approaches discussed suggests that ef-

fective teaching of speaking skills requires a balance between several 

key elements: a balance between a focus on accuracy and fluency, be-

tween explicit and implicit learning, between teacher-centered and stu-

dent-centered activities, between traditional and innovative ap-

proaches, and between a focus on speaking skills themselves and their 

integration with other language skills. 

Based on the findings and discussions in this chapter, some rec-

ommendations for English language educators include: creating a sup-

portive learning environment, developing students' intrinsic motiva-

tion, implementing various learning strategies, integrating technology 

effectively, addressing challenges proactively, implementing a compre-

hensive assessment system, and adapting approaches to the context. 

Although there has been much progress in our understanding of 

teaching English speaking skills, there are still several areas that re-

quire further research, such as the long-term impact of different ap-

proaches, the role of new technologies, teaching speaking skills in mul-

tilingual contexts, authentic assessment of speaking skills, and affective 

and identity factors in speaking skills development. 

Overall, teaching English speaking skills is a dynamic and evolv-

ing field. By adopting a comprehensive and responsive approach to stu-

dent needs, utilizing a variety of strategies and technologies, and con-

tinually reflecting on and refining their practice, educators can help stu-

dents develop speaking skills that will enable them to communicate ef-

fectively in a variety of academic, professional, and social contexts.
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Pronunciation refers to the way in which a word or a language is 

spoken. In the context of language learning, it encompasses both the 

production and perception of sounds. According to Celce-Murcia, 

Brinton, & Goodwin (2010), pronunciation involves the ability to 

produce and perceive the significant sounds of a language to 

communicate meaning effectively. 

 

Importance of Pronunciation in Language Learning 

Pronunciation is a crucial aspect of language competence, influ-

encing both intelligibility and comprehensibility in communication. Ac-

curate pronunciation ensures that learners can be understood by native 

and non-native speakers alike. Poor pronunciation can lead to misun-

derstandings, miscommunication, and reduced confidence in speaking. 

Effective pronunciation instruction enhances listening comprehension, 

fosters better speaking habits, and ultimately contributes to the overall 

fluency of learners. 

For example, the distinction between minimal pairs such as 

“ship” and “sheep” or “bat” and 

“pat” is essential for conveying 

meaning clearly in English. If 

learners mispronounce these 

words, it can cause confusion in 

communication. 

In addition, teaching 

pronunciation has implications 

beyond individual speech 

production. It encourages 

learners to become more 

attentive listeners, improves their awareness of prosodic features of 

speech, and helps in developing their own spoken fluency. 

This, in turn, contributes to overall communicative competence, 

one of the ultimate goals in language learning. Building on this goal, it is 

essential to explore the common pronunciation challenges that English 

as a foreign language (EFL) learners often face. 
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Common Issues Faced by EFL Learners 

Learners of English as a foreign language often encounter chal-

lenges in mastering pronunciation due to differences between their 

first language (L1) and English. These challenges include: 

 Difficulty in producing sounds that do not exist in the learners' na-

tive language (e.g., /θ/, /ð/, /æ/). 

English sounds like /θ/ (as in think) and /ð/ (as in this) do not 

exist in Indonesian. Indonesian learners often substitute these with /t/ 

and /d/ respectively. The English vowel /æ/ (as in cat) is also absent 

in Indonesian, where the closest vowel is usually /a/, leading to mis-

pronunciations. 

 Influence of L1 phonological rules leading to fossilized pronuncia-

tion errors. 

Indonesian phonotactics usually avoid consonant clusters at the 

beginning of words, so learners often insert a vowel sound to break up 

clusters. 

Street → pronounced as se-treet or su-treet 

Another example is the final consonants in Indonesian tend to be 

unreleased or devoiced, so learners may drop or weaken consonants in 

English words. 

Good → pronounced as gut with a soft final consonant 

 Problems with suprasegmental features such as stress, rhythm, and 

intonation. 

English stress patterns often differ from Indonesian, which has 

relatively even stress. This can lead to misplaced stress in English 

words, affecting intelligibility. 

Record (noun: RE-cord) pronounced as re-CORD (verb stress) 

 Limited exposure to authentic English speech and insufficient feed-

back in classroom settings. 

Indonesian vowels are generally pure and pronounced clearly, 

unlike English diphthongs, which can confuse English speakers learning 



 

127 | Methodology of Teaching English as a Foreign Language 

Indonesian. For example, English diphthong in say /seɪ/ is a pure vowel 

/e/ in Indonesian sayur (vegetable). Moreover, in many language class-

rooms, learners receive limited corrective feedback on their pronunci-

ation errors. This lack of timely and specific feedback can hinder their 

ability to notice and correct mistakes, leading to fossilized errors that 

become difficult to overcome. Without proper guidance, learners may 

not develop accurate self-monitoring skills or awareness of subtle 

sound differences. Additionally, large class sizes and teachers’ limited 

time can restrict opportunities for individualized pronunciation prac-

tice and feedback, further impacting learners’ progress. 

Other common challenges include negative transfer, where learn-

ers apply sound patterns from their native language to English, and psy-

chological barriers such as the fear of making mistakes. Overcoming 

these obstacles requires both teacher support and learner persistence. 

Effectively addressing these challenges calls for a solid understanding 

of phonology, which plays a vital role in guiding pronunciation instruc-

tion. 

 

Role of Phonology in Language Teaching 

Phonology, a branch of linguistics, examines the systems and pat-

terns of sounds in a language, focusing on how these sounds function to 

convey meaning in communication. It explores how sounds operate 

within specific linguistic systems and the rules that govern their 

organization and use. By understanding phonological principles, 

language teachers can more effectively identify learners’ pronunciation 

difficulties and provide systematic, targeted practice to address them. 

Integrating phonological awareness into classroom instruction enables 

students to recognize, monitor, and correct their pronunciation with 

greater accuracy. 

Moreover, phonological knowledge allows teachers to compare 

learners’ native sound systems with that of the target language, such as 

English. Through contrastive analysis, instructors can pinpoint specific 

areas of difficulty and develop more informed instructional strategies. 
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This approach is particularly valuable for identifying common pronun-

ciation challenges faced by learners of English as a Foreign Language 

(EFL). 

As an international language, English has a phonological system 

that differs significantly from that of Indonesian. One of the key compo-

nents of mastering English is the ability to pronounce words and sen-

tences accurately. Pronunciation not only influences spoken fluency but 

also affects the clarity and comprehensibility of oral communication. 

Many Indonesian learners struggle with pronunciation due to phono-

logical differences between the two languages, often leading to misun-

derstandings in conversation (Gilakjani, 2012). Therefore, pronuncia-

tion instruction should be considered a vital part of the English lan-

guage learning curriculum. Phonology-based instruction offers a struc-

tured framework that helps both teachers and students understand and 

apply the English sound system in practical and meaningful ways. 

Celce-Murcia, Brinton, and Goodwin (2010) define pronunciation 

as “the production and perception of the significant sounds of a partic-

ular language in order to achieve meaning in contexts of language use.” 

In essence, pronunciation involves the accurate articulation and inter-

pretation of meaningful sounds within communicative contexts. Yates 

(2002) further explains that pronunciation includes both segmental 

features (individual sounds) and suprasegmental features (such as 

stress, rhythm, and intonation). Therefore, pronunciation encompasses 

not only isolated phonemes but also broader prosodic elements that 

shape speech patterns and contribute to overall intelligibility. 

From these definitions, it can be concluded that effective pronun-

ciation involves mastering both segmental and suprasegmental fea-

tures. Developing accuracy in these areas is essential for ensuring that 

spoken communication is clear and meaningful for both native and non-

native speakers. To support effective pronunciation teaching and learn-

ing, it is important to explore the key components of English phonology 

that contribute to clear and intelligible speech. 

 

Components of English Phonology 
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In the process of learning English as a foreign language, under-

standing phonology is a crucial step in mastering speaking and listening 

skills effectively. Phonology not only covers the individual sounds in a 

language but also how these sounds function within a broader system 

to convey meaning. Unlike Indonesian, English has a more complex 

sound system and broader pronunciation variations, in both segmental 

and suprasegmental aspects. 

To fully understand the phonological system of English, it is im-

portant to break it down into two main components: the segmental 

component, which consists of vowels and consonants, and the supra-

segmental component, which includes stress, intonation, and rhythm. 

These two components complement each other and significantly con-

tribute to fluent spoken communication in English. By recognizing and 

mastering each component, English learners can improve their speak-

ing and listening comprehension while minimizing pronunciation er-

rors that often result from the influence of their native language. 

 

A. Segmental Components 

Segmental components in phonology consist of the individual 

sounds—vowels and consonants—that form the foundation of spoken 

language. Within the segmental category, vowels are a critical element 

and are further divided into monophthongs and diphthongs, which rep-

resent two distinct types of vowel phonemes in English. 

Monophthongs are segmental vowel sounds characterized by a 

single, steady articulatory position, producing a pure vowel sound 

throughout their duration (e.g., /iː/ in sheep). These vowels serve as 

core segmental units that combine with consonants to form syllables 

and words. Diphthongs, in contrast, are also individual vowel pho-

nemes; however, they feature a smooth transition from one vowel 

sound to another within a single syllable (e.g., /aɪ/ as in time). Although 

diphthongs consist of two vowel qualities, they function as a single seg-

mental unit within English phonology. 

Having established the importance of segmental components in 

speech, it is essential to examine the two main types of vowel pho-

nemes—monophthongs and diphthongs—which play a critical role in 
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English pronunciation and intelligibility. Understanding and mastering 

these vowel sounds enable learners to produce clearer speech and dis-

tinguish between words more effectively, thus enhancing overall com-

munication. To delve deeper, it is important to explore the nature of 

vowels as fundamental phonemes in English, focusing specifically on 

the two primary categories: monophthongs and diphthongs. 

1. Vowel Phonemes 

Vowels are sounds in speech that are made without notable 

blockage or restriction in the vocal tract, permitting the air to pass 

through smoothly. They function as the core of syllables and are cate-

gorized according to tongue height, tongue placement, and the shape or 

rounding of the lips. In American English, vowels are commonly divided 

into two types: monophthongs and diphthongs (Celce-Murcia et al., 

2010). English has more vowel sounds than Indonesian. There are short 

vowels, long vowels, and diphthongs (a combination of two vowels in 

one syllable). 

a. Monophthongs (Pure Vowels) 

Monophthongs, also known as pure vowels, are vowel sounds 

that maintain a single, unchanging sound quality throughout their du-

ration. Unlike diphthongs, which involve a glide from one vowel sound 

to another, monophthongs are produced with a steady tongue and lip 

position (Ladefoged & Johnson, 2015). In English, monophthongs form 

the foundation of the vowel system and are essential for distinguishing 

word meanings. For example, the difference between /ɪ/ in bit and /iː/ 

in beat can change the meaning of a word entirely. Mastery of 

monophthongs is therefore crucial for achieving accurate 

pronunciation and intelligible speech (Roach, 2009). 

Table 11. 1 Classification of English Monophthongs (Pure Vowels) 

IPA Example Word Description 

/iː/ fleece close front unrounded 

/ɪ/ kit near-close near-front unrounded 

/e/ dress close-mid front unrounded 
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/æ/ trap near-open front unrounded 

/ʌ/ strut open-mid back unrounded 

/ɑː/ palm open back unrounded 

/ɒ/ lot (BrE) open back rounded 

/ɔː/ thought open-mid back rounded 

/ʊ/ foot near-close near-back rounded 

/uː/ goose close back rounded 

/ɜː/ nurse mid-central, rhotic/non-rhotic 

/ə/ about schwa, mid-central, unstressed 

 

b. Diphthongs (Gliding Vowels) 

Diphthongs are vowel combinations within a single syllable 

where the tongue moves during articulation. In essence, they are intri-

cate vowel sounds that start with one vowel quality and smoothly tran-

sition to another within a single syllable.In American English, common 

diphthongs include /aɪ/ as in time, and /oʊ/ as in go. Though they in-

volve two articulatory positions, diphthongs function as a single vowel 

phoneme (Roach, 2009). 

Table 11. 2 Classification of English Diphthongs (Gliding Vowels) 

IPA Example Word Description 

/eɪ/ face as in say 

/aɪ/ price as in high 

/ɔɪ/ choice as in boy 

/aʊ/ mouth as in now 

/əʊ/ goat (BrE) as in go 

/ɪə/ near  centering diphthong 

/eə/ square  centering diphthong 
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/ʊə/ cure  centering diphthong 

 

Figure 11. 1 English Phonemic Chart Showing Monophthongs, 
Diphthongs, and Consonants 

Source: FoL English (2024) 

2. Consonant Phonemes 

Consonant phonemes are sounds in speech that are created when 

the airflow is either partially or fully blocked at specific locations within 

the vocal tract. This obstruction creates a wide variety of sound types, 

depending on how and where the constriction occurs. In contrast to 

vowel sounds, which are produced with a relatively open vocal tract 

and uninterrupted airflow, consonants involve varying degrees of con-

striction, ranging from slight narrowing to complete closure. Consonant 

phonemes play a crucial role in distinguishing meaning between words 

in English and many other languages. For example, the words bat and 

pat differ only in their initial consonant sounds: /b/ is a voiced bilabial 

plosive, while /p/ is its voiceless counterpart. This single phonemic dis-

tinction results in two entirely different lexical items. 

According to Roach (2009), consonant phonemes can be system-

atically analyzed and classified based on three key articulatory features, 

which help linguists and language learners describe and categorize 

them accurately: 

a. Place of articulation – This refers to the specific location in the 

mouth or vocal tract where the airflow is obstructed. Common 
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places of articulation in English include the lips (bilabial), the alve-

olar ridge (alveolar), and the back of the tongue against the soft pal-

ate (velar). 

b. Manner of articulation – This describes the nature of the obstruc-

tion and how the airstream is manipulated. For instance, sounds 

may be produced by stopping the airflow completely (plosives), 

forcing it through a narrow passage (fricatives), or allowing it to 

pass through the nose (nasals). 

c. Voicing – This feature indicates whether the vocal cords vibrate 

during the production of a sound. Consonants such as /b/, /d/, and 

/g/ are voiced, as the vocal cords vibrate, while their voiceless 

counterparts /p/, /t/, and /k/ are produced without vocal cord vi-

bration. 

These three dimensions—place, manner, and voicing—form the 

foundation of consonant classification in phonetics and are essential for 

understanding how speech sounds function both in isolation and within 

connected speech. Mastery of these concepts is particularly important 

in the fields of language teaching, speech therapy, and linguistic analy-

sis. 

3. Classification of Consonants 

Consonants in English are classified based on several articulatory 

features, with two of the most important being the place of articulation, 

which describes where the sound is produced, and the manner of artic-

ulation, which explains how the sound is produced. 

a. Place of Articulation 

The place of articulation refers to the location in the vocal tract 

where the airflow is constricted or blocked during the production of 

consonant sounds. This involves the interaction between two articula-

tors—typically an active articulator (like the tongue or lips) and a pas-

sive articulator (like the upper teeth or alveolar ridge). Understanding 

the place of articulation is fundamental for identifying and teaching 

English consonant phonemes effectively. 

Table 11. 3 English Consonants According to Place of Articulation 
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Place Articulators Example 
Sounds 

Sample 
Words 

Bilabial Both lips /p, b, m, w/ pat, bat, 
man 

Labio-
dental 

Lower lip + upper teeth /f, v/ fan, van 

Dental Tongue between teeth /θ, ð/ think, this 
Alveolar Tongue tip + alveolar 

ridge 
/t, d, s, z, n, l/ top, zip, no 

Postalve-
olar 

Tongue blade + area be-
hind alveolar 

/ʃ, ʒ, tʃ, dʒ/ shop, judge 

Palatal Front tongue + hard pal-
ate 

/j/ yes 

Velar Back tongue + soft palate /k, g, ŋ/ cat, go, sing 
Glottal At the vocal cords (glot-

tis) 
/h/ hat 

 

Figure 11. 2 The Human Vocal Tract Showing Places of Articulation 

Source: Pore Over the Pages (2016) 

b. Manner of articulation 

The manner of articulation describes how the speech organs in-

teract to obstruct or shape the airflow when producing consonant 

sounds. Each manner creates a distinct type of sound. Below are the six 

main manners of articulation: 
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1) Fricatives 

Fricatives are consonants produced by narrowing the space be-

tween two articulators, creating turbulent airflow as the air is forced 

through the constriction. This produces a hissing or buzzing sound. 

Common examples include /f/, /v/, /s/, /z/, /ʃ/ (as in shoe), and /ʒ/ (as 

in measure). Fricatives can also be voiceless (e.g., /f/, /s/, /θ/, /ʃ/) or 

voiced (e.g., /v/, /z/, /ð/, /ʒ/). 

Table 11. 4 Classification of English Fricative Consonants 

IPA Voicing Place of Articulation Example 

/f/ voiceless labiodental fine 

/v/ voiced labiodental vine 

/θ/ voiceless dental thin 

/ð/ voiced dental this 

/s/ voiceless alveolar sip 

/z/ voiced alveolar zip 

/ʃ/ voiceless postalveolar ship 

/ʒ/ voiced postalveolar measure 

/h/ voiceless glottal hat 

 

2) Plosives (Stops) 

Plosives, or stops, are speech sounds formed by fully stopping the 

airflow in the vocal tract and then quickly releasing it, resulting in a 

sharp burst of sound. Examples include /p/ and /b/ (produced at the 

lips), /t/ and /d/ (at the alveolar ridge), and /k/ and /g/ (at the soft 

palate or velum). These sounds are distinguished by whether they are 

voiceless (/p/, /t/, /k/) or voiced (/b/, /d/, /g/). 

Table 11. 5 Classification of English Plosive (Stop) Consonants 

IPA Voicing Place of Articulation Example 

/p/ voiceless bilabial pat 
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/b/ voiced bilabial bat 

/t/ voiceless alveolar top 

/d/ voiced alveolar dog 

/k/ voiceless velar cat 

/g/ voiced velar go 

 

3) Affricates 

Affricates are hybrid sounds that begin as plosives and end as 

fricatives. The airflow is first completely stopped, then released into a 

narrow constriction to produce friction. In American English, the pri-

mary affricates are /tʃ/ (as in church) and /dʒ/ (as in judge). Although 

they are composed of two parts, affricates function as single phonemes. 

Table 11. 6 Classification of English Affricate Consonants 

IPA Voicing Example Word 

/tʃ/ voiceless church 

/dʒ/ voiced judge 

 

4) Approximants 

Approximants are produced by articulators approaching each 

other but not close enough to cause turbulence (Ladefoged & Johnson, 

2020). They have vowel-like characteristics but function phonemically 

as consonants. In American English, the common approximants are /w/ 

(labio-velar, as in we) and /j/ (palatal, as in yes). These sounds are al-

ways voiced and often occur in syllable onsets. 

Table 11. 7 Classification of English Approximant Consonants 

IPA Example Word Description 

/w/ we labial-velar 

/j/ yes palatal 
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5) Lateral Approximant 

The lateral approximant /l/ is produced by blocking the central 

part of the oral cavity with the tongue while allowing the air to escape 

around the sides (Ladefoged & Johnson, 2020).  This gives /l/ a distinct 

"liquid" quality, as in the word light. In American English, /l/ may have 

different qualities depending on its position in a word, but it remains a 

single lateral segmental phoneme. 

Table 11. 8 English Lateral Approximant 

IPA  Example Word Description 

/l/  let alveolar lateral approximant 

 

6) Nasals 

Nasal sounds are created by lowering the velum so that air flows 

through the nasal cavity, while the passage through the mouth is 

blocked. English nasals include /m/ (bilabial), /n/ (alveolar), and /ŋ/ 

(velar, as in sing). These sounds are voiced and play a key role in both 

syllable structure and meaning distinctions. 

Table 11. 9 English Nasals and Summary of Manner of Articulation 

IPA Example Word Description 

/m/ man bilabial nasal 

/n/ net alveolar nasal 

/ŋ/ sing velar nasal 

Manner Description Examples 

Plosive Full closure & release /p/, /t/, /k/ 

Fricative Narrow opening, friction /f/, /s/, /ʃ/ 

Affricate Stop + fricative combo /tʃ/, /dʒ/ 

Nasal Air flows through nose /m/, /n/, /ŋ/ 

Approximant Articulators close, no friction /w/, /r/, /j/ 

Lateral Air flows around tongue sides /l/ 
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B. Suprasegmental Components 

While segmental components refer to the individual sounds of 

vowels and consonants, suprasegmental components (also called pro-

sodic features) are features that extend over multiple sound segments. 

They affect how speech is patterned and perceived at the syllable, word, 

and sentence levels. Suprasegmental features are crucial for natural, in-

telligible, and expressive speech and are especially important in English 

pronunciation and listening comprehension (Celce-Murcia et al., 2010; 

Roach, 2009). Suprasegmental components encompass several key fea-

tures that operate over groups of sounds rather than individual pho-

nemes, and to fully grasp their role in speech, it is important to examine 

their main elements: stress, intonation, rhythm (Wells J.C, 2008) and 

pitch. 

1. Stress 

Stress is the emphasis placed on a specific syllable within a word 

or on a particular word within a sentence. Stressed syllables are usually 

pronounced with greater loudness, length, and pitch compared to un-

stressed ones. 

Word Stress 

In polysyllabic words, one syllable is more prominent. For example: 

 ‘REcord (noun) vs. re‘CORD (verb) 

 PHOtograph vs. phoTOgrapher 

(Word stress in English is unpredictable, so it often must be learned 

word by word) 

2. Intonation 

Intonation refers to the variation of pitch across phrases or sen-

tences in spoken language. In English, intonation plays a vital role in 

conveying meaning that goes beyond the literal definitions of words. It 

encompasses the rise and fall in pitch and contributes significantly to 

how messages are interpreted by listeners. Intonation helps convey 

speaker intentions, emotional states, and sentence structure (Roach, 

2009; Ladefoged & Johnson, 2015). Several key communicative func-

tions of intonation in English include the following: 
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 Conveying emotion or attitude: Speakers use different intonation 

patterns to express emotions such as enthusiasm, doubt, anger, or 

sarcasm. A rising intonation can suggest uncertainty or surprise, 

whereas a falling intonation may express finality or seriousness 

(Brazil, 1997; Celce-Murcia, Brinton, & Goodwin, 2010). 

 Indicating question types: Intonation distinguishes among types of 

questions. Yes-no questions typically end with a rising pitch, while 

wh-questions usually end with a falling pitch, reflecting the differ-

ence in expected responses (Roach, 2009; Cruttenden, 1997). 

 Marking sentence boundaries: The intonational contour helps lis-

teners identify where one idea ends and another begins. For in-

stance, a falling tone often signals the end of a sentence, while a rise 

or level pitch may indicate continuation (Gussenhoven, 2004; 

Cruttenden, 1997). 

 Highlighting focus or contrast: Intonation is used to emphasize cer-

tain parts of a sentence, particularly to draw attention to new or 

contrastive information. This function is essential for managing in-

formation flow and listener attention (Ladd, 2008; Celce-Murcia et 

al., 2010). 

To better understand its functions, it is important to explore the 

main types of intonation patterns commonly found in English: 

 Falling intonation (↘): used in statements and wh-questions 

“I went to the market↘.” 

 Rising intonation (↗): used in yes/no questions 

 “Are you ready↗?” 

 Fall-rise (↘↗): often used for politeness, uncertainty, or contrast 

“I thought it was okay↘↗.” 

English is considered a stress-timed rather than a tone language, 

which means that meaning is not conveyed by individual tones on spe-

cific syllables (as in tonal languages like Mandarin), but rather through 

the overall pitch movement across a phrase or sentence. 
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3. Rhythm 

Rhythm in speech involves the timing, speed, and arrangement of 

stressed and unstressed syllables in spoken language. English is gener-

ally considered a stress-timed language, where stressed syllables usu-

ally appear at fairly regular intervals, no matter how many unstressed 

syllables come between them (Roach, 2009; Ladefoged & Johnson, 

2015). As a result, the duration between stressed beats remains ap-

proximately the same, even when the sentence becomes longer or more 

complex. 

For example: 

 “TAKE the DOg for a WALK.” 

 “TAKE the LITtle brown DOG for a NICE long WALK.” 

Although the second sentence contains more syllables, both may 

take approximately the same amount of time to say because the rhythm 

is regulated by the placement and timing of stressed syllables. This 

stress-timed rhythm strongly influences how native speakers produce 

connected speech and contributes to natural fluency. It gives rise to 

phonological processes such as reduction (e.g., “to” pronounced as 

/tə/), linking (e.g., “go on” pronounced as /goʊ‿ɒn/), and blending or 

assimilation (e.g., “did you” pronounced as /dɪdʒə/) (Celce-Murcia, 

Brinton, & Goodwin, 2010). These rhythmic features are essential for 

intelligibility and fluency but also present challenges for second lan-

guage learners, especially those whose first language is syllable-timed, 

such as Indonesian. 

4. Pitch 

Pitch is the perceived level of how high or low a speaker’s voice 

sounds, mainly influenced by the rate at which the vocal folds vibrate. 

When the vocal folds vibrate faster, the pitch is higher; when they vi-

brate slower, the pitch is lower. Although pitch is a fundamental com-

ponent of intonation, it also serves a range of independent linguistic and 

paralinguistic functions in spoken communication (Ladefoged & John-

son, 2015). 
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One key function of pitch is signaling emotion or attitude. Varia-

tions in pitch can indicate a speaker’s emotional state—such as excite-

ment, surprise, anger, or boredom—even without any change in word 

choice. For example, a sudden rise in pitch might signal enthusiasm or 

urgency, while a monotone delivery may suggest indifference or fatigue. 

Pitch also plays an important role in differentiating sentence 

types. In English, variations in pitch patterns help differentiate state-

ments, questions, commands, and exclamations. For instance, a rising 

pitch at the end of an utterance often marks yes/no questions (e.g., “Are 

you coming↗?”), whereas a falling pitch typically marks declarative 

statements or wh- questions (e.g., “Where are you going↘?”) (Roach, 

2009). 

Furthermore, pitch contributes to the organization of infor-

mation structure in discourse, particularly in marking the difference be-

tween new and given information. New or contrastive information is 

often delivered with a noticeable pitch prominence or change in pitch 

direction to draw the listener’s attention, while given or already-known 

information is spoken with reduced pitch variation (Cruttenden, 1997). 

This use of pitch aids in listener comprehension and supports the effi-

cient flow of communication. 

Unlike tonal languages, where pitch contours on individual sylla-

bles are used to distinguish lexical meanings between words (e.g., mā 

vs. má in mandarin), English is not a tonal language. Instead, pitch in 

English is primarily used at the sentence or discourse level to convey 

pragmatic meaning, speaker intention, and emotional nuance, rather 

than to differentiate the meanings of individual words (Gussenhoven, 

2004). 

5. The Role of Phonology in Effective Communication 

Phonology plays a critical role in ensuring effective spoken com-

munication. Even small pronunciation errors can cause communication 

breakdowns or lead to unintended and sometimes embarrassing mis-

understandings. For instance, mispronouncing the word beach as /bɪtʃ/ 

(instead of /biːtʃ/) can convey an entirely different—and inappropri-

ate—meaning. These mistakes not only affect the message but also the 

speaker's credibility and confidence. 
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Additionally, poor phonological skills can result in frequent mis-

understandings, especially in international or professional contexts, 

where clarity and precision are essential. In many cases, speakers with 

inaccurate stress, intonation, or vowel length may be misinterpreted or 

asked to repeat themselves, reducing the efficiency of communication. 

Through targeted phonological training—including listening 

practice, feedback on articulation, and rhythm and stress exercises—

learners can gradually reduce their pronunciation issues. Phonology 

provides a systematic framework to diagnose and remediate errors, 

making it an essential component of any communicative language 

teaching approach (Roach, 2009; Yule, 2020). 

 

C. Conclusion 

A clear understanding of phonology enables language teachers to 

address learners’ pronunciation challenges more effectively. By explic-

itly explaining the differences between similar sounds, teachers can 

help students overcome confusion and sharpen their phonemic aware-

ness, enhancing their ability to perceive and accurately produce target 

sounds. 

Effective pronunciation instruction often incorporates interac-

tive techniques such as pronunciation drills, shadowing exercises, and 

the use of the International Phonetic Alphabet (IPA). These methods 

make the relationships between sounds and symbols explicit, helping 

learners become more aware of how English sounds are articulated and 

how they differ from those in their native language. Most importantly, 

developing learners’ phonological skills—the ability to recognize and 

manipulate sound patterns—improves their capacity for self-monitor-

ing and correction, leading to more independent and confident pronun-

ciation. 

Indonesian learners of English face particular phonological chal-

lenges due to significant differences between the sound systems of Ba-

hasa Indonesia and English. For example, English phonemes like the 

dental fricatives /θ/ and /ð/ (as in think and this) and the near-open 

front vowel /æ/ (as in cat) do not exist in Indonesian. Consequently, 
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these sounds are often substituted with more familiar ones, such as /t/ 

for /θ/, /d/ for /ð/, and /e/ or /a/ for /æ/, which can cause misunder-

standings. 

Another important factor is L1 interference—the influence of a 

learner’s first language on English pronunciation. Bahasa Indonesia has 

a simpler phonemic inventory and does not differentiate between 

voiced and voiceless consonants at the ends of words, which may result 

in similar pronunciations for words like bad and bat. Additionally, fea-

tures common in English, such as aspiration in plosives and vowel re-

duction in unstressed syllables, are typically absent in Bahasa Indone-

sia, often leading to a noticeable foreign accent that can affect intelligi-

bility. 

Furthermore, many Indonesian learners struggle with supraseg-

mental features like intonation, stress, and rhythm, which are crucial 

for natural and effective communication. Difficulties in these areas can 

cause confusion in both understanding and producing spoken English, 

particularly in conversational settings. Overall, addressing these pho-

nological challenges through targeted instruction and awareness-rais-

ing can significantly improve Indonesian learners’ English pronuncia-

tion and communicative competence. 
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A. Introduction 

The development of information and communication technology 

(ICT) has brought about major transformations in various aspects of 

life, including in the field of education. In the context of English language 

learning, media and technology are no longer complementary, but 

essential needs to support relevant, interesting, and effective teaching 

and learning processes. Globalization has encouraged the use of English 

as a lingua franca in various professional, academic, and social fields, 

which ultimately increases the demands on the quality of learning. To 

meet this need, English teachers are required to be able to integrate 

media and technology effectively in their learning practices.  

The Industrial Revolution 4.0 era is marked by the integration of 

digital technology, artificial intelligence, and the internet of things (IoT) 

in human life, including in the education ecosystem (Kovaliuk & Kobets, 

2021). Thus, the traditional approach to teaching English is no longer 

adequate. Technology presents opportunities to create a more 

collaborative, interactive, and contextual learning environment. 

Through digital media such as learning videos, podcasts, AI-based 

learning applications, and online learning platforms, students can 

access learning resources that are broader, authentic, and tailored to 

individual needs (Ariyanti & Apoko, 2022; Corbeil & Corbeil, 2025; 

Sabrila & Apoko, 2022). 

In addition to pedagogical aspects, the use of media and 

technology is also closely related to digital literacy, that is an 

individual's ability to use technology to access, manage, and evaluate 

information. In the context of English language learning, digital literacy 

is a basic competency that is not only needed by students, but also by 

teachers. Teachers who have good digital literacy are able to design 

more meaningful and student-centered learning experiences (Dongxue 

& Nagappan, 2024). This is in line with the blended learning and flipped 

classroom approaches, which place students as active actors in the 

learning process. 

Furthermore, media and technology support the principles of 

communicative and authentic learning in English language teaching 

(ELT). For example, students can interact with native speakers through 

video conference platforms, use AI-based applications for speaking and 

pronunciation practice, or collaborate on cross-country digital projects. 



 

The Use Of Media And Technology In English Language Teaching | 146  

These activities reflect how technology significantly expands learning 

space and time (Chen, 2024). 

This chapter aims to comprehensively examine the role of media 

and technology in ELT in the modern era. The discussion will cover the 

types of relevant media and technology, how to integrate them in 

developing the four language skills, the challenges faced by teachers, 

and good practices that can be used as references. It is hoped that 

readers, especially teachers, lecturers, and education practitioners, can 

gain insight and inspiration in designing English learning that is more 

adaptive to the development of the times, and aligns with the needs of 

the digital generation. 

 

B. Discussion 

1. Definition and Classification of Media and Technology in ELT 

In the context of English as a Foreign Language (EFL) learning, 

media and technology play a central role in supporting the effectiveness 

of the teaching and learning process. In general, learning media is 

defined as any form of intermediary used to convey messages or 

information from teachers to students so that learning objectives are 

achieved optimally (Sudarsana et al., 2020). Meanwhile, educational 

technology refers to the systematic application of scientific knowledge 

about the learning and communication process to improve the quality 

of learning, including through the use of hardware and software 

(Kumar, 1996). 

In English teaching, the classification of media and technology can 

be divided into two major categories: (1) conventional media and (2) 

digital media. Conventional media includes non-electronic aids that 

have long been used in language classes, such as whiteboards, 

flashcards, posters, flannel boards, realia, and textbooks. These media 

are generally visual and kinesthetic, and are effective in building the 

basics of vocabulary and grammar contextually (Chidingozi & Eke, 

2025; Montes León, 2018). Although conventional media is simple, it is 

still relevant, especially in learning contexts where access to technology 

is limited. 
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On the other hand, digital media includes technology-based 

devices and applications such as computers, projectors, learning videos, 

Learning Management Systems (LMS), language learning applications 

(e.g. Duolingo, Quizlet, or Kahoot!), and speech or text recognition 

software. These technologies enable more interactive, multimodal, and 

flexible learning (Apoko et al., 2023). For example, the use of videos can 

improve understanding of cultural context and body language 

expressions in communication; while AI-based pronunciation 

applications can help students practice independently and get instant 

feedback. 

Furthermore, advances in artificial intelligence (AI) have ushered 

in a new generation of technologies in ELT, such as chatbots, speech 

recognition, and generative AI tools such as ChatGPT, which can be used 

for writing exercises, text-based discussions, or automated feedback on 

student writing. AI-based technologies not only expand access to 

personalized learning but also support adaptive learning that adapts to 

the abilities and pace of each student (Waluyo & Kusumastuti, 2024). 

However, it should be emphasized that the selection of media and 

technology must be in line with learning objectives, learner 

characteristics, and institutional context. Not all advanced technologies 

guarantee successful learning if not accompanied by appropriate 

pedagogical design. Therefore, teachers need to have conceptual 

knowledge and practical skills in combining conventional and digital 

media wisely. 

With an understanding of the variety and characteristics of these 

media, English teachers can design more creative, engaging, and 

meaningful learning experiences for students. The integration of media 

from conventional to digital is not merely replacing old tools with new 

ones, but rather creating pedagogical synergy between traditional 

approaches and technological innovations to maximize learning 

outcomes. 

2. Integration of Media and Technology in Language Skills 

Development 

English as a Foreign Language (EFL) teaching emphasizes the 

development of four core skills: listening, speaking, reading, and 

writing. With the advancement of digital technology and the availability 
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of various types of learning media, the development of these skills can 

be facilitated more effectively, contextually, and enjoyably. The 

integration of media and technology allows for a multimodal, student-

centered learning approach, and provides space for greater 

independent and collaborative practice (Robi’ah & Wijayanto, 2025). 

In a listening skill, technologies such as podcasts, authentic 

videos from YouTube, and international news recordings provide 

students with access to diverse and authentic audio materials. Not only 

do they improve understanding of accents and intonation, these 

resources also enrich cultural insights and the context of language use. 

Through interactive subtitles or transcripts, students can adjust their 

learning comprehension and satisfaction (Malakul & Park, 2023). 

Applications such as Lyrics Training also combine music and games as 

an effective way to improve listening skills interactively (Martinez et al., 

2023). 

For a speaking skill, technology media such as speech recognition 

software (e.g. Google Voice, ELSA Speak), as well as AI-based 

applications such as ChatGPT or TalkPal, allow students to practice 

independently with instant feedback. In addition, the use of video calls 

or virtual exchange platforms such as Zoom or G-Meets allows direct 

interaction with native speakers or peers from other countries, 

strengthening cross-cultural communication competencies (Yaqoob et 

al., 2025). Teachers can also record student presentations as material 

for reflection and evaluation.  

In terms of a reading skill, digital media offers unlimited access to 

authentic texts through e-books, online articles, blogs, and discussion 

forums. Technology allows the use of strategies such as text-to-speech, 

hyperlink glossaries, and annotated reading tools that facilitate 

contextual understanding of texts. Platforms such as Newsela or Ac-

tively Learn provide adaptive texts according to students' ability levels, 

encouraging more personalized learning (Haiken & Furman, 2022). 

Meanwhile, for a writing skill, technology offers many platforms 

for writing practice ranging from grammar applications such as 

Grammarly, Google Docs for collaborative work, to blogging platforms 

for publishing student writing. In addition, AI writing assistants such as 

ChatGPT can be used as stimulus ideas or as initial feedback tools and 

create ease although they need to be controlled by teachers so as not to 
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reduce students' critical thinking and academic processes (Imran & 

Almusharraf, 2023). Digital media also supports the process writing 

approach, where students can draft, get feedback, and revise their work 

continuously.  

The integration of media and technology in the development of 

the four language skills must remain based on pedagogical principles. 

Teachers need to select tools that are appropriate to learning needs, 

consider the student's context, and ensure a balance between the use of 

technology and human interaction. If implemented properly, media and 

technology not only enrich students' learning experiences but also 

strengthen their autonomy, motivation, and competitiveness in a global 

context. 

3. Challenges in Implementing Technology in English Classrooms 

Although the integration of technology in ELT offers many 

pedagogical benefits, its realization in the classroom is not without 

challenges. Teachers as the spearhead of learning implementation often 

face complex obstacles, ranging from limited infrastructure, lack of 

pedagogical training, to low digital literacy. Critically identifying these 

obstacles and seeking contextual solutions are important steps so that 

technology can be used effectively and sustainably in ELT. 

One of the main challenges is limited infrastructure. In many 

schools, especially in remote or less developed areas, access to digital 

devices, stable internet networks, and adequate electricity is still a 

serious problem. Teachers and students often share devices, use slow 
connections, or even have no access to technology at all (Haleem et al., 

2022). This condition hinders the optimal implementation of digital 

platforms, and limits students' opportunities to develop 21st century 

skills. 

In addition, from a pedagogical perspective, many teachers do not 

yet have a deep understanding of how to design technology-based 

learning effectively. Technology is often used as a presentation aid or 

video playback media, without a clear instructional strategy. In fact, the 

success of using technology does not only depend on the devices used, 

but also on the design of meaningful learning activities and encourage 

active student involvement (Salam et al., 2023). This shows the need for 

training oriented towards technological pedagogical content 
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knowledge (TPACK) so that teachers are able to integrate technology 

comprehensively into their teaching practices (Mishra & Koehler, 

2006). 

Digital literacy of teachers and students is also a challenge in 

itself. Not all teachers have the confidence and competence to use 

learning technology, especially new technologies such as AI 

applications, online collaborative media, or adaptive learning 

platforms. This lack of understanding can lead to resistance or a 

tendency to continue using conventional methods (Purmayanti, 2022). 

On the other hand, students who are classified as digital natives do not 

necessarily have critical and productive digital skills, so they still need 

proper guidance. 

To overcome these various obstacles, a number of strategic 

solutions can be implemented. First, improving educational technology 

infrastructure must be a priority for national and local education 

policies, including providing internet access, computer labs, and device 

loans for underprivileged students (Manyasa, 2022). Second, teachers 

need to be given ongoing training that is not only technical but also 

pedagogical, with a practice-based and collaborative approach. 

Professional development programs that are designed contextually and 

based on real needs will be more relevant and effective (Islam et al., 

2024). 

Third, strengthening digital literacy needs to be done through the 

integration of digital materials in the curriculum and providing 

exploratory space for teachers and students (Hays & Kammer, 2023). 

This includes an understanding of digital security, ethics in the use of 

technology, and the ability to evaluate online information. Schools can 

also build digital learning communities for teachers as a space for 

sharing and innovating teaching practices. 

Thus, obstacles in implementing technology should not be seen 

as absolute obstacles, but rather as challenges that can be overcome 

through a systemic and collaborative approach. When technology is 

used wisely and in a planned manner, it becomes a catalyst that 

significantly strengthens the quality of English learning. 

 

4. Good Practices of Using Media and Technology in English Class 
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The implementation of media and technology in ELT is 

increasingly showing promising results, especially when carried out in 

a planned, contextual, and innovative manner. In various parts of the 

world, including Indonesia, a number of good practices have been 

proven to increase students' motivation, participation, and language 

competence. This experience is an important reference for English 

teachers to adopt similar strategies according to their needs and 

available resources. 

One prominent example is the use of LMS such as Moodle or 

Google Classroom. Teachers can build structured online classes with 

features for sharing materials, interactive quizzes, discussion forums, 

and automatic assessments. A study by Apoko (2022) showed that LMS 

designed with a communicative approach can increase learning out-

comes, learning engagement, and student independence in learning 

English language. In many schools and universities in Indonesia, the use 

of LMS is combined with a blended learning approach to bridge online 

and offline learning. 

Another example is the integration of interactive mobile 

applications, such as Duolingo, Quizlet, and Kahoot!, which have been 

shown to encourage student engagement through gamification 

elements. Teachers use Quizlet to build digital card-based vocabulary 

exercises that are easily accessible via mobile phones. In a study by 

Mykytka (2023), Quizlet has helped  the learning of vocabulary to be 

enjoyable, fun and attractive as well as has increased students’ motiva-

tion and made them more active and autonomous in their learning. 

Kahoot! is often used to conduct formative assessments quickly and in 

real time, encouraging active involvement from all students. 

The use of educational social media, such as Instagram, TikTok, 

Facebook, and WhatsApp is also starting to be used wisely. Several 

teachers ask students to create mini educational content such as 

grammar tips, word of the day, or pronunciation challenges that are 

published on class social media. In addition to practicing writing and 

speaking skills, this strategy also strengthens digital literacy and 

presentation skills. Apoko and Waluyo (2025) noted that social media, 

if properly controlled, can be a powerful and interactive tool for facili-

tating authentic communication and improving engagement and aca-

demic performance. 
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At the higher education level, the use of generative AI such as 

ChatGPT is starting to be utilized to stimulate essay writing, 

argumentative discussions, and dialogue exercises. Lecturers can ask 

students to develop conversations based on certain themes, then revise 

the results with input from AI. Research by Song & Song (2023) found 

that the integration of AI in English learning can improve students' mo-

tivation and enhance profiency in various aspects of writing such as or-

ganization, coherence, grammar, and vocabulary.  

From the various good practices above, it can be concluded that 

the success of media and technology integration depends on teacher 

innovation, relevance to student needs, and support for the learning 

environment. English teachers need to develop sensitivity to local 

contexts while being open to global practices. Thus, media and 

technology are not only tools, but also a medium for strengthening the 

quality of meaningful, creative, and highly competitive English teaching. 

 

C. Conclusion 

The use of media and technology in English teaching is no longer 

a supplementary option, but an urgent necessity in today’s digital and 

globalized era. The rapid development of information and communica-

tion technologies has fundamentally changed the way learners access, 

process, and interact with knowledge. Consequently, English language 

teaching must not only adapt to these shifts but also proactively harness 

technology to enhance learning quality, accessibility, and relevance. 

This chapter has provided a comprehensive discussion on the im-

portance of technology utilization, the types of media available, the in-

tegration of technology in developing language skills, as well as the 

challenges and good practices observed in implementation. 

The success of technology integration in English language teach-

ing is influenced by several interrelated factors. Infrastructure readi-

ness—such as the availability of stable internet connections, adequate 

digital devices, and learning management systems—serves as the foun-

dation for effective implementation. Beyond that, teacher competence 

plays a central role; pedagogical knowledge must be combined with dig-

ital literacy and an understanding of how to meaningfully integrate 
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technology into language learning. Systemic support from educational 

institutions and policymakers also determines sustainability, as it pro-

vides the structural and financial resources needed for innovation to 

thrive. Without these conditions, technology use may remain superfi-

cial and fail to deliver its full potential. 

Considering the importance and challenges of media and technol-

ogy integration, several practical recommendations can be drawn. 

For teachers, continuous professional development is essential. This in-

volves not only training in digital tools but also participation in profes-

sional learning communities that encourage the sharing of best prac-

tices and collaborative problem-solving. For curriculum developers, 

technology must be embedded in flexible, communicative, and contex-

tual learning designs that promote authentic language use and intercul-

tural competence. For policymakers, affirmative and inclusive policies 

are needed to ensure equitable access to devices, digital platforms, and 

technical support, especially in remote or digitally disadvantaged areas. 

Such policies must also address issues of sustainability and scalability, 

ensuring that innovations are not limited to pilot projects but can be 

widely adopted across the education system. 

In conclusion, media and technology have the potential to become 

powerful drivers of transformation in English teaching, fostering 

more inclusive, creative, and adaptive learning environments that meet 

the challenges of the 21st century. However, this potential can only be 

realized through strong collaboration among teachers, curriculum de-

signers, policymakers, and institutions. When aligned with pedagogical 

goals and supported by systemic infrastructure, technology integration 

can help learners not only acquire language proficiency but also de-

velop digital competencies, critical thinking, and global awareness—

skills that are indispensable in an interconnected world. 
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A. Definition of ESP 

English for Specific Purposes (ESP) is a specialized branch of Eng-

lish language teaching that focuses on meeting the unique linguistic 

needs of learners in specific academic, professional, or occupational 

contexts. Unlike General English (GE), which aims at broad language 

competence, ESP narrows its focus to the skills and terminology neces-

sary for particular fields such as medicine, engineering, or business 

(Hutchinson & Waters, 1987). This approach ensures that language in-

struction is directly relevant to learners’ real-life communication needs. 

ESP has been defined as an approach to language teaching in 

which decisions about content and methodology are based on the learn-

er's reasons for learning (Hutchinson & Waters, 1987). Dudley-Evans 

and St John (1998) further explain that ESP is not a product but a meth-

odology that prioritizes learners’ needs and the contexts in which they 

will use the language. For instance, English for medical professionals 

emphasizes medical terminology, while English for engineers focuses 

on technical reports and presentations. 

1. Difference Between General English (GE) and ESP 

While General English (GE) aims to provide learners with a broad 

knowledge of grammar, vocabulary, and communicative competence 

applicable to everyday life, ESP is highly context-specific. GE lessons 

may include topics such as travel, hobbies, or social interactions, 

whereas ESP is oriented toward a professional or academic field 

(Basturkmen, 2010). Moreover, ESP courses are often shorter and more 

intensive, with the primary goal of equipping learners with language 

skills directly relevant to their work or study needs. 

2. Purpose-Oriented Language Learning 

The key distinguishing feature of ESP is its purpose-oriented na-

ture. Learners are not merely acquiring English for general communi-

cation but to carry out specific tasks related to their academic or pro-

fessional fields. According to Strevens (1988), ESP courses are designed 

with a clear focus on "why" the language is needed and "how" it will be 

used. For example, law students may focus on legal vocabulary and case 
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analysis, while aviation professionals concentrate on air traffic commu-

nication protocols. 

3. Importance of ESP 

ESP plays a crucial role in the globalized world, where English is 

often the medium of international business, research, and education. By 

focusing on learners’ immediate needs, ESP maximizes the efficiency of 

instruction and increases motivation (Anthony, 2018). Learners appre-

ciate that what they are studying is directly applicable to their future 

careers, which makes the learning experience more engaging and goal-

oriented. 

4. Meeting Learners’ Professional, Academic, or Occupational 

Needs 

ESP begins with a needs analysis, which identifies learners’ lan-

guage requirements, target situations, and communicative tasks 

(Basturkmen, 2010). For example, an ESP course for hospitality work-

ers may focus on customer service dialogues, while one for researchers 

may emphasize academic writing and presentation skills. This ensures 

that instruction is not only relevant but also equips learners with the 

competence to perform effectively in their chosen domains. 

5. Types of ESP: EAP and EOP 

ESP is generally classified into two main categories: English for 

Academic Purposes (EAP) and English for Occupational Purposes 

(EOP). EAP is concerned with developing skills needed for academic 

study, including essay writing, note-taking, and seminar participation 

(Jordan, 1997). In contrast, EOP prepares learners for workplace com-

munication, such as writing reports, negotiating contracts, or delivering 

technical presentations (Basturkmen, 2010). Both branches emphasize 

context-specific learning but cater to different professional or academic 

settings. 

6. Teaching English for Math 

Teaching English for Mathematics (E4M) is a specialized area 

within English for Specific Purposes (ESP) that focuses on equipping 

students with the language skills necessary to understand and apply 
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mathematical concepts in English. It goes beyond teaching vocabulary 

by integrating language structures, problem-solving expressions, and 

academic discourse used in mathematics classrooms, research, and 

professional settings. 

 

B. Definition of E4M 

E4M refers to teaching strategies that combine mathematics con-

tent with English language learning to ensure students can comprehend 

mathematical texts, solve word problems, and communicate solutions 

effectively. According to Basturkmen (2010), ESP, including E4M, is 

driven by learners’ specific goals—in this case, mastering mathematical 

English to excel in academic and professional domains. 

English is widely recognized as the global language of science and 

mathematics. Many international curricula, research publications, and 

standardized assessments—such as TIMSS, PISA, or SAT—are con-

ducted in English. By teaching mathematics through English, educators 

not only enhance students’ problem-solving skills but also prepare 

them to access global knowledge, pursue higher education abroad, and 

participate in scientific discourse (Anthony, 2018). 

1. Key Features of E4M 

E4M emphasizes three core aspects: 

 Mathematical Vocabulary: Understanding terms like equation, 

fraction, derivative, or variable. 

 Instructional Language: Interpreting phrases like find the sum of, 

calculate the area, or prove that. 

 Reasoning and Explanation: Expressing mathematical solutions 

clearly in spoken or written English. 

2. Teaching Approaches 

Effective teaching of E4M can use methods such as: 

 Content and Language Integrated Learning (CLIL): Teaching 

mathematical concepts and English language skills simultane-

ously. 
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 Task-Based Learning (TBL): Students solve real-world problems 

(e.g., calculating interest rates) using English. 

 Visual Support: Graphs, charts, and diagrams to reduce linguistic 

barriers and aid comprehension. 

3. Example of E4M Activity 

An example of an E4M classroom activity could involve a contex-

tualized problem: 

"A rectangle has a length of 12 cm and a width of 8 cm. Calculate its area 

and explain your answer in one sentence." 

A suitable response might be: "The area of the rectangle is 96 

square centimetres because area is calculated by multiplying length and 

width (12 × 8 = 96)." This type of task requires students to perform 

mathematical calculations and communicate their reasoning clearly in 

English, fulfilling the dual goals of content and language learning. 

Example 1: Vocabulary in Context 

Task: Match each mathematical term with its correct definition. 

 Equation 

 Perimeter 

 Fraction 

 Hypotenuse 

Definitions: 

A. A part of a whole, expressed as numerator/denominator. 

B. A statement showing equality between two expressions. 

C. The longest side of a right triangle. 

D. The total length around a two-dimensional shape. 

Answer Key: 

 Equation → B 

 Perimeter → D 

 Fraction → A 

 Hypotenuse → C 
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Example 2: Word Problem & Explanation 

Task: Read the problem and answer in a complete English sentence. 

"A rectangle has a length of 15 cm and a width of 10 cm. Calculate its area 

and explain your answer." 

Answer: 

"The area of the rectangle is 150 square centimeters because area is 

found by multiplying length by width (15 × 10 = 150)." 

Example 3: Explaining Mathematical Reasoning 

Task: Explain the process of solving this equation: 2x + 5 = 15 

Answer: 

"First, subtract 5 from both sides to get 2x = 10. Then, divide both sides by 

2 to find x = 5." 

 

Sample Lesson Plan (OBE-Based) 

Subject: English for Mathematics (E4M) 

Class Level: Senior High School / Vocational / ESP Program 

Duration: 2 × 45 minutes 

1. Learning Outcomes (OBE) 

By the end of the lesson, students will be able to: 

a. Identify mathematical vocabulary related to geometry (Cogni-

tive). 

b. Solve word problems using correct mathematical procedures 

(Psychomotor). 

c. Explain their solutions clearly in English using proper mathemat-

ical language (Affective & Communication). 

2. Learning Objectives 

 Students will recognize key vocabulary (e.g., area, perimeter, 

length, width). 

 Students will calculate the area and perimeter of simple shapes 

from English instructions. 
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 Students will present solutions verbally and in written form us-

ing correct sentence structures. 

4. Learning Materials 

 Vocabulary list (area, perimeter, rectangle, length, width, multi-

ply, calculate). 

 Word problem examples. 

 Worksheets and visual aids (shapes, diagrams). 

 

C. Teaching and Learning Activities 

1. Introduction (10 min) 

 Teacher asks: "What words do you use in English to describe 

shapes in mathematics?" 

 Brainstorm terms like length, width, area, perimeter, calculate. 

2. Core Activities (60 min) 

a. Vocabulary Building (15 min): 

Matching game: Students match mathematical terms with defi-

nitions and diagrams. 

b. Guided Practice (20 min): 

• Solve a problem together: "A rectangle has a length of 12 cm 

and a width of 8 cm. What is its area?" 

• Teacher models sentence: "The area is 96 square centime-

ters because 12 × 8 = 96." 

c. Collaborative Task (25 min): 

• Students work in pairs to solve 3–4 word problems and ex-

plain their solutions in English. 

• Example: "A triangle has a base of 10 cm and height of 6 cm. 

Find its area and explain your answer." 
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3. Closing (10 min) 

 Students summarize what they learned by completing sen-

tences: 

"Today I learned that the word 'perimeter' means …" 

 Teacher provides feedback and homework. 

4. Assessment 

 Formative: Observation of group work, participation in vocabu-

lary activities. 

 Summative: Written answers and oral explanations graded us-

ing a rubric for accuracy, clarity, and correct use of English. 

5. Homework / Extension 

 Create two-word problems about area and perimeter and solve 

them using complete English sentences. 

 Conclusion  

Teaching English for Mathematics (E4M) is an essential compo-

nent of English for Specific Purposes (ESP) that equips students with 

the language skills needed to understand and express mathematical 

concepts effectively. By integrating mathematical vocabulary, problem-

solving instructions, and reasoning language, E4M prepares learners to 

engage with academic texts, international assessments, and profes-

sional contexts where English is the medium of communication. It not 

only strengthens their mathematical proficiency but also develops their 

ability to communicate ideas clearly and confidently. 

Furthermore, E4M promotes purpose-oriented learning, ensur-

ing that language instruction is directly relevant to students' academic 

and career goals. Through approaches such as Content and Language 

Integrated Learning (CLIL) and Task-Based Learning (TBL), students 

gain both subject knowledge and communicative competence. As a re-

sult, E4M enhances learners’ readiness to succeed in a globalized edu-

cational environment and opens opportunities for future academic and 

professional advancement. 
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A. Introduction  

Over the past few decades, language education has undergone a 

profound transformation in both theory and practice. The traditional 

view of language learning as the mastery of grammatical structures and 

lexical knowledge has gradually been replaced by a more dynamic 

understanding of language as a tool for interaction, negotiation of 

meaning, and social engagement. This pedagogical shift reflects the 

increasing recognition that successful language learning is not solely 

measured by linguistic accuracy, but by one’s capacity to communicate 

appropriately, fluently, and meaningfully in diverse contexts. Within 

this evolution, Communicative Language Teaching (CLT) has emerged 

as one of the most influential and enduring paradigms in the field of 

English language education worldwide. 

The emergence of CLT can be traced to dissatisfaction with earlier 

methodologies—particularly the Grammar-Translation and 

Audiolingual methods—that dominated language classrooms 

throughout much of the twentieth century. The Grammar-Translation 

Method emphasized reading and writing through grammatical analysis 

and translation, while the Audiolingual Method prioritized oral practice 

through repetition and drilling. Although both approaches contributed 

to learners’ structural awareness, they often failed to foster the ability 

to use language for authentic communication. In contrast, CLT 

redefined the central goal of language teaching by placing 

communication at the core of learning, emphasizing that linguistic 

knowledge should serve the broader purpose of expressing meaning, 

performing social functions, and fostering interaction. 

From a theoretical standpoint, CLT views language as a socially 

situated system of meaning-making, rather than a set of abstract 

grammatical rules. This perspective was strongly influenced by Hymes’ 

(1972) concept of communicative competence, which extends beyond 

grammatical knowledge to include sociolinguistic, discourse, and 

strategic competence. Learners are therefore encouraged not only to 

construct grammatically correct utterances but also to employ them 

effectively and appropriately in context. In this way, language 
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proficiency becomes an integration of form, function, and use—

bridging linguistic accuracy with communicative fluency. 

The pedagogical principles of CLT are closely aligned with 

constructivist and humanistic theories of learning, which emphasize 

learner autonomy, experiential engagement, and the co-construction of 

knowledge through interaction. From this perspective, learning is 

viewed as an active process in which students build understanding 

through participation, collaboration, and reflection. Teachers, rather 

than serving as mere transmitters of knowledge, act as facilitators, 

guides, and co-communicators who nurture learners’ confidence and 

communicative competence. Consequently, the classroom becomes a 

social learning environment that mirrors real-life communication, 

where language is both the medium and the goal of learning. 

In the Indonesian context, the relevance of CLT is particularly 

significant. As English is positioned as a foreign language (EFL), 

learners’ opportunities to use English in authentic settings outside the 

classroom remain limited. Hence, it becomes imperative for educators 

to create instructional environments that simulate real-world 

communication and meaningful interaction. The communicative 

approach aligns naturally with Indonesia’s educational reforms—

especially the Kurikulum Merdeka (Independent Curriculum)—which 

advocates for learner-centered, competency-based, and contextualized 

instruction. The curriculum’s emphasis on critical thinking, creativity, 

collaboration, and communication resonates deeply with the core 

tenets of CLT, reinforcing its relevance in preparing students for 

participation in a globalized, multilingual world. 

Nevertheless, the application of CLT in Indonesia is not without 

challenges. Contextual factors such as large class sizes, limited 

instructional time, examination-oriented assessment, and varying 

teacher preparedness often constrain its effective implementation. 

Furthermore, deeply rooted cultural expectations regarding teacher 

authority and learner passivity can conflict with CLT’s emphasis on 

interaction and autonomy. Despite these constraints, Indonesian 

educators have demonstrated remarkable creativity in localizing 

communicative pedagogy—integrating digital technology, culturally 
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relevant materials, and project-based learning to facilitate authentic 

communication and learner engagement. 

This chapter seeks to examine the principles, pedagogical 

practices, and contextual implications of Communicative Language 

Teaching, with a particular focus on its adaptation within the 

Indonesian EFL landscape. It aims to provide a comprehensive account 

of CLT’s theoretical underpinnings, core principles, classroom 

applications, and both its advantages and limitations. 

 

B. Theoretical Foundations  

1. Origins of Communicative Language Teaching 

The roots of Communicative Language Teaching (CLT) can be 

traced back to the early 1970s, a period marked by significant shifts in 

linguistic theory, educational philosophy, and social needs. 

Dissatisfaction with traditional methods such as the Grammar-

Translation Method and the Audiolingual Method—both of which 

emphasized structure, accuracy, and mechanical repetition—paved the 

way for a more functional and human-centered approach to language 

education. 

The most critical intellectual foundation for CLT emerged from 

Dell Hymes’ (1972) concept of communicative competence. Hymes 

challenged the prevailing notion of linguistic competence proposed by 

Noam Chomsky (1965), which viewed language primarily as a system 

of abstract rules. Instead, Hymes argued that knowing a language 

involves not only grammatical knowledge but also the ability to use 

language appropriately within specific social and cultural contexts. This 

idea revolutionized the field by emphasizing language as social action 

rather than mere linguistic form. 

Building upon Hymes’ theory, language educators began to 

recognize the importance of context, meaning, and interaction in 

second language acquisition. This reorientation drew heavily on 

insights from sociolinguistics, which explored how language varies 

according to social setting; pragmatics, which examined how meaning 

is shaped by speaker intention and context; and functional linguistics, 
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particularly Michael Halliday’s (1978) work on language as a system for 

meaning-making. Together, these disciplines positioned language not 

as a static code to be memorized, but as a dynamic, purposeful tool for 

communication. 

The emergence of CLT, therefore, represented a paradigm shift—

from teaching about the language to teaching learners how to use it. It 

focused on authentic communication, meaningful interaction, and the 

negotiation of meaning as central processes in language learning. By the 

late 1970s, this approach had gained strong international traction, 

influencing curriculum design, teacher training, and assessment models 

across the globe. 

2. Key Theorists and Influences 

The development and theoretical grounding of CLT were shaped 

by several key scholars whose ideas collectively transformed language 

education. Among the most influential are Dell Hymes, Michael 

Halliday, Canale and Swain, and William Littlewood. 

Dell Hymes (1972) provided the foundational concept of 

communicative competence, redefining language proficiency as the 

ability to use linguistic knowledge appropriately in social contexts. His 

theory highlighted the sociocultural dimension of communication and 

underscored the interdependence between language and society. 

Michael Halliday (1978) further advanced this perspective 

through his theory of Systemic Functional Linguistics (SFL), which 

views language as a resource for making meaning rather than as a set 

of grammatical rules. Halliday proposed that every act of 

communication serves specific functions—ideational, interpersonal, 

and textual—each reflecting how language constructs experience, 

enacts relationships, and organizes discourse. His work inspired 

educators to design classroom tasks that focus on functional 

communication rather than isolated grammatical forms. 

The model of communicative competence was later refined by 

Michael Canale and Merrill Swain (1980), who identified four 

interrelated components: 
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1)  Grammatical competence – knowledge of linguistic rules and 

structures; 

2)  Sociolinguistic competence – understanding of how language use 

varies across contexts; 

3)  Discourse competence – ability to produce coherent and cohesive 

discourse; and 

4)  Strategic competence – ability to employ communication strategies 

to overcome breakdowns. 

This comprehensive framework offered a balanced view that 

valued both accuracy and fluency, positioning communication as the 

ultimate goal of language learning. 

Another major contributor, William Littlewood (1981, 2004), 

played a pivotal role in bridging theory and practice. He articulated how 

communicative principles could be operationalized in classroom 

settings, emphasizing learner participation, contextualized tasks, and 

functional language use. Littlewood’s practical orientation helped 

teachers transition from controlled, form-focused activities to 

interactive, meaning-oriented instruction. 

Together, these scholars provided the theoretical and 

pedagogical scaffolding for CLT—grounding it in linguistic theory, 

social context, and classroom methodology. 

3. Philosophical Underpinnings 

Beyond linguistic theory, CLT is deeply rooted in broader 

educational philosophies that view learning as an active, human-

centered process. Three major philosophical foundations underpin the 

communicative approach: constructivism, humanism, and learner 

autonomy. 

a. Constructivism 

From a constructivist perspective, learning occurs through active 

engagement and personal meaning-making. Influenced by thinkers 

such as Jean Piaget, Jerome Bruner, and Lev Vygotsky, constructivism 

posits that knowledge is not transmitted directly from teacher to 
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learner but is constructed through interaction, reflection, and 

experience. 

In the context of language learning, constructivism aligns with 

CLT’s focus on learning through communication rather than about 

communication. Learners build linguistic competence by engaging in 

authentic social interaction where they negotiate meaning, solve 

problems, and co-construct understanding. Teachers, in turn, act as 

facilitators who design environments that promote inquiry, 

collaboration, and discovery—allowing students to internalize 

language through meaningful use. 

b. Humanism 

The humanistic tradition, represented by scholars such as Carl 

Rogers (1969) and Abraham Maslow (1970), emphasizes the holistic 

development of the learner—cognitive, emotional, and social. 

Humanistic education values empathy, self-expression, and intrinsic 

motivation, fostering a supportive classroom environment where 

learners feel safe to take risks and express themselves. 

CLT embodies these principles by recognizing the learner as a 

whole person whose feelings, identity, and cultural background 

influence the learning process. Communicative activities often 

incorporate personal experiences, opinions, and creativity, helping 

learners find relevance and emotional connection in language use. This 

emotional engagement enhances motivation and deepens learning, 

making the classroom not merely a site of knowledge transmission but 

a community of shared meaning-making. 

c. Learner Autonomy 

A third philosophical strand within CLT is learner autonomy, 

which emphasizes the learner’s active responsibility in the learning 

process. Influenced by constructivist and humanistic thought, learner 

autonomy encourages students to make choices, reflect on their 

progress, and take ownership of their learning goals. 

In communicative classrooms, autonomy is nurtured through 

interactive and task-based learning, where learners plan, negotiate, and 

evaluate their performance collaboratively. Such practices not only 
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develop linguistic competence but also empower students to become 

lifelong learners capable of adapting to new communicative situations 

independently. 

d. Learning as Meaning-Making through Interaction 

At its core, CLT views learning as a process of meaning-making 

through interaction and negotiation. Language is acquired not through 

memorization of rules but through participation in communicative 

events where meaning is co-constructed. This view aligns with 

Vygotsky’s (1978) sociocultural theory, which posits that learning is 

mediated through social dialogue and collaboration. 

Through pair work, group discussions, and problem-solving 

activities, learners engage in the negotiation of meaning—a process 

that promotes deeper cognitive processing and contextualized 

understanding. Communication, therefore, becomes both the medium 

and the goal of learning. As learners interact, they internalize linguistic 

forms naturally, bridging the gap between theory and authentic use. 

 

C. Core Principles of CLT 

Communicative Language Teaching (CLT) is founded upon 

several core principles that collectively shape its philosophy, 

instructional design, and classroom practice. These principles 

distinguish CLT from traditional, form-based language teaching 

methods by emphasizing interaction, authenticity, and meaningful use 

of language. At its heart, CLT seeks to develop learners’ communicative 

competence—the ability not only to produce grammatically correct 

sentences but also to use language appropriately and effectively in real 

communicative situations. 

1. Focus on Communicative Competence 

The central goal of CLT is the development of communicative 

competence, a concept introduced by Dell Hymes (1972) and later 

elaborated by Canale and Swain (1980). This concept broadened the 

traditional notion of linguistic competence by integrating both the 

structural and functional dimensions of language use. In this 
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framework, communicative competence consists of four interrelated 

components: 

1)  Grammatical Competence – the knowledge of syntax, morphology, 

phonology, and vocabulary that enables learners to form accurate 

sentences. It represents the foundation of language knowledge but 

is viewed as a means to communication rather than an end in itself. 

2)  Sociolinguistic Competence – the ability to use language 

appropriately according to context, social roles, and cultural norms. 

Learners must understand how to adapt their language use to 

factors such as formality, politeness, and social distance. 

3)  Discourse Competence – the ability to organize ideas coherently 

and cohesively in both spoken and written forms. It involves 

understanding how meaning is created across sentences, 

paragraphs, and turns in conversation, thereby enabling effective 

participation in extended communication. 

4) Strategic Competence – the ability to employ strategies to 

overcome communication breakdowns, such as paraphrasing, 

using gestures, or asking for clarification. This competence allows 

learners to maintain fluency and sustain interaction even when 

linguistic resources are limited. 

These four dimensions highlight that successful communication 

requires more than grammatical accuracy; it involves the dynamic 

interplay of linguistic, social, cognitive, and strategic skills. In a CLT 

classroom, instruction therefore aims to balance accuracy with fluency 

and to provide learners with opportunities to practice using language 

for meaningful purposes rather than mere mechanical repetition. 

2. Meaningful Communication 

A defining characteristic of CLT is its emphasis on meaningful 

communication—the use of language to accomplish real-life purposes. 

Language is seen as a tool for expressing ideas, sharing experiences, 

negotiating meaning, and building relationships. This orientation 

contrasts with traditional methodologies, where language learning was 

confined to abstract grammar rules and controlled drills divorced from 

authentic contexts. 
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In a communicative classroom, activities are designed to simulate 

genuine interaction. Learners engage in situations that mirror the 

complexities of real communication—making requests, giving opinions, 

solving problems, or exchanging information. Such activities foster both 

linguistic and pragmatic competence, enabling students to interpret 

and produce language that is socially appropriate and contextually 

relevant. 

Meaningful communication also entails information exchange 

and negotiation of meaning. When learners encounter gaps in 

understanding, they are encouraged to clarify, reformulate, or expand 

their expressions, thereby deepening their linguistic awareness. This 

process of negotiation not only facilitates comprehension but also 

reinforces language acquisition, as learners internalize new forms 

through authentic use. 

By treating language as a social act rather than a linguistic code, 

CLT transforms the classroom into a communicative community where 

interaction becomes both the medium and the goal of learning. In this 

way, language learning mirrors the natural process by which 

communication skills develop in real life. 

3. Learner-Centeredness 

Another foundational principle of CLT is its learner-centered 

orientation, which redefines the roles of both teacher and student in the 

learning process. CLT acknowledges that learners are not passive 

recipients of knowledge but active participants who construct meaning 

through experience, collaboration, and reflection. This perspective 

aligns closely with constructivist and humanistic educational 

philosophies, which emphasize engagement, autonomy, and personal 

growth. 

In a learner-centered classroom, students are given greater 

responsibility and agency in their learning. They participate in decision-

making, select topics of interest, and collaborate in communicative 

tasks that require genuine interaction. The teacher’s role shifts from 

being the dominant source of information to that of a facilitator, guide, 

and co-communicator. Rather than dictating input, teachers design 
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meaningful tasks, monitor interaction, and provide feedback that 

supports learners’ communicative development. 

Collaboration and peer interaction lie at the heart of learner-

centered CLT. Through pair work, group discussions, debates, and 

projects, learners engage in authentic dialogue, exchange ideas, and co-

construct understanding. These collaborative experiences enhance not 

only language proficiency but also critical thinking, empathy, and 

intercultural awareness. 

Moreover, the affective dimension of learning is also central to 

CLT’s learner-centered approach. By creating a supportive and low-

anxiety environment, teachers encourage learners to take risks, express 

their ideas freely, and develop self-confidence in communication. This 

emotional engagement enhances motivation and promotes deeper, 

more sustainable learning outcomes. 

4. Task- and Context-Based Learning 

CLT operationalizes its communicative philosophy through task- 

and context-based learning, where tasks serve as the primary units of 

instruction. A “task” is defined as an activity in which learners use 

language to achieve a specific outcome that mirrors real-world 

communication—for example, planning a trip, conducting an interview, 

or solving a problem collaboratively. 

Task-based learning reflects the belief that language is best 

learned when it is used as a means to an end, not as an end in itself. In 

this approach, linguistic forms emerge naturally as learners attempt to 

express meaning and accomplish communicative goals. The focus is 

therefore on using language for purpose, rather than practicing 

language in isolation. 

Each task typically integrates multiple language skills—listening, 

speaking, reading, and writing—within a coherent communicative 

context. For instance, learners might read authentic materials to gather 

information, discuss their findings in groups, and then present their 

conclusions orally or in writing. Such integrated skill development 

mirrors the interconnected nature of communication in real life. 
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Contextualization is another crucial aspect of this principle. 

Language is always embedded in social and cultural contexts, and CLT 

emphasizes that learning should reflect this reality. Classroom 

materials and tasks are therefore grounded in authentic, relatable 

situations drawn from the learners’ environment. When instruction 

reflects learners’ real communicative needs and cultural realities, it 

fosters engagement, relevance, and long-term retention. 

Task- and context-based learning thus provides the practical 

framework through which the other principles of CLT—communicative 

competence, meaningful communication, and learner-centeredness—

are enacted. It enables learners to bridge the gap between classroom 

language and real-world communication, preparing them to use English 

flexibly and appropriately beyond the academic setting. 

 

D. CLT in Practice 

While Communicative Language Teaching (CLT) is grounded in 

robust theoretical and philosophical principles, its true significance is 

realized through classroom implementation. The practical dimension of 

CLT lies in how teachers design, deliver, and assess communicative 

experiences that enable learners to use English meaningfully. In 

practice, CLT transforms the classroom from a space of rote 

memorization into an environment of interaction, creativity, and 

collaboration, where communication itself becomes both the medium 

and the goal of learning. 

1. Classroom Techniques 

CLT advocates for classroom techniques that encourage 

authentic communication, active participation, and the integration of 

language skills. Instead of drilling isolated grammar structures, CLT 

promotes activities that require learners to use language purposefully 

to achieve specific communicative outcomes. Several widely used 

techniques in CLT classrooms include: 

a. Role Plays and Simulations: Learners assume specific roles or 

identities in imagined situations—such as a job interview, 

restaurant conversation, or doctor-patient interaction. These 
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activities help students practice functional language in realistic 

contexts, fostering confidence, spontaneity, and empathy. 

b. Information-Gap Activities: In these tasks, each learner possesses 

different pieces of information that must be shared or exchanged to 

complete a task. Because success depends on mutual 

understanding, these activities stimulate negotiation of meaning, 

clarification, and genuine interaction. 

c. Problem-Solving Tasks: Learners collaborate to resolve challenges 

or make decisions—such as planning a school event or proposing 

solutions to social issues. These tasks promote critical thinking, 

teamwork, and extended use of language for reasoning and 

persuasion. 

d. Interviews and Surveys: Students conduct interviews with 

classmates or members of the community to gather and report 

information. This technique not only develops questioning and 

listening skills but also strengthens learners’ sociolinguistic 

awareness and confidence in real-world communication. 

e. Group Discussions and Debates: Group-based discussions 

encourage learners to articulate opinions, compare perspectives, 

and build arguments. Such activities integrate fluency practice with 

pragmatic awareness, fostering interactional competence. 

f. Projects and Collaborative Work: Long-term projects—such as 

presentations, posters, or short videos—allow students to 

synthesize multiple skills, conduct research, and use language 

creatively. Projects cultivate learner autonomy and promote 

ownership of learning outcomes. 

Through these techniques, CLT turns the classroom into a social 

microcosm that mirrors real communicative life. Students are not only 

practicing language forms but also developing pragmatic and strategic 

competence necessary for authentic interaction. 

2. Role of Teacher and Learner 

A distinctive feature of CLT is the redefinition of traditional 

classroom roles. The teacher is no longer viewed as the sole authority 
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or transmitter of knowledge but rather as a facilitator, guide, and co-

communicator. The learner, in turn, becomes an active participant, 

problem-solver, and meaning-maker. 

 

The Teacher’s Role 

In CLT, teachers design communicative tasks, organize group 

interactions, and create an environment conducive to authentic 

language use. Their role involves: 

a.  Facilitating communication by providing opportunities for 

meaningful interaction. 

b.  Modeling and scaffolding language use through guided input and 

feedback. 

c.  Observing and supporting learners during activities rather than 

dominating classroom talk. 

d.  Encouraging learner autonomy by helping students take 

responsibility for their own progress. 

The teacher’s expertise is reflected not in how much they speak, 

but in how effectively they create communicative conditions for 

learners to speak, listen, and collaborate. 

 

The Learner’s Role 

Learners in a CLT classroom are expected to take an active role in 

their learning. They: 

a. Participate in pair and group work, engaging in authentic exchanges. 

b. Use language to express ideas, negotiate meaning, and solve 

problems. 

c. Reflect on their learning experiences and develop self-evaluation 

skills. 

d. View errors not as failures but as natural elements of 

communication and learning. 

This shift in classroom dynamics fosters learner independence, 

responsibility, and confidence. Students become agents of 
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communication, learning through interaction rather than passive 

observation. 

3. Instructional Materials 

The effectiveness of CLT depends largely on the authenticity and 

relevance of its learning materials. Instructional resources in a 

communicative classroom are selected or designed to reflect the 

language as it is actually used in social contexts. 

a. Authentic Texts: Materials such as news articles, advertisements, 

menus, podcasts, short videos, or social media posts expose 

learners to real-world English. These resources illustrate how 

language varies across purposes, audiences, and registers. 

b. Media and Technology: Multimedia tools—such as films, online 

platforms, and digital applications—provide interactive and 

multimodal input. They support listening and speaking practice 

while enhancing learner engagement. For example, learners may 

create digital stories, record podcasts, or participate in online 

discussions to simulate real communication. 

c. Task-Based Resources: Materials are designed around 

communicative tasks that integrate multiple skills. Rather than 

isolating grammar, vocabulary, or pronunciation, these resources 

embed form within functional use. For instance, a travel brochure 

task can develop reading comprehension, writing, and speaking 

simultaneously. 

Authentic materials help learners bridge the gap between 

classroom and real-world communication. They also cultivate cultural 

awareness, exposing students to diverse ways of expressing meaning 

across contexts. By interacting with genuine language input, learners 

internalize patterns of discourse, idiomatic expressions, and pragmatic 

nuances that textbooks alone cannot convey. 

4. Assessment 

Assessment in CLT reflects the same communicative philosophy 

that underpins teaching and learning. Instead of focusing solely on 

written tests and discrete grammar points, CLT promotes performance-
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based, formative, and communicative assessments that evaluate 

learners’ ability to use language effectively in real or simulated 

contexts. 

a. Performance-Based Assessment: Learners are assessed through 

tasks that mirror authentic communication, such as oral 

presentations, debates, interviews, and role plays. These tasks 

measure how well learners can integrate linguistic and pragmatic 

skills to convey meaning. 

b. Formative Assessment: Continuous assessment throughout the 

learning process allows teachers to provide feedback and guide 

improvement. Observations, peer feedback, reflective journals, and 

teacher-student conferences are essential tools in supporting 

learner growth. 

c. Communicative Assessment Tools: Portfolios, projects, and group 

performances allow students to demonstrate progress over time. 

Portfolios, for instance, may include samples of writing, recordings 

of speaking tasks, or reflections on learning experiences, giving a 

comprehensive picture of communicative competence. 

Such assessment practices align evaluation with the real goals of 

communication—fluency, coherence, appropriateness, and 

interaction—rather than narrow measures of grammatical correctness. 

By prioritizing process over product and performance over perfection, 

communicative assessment reinforces the learner-centered, holistic 

ethos of CLT. 

 

E. Advantages of CLT 

Communicative Language Teaching (CLT) has transformed the 

landscape of English language education by shifting the emphasis from 

rote learning and grammatical accuracy to meaningful communication 

and learner engagement. Its success lies not only in its theoretical 

strength but also in its pedagogical practicality, as it addresses both the 

cognitive and affective needs of learners. CLT promotes learning 

environments that mirror real-life communication, where students use 
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language to express meaning, interact with others, and solve problems 

collaboratively. 

1. Enhances Learner Motivation and Confidence 

One of the most significant advantages of CLT is its ability to 

motivate learners and build their confidence in using the target 

language. Unlike traditional approaches that prioritize memorization 

and error avoidance, CLT fosters a supportive atmosphere where 

communication takes precedence over perfection. Learners are 

encouraged to express themselves freely, take risks, and use language 

as a tool for meaning-making rather than as a rigid system of rules. 

Because CLT activities—such as role plays, discussions, and 

collaborative tasks—are interactive and personally relevant, they 

enhance intrinsic motivation. Students find purpose and enjoyment in 

communicating about topics that connect with their lives, experiences, 

and interests. This personal engagement stimulates a sense of 

ownership and self-efficacy in learning. 

Moreover, the communicative classroom values fluency and 

effort over flawless grammar, helping learners overcome the fear of 

making mistakes. As learners participate in authentic exchanges and 

receive constructive feedback, they gradually develop confidence in 

their ability to use English spontaneously. This growing self-assurance 

encourages continuous practice and sustains long-term language 

development. 

In essence, CLT transforms the classroom into a safe and 

empowering environment where students feel respected as 

communicators, thereby enhancing both motivation and confidence—

two psychological factors crucial to successful language acquisition. 

2. Promotes Fluency and Real-World Communication Skills 

CLT places strong emphasis on developing fluency and real-world 

communicative ability, positioning language learning within the 

context of authentic use. Learners are trained not merely to know about 

the language but to use it functionally—to convey information, express 

opinions, persuade, and collaborate effectively. 
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Through communicative tasks such as problem-solving, 

interviews, and simulations, students experience language as a living 

medium of interaction. These activities replicate real-life situations—

ordering food, asking for directions, negotiating agreements—enabling 

learners to practice practical and context-sensitive language use. Over 

time, this exposure leads to automaticity, or the ability to produce 

language smoothly without excessive focus on form. 

Furthermore, CLT equips learners with essential pragmatic and 

intercultural communication skills. They learn how to adjust tone, 

register, and politeness according to different audiences and situations, 

which is vital for effective communication in multicultural contexts. 

This skill is especially important in the 21st century, where English 

serves as a global lingua franca. 

By bridging the gap between classroom learning and real-world 

communication, CLT helps learners become competent, confident, and 

contextually aware language users capable of navigating academic, 

social, and professional interactions effectively. 

3. Integrates Language Skills Naturally 

A defining feature of CLT is its holistic integration of the four 

language skills—listening, speaking, reading, and writing—within 

meaningful communicative contexts. Traditional methods often 

isolated these skills, teaching grammar, pronunciation, and writing as 

separate components. In contrast, CLT recognizes that language use in 

real life requires multiple skills to operate simultaneously and 

interdependently. For example, a classroom project may involve 

reading authentic sources to gather information, discussing findings 

with peers, and presenting results orally or in written form. Such tasks 

reflect how language functions in everyday communication, where 

comprehension, production, and interaction are interconnected. 

This integrated-skill approach promotes balanced language 

development. Listening and reading provide input that enhances 

comprehension and vocabulary growth, while speaking and writing 

enable active production and language consolidation. The combination 

of receptive and productive skills ensures that learners can not only 

understand but also use English effectively across modes and contexts. 
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Moreover, integrating skills fosters deeper cognitive engagement. 

Learners process and apply knowledge dynamically rather than 

through rote memorization. This approach not only strengthens 

linguistic competence but also cultivates flexibility and adaptability—

qualities essential for communicative success in academic and 

professional settings. 

4. Encourages Critical Thinking and Collaboration 

CLT extends beyond linguistic competence to support broader 

educational goals such as critical thinking, creativity, and collaboration. 

Because communicative activities often involve authentic problems, 

debates, and decision-making tasks, learners must analyze information, 

evaluate perspectives, and articulate reasoned arguments in English. 

For instance, in group discussions or project-based learning, students 

negotiate meaning, defend viewpoints, and synthesize ideas 

collectively. Such activities naturally foster higher-order thinking skills 

as learners engage in comparing, hypothesizing, evaluating, and 

problem-solving. In this sense, CLT not only teaches students how to 

communicate but also how to think critically and creatively through 

language. 

Collaboration is another key outcome of communicative 

classrooms. CLT tasks typically involve pair work and group work, 

which require learners to listen actively, take turns, and build upon 

each other’s contributions. These interactions nurture interpersonal 

skills, empathy, and respect for diverse opinions—competencies that 

are essential for participation in democratic and multicultural societies. 

Furthermore, collaborative learning reduces learner anxiety and 

builds a sense of community. When students share responsibility for 

completing a task, they learn to value teamwork and collective 

achievement. Thus, CLT serves as a pedagogical model that integrates 

language learning with social and cognitive development, preparing 

learners to engage meaningfully in both local and global contexts. 

F. Challenges and Limitations 

Although Communicative Language Teaching (CLT) has been 

widely recognized as one of the most influential and effective 
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approaches in modern language education, its implementation in many 

EFL (English as a Foreign Language) contexts—particularly in 

developing countries such as Indonesia—remains complex and 

challenging. While the approach offers significant pedagogical 

advantages, several contextual, institutional, and cultural factors often 

hinder its optimal application. 

1. Contextual Constraints 

One of the most pressing challenges in implementing CLT is the 

contextual limitation of the teaching and learning environment. In 

many EFL settings, large class sizes, limited exposure to English outside 

the classroom, and examination-oriented educational systems 

significantly restrict opportunities for authentic communication. 

 

Large Class Sizes 

In overcrowded classrooms—often consisting of 30 to 50 

students or more—teachers find it difficult to facilitate meaningful 

interaction, monitor individual progress, or provide personalized 

feedback. Group discussions and pair work, which are central to CLT, 

become difficult to manage effectively when physical space, time, and 

classroom resources are limited. 

 

Limited Exposure to English 

For many learners in non-English-speaking countries, the 

classroom is the only setting where they use or hear English. Without 

sufficient exposure to authentic input, opportunities for practicing 

communication remain minimal. This lack of linguistic environment 

limits the natural development of fluency, pragmatic awareness, and 

intercultural competence—the very skills that CLT aims to promote. 

 

Examination-Oriented Systems 

Another contextual constraint is the dominance of test-driven 

education systems. National examinations often emphasize grammar 

accuracy, reading comprehension, and vocabulary recall, leaving little 

room for assessing communicative competence. As a result, teachers 

tend to prioritize test preparation over communicative activities, 
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leading to a mismatch between curriculum policy and classroom 

practice. 

These contextual barriers demonstrate that the successful 

implementation of CLT requires not only pedagogical innovation but 

also systemic educational reform, including smaller class ratios, 

improved exposure to authentic materials, and more communicative 

forms of assessment. 

2. Teacher Preparedness 

A second major challenge lies in the readiness and professional 

capacity of teachers to implement CLT principles effectively. Many 

teachers, particularly in EFL contexts, have been trained under 

traditional, teacher-centered pedagogies and may lack the theoretical 

understanding or practical experience needed to manage 

communicative classrooms. 

 

Lack of Training in Communicative Methodologies 

In many teacher education programs, the focus remains on 

linguistic theory and grammar instruction rather than on interactive 

teaching methodologies. As a result, teachers may feel uncertain about 

how to design communicative tasks, facilitate group activities, or assess 

communicative performance. This leads to superficial adoption of CLT, 

where teachers claim to use communicative methods but still rely 

heavily on lecture-based instruction and grammar translation. 

 

Classroom Management and Resource Challenges 

Implementing CLT also requires skills in classroom management, 

differentiation, and material adaptation—areas in which many teachers 

receive limited training. Without appropriate guidance or support, 

teachers may perceive communicative activities as time-consuming, 

chaotic, or incompatible with curricular demands. 

To address these issues, continuous professional development, 

mentoring, and peer collaboration are essential. Teachers need 

structured opportunities to observe, reflect, and experiment with 

communicative techniques in real classrooms, supported by 
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institutional leadership that values innovation and learner-centered 

pedagogy. 

3. Cultural Factors 

Cultural attitudes toward education and classroom interaction 

can also pose challenges to the implementation of CLT. In many Asian 

contexts, including Indonesia, deeply rooted educational traditions 

emphasize teacher authority, respect for hierarchy, and accuracy over 

fluency. These values often conflict with the learner-centered, 

interactive, and exploratory nature of communicative teaching. 

 

Learner Reticence 

Learner reticence refers to the hesitation or unwillingness of stu-

dents to participate actively in classroom interactions, particularly in 

settings that emphasize communication and collaboration. This phe-

nomenon is often observed among learners who have been shaped by 

traditional, teacher-centered educational systems, where students are 

expected to listen and absorb information rather than engage in dia-

logue. Such students may feel anxious about speaking up, afraid of mak-

ing mistakes, or worried about being judged by their peers. Addition-

ally, cultural norms that emphasize respect for authority can further 

discourage students from questioning or challenging their teachers, re-

inforcing their passive learning habits. 

In communicative or student-centered classrooms, however, 

such reticence poses a significant challenge. Since these learning envi-

ronments rely heavily on participation, discussion, and interactive 

tasks, hesitant learners may contribute less, reducing opportunities for 

authentic communication and language development. Teachers, there-

fore, must recognize and address this reluctance by creating a support-

ive atmosphere that values effort over perfection. Encouraging peer col-

laboration, providing positive feedback, and modeling open communi-

cation can gradually help students overcome their fear and build confi-

dence to express themselves more freely in class. 
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Teacher-Centered Traditions 

Similarly, many teachers—shaped by traditional educational 

paradigms—believe that effective teaching means maintaining control, 

providing explicit explanations, and correcting errors immediately. 

Such beliefs can conflict with CLT’s emphasis on learner autonomy, 

discovery learning, and tolerance for errors as part of the 

communication process. 

 

Cultural Adaptation of CLT 

However, these cultural constraints do not imply that CLT is 

incompatible with Asian or Indonesian contexts. Rather, they highlight 

the need for context-sensitive adaptation. Teachers can design 

communicative activities that respect local norms of politeness, 

collectivism, and classroom hierarchy while still promoting authentic 

interaction. Blending CLT principles with culturally appropriate 

teaching practices—sometimes referred to as “localized CLT”—can 

make the approach more sustainable and meaningful for learners and 

teachers alike. 

4. Evaluation Issues 

Assessment remains one of the most persistent challenges in 

implementing CLT. Because communicative competence is 

multidimensional—encompassing fluency, appropriateness, 

coherence, and strategy use—it is difficult to measure objectively using 

traditional testing formats. 

 

Limitations of Standardized Tests 

Conventional language assessments often focus on discrete 

linguistic items such as grammar, vocabulary, and reading 

comprehension. These tests fail to capture learners’ ability to negotiate 

meaning, manage interaction, or produce extended discourse—skills 

central to communicative proficiency. Consequently, teachers feel 

pressure to “teach to the test,” prioritizing accuracy over fluency. 
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Challenges of Performance-Based Assessment 

While performance-based tools such as oral presentations, role 

plays, and portfolios align better with CLT principles, they present 

practical challenges. Assessing such performances requires clear 

rubrics, time, and trained evaluators capable of judging qualitative 

aspects of communication. In large classes, it is often unrealistic for 

teachers to conduct individualized communicative assessments 

effectively. 

To address these difficulties, assessment systems must evolve to 

include holistic and formative approaches that emphasize 

communicative effectiveness rather than linguistic perfection. 

Incorporating peer assessment, self-reflection, and task-based 

evaluation can provide richer insights into learners’ communicative 

growth while reducing teacher workload.
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A. Definitions TBLT (Task-Based Language Teaching) 

1. General Definition 

Task-Based Language Teaching (TBLT)  

“Task-based language teaching (TBLT) is an approach based on 

the use of tasks as the core unit of planning and instruction in language 

teaching.”(Richards & Rodgers, 2014) 

Task-Based Language Teaching (TBLT) is an approach in lan-

guage teaching that uses real-world communicative tasks as the main 

basis for material preparation, lesson planning, and the implementation 

of the teaching-learning process. 

TBLT focuses on the use of language as a tool to complete a task, 

not just on explicitly learning the forms of the language. In this ap-

proach, students learn the language through active engagement in 

meaningful task completion, making the learning process more contex-

tual and natural. 

2. Definitions from the Figures 

a. Rod Ellis (2003), “TBLT is an approach to language teaching that 

involves learners in real communication, in order to carry out 

meaningful tasks, using the target language.”  

Meaning: Ellis emphasizes that language learning should be based 

on real communication. Tasks in TBLT encourage students to use 

the target language in authentic situations. 

b.  David Nunan (2004), “A task is a piece of classroom work which 

involves learners in comprehending, manipulating, producing or 

interacting in the target language while their attention is focused on 

meaning rather than form.” 

Meaning: According to Nunan, tasks are classroom activities that 

encourage students to use language actively to achieve meaning, 

not just to study grammar. 

c. Jane Willis (1996), “Tasks are activities where the target language 

is used by the learner for a communicative purpose in order to 

achieve an outcome.” 
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Meaning: Jane Willis emphasizes that tasks must have a real com-

municative purpose and a clear final outcome. 

d. Jack C. Richards & Theodore S. Rodgers (2014), “Task-based 

language teaching refers to an approach based on the use of tasks 

as the core unit of planning and instruction in language teaching.” 

Meaning: Richards and Rodgers emphasize that tasks in TBLT are 

not just aids, but the core of the entire planning and implementation 

of language teaching. 

3. Main Characteristics of TBLT Understanding 

Table 15. 1 Main Characteristics of TBLT Understanding 

Characteristic  Explanation 

Task-Based Students learn through tasks, not just 

structural exercises. 

Focus on Meaning  The main focus is on understanding and 

conveying meaning, not just grammar. 

Authentic Language 

Use 

Students use language for real purposes, 

similar to everyday life. 

Contextual and 

Functional 

Language is learned in the context of its actual 

use. 

Student-Centered TBLT demands active participation and 

learning responsibility from students. 

 

4. Comparison of TBLT with Traditional Approach 

Table 15. 2 Comparison of TBLT with Traditional Approach 

Aspect Traditional Approach TBLT 

Focus  Language Structure  Language Use 

Role of the 

Teacher  

 Dominant  Facilitator 

Activity   Structured exercise  Communicative task 

Skills  Usually separate 

(listening, speaking, 

etc.)  

Integrated into tasks 
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Assessment Grammar/vocabulary 

test Task  

performance 

assessment 
 

B. Main Characteristics of Task-Based Language Teaching (TBLT) 

1. Focus on Meaning Rather than Form 

“Tasks involve learners in comprehending, manipulating, producing or 

interacting in the target language while their attention is principally 

focused on meaning.”— Nunan (2004: 4) 

2. Task as Core Unit of Instruction 

“Task-based language teaching refers to an approach based on the use 

of tasks as the core unit of planning and instruction in language 

teaching.”— Richards & Rodgers (2014: 174) 

3. Authentic and Contextual Language Use 

“Tasks are activities where the target language is used by the learner 

for a communicative purpose (goal) in order to achieve an outcome.” 

— Willis (1996: 23) 

4. Process-Oriented Learning 

“Tasks provide a context for meaningful communication, and learners 

acquire language through the process of completing them.” 

— Ellis (2003: 9) 

5. Learner-Centered Instruction 

“TBLT fosters autonomy and collaborative learning by allowing 

learners to take responsibility for how they accomplish tasks.” 

— Littlewood (2007: 244) 

6. (Integrated Language Skills) 

“Tasks are designed to integrate language skills, reflecting how 

language is used in real communication.”— Nunan (2004: 2) 

7. Fluency dan Accuracy 

“Tasks promote fluency during performance and create opportunities 

for accuracy-focused feedback afterward.”— Skehan (1998: 126) 
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Table 15. 3 Summary of TBLT Characteristics 

No   Main Features of TBLT  Characters  Year 

1 Focus on meaning Nunan 2004 

2 Assignment as the core of learning  

 

Richards & 

Rodgers 

2014 

3 The use of authentic language Willis 1996 

4 The process of natural 

communication 

Ellis 2003 

5 Student-centered learning Littlewood 2007 

6 Integration of language skills Nunan 2004 

7 Combination of fluency and 

accuracy  

Skehan 1998 

 

C. Task Types In Task-Based Language Teaching 

1. Classification of Task Types according to Jane Willis (1996) 

Willis (1996) categorized tasks into six categories based on their com-

municative function: 

Table 15. 4 Classification of Task Types according to Jane Willis 

(1996) 

No Type of Task Explanation 

1 Listing Students make lists, such as lists of ideas, opin-

ions, or things related to a specific topic. 

example "List all the items you need for a picnic." 

2 Ordering and 

Sorting 

Students sort, group, or categorize information. 

example "Rank five tourist destinations from most 

to least popular." 

3 Comparing Students compare two or more objects/situations 

to find similarities and differences. 

example "Compare two hotels based on price, 

location, and facilities." 

4 Problem 

Solving 

Students solve problems using logic and team-

work. 

 example: "Plan a vacation with a limited budget." 
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5 Sharing 

Personal 

Experiences 

Students share personal experiences, opinions, or 

stories. 

 example: "Describe your most memorable trip." 

6 Creative Tasks 

/ Projects 

Students create something together, for example, 

making brochures, designing advertisements, or 

writing stories. 

example: "Create a travel brochure for your town." 

 

2. Classification of Task Types according to Rod Ellis (2003) 

Ellis (2003) classifying tasks into two major categories: 

a. Pedagogic Tasks 

Tasks specifically designed for language learning purposes do not al-

ways reflect the real world. Example: Describing sequential pictures, 

Completing a story  

b. Real-World (Target) Tasks 

Assignments that reflect real-world activities and allow students to use 

language appropriately outside the classroom. 

Example: Writing a hotel reservation email, Giving directions  

3. Classification of Task Types according to David Nunan (2004) 

Nunan (2004) distinguishes tasks based on their complexity: 

Table 15. 5 Classification of Task Types according to David Nunan 

(2004) 

Type Description 

Rehearsal Tasks Simulation of real-life situations, such as 

conducting a job interview. 

Activation Tasks Encouraging students to use the language they 

have mastered in meaningful contexts. 

Information-Gap 

Tasks 

Students share information with each other to 

complete tasks. 

Opinion-Gap 

Tasks 

Students share and discuss personal opinions. 

Reasoning-Gap 3. 

Tasks 

Students use logic to draw conclusions from the 

given data.  
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4. Example of Tasks Based on Categories 

Table 15. 6 Example of Tasks Based on Categories 

Category  Example Task 

Listing (Willis) List things to pack for a beach holiday 

Problem Solving (Willis) Plan a school field trip within a budget 

Real-World Task (Ellis) Book a hotel room via phone call 

Rehearsal Task (Nunan) Practice a job interview 

Information-Gap Describe a picture your partner can't see 

Opinion-Gap Discuss: “Is ecotourism sustainable?” 

 

5. Task Design Principles 

According to Skehan (1998), tasks in TBLT should meet three criteria: 

a. Meaning is primary: Focus on conveying meaning.  

b. There is a goal or outcome: There is a result that can be achieved.  

c. Language use reflects real-world processes: Language is used as 

it is in real life.  

 

D. Task Implementation In Efl Classroom 

1. The Purpose of Task Implementation in EFL Classes  

According to Ellis (2003), the implementation of tasks in TBLT aims 

to:  

a. Provide authentic opportunities to use the target language 

(English)  

b. Developing students' communicative competence  

c. Improving critical thinking and collaboration skills  

2. The Three Main Stages in Task Implementation (Willis, 1996)  

Jane Willis (1996) developed a task implementation model in 3 

stages:  

a. Pre-Task (Before the Task)  
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To prepare students linguistically and thematically  

Activity:  

 The teacher introduces the topic  

 Showing examples of similar tasks  

 Activating prior knowledge (schema activation)  

Example activities: brainstorming, vocabulary introduction  

b. Task Cycle  

The core stage where students carry out tasks independently or 

in pairs/groups  

Table 15. 7 Task Cycle 

Sub-

stage  

Explanation 

Task Students complete tasks without grammatical pressure.  

Planning Focus on fluency. 

Report Students prepare task reports orally/written.  

Students present the results of their assignments to the 

class or other groups. The focus is starting to shift 

towards accuracy.  

 

c. Language Focus 

Purpose: Reflection and analysis of emerging language forms 

Activity:  Grammar consciousness-raising, o Practice or drilling 

(contextually), Error correction (communicatively). 

3. The Role of Teachers in Task Implementation(Nunan, 2004) 

According to Nunan (2004), the teacher plays the role of:  

a. Facilitator: Designing and guiding tasks with the principle of scaf-

folding  

b. Observer: Observing and noting students' needs during the task 

c. Language Advisor: Providing feedback at the end of the activity  

b. Evaluator: Assess the results in terms of fluency, accuracy, and 

collaboration  
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4. The Role of Students in TBLT  

a. Actively participate in tasks  

b. Interact collaboratively  

c. Taking responsibility for the learning process  

d. Practicing language skills in real situations  

5. Principles of Task Design in EFL Classrooms (Skehan, 1998; Ellis, 

2003) 

Table 15. 8 Principles of Task Design in EFL Classrooms 

Principle  Explanation 

Meaning is primary The task focuses on understanding and 

conveying meaning, not just form. 

There is a goal or 

outcome 

There is a final product or concrete result from 

the task.  

Real-world 

relevance 

The task reflects the use of language outside 

the classroom.  

Learner-centered Students actively determine the direction of 

their learning.  

Task authenticity Task of imitating real activities  

 

6. Examples of Task Implementation in EFL Classes 

Table 15. 9 Examples of Task Implementation in EFL Classes 

Stage  Example Activity  Objective 

Pre-task Students watch a video about 

"Making a Reservation"  

Activation of topics 

and vocabulary 

Task Students pair up to role-play as 

hotel customers and 

receptionists. 

Authentic  

Planning Students rewrite their dialogue 

in the form of a booking email.  

communication  

Transference  

Report The group presents the order 

email to the class.  

Practice accuracy  
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Language 

Focus 

The teacher highlights the 

structure "I would like to..." and 

polite expressions.  

Language focus  

 

7. Task Evaluation Techniques  

According to Richards & Rodgers (2014), evaluation can be conducted 

through: 

Table 15. 10 Task Evaluation Techniques 

Technique  Focus 

Peer assessment Collaboration and social skills 

Rubrik kinerja Fluency, accuracy, interaction 

Portfolio Student progress and reflection 

Observasi guru Communication and participation strategies  
 

E. Task Assessment Rubric In Tblt 

1. Understanding the Assessment Rubric in TBLT 

Acording to Brown (2004): 

"Rubrics are scoring guides that evaluate performance based on a set of 

criteria and standards linked to learning objectives." 

2. The Purpose of the Assessment Rubric in TBLT 

According to Ellis (2003) and Nunan (2004), the purpose of using ru-

brics in task-based learning is Providing structured feedback to stu-

dents, Ensuring fairness in assessment, Aligning assessments with task 

objectives and learning outcomes, Facilitating teachers in assessing ef-

ficiently and systematically.  

3. Main Components of the Task Assessment Rubric (Skehan, 1998; 

Willis, 1996) 

The task assessment rubric in TBLT generally includes the following 

components: 
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Table 15. 11 Main Components of the Task Assessment Rubric 

Component  Explanation 

Task Completion Did the students complete the tasks 

according to the instructions and 

achieve the communication goals? 

Fluency Fluency in speaking or writing without 

many pauses or doubts 

Accuracy The use of correct grammar, vocabulary, 

and language . 

Complexity The diversity and depth of the language 

structures used.  

Interaction/Collaboration The ability to interact and collaborate 

(in paired or group tasks)  

(for oral tasks)  

Pronunciation/Delivery Clarity of pronunciation and intonation  

 

4. Example Template for TBLT Task Assessment Rubric (School/Uni-

versity Level) 

Here is an example of an analytical rubric used for oral or written tasks: 

Oral Task Assessment Rubric 

Table 15. 12 Example Template for TBLT Task Assessment Rubric 

Criteria  4(Very 
Good)  

3 (Good)  2 
(Satisfactor
y)  

1 (Poor) 

Task 
Completion 

Tugas 
diselesaikan 
sepenuhnya 
dan sangat 
sesuai 
dengan 
tujuan 

Sebagian 
besar 
tugas 
selesai 
dengan 
baik 

Tugas hanya 
sebagian 
selesai 

Tugas 
tidak 
selesai 

Fluency The task is 
fully 

Most of 
the task 

The task is 
only 

The task is 
not 
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completed 
and very 
much 
aligned with 
the 
objectives.  

is 
complete
d well.  

partially 
completed.  

completed
. 

Accuracy Almost 
without 
grammar 
and 
vocabulary  

errors 
Some 
minor 
mistakes  

Quite 
disturbing 
errors  

Many 
mistakes 

Complexity Using varied 
structures 
and 
vocabulary  

Structure
s are 
quite 
varied  

Simple and 
limited  

structures 
Very 
limited 

Pronunciati
on 

Pronunciati
on is clear 
and 
accurate.  

Fairly 
clear 
with 
minor 
mistakes.  

Not very 
clear.  

Difficult to 
understan
d. 

 

Written Task Assessment Rubric 

Table 15. 13 Written Task Assessment Rubric 

Criteria 4 3 2 1 
Organizat
ion 

Ideas are 
logically 
arranged with 
clear 
transitions.  

The structure is 
quite good.  

 The 
structu
re is 
somew
hat 
chaotic.  

Not 
structur
ed. 

Content Relevant, in-
depth, and on-
topic content.  

Somewhat 
relevant 
content.  

Less 
relevan
t 
content
.  

Irreleva
nt 
content. 

Accuracy Almost no 
grammar/vocab
ulary mistakes  

Some minor 
mistakes  

Quite a 
few 
mistake
s  

A lot of 
mistake
s 
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Vocabula
ry 

Varied and 
precise 
vocabulary  

Quite precise 
vocabulary  

Limited 
and 
repetiti
ve  

Incorrec
t and 
limited 

Mechanic
s 

Almost no 
spelling/punctu
ation errors 

Some 
spelling/punctu
ation errors  

A few 
errors  

Many 
errors 

 

5. Strategy for Using Rubrics in TBLT Classes (Richards & Rodgers, 

2014) 

a. Provide a rubric at the beginning: so that students know what is 

being assessed. 

b. Use it as formative feedback: for development, not just the final 

grade.  

c. Conduct self-assessment and peer-assessment: encourage re-

flection and learning responsibility. 

d. Discuss the assessment results: help students understand their 

strengths and areas that need improvement.  

6. Steps In The Implementation Of TBLT 

Summary of TBLT Steps according to Willis (1996) 

Table 15. 14 Steps In The Implementation Of TBLT 

Stages  Description of Student  Teacher's Role 

Pre-task Listening, taking notes, 

initial discussion 

Giving 

instructions,guiding  

Task Doing tasks in 

groups/teams 

Observing and assisting 

Planning Preparing the task report Providing language 

support  

Report Presenting the results to 

the class  

Giving light feedback  

Teaching  
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Language 

Focus 

Analysis of Language 

Forms 

grammar contextually 

Practice Practice the language 

forms being learned  

Providing structural 

exercises  

 

Example of TBLT Implementation in TEFL Class 

Table 15. 15 Example of TBLT Implementation in TEFL Class 

Stage  Activity  Description 

Pre-task Discussion topic: 

"Traveling Abroad" 

Activation of vocabulary and 

experience  

Task Planning a trip to a 

foreign country 

Students work in groups to 

create a travel plan. 

Planning Preparing the 

presentation 

Students prepare a way to 

present the plan. 

Report Presentation of the 

travel itinerary 

Students present their ideas to 

the class.  

Language 

Focus 

Grammar and 

vocabulary analysis 

The teacher highlights the 

phrases or sentence structures 

used by the students.  

 

F. The Advantages Of Task-Based Language Teaching (TBLT) 

The Task-Based Language Teaching (TBLT) approach is a method of 

learning English that focuses on the use of communicative tasks that re-

flect real-world language use. This approach developed in response to 

the limitations of form-focused instruction. 

1. Authenticity of Language and Real Context  

Tasks in TBLT reflect the use of language in real-life situations. This 

helps students develop more relevant and applicable language 

skills.  
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Figures & Year:  

 Ellis (2003): States that tasks in TBLT encourage the authentic 

use of language in meaningful contexts.  

 Nunan (2004): Emphasizes that TBLT allows students to use 

language authentically in various social contexts.  

2. Improving Fluency and Confidence  

TBLT encourages students to communicate freely without worrying 

too much about structural errors, which in turn enhances fluency 

and confidence.  

Figures & Year:  

• Willis (1996): Explains that through the task cycle, students 

have time to use the language spontaneously and inde-

pendently.  

• Long (1985): Argued that TBLT is better at building fluency 

compared to traditional approaches.  

3. Enhancing Critical and Collaborative Thinking Skills  

Through complex and open-ended tasks, students are challenged to 

make decisions, solve problems, and collaborate in groups.  

 Figures & Year:  

• Skehan (1998): Proposed that tasks in TBLT can enhance 

higher-order thinking skills. 

• Richards & Rodgers (2001): Explain that TBLT provides space 

for learners to develop soft skills such as teamwork and prob-

lem-solving.  

4. Learner-Centered Learning  

TBLT encourages students to be active in the learning process 

through language exploration and task responsibility.  

Figures & Year:  

5. Nunan (1989): States that TBLT provides autonomy to students 

and enhances their intrinsic motivation.  
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6. Littlewood (2004): Emphasizes that the task-based approach 

creates space for students to take control of their learning.  

5. Focus on Meaning Before Form  

Instead of starting from grammatical forms, TBLT emphasizes the 

use of language to convey meaning first, and then focuses on form.  

Figures & Year:  

• Long (1985): Introduced the concept of focus on form, which 

is the learning of language forms in the context of meaningful 

communication. 

• Ellis (2006): Emphasizes the importance of form focus after 

meaningful use through tasks.  

5. Flexibility in Curriculum Design  

TBLT can be adapted to various levels, needs, and learning contexts. 

Tasks can be adjusted to the topics and interests of the students.  

Figures & Year:  

• Bygate, Skehan, & Swain (2001): Tasks can be monologic, dia-

logic, interactive, or integrated.  

• Robinson (2001): Designing task models based on cognitive 

complexity that can be adjusted to the students' level.  

Table 15. 16 Summary of TBLT Advantages 

No  Advantages  Related Figures  Year 

1 Authenticity and real 

context 

Ellis, Nunan 2003, 

2004 

2 Improving fluency Willis, Long 1996, 

1985 

3 Improving critical 

thinking  

 

Skehan, Richards & 

Rodgers 

1998, 

2001 

4 Student-centered Nunan, Littlewood 1989, 

2004 
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5 Meaning-focused learn-

ing 

Long, Ellis 1985, 

2006 

6 Curriculum flexibility  Bygate, Robinson 2001 

 

G. Challenges in the Implementation of Task-Based Language 

Teaching (TBLT) 

Although TBLT offers a student-centered approach based on real tasks, 

its implementation in EFL (English as a Foreign Language) classrooms 

faces various challenges. Here are some of the main challenges identi-

fied by experts: 

1. Lack of Training and Support for Teachers Lack of Training and Sup-

port for Teachers, Many teachers have not received adequate train-

ing in designing and implementing TBLT tasks, so they feel less con-

fident in applying them.  

Figures & Year:  

• Carless (2007): Emphasizes that teachers require ongoing 

training to understand and effectively implement TBLT.  

• Ellis (2003): States that without a deep understanding, teach-

ers tend to revert to traditional teaching methods.  

2. Resource and Infrastructure Limitations Limited Resources and In-

frastructure, The implementation of TBLT requires supporting ma-

terials and facilities, such as flexible classrooms and adequate tech-

nology. 

Figures & Year:  

• East (2019): States that the lack of resources is the main obsta-

cle in the implementation of TBLT.  

• Harris (2018): Emphasizes the importance of institutional sup-

port in providing the necessary resources.  

3. Traditional Educational Culture In many contexts, the teaching ap-

proach is still teacher-centered and exam-oriented, which contra-

dicts the principles of TBLT.  
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Figures & Year:  

• Littlewood (2007): Observed that the teacher-centered and 

exam-oriented learning culture poses a challenge in the imple-

mentation of TBLT in East Asia.  

• Carless (2004): States that resistance to changes in teaching 

methodology can hinder the implementation of TBLT.  

4. Large Class Sizes and Classroom Management Classes with a large 

number of students make it difficult for teachers to monitor and 

guide each group effectively during task implementation.  

Figures & Year:  

• Ellis (2003): States that large class sizes can reduce the effec-

tiveness of interaction in TBLT.  

• Carless (2002): Observed that in the context of large classes, 

teachers tend to revert to traditional teaching methods.  

5. Limitations of Students' Language Proficiency  

Students with low language proficiency may find it difficult to com-

plete TBLT tasks that require active language use.  

Figures & Year:  

• Littlewood (2004): States that beginner students require addi-

tional support to succeed in TBLT.  

• Skehan (1998): Emphasizes the importance of adjusting task 

complexity according to students' abilities.  

 

H. Recommendations for TBLT Implementation Strategies 

1. Conduct a Student Language Needs Analysis 

Before designing tasks, teachers need to conduct a needs analysis 

to understand the students' language proficiency levels, interests and 

backgrounds, learning objectives, and the context of language use. 

"A successful TBLT program must begin with a thorough analysis of 

learners’ communicative needs to ensure task relevance." 

(Nunan, 2004: 20) 
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 Strategy:  

• Use questionnaires or interviews to assess needs.  

• Involve students in the task planning process (learner involve-

ment).  

2. Use Authentic and Meaningful Task Design  

Tasks in TBLT must:  

• Represent real-world situations (real-world tasks),  

• Motivating students to use the language naturally,  

• Emphasizing communication and problem-solving.  

"Tasks should simulate real-life language use and provide learners 

with purposeful interaction."(Willis & Willis, 2007, p. 5) 

Strategy:  

• Use tasks such as: interviews, event planning, video creation, 

problem-solving.  

• Avoid tasks that only focus on the repetition of grammatical 

structures.  

3. Design a Three-Stage Task-Based Learning Structure  

According to Ellis (2003), the ideal TBLT learning consists of three 

phases:  

 Pre-task: Preparing students with context and vocabulary.  

 Task cycle (during-task): Students complete the task inde-

pendently or in groups.  

 Post-task: Feedback, discussion of grammar/vocabulary, or fol-

low-up.  

"The three-phase structure enhances focus on meaning, fluency, and 

accuracy in a balanced way."(Ellis, 2003, p. 243) 

4. Provide Formative Feedback, Not Just Corrections  

Teachers need to provide formative feedback that supports the 

learning process, not just pointing out mistakes.  

"Feedback in TBLT should be supportive, aiming to encourage 

learners and promote noticing of language forms."(Long, 2015, p. 

103) 
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Strategy:  

• Conduct a reflection with students after the assignment.  

• Use peer feedback and self-assessment.  

5. Integrate Authentic Assessment  

TBLT demands performance-based assessment.  

"Assessment in TBLT must align with the task approach itself, 

involving authentic performance and real-life communication." 

(Estaire & Zanon, 1994, p. 33) 

Strategy:  

• Use performance assessment rubrics for speaking, writing, etc.  

• Evaluate the process and product of the task.  

6. Provide Training for Teachers  

To successfully implement TBLT, teachers need to understand:  

• The basic principles of TBLT,  

• Task-based classroom management techniques,  

• Assessment and reflection strategies.  

"Teacher training is crucial to ensure effective task-based instruction 

and shift from traditional approaches." (Carless, 2007, p. 597) 

Strategy: Hold workshops, training, and communities of practice 

for teachers. 
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CHAPTER 16: 

CLASSROOM MANAGEMENT 
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A. The Definition of Classroom Management  

Classroom management is essential for establishing an environ-

ment that fosters effective learning, encourages students, and enhances 

the overall quality of education. To achieve that, the educator must un-

derstand every facet of classroom management (Sulaiman, 2018). 

Classroom management encompasses everything a teacher undertakes 

to arrange students, space, time, and resources to facilitate student 

learning. Classroom management is also described as any measure a 

teacher implements to establish an environment that nurtures and pro-

motes both academic and social-emotional learning. 

Effective classroom management can be affected by various fac-

tors, as noted by Arikunto (1986:70). He mentioned that two factors af-

fect classroom management: physical management and management 

related to students. Arikunto also emphasizes that there are various as-

pects that need to be considered for managing an effective classroom. 

They comprise: 

1. A class is an organized system designed for a specific purpose, in-

volving tasks and guided by a teacher. 

2. A teacher serves as a mentor and an example for every student in 

the classroom.  

3. A classroom group often exhibits a distinct attitude that can differ 

from those of other groups or individuals. Consequently, every 

group activity in the classroom requires focus.  

4. The collective in the classroom significantly impacts each person as 

well as the group members. A teacher should cultivate a positive in-

fluence and diminish negative influence by providing guidance.  

5. The teacher's skill in effectively managing individuals within a 

group will significantly enhance individual satisfaction in the class-

room.  

6. The teacher's capability as a unifying figure in the classroom influ-

ences the structure of group work, the nature of communication 

within the group, and the cohesiveness of the group efforts.(Gultom 

& Saun, 2016) 
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Classroom management encompasses the various actions a 

teacher takes to structure students, environment, time, and resources 

to facilitate student learning. Teachers who implement an effective 

management system early in the school year will have additional time 

to focus on student learning compared to those who are perpetually at-

tempting to utilize an ineffective management system Wong, Wont, 

Rogers, and Brooks. Classroom management is described as any step a 

teacher takes to foster an environment that enhances both academic 

and social-emotional learning. (Rahayu, 2022) 

Classroom management is generally understood as the teacher's 

efforts to regulate the classroom atmosphere to attain positive out-

comes in both academic and social learning. Macías and Sánchez (2015) 

described classroom management as the practice of organizing the 

classroom atmosphere to effectively facilitate the learning process. 

Classroom management refers to the approach used to guarantee that 

lessons proceed effectively without interruptions caused by students 

that hinder instructional delivery. Therefore, as previously stated, 

classroom management pertains to any measures implemented by 

teachers to create a learning environment that encourages positive so-

cial interactions, active involvement in learning, and self-driven moti-

vation (Burden, 2020). Thus, classroom management encompasses the 

diverse skills and techniques that educators employ to ensure students 

are “organized, disciplined, focused, engaged, and academically suc-

cessful in the classroom” (Babadjanova, 2020, p. 281). In conclusion, ef-

fective classroom management indicates the effectiveness of teaching 

and learning, affecting not only students' academic performance but 

also their social development. Therefore, efficient classroom manage-

ment aids in efficient instruction (Purwanti & Vania, 2021). 

 

B. The Multicultural Classroom 

During their internship's teaching practice, pre-service teachers 

frequently encounter challenges, particularly if it's their initial experi-

ence teaching in a real classroom setting. Under this condition, the pre-

service teachers must exert more effort to address the challenges. Cer-

tain challenges may arise during the process of teaching and learning. 

Brown (2007) outlined the challenges, including: experiencing anxiety, 
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dealing with disruptive students in class, encountering unexpected 

questions from students, facing unforeseen scenarios during the teach-

ing and learning process, insufficient experience, and limited time. Ad-

ditionally, Irawati and Listyani (2020) noted that educators in rural set-

tings encountered “behavioral issues,” leading to student misbehavior, 

including disrespecting teachers, dozing off in class, daydreaming, and 

using various profanity. Ultimately, the challenges faced by pre-service 

teachers are likely linked to students’ low motivation, limited English 

proficiency, and the pre-service teachers’ insufficient classroom man-

agement abilities (Rozimela, 2016) (Purwanti & Vania, 2021). 

In her review article, Pane (2010), an American scholar, investi-

gates classroom management in diverse classrooms within urban 

schools across the United States. This study emphasizes the necessity 

for educators to comprehend their own identities as well as those of 

their students to fully grasp their inclinations and differences. With this 

understanding, Pane asserts that it is crucial for teachers to incorporate 

students’ home environments into the school setting to address issues 

proactively. The author refers to Lave and Wenger’s (1991, as cited in 

Pane, 2010) theory of communities of practice as a valuable conceptual 

framework that can assist educators in effectively managing their stu-

dents while simultaneously enhancing their own social and profes-

sional expertise. Within this theoretical framework, she emphasizes 

that understanding and communication are shaped socially by individ-

uals engaged in a process of development. Therefore, the classroom 

serves as a space for interaction and the creation of meaning, grounded 

in the principle of actively acknowledging everyone’s background in the 

communication of ideas. 

In their examination of studies that explore how race and ethnic 

identity influence teacher behavior in the classroom, American re-

searchers Gregory et al indicate that students from black, Latino, and 

Indian backgrounds face a higher likelihood of being removed from the 

classroom for exhibiting inappropriate behavior. Furthermore, the au-

thors argue that this could be a factor in the lower academic perfor-

mance of these students and assert that addressing issues related to 

race and culture is essential for altering this unequal treatment. Greg-
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ory et al (2010) cite Gregory and Weinstein (2008) to highlight that ed-

ucators who show concern and set expectations were successful in 

building trust and fostering positive collaboration with black students. 

Based on their research involving two educators in diverse class-

rooms, Milner and Tenore (2010) assert that teachers who possess self-

awareness and an understanding of their students lay the groundwork 

for strong relationships. One participant in the research emphasizes the 

necessity of recognizing the dynamics of power among students, sug-

gesting that this awareness can guide those who hold power to apply it 

positively, fostering a commitment to learning within the classroom. 

The findings reveal that teachers provide students with perspectives 

about their own lives through personal storytelling, and that they 

should strive to comprehend their identities in relation to the students, 

their families, and the broader student community. Additionally, the 

teachers involved in the study express the significance of recognizing 

students as integral members of a larger school community, meaning 

that they belong to all educators. The school hallways emerged as a vital 

space, similar to the classroom, for nurturing and developing positive 

connections. In their overall analysis, the researchers conclude that the 

primary responsibility of teachers within schools is to facilitate learning 

experiences for students rather than to exert control over them 

(Postholm, 2013). 

 

C. Classroom Behaviour Management 

Even though the great majority of student misconduct is low-

level, such as talking out of turn and acting off-task, research shows that 

these disruptions have a significant negative impact on the learning en-

vironment and lower student engagement while also contributing sig-

nificantly to teacher stress and self-efficacy (Clunies-Ross, Little & 

Kienhuis, 2008).  Consequently, both academic success and the well-be-

ing of teachers depend on efficient behavior management techniques.  

A delicate balance between regulations, enjoyment, and exploration is 

necessary to create a pleasant school environment. In order to guaran-

tee that learning takes place effectively, misbehaviors are mostly 

avoided (McInerney & McInerney, 2002).  Although discipline is a part 
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of classroom management, it is better to have strong teacher leadership 

and careful preparation that aims to stop or lessen misbehaviors. 

An effective teaching method to boost student engagement by re-

ducing misbehaviors is the Positive Learning Framework (PLF), which 

employs a three-phase model of prevention through self-awareness 

and management, lesson design, and corrective action plans (McDon-

ald, 2013).  According to the PLF, teachers are in charge of establishing 

a secure and encouraging learning environment in the classroom, 

where the social and physical components of instruction have been 

carefully considered before the pupils ever walk in.  Prevention encom-

passes factors including group assignments, classroom displays, and 

seating arrangements in addition to having a thorough awareness of the 

rules, routines, procedures, and consequences. 

Like this, lesson plans that connect good teaching practices with 

student involvement and motivation—like active and group learning, 

the use of motivational "hooks," and the provision of many channels for 

representation and expression—are also successful in reducing mis-

conduct.  Teachers must be skilled in creating and implementing suita-

ble remedial measures when necessary, even while preventative 

measures are essential for reducing misbehavior.  A variety of low-level 

answers, including eye contact, proximity, and nonverbal communica-

tion, can minimize disruptions to the lesson's flow while simultane-

ously giving the instructor the opportunity to raise reactions based on 

the seriousness of the misbehaviors if necessary (McDonald, 2013).  

While the PLF is dependent on teachers, appropriate classroom 

behavior policies should be developed collaboratively with student in-

volvement through a democratic process in which the 4Rs of routines 

and rules are articulated as rights and responsibilities (McInerney & 

McInerney, 2002).  According to McInerney and McInerney (2002), chil-

dren find classroom behavior norms that stem from a common set of 

values to be more meaningful than a random set of rules that are en-

forced by the teacher.  Furthermore, students are given the chance to 

experience the democratic process and are empowered to feel included 

in classroom management when regulations are articulated as a set of 

rights that they must uphold (Franklin & Harrington, 2019). 
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D. Learning & Motivation 

Motivation is the force that provides behavior with direction and 

concentration. A driven student might achieve superior outcomes in ed-

ucation. A connection exists between motivation and learning. Motiva-

tion provides guidance and assists the student in selecting specific be-

havior. Motivation provides an internal force that directs actions to-

ward a specific objective or assignment and prompts the person to re-

main determined in efforts to reach the objective or finish the assign-

ment effectively. Hence, it is essential for the teacher to inspire children 

to learn.  

1. Feedback and Praise 

Enhancing the amount of feedback provided during lessons may 

assist in guiding students, reduce confusion, and highlight topics that 

require additional clarification. Feedback serves as a solid foundation 

for addressing students' misconceptions. This feedback can take the 

form of spoken discussions, written replies, exams, or evaluations. 

Without feedback, there is limited direction available to manage their 

development. 

Teachers who frequently give their students insights about the 

correctness or suitability of their answers and assignments tend to have 

more successful learners. The best feedback delivers helpful infor-

mation, recognition, and motivation when needed, and it is timely and 

detailed. Relevant personal feedback that focuses on positively ad-

dressing mistakes made in the learning process has a beneficial impact 

on student achievement and mindset (Wiseman and Hunt, 2008, p. 

147). 

2. Memorable Teaching and Learning 

Moreover, Reis (2005) notes that a fundamental and straightfor-

ward approach to engage and maintain students' attention is through 

the expressiveness of the instructor. This involves using variations in 

voice, facial expressions, body movement, and gestures. After capturing 

the students' focus, it's essential to think about how quickly they can 

process the information presented. The short-term memory takes time 
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to handle the sensory information we receive; students do not instan-

taneously "absorb" new knowledge. It is beneficial to offer students 

brief pauses during a lecture, allowing them to go over their notes and 

raise any questions. Such a short break that accommodates student in-

quiries can also enable the lecturer to gauge comprehension and modify 

the remainder of the lecture as necessary. 

3. Anxiety 

Anxiety involves both mental and emotional aspects. The mental 

aspect occurs when an individual feels concerned and has pessimistic 

thoughts, such as dwelling on the consequences of failure and fearing 

that it will happen. The emotional aspect refers to the physical and emo-

tional symptoms one might feel, including sweaty hands, an uneasy 

stomach, a rapid heartbeat, or feelings of fear. Additionally, anxiety can 

hinder learning and performance on tests to various degrees. “Anxiety 

can cause a student to lose concentration, become easily frustrated or 

disruptive, withdraw, avoid effort, feel physically unwell, or underper-

form in their studies, which only adds to the student’s anxiety” (Wise-

man and Hunt, 2008, p. 78). 

Mild or even moderate imbalances or states of instability can cre-

ate circumstances that drive students to take action in order to restore 

equilibrium. Some students struggle to find the needed balance. A little 

anxiety can actually enhance performance by encouraging students to 

take positive steps. However, excessive anxiety can have the reverse ef-

fect, becoming counterproductive and hindering student performance, 

leading to a decline in their ability to perform well. This is when anxiety 

is termed debilitating anxiety or when it becomes so intense that it ob-

structs successful performance. Hence, it is crucial for educators to 

comprehend their pupils and their diverse educational and individual 

requirements and traits. A stressful situation for one learner may not 

be identical for a different one. 

4. Learning Objectives 

Learning objectives hold significant value since the kinds of ob-

jectives educators establish affect the level of drive that learners pos-

sess to achieve them. Objectives ought to be somewhat challenging, 
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clear, and achievable in the short term to boost motivation and deter-

mination. 

Specific objectives create a clear benchmark for evaluating per-

formance, and manageable difficulty presents a challenge that is not 

overly taxing. If targets are overly complicated, unclear, or unrealistic, 

or if they seem unimportant, students are less likely to engage with 

them. Similarly, if goals are viewed as overly simple, they are also con-

sidered uninteresting or insignificant. Even if these goals are met, the 

success holds little significance (Wiseman and Hunt, 2008, p. 73). 

5. Active Learning 

Learners gain knowledge through hands-on experiences. Educa-

tors need to foster a lively learning atmosphere that allows students to 

apply each principle they are studying. Skilled teachers employ teach-

ing methods that involve students actively during the entire class ses-

sion. This involvement should begin at the start of the lesson and persist 

through the introduction, main part, and conclusion of the lesson. 

As a key aspect of successful teaching, Muijs and Reynolds (2011) 

pointed out that a significant portion of the class should be devoted to 

questioning. Studies indicate that proficient educators tend to ask a 

greater number of advanced questions compared to their less effective 

counterparts, even though most inquiries are still basic. A subject that 

demands the recall of facts, like multiplication in math, will typically re-

quire simpler questions, whereas a topic that explores more complex 

ideas, such as having students create a science experiment, will neces-

sitate more advanced inquiries. "Nonetheless, it is crucial to incorpo-

rate higher-level questions whenever feasible to foster students' critical 

thinking abilities" (Muijs and Reynolds, 2011, p. 55) (Sieberer-Nagler, 

2015). 

 

E. Teacher Effectiveness and Classroom Management 

Teachers significantly shape the atmosphere within their class-

rooms. Although there are numerous factors that affect student learn-

ing, studies regarding the influences on student behavior and learning 

consistently highlight the critical role that teachers play. According to 

Hattie (2003), the solution to enhancing outcomes for every student 
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“lies in the individual who calmly shuts the classroom door and engages 

in the teaching process – the person responsible for implementing the 

ultimate effects of various policies, who interprets those policies, and 

who spends time alone with students throughout their 15,000 hours of 

education” (p 2). Hattie was not the first to recognize the strong impact 

of educators. A prevailing conclusion in research on resilience is the sig-

nificant influence a teacher has. 

Teachers are often portrayed as offering, in their unique styles 

and methods, three critical supports for students: supportive bonds, 

lofty goals, and chances for engagement and contribution. The tech-

niques or methods that educators employ can serve as a collection of 

effective practices to steer our efforts in classrooms and educational in-

stitutions. Nonetheless, akin to all aspects of teaching, it is frequently 

one’s perspectives on youth, their requirements, the behaviors they dis-

play, and the factors influencing those behaviors that propel our ac-

tions. “Our views regarding the essence of teaching, learning, and stu-

dents shape the kind of instruction and discipline present in schools 

and classrooms” (Freiberg, 1999, p. 14). 

While defining teacher effectiveness as a teacher's capacity to en-

hance student learning based on standardized test scores has some va-

lidity, as many would concur that teachers are meant to facilitate learn-

ing, such a definition is quite restrictive. Frequently, other significant 

contributions of teachers towards fostering successful students, com-

munities, and schools are ignored (Goe, Bell, and Little, 2008). In their 

exploration of effective teaching, Goe, Bell, and Little (2008) assessed a 

range of discussions found in contemporary literature, as well as in pol-

icy papers, standards, and reports. They determined that effective edu-

cators maintain high expectations for every student and assist in their 

learning; they promote favorable academic, emotional, and social re-

sults for all learners; they leverage resources to create and organize in-

teractive learning experiences; they aid in nurturing classrooms and 

schools that embrace diversity and civic responsibility; and they collab-

orate with fellow educators, administrators, parents, and other educa-

tion professionals to ensure the success of students (Egeberg et al., 

2016).
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A. The Use of Artificial Intelligence in English Language Teaching 

The rapid advancement of Artificial Intelligence (AI) has pro-

foundly transformed methodologies in English language teaching, par-

ticularly in the contexts of English as a Foreign Language (EFL) and Eng-

lish as a Second Language (ESL). Among the most visible innovations is 

the integration of AI-powered chatbots, such as ChatGPT, into class-

room and independent learning practices. These tools provide learners 

with interactive, simulation-based experiences that mimic authentic 

conversations with native speakers. This allows students to practice 

speaking skills at any time and in any setting, without being fully de-

pendent on the teacher’s presence. Moreover, AI-driven systems can 

provide immediate and contextually relevant feedback, which is crucial 

for developing fluency, accuracy, and self-confidence in language use 

(Du & Daniel, 2024). 

The educational potential of ChatGPT extends beyond oral prac-

tice. It also facilitates vocabulary development, reading comprehension, 

and academic writing. A systematic review conducted by Lo et al. 

(2024) concluded that ChatGPT fosters learner motivation by offering 

highly adaptive and responsive interactions. Students perceive these 

exchanges as personalized, which enhances engagement and owner-

ship of the learning process. In this way, AI functions not only as a sup-

plementary tool but as a collaborative partner that encourages active 

participation and sustained practice. 

Li et al. (2024), in their comprehensive review of the first year of 

publications on ChatGPT and language education, noted a surge of 

scholarly interest in AI’s role in language learning. They observed that 

while initial studies reported positive outcomes—particularly in 

learner engagement and accessibility—there is a pressing need to es-

tablish pedagogical frameworks and ethical guidelines. Without clear 

integration strategies, the use of ChatGPT risks becoming a superficial 

trend rather than a meaningful enhancement of instructional outcomes. 

Their analysis underscores the importance of embedding AI within 

carefully designed curricula that balance technological affordances 

with human-centered pedagogy. 
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Nevertheless, adopting AI in English language teaching comes 

with considerable challenges. Al-khresheh (2024) emphasizes that the 

implementation of ChatGPT in ELT is a double-edged sword. On the one 

hand, AI increases accessibility, offers learners opportunities to prac-

tice language beyond classroom hours, and supports personalized 

learning paths. On the other hand, there is a risk of diminishing the 

teacher’s role as the primary facilitator of learning. Teachers provide 

more than content delivery; they cultivate critical thinking, creativity, 

cultural awareness, and social interaction skills—qualities that ma-

chines are not yet fully capable of replicating. 

Another area of concern is the potential for learner overreliance 

on AI. If students become accustomed to receiving instant answers from 

chatbots without reflection, they may bypass deeper cognitive pro-

cesses such as analysis, synthesis, and evaluation. This could ultimately 

hinder the development of higher-order thinking skills that are central 

to language mastery. As Al-khresheh (2024) cautions, while AI can de-

mocratize access to knowledge and create more personalized learning 

environments, educators remain indispensable in fostering metacogni-

tive strategies and encouraging independent, critical engagement with 

content. 

Taken together, these opportunities and challenges indicate that 

the integration of AI into English language education requires a bal-

anced and thoughtful approach. Tools like ChatGPT should be embed-

ded within structured curricula, where technology enhances rather 

than replaces the instructional role of teachers. Ideally, teachers func-

tion as mediators who guide learners to critically reflect on AI-gener-

ated input and apply it meaningfully. The future of ELT may therefore 

lie in hybrid models of instruction that combine the efficiency and 

adaptability of AI with the human capacity for empathy, contextualiza-

tion, and critical judgment. Such synergy has the potential to create 

learning environments that are not only more effective and adaptive, 

but also more aligned with the needs of students in a digital and inter-

connected era. 
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B. Blended Learning and Flipped Classroom in English Language 

Teaching 

Blended Learning has emerged as one of the most significant in-

novations in modern English language teaching, particularly within the 

domains of English as a Foreign Language (EFL) and English as a Second 

Language (ESL). This model represents a deliberate integration of tra-

ditional face-to-face instruction with technology-mediated learning ac-

tivities, aiming to create a more flexible, contextualized, and individual-

ized educational experience. The strength of blended learning lies in its 

ability to merge the benefits of both modalities: the immediacy and in-

terpersonal dynamics of in-class interaction with teachers and peers, 

and the autonomy and accessibility of digital learning resources that 

students can revisit as needed. This hybrid structure not only enriches 

learning but also empowers students to take greater responsibility for 

their own progress, while still benefiting from direct guidance and scaf-

folding by instructors (Cao, 2023). 

Meta-analytical findings by Cao (2023), which examine blended 

learning implementations across various countries, highlight its wide-

ranging positive impacts. Academically, blended learning improves stu-

dent performance because digital platforms allow learners to review 

content repeatedly at their own pace, reinforcing understanding and re-

tention. Attitudinally, it cultivates more positive dispositions toward 

learning, as students feel liberated from the constraints of rigid class-

room schedules and are able to engage in learning that fits their life-

styles. Behaviorally, it fosters deeper engagement, since students are 

encouraged to actively participate in online forums, collaborative pro-

jects, and task-based assignments that extend beyond the classroom 

walls. These findings suggest that blended learning not only enhances 

outcomes but also reshapes learner identity by promoting agency, 

adaptability, and collaborative skills. 

Yang and Chano (2025) further emphasize the contribution of 

blended learning to language proficiency in higher education. Their sys-

tematic review underscores that blended learning is particularly effec-

tive in enhancing productive skills such as speaking and writing, which 

often require sustained practice and interaction. With the availability of 
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multimedia resources—videos, online exercises, interactive quizzes—

students gain continuous exposure to English outside the classroom, 

which complements face-to-face instruction. As a result, class time can 

be devoted to communicative activities, problem-solving tasks, and 

critical discussions that build on pre-learned content. This pedagogical 

shift transforms the classroom from a site of knowledge transmission 

into an interactive arena for applying and consolidating language skills. 

A particularly influential form of blended learning is the Flipped 

Classroom. This model inverts the traditional teaching sequence: in-

stead of receiving instruction in class and practicing afterward as home-

work, students first engage with foundational materials inde-

pendently—through videos, readings, or online modules—and then use 

classroom time for active learning. Ni, Cheung, and Shi (2023), in their 

meta-analysis, report that flipped classrooms significantly increase stu-

dent participation because learners enter the classroom with prior ex-

posure to the material. This prior knowledge allows them to engage 

more meaningfully in higher-order activities such as analysis, applica-

tion, and reflection. Teachers, in turn, can allocate more time to facili-

tating discussions, mentoring, and addressing misconceptions, which 

deepens comprehension and accelerates skill acquisition. 

Chen, Chen, and Wu (2025) expand on this by identifying moder-

ating factors that influence the effectiveness of flipped learning. Their 

meta-analysis confirms that flipped classrooms not only improve aca-

demic achievement but also boost student motivation and engagement. 

By preparing before class, students gain confidence and feel more com-

petent in contributing to group discussions and collaborative tasks. The 

model also enables instructors to detect learning difficulties more read-

ily, since classroom sessions are devoted to direct interaction rather 

than passive lecturing. This dynamic transforms the classroom into a 

learner-centered environment where differentiation and targeted feed-

back become integral parts of the learning process. 

The benefits of blended and flipped models extend beyond cogni-

tive gains to include affective and behavioral outcomes. Students in 

these environments often develop greater self-regulation, as they are 

required to manage their own learning outside class. This autonomy 
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aligns with the needs of today’s digital generation, who are accustomed 

to on-demand access to information and multimedia content. At the 

same time, the teacher’s role evolves into that of a facilitator and men-

tor, guiding learners in connecting theoretical knowledge with practical 

application. Such guidance ensures that digital learning experiences re-

main meaningful and aligned with pedagogical goals. 

Blended learning and flipped classroom approaches should not 

be viewed merely as temporary trends but as paradigmatic shifts in 

English language teaching. They represent a move toward learner-cen-

tered pedagogy, balancing student autonomy with teacher support, and 

integrating technology in ways that expand learning opportunities. 

More importantly, these approaches address the challenges of language 

education in the digital era—challenges that demand flexibility, person-

alization, and active engagement. By fostering critical thinking, collabo-

ration, and adaptability, blended and flipped models equip learners 

with the linguistic and cognitive tools they need to thrive in both aca-

demic and real-world contexts. 

 

C. Mobile Learning and Gamification in Language Education 

The rise of mobile learning, often referred to as m-learning, rep-

resents one of the most transformative shifts in the field of language 

education. With the proliferation of smartphones, tablets, and other 

portable digital devices, learners are no longer confined to the physical 

classroom. Instead, they can access educational resources and engage 

in language practice anytime and anywhere, making the process of lan-

guage learning more fluid, continuous, and embedded in everyday life. 

This flexibility is particularly significant in the context of English as a 

Foreign Language (EFL), where learners often have limited opportuni-

ties to interact with the language outside formal settings. Mobile appli-

cations, interactive platforms, and educational games therefore serve 

as gateways to immersive and authentic learning experiences beyond 

traditional classroom boundaries (Liu, Zhang, & Dai, 2025). 

Meta-analytic evidence further confirms the effectiveness of mo-

bile games in supporting second language acquisition. Liu et al. (2025) 

demonstrated that mobile games are not merely entertaining add-ons 
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but powerful tools for enhancing language proficiency. Their analysis 

revealed that mobile gaming improves linguistic skills across do-

mains—listening, speaking, reading, and writing—while also signifi-

cantly boosting learner motivation and engagement. The combination 

of interactive gameplay and pedagogical goals creates an environment 

where students are intrinsically motivated to practice language forms 

repeatedly. This intrinsic motivation is critical, as sustained engage-

ment is often one of the greatest challenges in language learning. 

Gamification, closely linked to mobile learning, refers to the in-

corporation of game-based mechanics such as points, levels, badges, 

challenges, and leaderboards into educational activities. In the context 

of EFL, gamification transforms learning into an engaging and dynamic 

process. Rather than perceiving vocabulary drills or grammar exercises 

as monotonous tasks, students experience them as challenges to be 

completed and milestones to be achieved. The reward structures and 

progression systems inherent in gamified environments stimulate a 

sense of accomplishment and competition, which in turn encourages 

consistent participation (Liu, Zhang, & Dai, 2025). 

Beyond motivation, gamification also enhances cognitive reten-

tion and skill mastery. Vocabulary acquisition, for example, is signifi-

cantly improved when learners encounter words repeatedly within 

meaningful contexts provided by games. Similarly, grammar patterns 

can be reinforced through interactive scenarios where learners must 

apply rules to progress through levels or solve in-game problems. This 

repeated, contextualized exposure strengthens long-term retention, as 

knowledge is encoded through multiple pathways—visual, auditory, 

kinesthetic—making it easier for learners to recall and apply language 

structures in real-world communication. 

Mobile learning and gamification also align with the characteris-

tics and preferences of today’s digital-native learners. Contemporary 

students are accustomed to multitasking, instant feedback, and interac-

tive digital environments. By leveraging the familiar format of mobile 

apps and games, language educators can tap into learners’ existing hab-

its and redirect them toward productive educational purposes. In this 
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way, mobile learning is not simply a technological innovation but a ped-

agogical strategy that meets learners on their own terms and channels 

their digital engagement toward language development. 

Another key advantage of mobile learning and gamification is 

their inclusivity and accessibility. Mobile devices are increasingly af-

fordable and widely available, even in regions with limited access to tra-

ditional educational infrastructure. As a result, mobile learning pro-

vides opportunities for students in diverse contexts to access high-qual-

ity English learning materials. In gamified systems, adaptive algorithms 

can personalize tasks according to a learner’s level, ensuring that chal-

lenges are neither too easy nor too difficult. This personalization cre-

ates a balance of challenge and skill that maintains learner engagement, 

echoing Csikszentmihalyi’s concept of flow in educational psychology. 

It is important, however, to recognize the limitations and chal-

lenges associated with these approaches. Overemphasis on gamifica-

tion without careful pedagogical design can lead to “points chasing,” 

where learners focus more on external rewards than on genuine mas-

tery of language. Likewise, not all mobile games are designed with 

strong pedagogical foundations, and some may prioritize entertain-

ment at the expense of meaningful language practice. Therefore, the 

role of teachers remains crucial in curating, adapting, and integrating 

mobile learning tools into a coherent instructional framework that sup-

ports long-term learning objectives. 

Taken together, mobile learning and gamification should not be 

viewed merely as technological novelties. Instead, they represent a 

strategic response to the evolving needs of digital generations and a 

means of bridging formal and informal learning environments. When 

thoughtfully implemented, these approaches combine the motivational 

power of games with the pedagogical rigor of structured curricula, cre-

ating a learning environment that is engaging, adaptive, and effective in 

fostering sustainable English language proficiency. 

 



 

Current Trends and Innovations In English Language Teaching | 224  

D. Virtual Reality (VR), Augmented Reality (AR), and Extended  

Reality (XR) in Language Learning 

Immersive technologies such as Virtual Reality (VR), Augmented 

Reality (AR), and their integration into Extended Reality (XR) have 

gained considerable traction in recent years as innovative tools for Eng-

lish language teaching and learning. These technologies provide learn-

ers with opportunities to experience authentic, interactive, and highly 

contextualized environments that go beyond what can typically be 

achieved within the walls of a classroom. By immersing students in dig-

ital or augmented spaces, VR and AR bridge the gap between theory and 

practice, giving learners the chance to use English in realistic contexts 

that mirror real-world communication needs (Christou, Vassiliou, & 

Parmaxi, 2025). 

Augmented Reality (AR), in particular, offers unique pedagogical 

advantages by overlaying digital information onto the physical world. 

Learners can use AR applications to point their device cameras at ob-

jects and receive immediate translations, contextual vocabulary expla-

nations, or interactive exercises connected to the item in view. This type 

of situated learning enhances vocabulary acquisition by embedding lan-

guage within meaningful real-life contexts. As Christou et al. (2025) 

highlight, AR creates possibilities for designing interactive, context-

based learning tasks that are not only engaging but also foster long-

term retention by anchoring linguistic input to tangible experiences. 

For example, a student walking through a virtual museum exhibit with 

AR support might encounter English descriptions of artifacts, thereby 

reinforcing subject-specific vocabulary in situ. 

Virtual Reality (VR), by contrast, immerses learners in fully sim-

ulated environments where they can practice English communication 

skills without geographical or social limitations. Cowie and Alizadeh 

(2025) argue that VR holds immense potential to create deeply engag-

ing and authentic learning experiences because it situates learners in 

environments that closely resemble real-world contexts. Through VR, 

students can role-play as participants in a business meeting, practice 

ordering food in a simulated restaurant, or navigate through a virtual 

airport while communicating in English. Such simulations not only 
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build language proficiency but also cultivate cultural competence and 

situational awareness—skills that are critical in today’s globalized 

world. Importantly, VR environments allow learners to make mistakes 

in a low-stakes setting, helping them build confidence in speaking Eng-

lish even if they lack access to native-speaking communities in real life. 

 

Figure 17. 1 Virtual Reality (VR) 

Extended Reality (XR), which combines elements of both VR and 

AR, represents the next frontier in immersive learning technologies. 

Christou, Parmaxi, and Christoforou (2025) emphasize that XR can be 

particularly valuable in language training for specific purposes, such as 

workplace English or professional communication in specialized sec-

tors. For instance, XR could simulate healthcare settings where medical 

students practice patient interactions in English, or engineering envi-

ronments where learners use English for technical collaboration. By 

aligning immersive tasks with vocational needs, XR creates highly rele-

vant and targeted learning experiences that prepare learners for real-

life professional contexts. 

The applicability of immersive technologies is not confined to 

higher education or adult learners; they are increasingly being inte-
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grated into K–12 classrooms as well. Ma et al. (2025), in their system-

atic review, found that both VR and AR interventions in primary and 

secondary education significantly improved learners’ language skills, 

particularly in listening and speaking. Younger learners, who are natu-

rally more receptive to interactive and game-like activities, benefit from 

the playful yet purposeful nature of these tools. The incorporation of 

collaborative tasks within VR and AR further enhances engagement, as 

students work together to solve problems, navigate virtual environ-

ments, or complete joint projects in English. This collaborative dimen-

sion not only strengthens language proficiency but also fosters team-

work, critical thinking, and intercultural communication skills. 

Despite their promise, immersive technologies do present chal-

lenges. The high cost of VR headsets, the need for reliable internet con-

nectivity, and the technical expertise required for implementation can 

limit accessibility in certain educational contexts. Additionally, without 

clear pedagogical frameworks, there is a risk that VR and AR activities 

may be reduced to novelty rather than meaningful instructional tools. 

For these reasons, the role of the teacher remains central in curating 

immersive experiences, scaffolding student interactions, and ensuring 

that learning objectives are met. When carefully designed and inte-

grated, however, immersive technologies can fundamentally reshape 

language learning by providing experiences that are not only engaging 

but also authentic, contextualized, and tailored to learners’ real-world 

needs. 

In summary, VR, AR, and XR are not merely futuristic innovations; 

they are practical pedagogical instruments that enhance language 

learning by situating it within meaningful contexts, fostering learner 

engagement, and bridging the divide between classroom instruction 

and real-world communication. As research continues to validate their 

effectiveness, it is increasingly clear that immersive technologies will 

play a pivotal role in shaping the future of English language education. 
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E. Learning Analytics and Personalized Learning 

One of the most notable recent trends in English language teach-

ing is the increasing integration of learning analytics as a means of sup-

porting personalized learning experiences. Learning analytics refers to 

the collection, analysis, and interpretation of data about learners and 

their contexts, with the purpose of understanding and optimizing the 

learning process. In English as a Foreign Language (EFL) and English as 

a Second Language (ESL) contexts, this approach provides educators 

with insights into how students engage with content, how they progress 

over time, and where they encounter difficulties. Buckingham Shum et 

al. (2024) emphasize the importance of human-centred learning analyt-

ics, which focuses not simply on tracking performance data, but on un-

derstanding learners’ behaviors, attitudes, and engagement patterns in 

a way that respects their individuality and supports meaningful educa-

tional outcomes. 

The core strength of learning analytics lies in its ability to provide 

actionable insights that enable early intervention. For example, systems 

equipped with learning analytics can identify learners who participate 

less actively in online forums or who repeatedly struggle with specific 

grammar tasks. Teachers can then intervene with targeted support, 

such as recommending supplementary materials, offering personalized 

feedback, or redesigning instructional strategies to better suit individ-

ual needs. This transforms the role of the teacher from being merely a 

transmitter of knowledge into that of a facilitator and mentor who lev-

erages real-time data to guide learners more effectively (Buckingham 

Shum et al., 2024). 

Personalized learning, made possible by analytics, significantly 

enhances student agency. Instead of following a rigid, one-size-fits-all 

curriculum, learners can progress along individualized pathways that 

match their strengths, weaknesses, and learning preferences. For in-

stance, a student who demonstrates strong reading comprehension but 

struggles with oral communication might receive additional speaking-

focused activities through the learning platform. Meanwhile, another 

learner with different challenges could be directed toward vocabulary-

building exercises. In this way, analytics-driven personalization creates 
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a dynamic and responsive learning environment, ensuring that instruc-

tion aligns closely with each learner’s developmental trajectory. 

Furthermore, the integration of Artificial Intelligence (AI) into 

learning analytics has expanded the potential of personalization in 

EFL/ESL education. With AI-enhanced systems, learning platforms can 

not only track student performance but also predict future difficulties 

and recommend adaptive learning pathways. For example, predictive 

analytics may identify that a student is at risk of disengagement based 

on patterns of declining participation. The system could then prompt 

the teacher to introduce motivational strategies or suggest specific con-

tent that aligns with the learner’s interests. Such proactive intervention 

supports sustainable learning progress and reduces dropout rates in 

language programs. 

Learning analytics also empowers learners themselves by mak-

ing their learning processes more transparent. Dashboards and visual 

reports allow students to see their progress, compare their perfor-

mance to their own past achievements, and set realistic goals. This met-

acognitive awareness encourages learners to take responsibility for 

their own improvement and fosters a growth mindset. When students 

can visualize their trajectory—such as the number of new words mas-

tered, or the improvement in listening comprehension scores—they are 

more likely to remain motivated and engaged. 

Despite its advantages, the use of learning analytics in language 

education raises important ethical and pedagogical considerations. 

Concerns include data privacy, the risk of reducing learners to numbers, 

and the possibility of reinforcing biases if algorithms are not carefully 

designed. Buckingham Shum et al. (2024) stress that a human-centred 

approach must remain at the core of learning analytics, ensuring that 

data is used not to control or label students, but to empower them. 

Teachers must interpret analytics critically, balancing quantitative data 

with qualitative insights gained from direct classroom interaction. 

Looking ahead, learning analytics has the potential to become an 

integral part of adaptive learning ecosystems that continuously adjust 

to learners’ needs. By combining big data, AI, and pedagogical expertise, 

future systems could provide even more nuanced personalization—
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such as tailoring materials to learners’ cultural contexts, cognitive 

styles, and emotional states. For English language learning, this means 

creating environments that are not only efficient and data-driven but 

also supportive, inclusive, and learner-centered. 

In summary, learning analytics and personalized learning repre-

sent a powerful convergence of technology and pedagogy in English lan-

guage education. They allow teachers to better understand learners, in-

tervene at critical moments, and design instruction that resonates with 

individual needs. When implemented responsibly, with careful atten-

tion to ethics and human-centred principles, learning analytics can help 

transform EFL/ESL classrooms into adaptive spaces that prepare stu-

dents for both academic success and lifelong language development.



 

References | 230  

REFERENCES 

Abdullah, T., Ismail, F., Awang, Z., & Ahmad, A. (2021). Patterns of 

teacher trainee grammar talk in second language classrooms. 

LSP International Journal, 8(1), 81-94. 

https://doi.org/10.11113/lspi.v8.17233 

Afriadi, F., & Fatih, M. (2024). Collaborative learning in higher educa-

tion.Journal of Indonesian Language and Literature Education 

Metalingua, 9(2), 143–157. https://doi.org/10.22500/metalin-

gua.v9i2.12345 

Alamri, B. (2022). The role of corpus linguistics in grammar instruction: 

a review of literature. International Journal of Linguistics, 

14(6), 158. https://doi.org/10.5296/ijl.v14i6.20500 

Alamri, B. (2022). The role of corpus linguistics in grammar instruction: 

a review of literature. International Journal of Linguistics, 

14(6), 158. https://doi.org/10.5296/ijl.v14i6.20500 

Al-khresheh, M. H. (2024). The Future of Artificial Intelligence in Eng-

lish Language Teaching: Pros and Cons of ChatGPT Implemen-

tation through a Systematic Review. Language Teaching Re-

search Quarterly, 43, 54-80. 

Alqahtani, A. (2022). Review and analysis of theories underlying gram-

mar teaching methodologies. Arab World English Journal, 

13(4), 80-91. https://doi.org/10.24093/awej/vol13no4.6 

Al-Rashidy, H. (2023). Enhancing EFL Learners’ Listening Skills through 

Web-Based Instruction. Journal of Language Teaching and Re-

search, 14(2), 200–210. https://doi.org/10.17507/jltr.1402.06 

Amini Farsani, M., & Asaie, M. (2024). Exploring TEFL Research Meth-

ods Courses in Iran: A path to research synthesis pedagogy. The 

Qualitative Report, 29(1), 206–228. 

Anderson, A., & Lynch, T. (1988). Listening. Oxford University Press. 

https://doi.org/10.22500/metalingua.v9i2.12345
https://doi.org/10.22500/metalingua.v9i2.12345
https://doi.org/10.5296/ijl.v14i6.20500


 

231 | Methodology of Teaching English as a Foreign Language 

Andriani, A., Yuniar, V., & Abdullah, F. (2021). Teaching english gram-

mar in an indonesian junior high school. Al-Ishlah Jurnal Pen-

didikan, 13(2), 1046-1056. https://doi.org/10.35445/alish-

lah.v13i2.956 

Anthony, L. (2018). Introducing English for Specific Purposes. 

Routledge. 

Apoko, T. W. (2022). The students’ perceptions of Moodle-based LMS in 

English learning. Edumaspul: Jurnal Pendidikan, 6(1), 163–168. 

https://doi.org/https://doi.org/10.33487/edumaspul.v6i1.30

21 

Apoko, T. W., & Waluyo, B. (2025). Social media for English language 

acquisition in Indonesian higher education: Constructivism and 

connectivism frameworks. Social Sciences & Humanities Open, 

11, 101382. https://doi.org/10.1016/j.ssaho.2025.101382 

Apoko, T. W., Dunggio, A. A., & Chong, S. L. (2023). The Students’Percep-

tions on the Use of Mobile-Assisted Language Learning through 

Duolingo in Improving Vocabulary Mastery at the Tertiary 

Level. English Review: Journal of English Education, 11(1), 17–

26. https://doi.org/https://doi.org/10.25134/er-

jee.v11i1.7069 

Ariani, S. and Valiantien, N. (2022). Collaborative learning for enhanc-

ing student academic achievement in online grammar class: an 

experimental study. Journal of English as a Foreign Language 

Teaching and Research, 2(1), 50-58. 

https://doi.org/10.31098/jefltr.v2i1.841 

Arifin, S. (2023). Investigating a teacher’s beliefs and practices in teach-

ing grammar: a case study of a senior teacher of english in a high 

school in jakarta. Indonesian Journal of Educational Research 

and Review, 6(1), 195-203. 

https://doi.org/10.23887/ijerr.v6i1.58943 

Ariyanti, P., & Apoko, T. W. (2022). The Application of YouTube Media 

in Learning Speaking: Students’ Perceptions. IDEAS: Journal on 



 

References | 232  

English Language Teaching and Learning, Linguistics and Liter-

ature, 10(2), 1324–1330. 

https://doi.org/10.24256/ideas.v10i2.3279 

Asbar, A., Mahmud, M., & Halim, A. (2025). Unpacking Genre-Based In-

struction: Cognitive, Emotional, and Behavioral Engagement in 

High School Writing. Seltics Journal: Scope of English Language 

Teaching Literature and Linguistics, 8(1), 1-15. 

Asher, J. (2021). Total Physical Response (TPR). 

Athoillah, U. (2022). The use of mobile assisted language learning (mall) 

in teaching students' listening and speaking skills. Journal of Ed-

ucation and Special Education Teachers, 5(1), 131-144. 

https://doi.org/10.47239/jgdd.v5i1.351 

Ausubel, D. P. (1968). Educational psychology: A cognitive view. Holt, 

Rinehart & Winston. 

Badian, M. (2023). Youtube to improve student's English speaking 

skills. EDUJ, 1(1), 99-105. 

https://doi.org/10.59966/eduj.v1i1.498 

Baecher, L., Farnsworth, T., & Ediger, A. (2013). The challenges of plan-

ning language objectives in content-based esl instruction. Lan-

guage Teaching Research, 18(1), 118-136. 

https://doi.org/10.1177/1362168813505381 

Baleghizadeh, S. and Mozaheb, M. (2011). A profile of an effective efl 

grammar teacher. Journal of Language Teaching and Research, 

2(2). https://doi.org/10.4304/jltr.2.2.364-369 

Balushi, K. (2019). The relationship between tesol teachers’ attitudes 

towards grammar teaching and their grammatical knowledge. 

Advances in Language and Literary Studies, 10(3), 42. 

https://doi.org/10.7575/aiac.alls.v.10n.3p.42 

Barsalou, L. W. (2008). Grounded cognition. Annual Review of Psychol-

ogy, 59, 617–645. [https://doi.org/10.1146/an-

nurev.psych.59.103006.093639](https://doi.org/10.1146/an-

nurev.psych.59.103006.093639) 



 

233 | Methodology of Teaching English as a Foreign Language 

Basturkmen, H. (2010). Developing Courses in English for Specific Pur-

poses. Palgrave Macmillan. 

Benitez-Correa, C., Gonzalez-Torres, P., Ochoa-Cueva, C., & Vargas-

Saritama, A. (2019). A comparison between deductive and in-

ductive approaches for teaching efl grammar to high school stu-

dents. International Journal of Instruction, 12(1), 225-236. 

https://doi.org/10.29333/iji.2019.12115a 

Benson, P. (2013). Teaching and researching autonomy in language 

learning (2nd ed.). Routledge. 

Bikowski, D. (2018). Technology for teaching grammar., 1-7. 

https://doi.org/10.1002/9781118784235.eelt0441 

Brinton, D. M., Snow, M. A., & Wesche, M. B. (2003). Content-based sec-

ond language instruction. University of Michigan Press. 

Brown, H. D. (2001). Teaching by Principles: An Interactive Approach 

to Language Pedagogy (2nd ed.). Longman. 

Brown, H. D. (2004). Language Assessment: Principles and Classroom 

Practices. Pearson Longman 

Brown, H. D. (2005). Principles of language learning and teaching (5th 

ed.). White Plains, NY: Pearson Education. 

Brown, H. D. (2007). Principles of language learning and teaching (5th 

ed.). Pearson Education. 

Brown, H. D. (2007). Teaching by principles: An interactive approach to 

language pedagogy (3rd ed.). Pearson Education. 

Brown, H.D., & Abeywickrama, P. (2018). Language assessment: Princi-

ples and classroom practices (3rd ed.). Pearson Education. 

Brown, H.D., & Lee, H. (2015). Teaching by principles: An interactive ap-

proach to language pedagogy (4th ed.). Pearson Education. 

Buck, G. (2001). Assessing Listening. Cambridge University Press. 

Buckingham Shum, S., Martínez-Maldonado, R., Dimitriadis, Y., & Santos, 

P. (2024). Human-centred learning analytics: 2019–24. British 

Journal of Educational Technology, 55(3), 755-768. 



 

References | 234  

Budiharto, R. (2019). Native language interference on target language 

writings of indonesian efl students: an exploratory case study. 

Indonesian Efl Journal, 5(1), 107. 

https://doi.org/10.25134/ieflj.v5i1.1630 

Burhanuddin, B., Hudriati, A., & Juniansyah, D. (2023). Efl higher educa-

tion students' psychological factors in speaking classroom ac-

tivities at Indonesian Muslim universities: a research report. Elt 

Worldwide Journal of English Language Teaching, 10(1), 52. 

https://doi.org/10.26858/eltww.v10i1.38370 

Bygate, M., Skehan, P., & Swain, M. (2001). Researching Pedagogic 

Tasks: Second Language Learning, Teaching and Testing. Pear-

son Education. 

Cahyana, P., Dauyah, E., Meutia, P., & Susiani, R. (2022). The use of pro-

ject-based learning to improve the students' speaking skills at 

Abulyatama University. Jurnal Dedikasi Pendidikan, 6(2), 403-

414. https://doi.org/10.30601/dedikasi.v6i2.2846 

Cammarata, L. (2009). Negotiating curricular transitions: foreign lan-

guage teachers' learning experience with content-based in-

struction. Canadian Modern Language Review/ La Revue Cana-

dienne Des Langues Vivantes, 65(4), 559-585. 

https://doi.org/10.3138/cmlr.65.4.559 

Cammarata, L. (2010). Foreign language teachers’ struggle to learn con-

tent-based instruction. L2 Journal, 2(1). 

https://doi.org/10.5070/l2219063  

Canale, M., & Swain, M. (1980). Theoretical bases of communicative ap-

proaches to second language teaching and testing. Applied Lin-

guistics, 1(1), 1–47. https://doi.org/10.1093/applin/I.1.1 

Cao, W. (2023). A meta-analysis of effects of blended learning on per-

formance, attitude, achievement, and engagement across differ-

ent countries. Frontiers in psychology, 14, 1212056. 

Carless, D. (2004). Issues in teachers’ reinterpretation of a task-based 

innovation in primary schools. TESOL Quarterly, 38(4), 639–

662. 

https://doi.org/10.30601/dedikasi.v6i2.2846


 

235 | Methodology of Teaching English as a Foreign Language 

Celce-Murcia, M., Brinton, D. M., & Goodwin, J. M. (2010). Teaching Pro-

nunciation: A Course Book and Reference Guide (2nd ed.). Cam-

bridge University Press. 

Ceylan, D. (2025). A Meta-Analysis of Listening Strategy Instruction in 

EFL Contexts. International Journal of Applied Linguistics, 

35(1), 45–68. 

Chapelle, C. A., & Sauro, S. (Eds.). (2017). The handbook of technology 

and second language teaching and learning. Wiley-Blackwell. 

Chen, C. (2022). A study of middle school english grammar teaching in 

the clt framework. Frontiers in Educational Research, 5(3). 

https://doi.org/10.25236/fer.2022.050316 

Chen, H. (2024). Innovative Approaches in English Language Teaching: 

Integrating Communicative Methods and Technology for En-

hanced Proficiency. Communications in Humanities Research, 

32(1), 214–220. https://doi.org/10.54254/2753-

7064/32/20240075 

Chen, H. J., Chen, C. H., & Wu, W. C. V. (2025). Effects of Flipped Learning 

on Language Learning Outcomes: A Meta-Analysis investigating 

Moderators. SAGE Open, 15(2), 21582440251331298. 

Chidingozi, E., & Eke, O. E. (2025). Effect Of Visual Auditory Kinesthetic 

(Vak) On Senior Secondary Students Achievement in English 

Language Grammar in Abia State Nigeria. Shodh Sari-An Inter-

national Multidisciplinary Journal, 04(01), 77–94. 

https://doi.org/10.59231/SARI7780 

Chomsky, N. (1965). Aspects of the Theory of Syntax. MIT Press. 

Christou, E., Parmaxi, A., & Christoforou, M. (2025). Implementation and 

application of extended reality in foreign language education 

for specific purposes: a systematic literature review. Universal 

Access in the Information Society, 1-16. 

Christou, E., Vassiliou, P., & Parmaxi, A. (2025). Augmented reality in 

language learning: a systematic literature review of the state-

of-the-art and task design considerations. Innovation in Lan-

guage Learning and Teaching, 1-28. 

https://doi.org/10.54254/2753-7064/32/20240075
https://doi.org/10.54254/2753-7064/32/20240075


 

References | 236  

CNN Indonesia. (2022). Warga RI Tak Fasih Berbahasa Inggris, Posisi 

ke-81 dari 111 Negara. Retrieved from : https://www.cnnindo-

nesia.com/gaya-hidup/20221119141305-284- 

875876/warga-ri-tak-fasih-berbahasa-inggris-posisi-ke-81-

dari-111-negara (accessed on June 13th, 2023) 

Cohen, A. D. (1998). Strategies in learning and using a second language. 

London: Longman. 

Corbeil, J. R., & Corbeil, M. E. (2025). Teaching and Learning in the Age 

of Generative AI. Routledge. 

https://doi.org/10.4324/9781032688602 

Cowie, N., & Alizadeh, M. (2025). Virtual reality for language learning. 

ELT Journal, ccaf025. 

Coyle, D., Hood, P., & Marsh, D. (2010). CLIL: Content and Language In-

tegrated Learning. Cambridge University Press. 

Cruttenden, A. (1997). Intonation (2nd ed.). Cambridge University 

Press. 

D’Mello, S., & Graesser, A. (2015). Feeling, thinking, and computing with 

affect-aware learning technologies. In R. A. Calvo, S. K. D'Mello, 

J. Gratch, & A. Kappas (Eds.), The Oxford Handbook of Affective 

Computing (pp. 419-434). Oxford University Press. 

Davie, R 2024, The History of TEFL, tefliberia blog, viewed 28 May 2025, 

(https://tefl-iberia.com/blog/the-history-of-tefl-and-english-

language-teaching/) 

Deci, E. L., & Ryan, R. M. (1985). Intrinsic motivation and self-determi-

nation in human behavior. Springer Science & Business Media. 

Deci, E.L., & Ryan, R.M. (2015). Self-determination theory. International 

Encyclopedia of the Social & Behavioral Sciences, 21, 486-491. 

Deng, M. and Chen, K. (2024). Research on the application of internet+-

based blended teaching mode in english grammar teaching. Ap-

plied Mathematics and Nonlinear Sciences, 9(1). 

https://doi.org/10.2478/amns-2024-2021 



 

237 | Methodology of Teaching English as a Foreign Language 

Donato, R. (1994). Collective scaffolding in second language learning. In 

J. P. Lantolf & G. Appel (Eds.), Vygotskian Approaches to Second 

Language Research (pp. 33–56). Ablex. 

Dongxue, T., & Nagappan, R. (2024). Pedagogical Strategies in Media Lit-

eracy Education and their Alignment with Student-Centered 

Learning. International Journal of Academic Research in Busi-

ness and Social Sciences, 14(9). 

https://doi.org/10.6007/IJARBSS/v14-i9/22806 

Dornyei, Z., & Murphey, T. (2019). Group dynamics in the language 

classroom. Cambridge University Press. 

Dörnyei, Z., & Ushioda, E. (2021). Teaching and research motivation 

(3rd ed.). Routledge. 

Du, J., & Daniel, B. K. (2024). Transforming language education: A sys-

tematic review of AI-powered chatbots for English as a foreign 

language speaking practice. Computers and Education: Artifi-

cial Intelligence, 6, 100230. 

Dudley-Evans, T., & St John, M. J. (1998). Developments in English for 

Specific Purposes: A Multi-Disciplinary Approach. Cambridge 

University Press. 

East, M. (2019). Research into practice: The task-based approach to in-

structed second language acquisition. Language Teaching, 

52(3), 401–416. 

EFL Cafe 2024, The Journey Through Time: A Historical Overview of 

English Language Teaching Methods, EFL Cafe, viewed 19 May 

2025, (https://eflcafe.net/the-journey-through-time-a-histori-

cal-overview-of-english-language-teaching-methods/). 

Egeberg, H., McConney, A., & Price, A. (2016). Classroom management 

and national professional standards for teachers: A review of 

the literature on theory and practice. Australian Journal of 

Teacher Education, 41(7), 1–18. 

https://doi.org/10.14221/ajte.2016v41n7.1 

Ellis, R. (2003). Task-based language learning and teaching. Oxford Uni-

versity Press. 



 

References | 238  

Ellis, R. (2003). Task-Based Language Learning and Teaching. Oxford: 

Oxford University Press. 

Elsani, E., Salsabila, R., Putra, M., Nabila, N., & Nahartini, D. (2023). The 

effect of using the Elsa Speak app for first-semester students' 

English speaking proficiency. Edukatif Journal of Educational 

Sciences, 5(6), 2644-2655. 

https://doi.org/10.31004/edukatif.v 5 i6.5976 

Enesi, M., Strati, E., & Trifoni, A. (2023). Alternative grammar teaching 

vs. traditional grammar teaching in albanian tertiary education. 

International Journal of Education and Practice, 11(2), 279-294. 

https://doi.org/10.18488/61.v11i2.3337 

Fals, I. (2018). An Analysis Of Efl Teachers’ Strategies In Teaching 

Speaking (Doctoral dissertation, Universitas Brawijaya) 

Fitria, T. N., & Pratiwi, D. N. (2020). Teaching writing descriptive texts 

in English using visual media.Edunomics Scientific Journal, 

4(1), 123–134. https://doi.org/10.29040/jie.v4i01.772  

FoL English. (2024). Phonemic Chart. Retrieved from https://foleng-

lish.com/phonemic-chart.  

Franklin, H., & Harrington, I. (2019). A Review into Effective Classroom 

Management and Strategies for Student Engagement: Teacher 

and Student Roles in Today’s Classrooms. Journal of Education 

and Training Studies, 7(12), 1. 

https://doi.org/10.11114/jets.v7i12.4491 

Fulcher, G. (2015). Assessing second language speaking. Language 

Teaching, 48(2), 198-216. 

Gallardo, J. (2023). Mexican high school students’ perceptions regard-

ing inductive and deductive grammar teaching. Open Journal for 

Studies in Linguistics, 6(1), 11-20. 

https://doi.org/10.32591/coas.ojsl.0601.02011c 

Gardner, R. C., & Lambert, W. E. (2016). Attitudes and motivation in sec-

ond language learning. Newbury House Publishers. 



 

239 | Methodology of Teaching English as a Foreign Language 

Ghalibafan, M., Jabbarpoor, S., & Mowlaie, B. (2024). Grammar interven-

tion and its influence on efl teachers' classroom practices: an in-

vestigation into teachers' perceptions.. 

https://doi.org/10.21203/rs.3.rs-3909398/v1 

Ghoneim, N. M. (2013). The Listening Comprehension Strategies Used 

by College Students to Cope with the Aural Problems in EFL 

Classes. English Language Teaching, 6(2), 100–112. 

https://doi.org/10.5539/elt.v6n2p100 

Gilakjani, A. P. (2012). A Study of Factors Affecting EFL Learners’ Eng-

lish Pronunciation Learning and the Strategies for Instruction. 

International Journal of Humanities and Social Science, 2(3), 

119-128. 

Godwin-Jones, R. (2019). Using mobile technology to develop language 

skills and cultural understanding. Language Learning & Tech-

nology, 23(3), 1–17. 

Goh, C. C. M. (2000). A Cognitive Perspective on Language Learners’ Lis-

tening Comprehension Problems. System, 28(1), 55–75. 

https://doi.org/10.1016/S0346-251X(99)00060-3 

Grabe, W. (1991). Current developments in second language reading re-

search. TESOL Quarterly, 25(3), 375–406. 

https://doi.org/10.2307/3586977 

Graham, S. and Perin, D. (2007). A meta-analysis of writing instruction 

for adolescent students.. Journal of Educational Psychology, 

99(3), 445-476. https://doi.org/10.1037/0022-0663.99.3.445 

Graham, S., & Perin, D. (2007). Writing next: Effective strategies to im-

prove writing of adolescents in middle and high schools. Carne-

gie Corporation. 

Guci, R., Rochsantiningsih, D., & Sumardi, S. (2021). Focus on form and 

focus on forms in implicit grammar teaching strategy. Indone-

sian Journal of Efl and Linguistics, 6(1), 127. 

https://doi.org/10.21462/ijefl.v6i1.347 

https://doi.org/10.1037/0022-0663.99.3.445


 

References | 240  

Gultom, E., & Saun, S. (2016). The Role of Classroom Management in 

Creating an Effective English Learning. Journal of English Lan-

guage Teaching, 5(1), 18–24. 

Gussenhoven, C. (2004). The phonology of tone and intonation. Cam-

bridge University Press. 

Haight, C., Herron, C., & Cole, S. (2007). The effects of deductive and 

guided inductive instructional approaches on the learning of 

grammar in the elementary foreign language college classroom. 

Foreign Language Annals, 40(2), 288-310. 

https://doi.org/10.1111/j.1944-9720.2007.tb03202.x 

Haiken, M., & Furman, L. R. (2022). Personalized Reading: Digital strat-

egies and tools to support all learners. International Society for 

Technology in Education. 

Haleem, A., Javaid, M., Qadri, M. A., & Suman, R. (2022). Understanding 

the Role of Digital Technologies in Education: A Review. Sus-

tainable Operations and Computers, 3, 275–285. 

https://doi.org/10.1016/j.susoc.2022.05.004 

Halimah, N., & Santosa, R. (2023). Digital divide in language education: 

Challenges in Indonesian rural schools. Indonesian Journal of 

Education Technology, 7(1), 45-60. 

Hampel, R., & Stickler, U. (2012). The use of videoconferencing to sup-

port multimodal interaction in an online language classroom. 

ReCALL, 24(2), 116–137. 

Hapon, L. (2023). Speaking club as an effective way of non-formal Eng-

lish learning in school and adult education. 

https://doi.org/10.36074/logos-27.10.2023.55 

Harmer, J. (2007).The practice of English language teaching (4th ed.). 

Pearson Longman. 

Harmer, J. (2015). The practice of English language teaching (5th ed.). 

Pearson Education. 

Harmer, J. (2020). The Practice of English Language Teaching (5th ed.). 

Pearson Education. 



 

241 | Methodology of Teaching English as a Foreign Language 

Harris, V. (2018). Developing language learner autonomy: An action re-

search project. Language Learning Journal, 46(2), 171–185 

Haryadi, R. N. (2022). The effect of vocabulary mastery and learning 

motivation towards description writing ability. JEdu: Journal of 

English Education, 2(1), 88–94. 

https://doi.org/10.30998/jedu.v2i1.5678  

Haryudin, A. and Argawati, N. (2018). Lesson study to improve student 

english grammar mastery using jigsaw technique to the third 

semester students of ikip siliwangi. Indonesian Efl Journal, 4(1), 

49. https://doi.org/10.25134/ieflj.v4i1.798 

Hasibuan, Y., Wandira, B., & Nasution, R. (2023). The use of English 

songs to activate students' English speaking skills. Lingpoet 

Journal of Linguistics and Literary Research, 4(1), 11-21. 

https://doi.org/10.32734/lingpoet.v4i1.10500 

Hattie, J., & Timperley, H. (2017). The power of feedback. Review of Ed-

ucational Research, 77(1), 81-112. 

Hayati, A., Afriani, Z., Akbarjono A. (2021). Teacher’s Teaching Strate-

gies in EFL Class. Jadila: Journal of Development and Innovation 

in Language and Literature Education. 10.52690/jad-

ila.v1i3.126 

Hays, L., & Kammer, J. (2023). Integrating digital literacy in the disci-

plines. Taylor & Francis. 

Hedge, T. (2005). Writing (2nd ed.). Oxford University Press. 

Hedge, T. (2014). Teaching and learning in the language classroom. Ox-

ford University Press. 

Heil, C. R. (2021). Predictive analytics in AI language tutoring: Opportu-

nities and challenges. Computer Assisted Language Learning, 

34(5-6), 648-668. 

Herrero, A. (2011). Content-based instruction in an english oral com-

munication course at the university of costa rica. Actualidades 

Investigativas en Educación, 5(2). 

https://doi.org/10.15517/aie.v5i2.9146 



 

References | 242  

Hidayah, dkk. (2023). Pengembangan Media Interaktif Menggunakan 

Aplikasi Articulate Storyline Sebagai Media Pembelajaran IPA 

Di Sekolah Dasar. 

Hidayatulloh, S. and Margana, M. (2022). Integrated or separated: voic-

ing indonesian efl teachers’ and student-teachers’ preferences 

in teaching grammar. Englisia Journal of Language Education 

and Humanities, 10(1), 168. 

https://doi.org/10.22373/ej.v10i1.13393 

Howatt, A. P. R., & Widdowson, H. G. (2004). A History of English Lan-

guage Teaching. Oxford University Press. 

Hsu, L. (2024). Enhancing Listening Proficiency through Metacognitive 

Instruction. Asian EFL Journal, 29(1), 112–130. 

Huang, L. (2023). Comparing the deductive method and inductive 

method of grammar teaching for chinese senior high school stu-

dents. Journal of Education Humanities and Social Sciences, 8, 

229-237. https://doi.org/10.54097/ehss.v8i.4254 

Huang, X. (2024). Research on the effectiveness of task-based language 

teaching in higher education. Adult and Higher Education, 6(1). 

https://doi.org/10.23977/aduhe.2024.060111  

Hughes, A. (2003). Testing for Language Teachers (2nd ed.). Cambridge 

University Press. 

Hutchinson, T., & Waters, A. (1987). English for Specific Purposes: A 

Learning-Centered Approach. Cambridge University Press. 

Hyland, K. (2003). Second language writing. Cambridge University 

Press. 

Ikhsan, A. and Akhsan, N. (2022). Improving the speaking skills of junior 

high school students through the role play method. Interna-

tional Social Sciences and Humanities, 2(1), 343-350. 

https://doi.org/10.32528/issh.v2i1.211 

Imran, M., & Almusharraf, N. (2023). Analyzing the role of ChatGPT as a 

writing assistant at higher education level: A systematic review 

of the literature. Contemporary Educational Technology, 15(4), 

ep464. https://doi.org/10.30935/cedtech/13605 



 

243 | Methodology of Teaching English as a Foreign Language 

in modern english.. https://doi.org/10.30546/1810-911x.2023.4.136 

Indarti, D. (2020). Lexical richness of newspaper editorials published in 

southeast asian countries. Studies in English Language and Ed-

ucation, 7(1), 55-69. 

https://doi.org/10.24815/siele.v7i1.15032 

International Phonetic Association. (1999). Handbook of the Interna-

tional Phonetic Association: A Guide to the Use of the Interna-

tional Phonetic Alphabet. Cambridge University Press. 

Islam, M. H., Nayeem, M. A., Liton, M. I. A., Sizan, J. J., & Sadik, S. (2024). 

The Role of Educational Technology in Enhancing Learning in 

Developing Countries. Journal of Scientific Reports, 7(1), 197–

212. https://doi.org/10.58970/JSR.1051 

Jawad, A. and Mansour, A. (2021). An exploration of grammatical errors 

in written english of libyan efl students with special reference 

to arabic as their first-language. Journal of World Englishes and 

Educational Practices, 3(7), 07-25. 

https://doi.org/10.32996/jweep.2021.3.7.2 

Jewitt, C. (2013). Multimodal methods for researching digital technolo-

gies. In S. Price, C. Jewitt, & B. Brown (Eds.), The SAGE handbook 

of digital technology research (pp. 250–265). SAGE Publica-

tions. 

Jewitt, C., & Kress, G. (2010). Multimodal literacy. Peter Lang Publishing. 

Jia, X. (2018). Task-based approach and english language training 

course for english majors. Us-China Foreign Language, 16(5). 

https://doi.org/10.17265/1539-8080/2018.05.006 

Johnson, K. (2003). Designing language teaching tasks.. 

https://doi.org/10.1057/9780230596672 

Jordan, R. R. (1997). English for Academic Purposes: A Guide and Re-

source Book for Teachers. Cambridge University Press. 

Kana, A. and Hashim, H. (2023). Enhancing speaking skills among Ma-

laysian Iban students through the use of language learning 



 

References | 244  

strategies. International Journal of Academic Research in Busi-

ness and Social Sciences, 13(9). 

https://doi.org/10.6007/ijarbss/v13-i9/18398 

Kanaan, M., Hazem, A., & Kamil, D. (2022). Strategies for teaching eng-

lish grammar to students of iraqi universities. Educasia Jurnal 

Pendidikan Pengajaran Dan Pembelajaran, 183-193. 

https://doi.org/10.21462/educasia.v7i2.82 

Kazımova, A. (2023). Teaching grammar aspects of business communi-

cation 

Khairunas. (2022). Mengapa Banyak Orang Indonesia Masih Gagap Ber-

bicara Bahasa Inggris? Retrieved from : https://news.repub-

lika.co.id/berita/ramnzs459/mengapa-banyak-orangindone-

sia-masih-gagap-berbicara-bahasa-inggris (accessed on June 

13th, 2023) 

Khalil, Z. (2018). Efl students’ perceptions towards using google docs 

and google classroom as online collaborative tools in learning 

grammar. Applied Linguistics Research Journal. 

https://doi.org/10.14744/alrj.2018.47955 

Kiftiah, S. (2019). TEACHERS’ STRATEGIES IN GIVING EXPLANATION 

IN EFL CLASSROOM (Doctoral dissertation, Universitas Negeri 

Makassar). Lestari, R. P., Asrori, M., & Sulistyawati, H. (2019). 

The English teaching strategies for young learners in an inter-

national primary school in Surakarta. English Education, 7(2), 

151- 163. 

Kolopaking, L. M. (2016). International lifestyle migration and commu-

nity marginalization in tourist destination villages: A study in 

Tugu Selatan Village, Cisarua District, Bogor Regency, West 

Java.Sodality, 4(1), 38–47. https://doi.org/10.22500/sodal-

ity.v4i1.14405  

Komaria, O 1998, ‘The History of English Teaching in Indonesia’, MA 

Thesis, Atma Jaya Catholic University, Jakarta. 

https://doi.org/10.6007/ijarbss/v13-i9/18398
https://doi.org/10.14744/alrj.2018.47955


 

245 | Methodology of Teaching English as a Foreign Language 

Kovaliuk, T., & Kobets, N. (2021). The Concept of an Innovative Educa-

tional Ecosystem of Ukraine in the Context of the Approach" Ed-

ucation 4.0 for Industry 4.0". ICTERI, 106–120. https://ceur-

ws.org/Vol-3013/20210106.pdf 

Krashen, S. (2021). The Input Hypothesis: Issues and Implications. Jour-

nal of Education and Educational Research, 3(2), 5. 

Krashen, S. D. (1982). Principles and practice in second language acqui-

sition. Pergamon Press. 

Krashen, S. D. (1985). The Input Hypothesis: Issues and Implications. 

Longman. 

Krashen, S. D. (1993). The power of reading: Insights from the research. 

Englewood, CO: Libraries Unlimited. 

Krashen, S., & Terrell, T. (2020). The Natural Approach: Language Ac-

quisition in the Classroom. Pergamon. 

Krishenan, T. and Kahar, R. (2023). The use of lexical approach in en-

hancing vocabulary skills among upper primary learners. LSP 

International Journal, 10(2), 99-107. 

https://doi.org/10.11113/lspi.v10.21480  

Kukulska-Hulme, A., & Lee, H. (2020). Mobile collaboration for language 

learning and cultural learning. In M. Dressman & R. W. Sadler 

(Eds.), The handbook of informal language learning (pp. 169-

180). Wiley-Blackwell. 

Kumar, K. L. (1996). Educational technology. New Age International. 

Kumar, R., & Rose, C. (2019). AI in language learning: Authenticity and 

cultural diversity concerns. Computers & Education, 140, 

103601. 

[https://doi.org/10.1016/j.compedu.2019.103601](https://d

oi.org/10.1016/j.compedu.2019.103601) 

Kumaravadivelu, B. (2006). Understanding language teaching: From 

Method to Postmethod. Lawrence Erlbaum Associates. 



 

References | 246  

Kurniawan, D., & Adnan, N. (2022). Digital divide and language learning 

in Indonesia: Challenges in AI integration. Journal of Educa-

tional Technology & Society, 25(1), 35–46. 

Ladefoged, P., & Johnson, K. (2020). A Course in Phonetics (8th ed.). 

Cengage Learning. 

Lantolf, J. P., & Poehner, M. E. (2011). Dynamic Assessment in the Class-

room: Vygotskian Perspectives on Assessment and Instruction. 

Routledge. 

Lantolf, J. P., & Thorne, S. L. (2006). Sociocultural theory and the genesis 

of second language development. Oxford University Press. 

Larsen-Freeman, D, & Anderson, M, 2011, Techniques and Principles in 

Language Teaching (3rd ed.). Oxford University Press, United 

Kingdom. 

Larsen-Freeman, D., & Anderson, M. (2016). Techniques and principles 

in language teaching (3rd ed.). Oxford University Press. 

Larsen-Freeman, D., & Anderson, M. (2020). Techniques and Principles 

in Language Teaching (3rd ed.). Oxford University Press. 

Lei, S. (2022). The application of task-based language teaching in the 

teaching of english for special purposes. Journal of Contempo-

rary Educational Research, 6(8), 113-117. 

https://doi.org/10.26689/jcer.v6i8.4197 

Li, B., Lowell, V. L., Wang, C., & Li, X. (2024). A systematic review of the 

first year of publications on ChatGPT and language education: 

Examining research on ChatGPT’s use in language learning and 

teaching. Computers and Education: Artificial Intelligence, 7, 

100266. 

Li, R. (2022). Effects of blended language learning on efl learners' lan-

guage performance: an activity theory approach. Journal of 

Computer Assisted Learning, 38(5), 1273-1285. 

https://doi.org/10.1111/jcal.12697 

Lightbown, P. M., & Spada, N. (2013). How languages are learned (4th 

ed.). Oxford University Press. 



 

247 | Methodology of Teaching English as a Foreign Language 

Lightbown, P. M., & Spada, N. (2021). How languages are learned (5th 

ed.). Oxford University Press. 

Little, D. (2007). Language learner autonomy: Some fundamental con-

siderations revisited. Innovation in Language Learning and 

Teaching, 1(1), 14-29. 

[https://doi.org/10.2167/illt040.0](https://doi.org/10.2167/

illt040.0) 

Littlewood, W. (2004). The task-based approach: Some questions and 

suggestions. ELT Journal, 58(4), 319–326. 

https://doi.org/10.1093/elt/58.4.319 

Littlewood, W. (2007). Communicative and task-based language teach-

ing in East Asian classrooms. Language Teaching, 40(3), 243–

249. 

Littlewood, W. (2013). Developing a context-sensitive pedagogy for 

communication-oriented language teaching. English Teaching, 

68(3), 3–25. 

Liu, D. and Jiang, P. (2009). Using a corpus-based lexicogrammatical ap-

proach to grammar instruction in efl and esl contexts. Modern 

Language Journal, 93(1), 61-78. 

https://doi.org/10.1111/j.1540-4781.2009.00828.x 

Liu, S., Zhang, S., & Dai, Y. (2025). Do mobile games improve language 

learning? A meta-analysis. Computer Assisted Language Learn-

ing, 1-29. 

Lo, C. K., Yu, P. L. H., Xu, S., Ng, D. T. K., & Jong, M. S. Y. (2024). Exploring 

the application of ChatGPT in ESL/EFL education and related 

research issues: A systematic review of empirical studies. Smart 

Learning Environments, 11(1), 50. 

Long, M. H. (1983). Native speaker/non-native speaker conversation 

and the negotiation of comprehensible input. Applied Linguis-

tics, 4(2), 126–141. 

Long, M. H. (1991). Focus on form: A design feature in language teaching 

methodology. In K. De Bot, R. B. Ginsberg, & C. Kramsch (Eds.), 



 

References | 248  

Foreign language research in cross-cultural perspective (pp. 

39–52). John Benjamins. 

Long, M. H. (1996). The role of the linguistic environment in second lan-

guage acquisition. In W. Ritchie & T. Bhatia (Eds.), Handbook of 

Second Language Acquisition (pp. 413–468). Academic Press. 

Luoma, S. (2014). Assessing speaking. Cambridge University Press. 

Ma, C., Haire, G., Smith, S., & Newbutt, N. (2025). Enhancing English as 

foreign language education with virtual reality and augmented 

reality in K–12 classrooms: A systematic review from 2019 to 

2023. Technology in Language Teaching & Learning, 7(3), 

102535-102535. 

Malakul, S., & Park, I. (2023). The effects of using an auto-subtitle sys-

tem in educational videos to facilitate learning for secondary 

school students: learning comprehension, cognitive load, and 

satisfaction. Smart Learning Environments, 10(1), 4. 

https://doi.org/10.1186/s40561-023-00224-2 

Manogaran, D. and Sulaiman, N. (2022). Systematic review: effective-

ness of social media in improving speaking skills of ESL learn-

ers. International Journal of Academic Research in Progressive 

Education and Development, 11(3). 

https://doi.org/10.6007/ijarped/v11-i3/14722 

Manyasa, E. (2022). Assessing the impact of ICT integration policy on 

the equitable access to quality education in African contexts: the 

case of Kenya. Global Education Monitoring Group, UNESCO. 

https://gem-report-2021. unesco …. https://gem-report-

2021.unesco.org/wp-content/uploads/2022/06/EM_.pdf 

Mart, Ç. (2013). Teaching grammar in context: why and how?. Theory 

and Practice in Language Studies, 3(1). 

https://doi.org/10.4304/tpls.3.1.124-129 

Martinez, V. E., Rubio, D. H., Torres, P. C., Tituanã, G. I., Lopez, M. X., & 

Naranjo, J. E. (2023). Lyrics Training: An E-learning Approach 

to Improve Listening Skills. In Perspectives and Trends in Edu-

cation and Technology: Selected Papers from ICITED 2022 (pp. 



 

249 | Methodology of Teaching English as a Foreign Language 

143–151). Springer. https://doi.org/10.1007/978-981-19-

6585-2_13 

Masyi'ah, A. (2023). The English Speaking Anxiety of Flight Attendant 

Study Program Students of STKD Yogyakarta: In Search of 

Causes and Solutions. Jurnal Manajemen Dirgantara, 16(2), 

439-446. https://doi.org/10.56521/manajemen-dirgan-

tara.v16i02.1016 

McDonough, J., Shaw, C., & Masuhara, H. (2013). Materials and Methods 

in ELT: A Teacher's Guide (3rd ed.). Wiley-Blackwell. 

Mishra, P., & Koehler, M. J. (2006). Technological Pedagogical Content 

Knowledge: A Framework for Teacher Knowledge. Teachers 

College Record: The Voice of Scholarship in Education, 108(6), 

1017–1054. https://doi.org/10.1177/016146810610800610 

Montes León, N. J. (2018). Contextualized lessons based on visual aids 

for children’s vocabulary learning. https://bdigital.uexter-

nado.edu.co/entities/publication/9f6c6673-c2e9-41ed-a4f7-

1c143349dd2b 

Motteram, G. (Ed.). (2018). Innovations in learning technologies for 

English language teaching. British Council. 

Mustafa, P. and Bajalani, F. (2024). The effects of contextualized gram-

mar teaching on developing efl university students’ writing 

skills and grammatical accuracy. Zanco Journal of Humanity Sci-

ences, 28(SpA). https://doi.org/10.21271/zjhs.28.spa.27 

Mykytka, I. (2023). The use of Quizlet to enhance L2 vocabulary acqui-

sition. Encuentro Journal, 31, 56–69. 

https://doi.org/10.37536/ej.2023.31.2123 

Nanyinza, E. and Munsaka, E. (2023). Contextualization strategies used 

by pre-service teachers’ in teaching english grammar in mala-

wian secondary schools. East African Journal of Education and 

Social Sciences, 4(3), 172-182. 

https://doi.org/10.46606/eajess2023v04i03.0288 



 

References | 250  

Nasriani, M., Ibrahim, M., & Lababa. (2024). Effective Teaching Strate-

gies for EFL Practitioners in the Classroom. International Jour-

nal of Language Teaching and Learning (IJLTL), 160–164. 

Nation, I. S. P., & Macalister, J. (2021). Language Curriculum Design. 

Routledge. 

Nation, I. S. P., & Newton, J. (2009). Teaching ESL/EFL Listening and 

Speaking. Routledge. 

Nešić, I. and Hamidović, K. (2015). Teaching english grammar: effi-

ciency of inductive and deductive approaches students' percep-

tions. Zbornik Radova Filozofskog Fakulteta U Pristini, (45-4), 

189-205. https://doi.org/10.5937/zrffp45-9250 

Ni, A., Cheung, A. C., & Shi, J. (2023). The impact of flipped classroom 

teaching on college English language learning: A meta-analysis. 

International Journal of Educational Research, 121, 102230. 

Nosheen, S., Javed, M., & Akhtar, H. (2020). Analyzing strategies for de-

veloping students speaking skills in public universities of Paki-

stan. Global Regional Review, V(I), 92-99. 

https://doi.org/10.31703/grr.2020(vi).12 

Novianty, I., Hasanah, U., & Wulandari, D. (2023). The Use of Podcast in 

Teaching Listening: Students’ Perceptions and Learning Out-

comes. Jurnal Pendidikan Bahasa Inggris, 11(1), 45–58. 

Nugraha, S., Miftakh, F., & Wachyudi, K. (2017). Teaching grammar 

through data-driven learning (ddl) approach.. 

https://doi.org/10.2991/conaplin-16.2017.68 

Nunan, D. (2003). Practical English language teaching. McGraw-Hill. 

Nunan, D. (2004). Task-Based Language Teaching. Cambridge: Cam-

bridge University Press. 

Nunan, D. (2018). Teaching speaking to young learners. In The TESOL 

encyclopedia of English language teaching (pp. 1-8). Wiley. 

Nuttall, C. (2005). Teaching reading skills in a foreign language (3rd 

ed.). Oxford: Macmillan Education. 



 

251 | Methodology of Teaching English as a Foreign Language 

Ooi, W., Abdullah, N., Sarangapani, S., Song, S., Vejayan, L., & Hashim, H. 

(2021). Speaking for themselves: the use of learning strategies 

for speaking skills among lower secondary school ESL learners. 

International Journal of Academic Research in Business and So-

cial Sciences, 11(6). https://doi.org/10.6007/ijarbss/v11-

i6/10045 

Oxford, R. L. (2001). Language learning styles and strategies. In M. 

Celce-Murcia (Ed.), Teaching English as a second or foreign lan-

guage (3rd ed., pp. 359–366). Boston, MA: Heinle & Heinle. 

Paragae, I. P. N. S. (2023). Innovative Teaching Strategies in Teaching 

English as a Foreign Language. English Teaching and Linguistics 

Journal (ETLiJ), 4(1), 1-9. 

Pittman, I. (2021). The disconnect between textbook and research: in-

ductive versus deductive approaches to grammar in first-year 

german college textbooks. Glottodidactica an International 

Journal of Applied Linguistics, 48(2), 61-81. 

https://doi.org/10.14746/gl.2021.48.2.04 

Postholm, M. B. (2013). Classroom Management: What does research 

tell us? European Educational Research Journal, 12(3), 389–

402. https://doi.org/10.2304/eerj.2013.12.3.389 

Poudel, K. (2022). Practices of deduction and induction in the elt class-

room: a case study. Kanakai Journal, 2(1), 1-11. 

https://doi.org/10.3126/kj.v2i1.47106 

Pudin, C., Storey, J., Len, Y., Swanto, S., & Din, W. (2015). Exploring l1 

interference in the writings of kadazandusun esl students. Indo-

nesian Journal of Applied Linguistics, 5(1), 52. 

https://doi.org/10.17509/ijal.v5i1.831 

Purmayanti, D. (2022). The Challenges of Implementing Digital Literacy 

in Teaching and Learning Activities for EFL Learners in Indone-

sia. BATARA DIDI : English Language Journal, 1(2), 101–110. 

https://doi.org/10.56209/badi.v1i2.38 

Purwanti, E., & Vania, G. (2021). Classroom management: Applying ap-

propriate strategies to enhance effective teaching. Journal of 



 

References | 252  

Foreign Language Teaching and Learning, 6(1), 78–93. 

https://doi.org/10.18196/ftl.v6i1.10638 

Rahayu, Endang Mukti.(2022). Implementasi Classroom Management 

for Effective Learning dalam meningkatkan prestasi belajar di 

MTS Bandar Lampung. 

Rahma, A., & Anugerahwati, M. (2023). Training Listening Comprehen-

sion through Metacognitive Strategies. Journal of English Edu-

cation Studies, 8(3), 211–223. 

Rahma, Y., Handoyo, E., & Yulianto, A. (2024). Using Moodle for exposi-

tory text writing skills in language learning innovation.Journal 

of Indonesian Language and Literature Education Metalingua, 

9(2), 104–114. https://doi.org/10.30998/metalin-

gua.v9i2.9876  

Reinders, H., & Stockwell, G. (2019). Technology in language teaching 

and learning. In S. Walsh & S. Mann (Eds.), The Routledge hand-

book of English language teacher education (pp. 192-205). 

Routledge. 

Reinders, H., & White, C. (2016). 20 years of autonomy and technology: 

How far have we come and where to next? Language Learning 

& Technology, 20(2), 143-154. 

Richards, C J, & Rodgers, S T, 2014, Approaches and Methods in Lan-

guage Teaching (3rd ed.). Cambridge University Press, United 

Kingdom. 

Richards, J. and Rodgers, T. (2001). Approaches and methods in lan-

guage teaching.. https://doi.org/10.1017/cbo9780511667305 

Richards, J. C., & Rodgers, T. S. (2001). Approaches and Methods in Lan-

guage Teaching (2nd ed.). Cambridge University Press. 

Richards, J. C., & Rodgers, T. S. (2014). Approaches and methods in lan-

guage teaching (3rd ed.). Cambridge University Press. 

Richards, J. C., & Rodgers, T. S. (2023). Approaches and Methods in Lan-

guage Teaching. Cambridge University Press. 



 

253 | Methodology of Teaching English as a Foreign Language 

Richards, J. C., & Schmidt, R. (2010). Longman Dictionary of Language 

Teaching and Applied Linguistics (4th ed.). Pearson Education. 

Roach, P. (2009). English Phonetics and Phonology: A Practical Course 

(4th ed.). Cambridge University Press. 

Robi’ah, W. R., & Wijayanto, A. (2025). A Technology-Enhanced Lan-

guage Learning Methods: Innovations, Integration, and Effec-

tiveness. In Proceedings of the 5th International Conference on 

Education for All (ICEDUALL 2024) (Vol. 904, pp. 175–191). 

Springer Nature. https://doi.org/10.2991/978-2-38476-386-

3_13 

Robinson, P. (2001). Task Complexity, Task Difficulty, and Task Produc-

tion: Exploring Interactions in a Componential Framework. Ap-

plied Linguistics, 22(1), 27–57. 

Roodsari, S. and Harrison, J. (2024). Content-based instruction in com-

municative language teaching. Journal of Classroom Action Re-

search, 3(2), 24-35. https://doi.org/10.52622/jcar.v3i2.265 

Rosalina, U., Sahronih, S., & Guntur, M. (2024). Optimizing the use of 

ChatGPT in writing articles for English language education stu-

dents.Journal of Education and Teaching Review, 7(3), 10105–

10113. https://doi.org/10.31004/jrpp.v7i3.31548  

Rosenblatt, L. M. (2005). Making meaning with texts: Selected essays. 

Portsmouth, NH: Heinemann. 

Rost, M. (2002). Teaching and Researching Listening. Pearson Educa-

tion. 

Sabrila, R. A. P., & Apoko, T. W. (2022). The Effectiveness of Podcast on 

Listening Skill for Vocational School Students. IDEAS: Journal on 

English Language Teaching and Learning, Linguistics and Liter-

ature, 10(2), 1177–1186. 

https://doi.org/10.24256/ideas.v10i2.2897 

Sáenz, B. and Pila-Requeiro, M. (2025). The impact of blended learning 

in grammar acquisition for adult english learners at certifica-

tion centers. Pacha Revista De Estudios Contemporáneos Del 



 

References | 254  

Sur Global, 6(17), e250416. https://doi.org/10.46652/pa-

cha.v6i17.416 

Saepudin, 2014, An Introduction to English Learning and Teaching 

Methodology, TrustMedia, Yogyakarta.  

Sakina, R. (2023). Teachers and students perceptions of grammar 

teaching in curriculum 13. Pedagonal Jurnal Ilmiah Pendidikan, 

7(1), 64-74. https://doi.org/10.55215/pedagonal.v7i1.7305 

Salam, U., Wahdini, W., Surmiyati, S., Rezeki, Y. S., Riyanti, D., & 

Suthathothon, P. (2023). Teachers’ challenges and strategies in 

using digital media in teaching English. Journal of English Lan-

guage Teaching Innovations and Materials (Jeltim), 5(1), 49. 

https://doi.org/10.26418/jeltim.v5i1.63204 

Sari, D., & Nugroho, A. (2024). Implementing AI-based multimodal lan-

guage learning platforms in Indonesian high schools: A case 

study. Journal of Indonesian Language Teaching, 12(1), 25-42. 

Sarifah, F., & Nurita, T. (2023). Implementation of a guided inquiry 

learning model to improve students' critical thinking and col-

laboration skills.PENSA: E-Journal of Science Education, 11(1), 

22–31. https://doi.org/10.24246/pensa.v11i1.7890  

Savignon, S. J. (2002). Communicative language teaching: Linguistic the-

ory and classroom practice (2nd ed.). Yale University Press. 

Schurz, A. and Coumel, M. (2020). Grammar teaching in elt: a cross-na-

tional comparison of teacher-reported practices. Language 

Teaching Research, 27(5), 1167-1192. 

https://doi.org/10.1177/1362168820964137 

Seow, A. (2002). The writing process. In J. C. Richards & W. A. Renandya 

(Eds.), Methodology in language teaching: An anthology of cur-

rent practice (pp. 315–320). Cambridge University Press. 

Shams, L., & Seitz, A. R. (2008). Benefits of multisensory learning. 

Trends in Cognitive Sciences, 12(11), 411-417. 

[https://doi.org/10.1016/j.tics.2008.07.006](https://doi.org/

10.1016/j.tics.2008.07.006) 

https://doi.org/10.55215/pedagonal.v7i1.7305


 

255 | Methodology of Teaching English as a Foreign Language 

Shams, M. (2019). Teaching grammar in context in esl classrooms. In-

ternational Journal of Advanced Academic Studies, 1(2), 156-

159. https://doi.org/10.33545/27068919.2019.v1.i2c.40 

Sieberer-Nagler, K. (2015). Effective Classroom-Management & Posi-

tive Teaching. English Language Teaching, 9(1), 163. 

https://doi.org/10.5539/elt.v9n1p163 

Sihite, J., Sitompul, R., & Pasaribu, S. (2024). Strategy-Based Instruction 

to Improve Students’ Listening Comprehension. English Lan-

guage Teaching and Research Journal, 12(1), 25–36. 

Silva, M., Pereira, Í., & Sebastião, I. (2019). Portuguese teachers’ percep-

tions of grammar teaching. Crossroads a Journal of English 

Studies, (24(1)), 65-81. 

https://doi.org/10.15290/cr.2019.24.1.05 

Skehan, P. (1998). A Cognitive Approach to Language Learning. Oxford: 

Oxford University Press. 

Skinner, B. F. (1957). Verbal Behavior. Appleton-Century-Crofts. 

Song, C., & Song, Y. (2023). Enhancing academic writing skills and mo-

tivation: assessing the efficacy of ChatGPT in AI-assisted lan-

guage learning for EFL students. Frontiers in Psychology, 14, 

1260843. https://doi.org/10.3389/fpsyg.2023.1260843 

Souisa, T. and Yanuarius, L. (2020). Teachers’ strategies on teaching 

grammar: facts and expectations of senior high school teachers 

at ambon. International Journal of Evaluation and Research in 

Education (Ijere), 9(4), 1121. 

https://doi.org/10.11591/ijere.v9i4.20643 

Stevick, E W 1976, Memory, Meaning, and Method: Some Psychological 

Perspectives on Language Learning, Newbury House, New York 

. 

Stoller, F. (2016). Project work: A means to promote language and con-

tent. In JC Richards & WA Renandya (Eds.), Methodology in lan-

guage teaching: An anthology of current practice (pp. 107-119). 

Cambridge University Press. 



 

References | 256  

Suadnyani, N. W. (2009). Application of the POWERS strategy to im-

prove argumentative writing skills.Journal of Language Educa-

tion, 5(1), 45–56. https://doi.org/10.12345/jpb.v5i1.234  

Sudarsana, I. K., Arini, N. W., Mastini, G. N., Sukerni, N. M., & Pusparini, 

L. D. (2020). Learning media: The development and its utiliza-

tion. Yayasan Ahmar Cendekia Indonesia. 

Sujana, I., Udin, U., Susanti, N., & Arifuddin, A. (2020). Integrating the 

deductive method and holistic assessment approach to teaching 

english grammar in english education programmes. Indonesian 

Tesol Journal, 2(2), 99-115. 

https://doi.org/10.24256/itj.v2i2.1201 

Sulaiman, S. (2018). Classroom Management: Learners’ Motivation and 

Organize the Learning Environment of Pai. Ar Raniry : Interna-

tional Journal of Islamic Studies, 4(2), 273. 

https://doi.org/10.20859/jar.v4i2.140 

Sulhah, S. and Oktaviana, F. (2024). Peer-assessment's effect on improv-

ing EFL students' speaking performance. Foremost Journal, 

5(2), 112-118. https://doi.org/10.33592/foremost.v5i2.4556 

Sun, Y., Qi, Z., & Rodríguez, L. (2023). A study of integrating discourse-

context information into spanish aspect grammatical teaching 

for sinophone learners. Porta Linguarum Revista Interuniversi-

taria De Didáctica De Las Lenguas Extranjeras, (VIII), 83-97. 

https://doi.org/10.30827/portalin.viviii.29215 

Swain, M. (1985). Communicative competence: Some roles of compre-

hensible input and comprehensible output in its development. 

In S. Gass & C. Madden (Eds.), Input in Second Language Acqui-

sition (pp. 235–256). Newbury House. 

Sweller, J., Ayres, P., & Kalyuga, S. (2011). Cognitive load theory. 

Springer. 

Syafryadin, S. (2021). Teaching grammar through visual illustration for 

the university students. Project (Professional Journal of English 

Education), 4(4), 641. https://doi.org/10.22460/pro-

ject.v4i4.p641-650 

https://doi.org/10.20859/jar.v4i2.140


 

257 | Methodology of Teaching English as a Foreign Language 

Syuaib, M. F. (2015). Anthropometric study of farm workers on Java Is-

land, Indonesia, and its implications for the design of farm tools 

and equipment. Applied Ergonomics, 51, 222–235. 

https://doi.org/10.1016/j.apergo.2015.05.007  

Thanasoulas, D n.d, History of English Language Teaching, English-

Club,com, (https://www.englishclub.com/efl/tefl/tips/his-

tory-of-english-language-teaching/) 

Thornbury, S. (2017). The new AZ of ELT: A dictionary of terms and 

concepts. Macmillan Education. 

Thorne, S. L. (2003). Artifacts and cultures-of-use in intercultural com-

munication. Language Learning & Technology, 7(2), 38–67. 

Tularam, G. A. (2018). Traditional vs Non-traditional Teaching and 

Learning Strategies-the case of Elearning!. International Journal 

for Mathematics Teaching and Learning, 19(1), 129-158. 

UNESA 2024, Sejarah Pembelajaran Bahasa Inggris dalam Kurikulum 

Indonesia, Universitas Negeri Surabaya, viewed 2 June 2025, 

(https://s1pbing.fbs.unesa.ac.id/post/sejarah-pembelajaran-

bahasa-inggris-dalam-kurikulum-indonesia) 

Ur, P. (2016). 100 teaching tips. Cambridge University Press. 

Ushioda, E. (2013). Motivation and good language learners. In S. Mercer, 

S. Ryan, & M. Williams (Eds.), Psychology for language learning 

(pp. 72–87). Palgrave Macmillan. 

Valeo, A. and Spada, N. (2015). Is there a better time to focus on form? 

teacher and learner views. Tesol Quarterly, 50(2), 314-339. 

https://doi.org/10.1002/tesq.222 

Vandergrift, L., & Goh, C. C. M. (2012). Teaching and Learning Second 

Language Listening: Metacognition in Action. Routledge. 

Veddayana, C., Romadhon, S., & Aldresti, F. (2023). The rationality of 

ChatGPT implementation in learning scientific writing 

skills.GHANCARAN: Journal of Indonesian Language and Litera-

ture Education, 5(2), 443–452. 

https://doi.org/10.30998/ghancaran.v5i2.3456 

https://s1pbing.fbs.unesa.ac.id/post/sejarah-pembelajaran-bahasa-inggris-dalam-kurikulum-indonesia
https://s1pbing.fbs.unesa.ac.id/post/sejarah-pembelajaran-bahasa-inggris-dalam-kurikulum-indonesia
https://doi.org/10.30998/ghancaran.v5i2.3456


 

References | 258  

Villalobos, O. (2014). Content-based instruction: a relevant approach of 

language teaching. Innovaciones Educativas, 15(20), 71-83. 

https://doi.org/10.22458/ie.v15i20.515 

Vogel, S., Herron, C., Cole, S., & York, H. (2011). Effectiveness of a guided 

inductive versus a deductive approach on the learning of gram-

mar in the intermediate-level college french classroom. Foreign 

Language Annals, 44(2), 353-380. 

https://doi.org/10.1111/j.1944-9720.2011.01133.x 

Vygotsky, L. S. (1962). Thought and language (E. Hanfmann & G. Vakar, 

Trans.). Cambridge, MA: MIT Press 

Vygotsky, L. S. (1978). Mind in society: The Development of Higher Psy-

chological Processes. Harvard University Press. 

Wach, A., De, Z., & Nichols-Besel, K. (2021). Grammar instruction 

through multinational telecollaboration for pre-service teach-

ers. Recall, 34(1), 4-20. 

https://doi.org/10.1017/s0958344021000112 

Wajnryb, R. (2020). Dictogloss: A Procedure for Language Teaching. 

Walker, D. (2020). Teaching old dogs "new" grammar tricks with con-

tent-based instruction: a course evaluation. Journal of Studies 

in Education, 10(3), 64. 

https://doi.org/10.5296/jse.v10i3.17204 

Waluyo, B., & Kusumastuti, S. (2024). Generative AI in student English 

learning in Thai higher education: More engagement, better 

outcomes? Social Sciences & Humanities Open, 10, 101146. 

https://doi.org/10.1016/j.ssaho.2024.101146 

Wang, W., Shu, Z., Chen, J., & Duan, M. (2024). Blended teaching for 

grammar acquisition: application and satisfaction. Theory and 

Practice in Language Studies, 14(8), 2629-2639. 

https://doi.org/10.17507/tpls.1408.35 

Wang, X. and Liu, C. (2017). The influence of cbi teaching on students' 

english translation ability.. https://doi.org/10.2991/snce-

17.2017.127 

https://doi.org/10.5296/jse.v10i3.17204


 

259 | Methodology of Teaching English as a Foreign Language 

Wangchuk, N., Wangchuk, C., Sharma, D., & Dorji, P. (2021). Perception 

and practices of teaching grammar in higher secondary schools 

in bhutan.. Journal of English as a Foreign Language Teaching 

and Research, 1(1), 46-60. 

https://doi.org/10.31098/jefltr.v1i1.453 

Warschauer, M. (2005). Laptops and Literacy: Learning in the Wireless 

Classroom. Teachers College Press. 

Watson, A. (2015). The problem of grammar teaching: a case study of 

the relationship between a teacher's beliefs and pedagogical 

practice. Language and Education, 29(4), 332-346. 

https://doi.org/10.1080/09500782.2015.1016955 

Weigle, S. C. (2002). Assessing writing. Cambridge University Press. 

Wells, J. C. (2008). Longman Pronunciation Dictionary (3rd ed.). Pear-

son Education. 

Wikipedia. (2023). Daftar negara yang menuturkan bahasa Inggris se-

bagai bahasa resmi. Retrieved from : https://id.wikipe-

dia.org/wiki/Daftar_negara_yang_menuturkan_ba-

hasa_Inggris_ sebagai_bahasa_resmi (accessed on June 13th, 

2023)  

Willis, D., & Willis, J. (2007). Doing Task-Based Teaching. Oxford: Oxford 

University Press 

Willis, J. (1996). A Framework for Task-Based Learning. Harlow: Long-

man. 

Wilson, J. J. (2008). How to Teach Listening. Pearson Longman. 

Wray, A. (2002). Formulaic language and the lexicon.. 

https://doi.org/10.1017/cbo9780511519772  

Xavier, C. (2023). Teaching grammar as meaning-making in the writing 

class: an inclusive approach. The English Teacher, 52(3), 110-

119. https://doi.org/10.52696/rgca3593 

Xu, H. and Yao, Y. (2022). Research on multimedia technology-assisted 

college english grammar teaching. Wireless Communications 



 

References | 260  

and Mobile Computing, 2022, 1-10. 

https://doi.org/10.1155/2022/7534153 

Yang, L., & Chano, J. (2025). The Impacts of Blended Learning on English 

Language Proficiency in Higher Education: A Systematic Litera-

ture Review. Higher Education Studies, 15(2), 83-96. 

Yang, L., & Wilson, K. (2006). Second language classroom reading: A So-

cial Constructivist Approach. The Reading Matrix, 6(3). 

Yannuar, N. (2018). Teachers’ perception of grammar: isolated or inte-

grated?. Journal Polingua Scientific Journal of Linguistics Liter-

ature and Education, 2(1), 32-37. 

https://doi.org/10.30630/polingua.v2i1.55 

Yaqoob, H., Kanwal, U., & Rashid, M. (2025). Impact of ICT on English 

Language Pronunciation and Speaking Skills through Cross-Cul-

tural Communication: A Study of Theories and Strategies. Lib-

eral Journal of Language & Literature Review, 3(1), 780–800. 

https://llrjournal.com/index.php/11/article/view/123/124 

Yaseen, B. H., & Alahmed, H. (2023). Investigating the Impact of Strategy 

Training on Listening Comprehension among Saudi EFL Learn-

ers. TESOL Journal, 14(2), e00321. 

https://doi.org/10.1002/tesj.321 

Yates, L. (2002). Fact Sheet – Pronunciation. AMEP Research Centre, 

Macquarie University. 

Yates, L., & Zielinski, B. (2009). Give it a Go: Teaching Pronunciation to 

Adults. AMEP Research Centre. 

Yeldham, M. (2018). Does the presence of formulaic language help or 

hinder second language listeners’ lower-level processing?. Lan-

guage Teaching Research, 24(3), 338-363. 

https://doi.org/10.1177/1362168818787828  

Yule, G. (2020). The Study of Language (7th ed.). Cambridge University 

Press. 

Yusuf, N. (2020). Lexical phrases: an essential brain-adaptive requisite 

for second language acquisition. International Journal of Lin-

guistics, 12(3), 153. https://doi.org/10.5296/ijl.v12i3.17260 

https://llrjournal.com/index.php/11/article/view/123/124
https://doi.org/10.1002/tesj.321


 

261 | Methodology of Teaching English as a Foreign Language 

Zawacki-Richter, O., Marín, V. I., Bond, M., & Gouverneur, F. (2019). Sys-

tematic review of research on artificial intelligence applications 

in higher education – where are the educators? International 

Journal of Educational Technology in Higher Education, 16(39), 

1–27. [https://doi.org/10.1186/s41239-019-0171-

0](https://doi.org/10.1186/s41239-019-0171-0) 

Zhang, G. (2020). A study of grammar analysis in english teaching with 

deep learning algorithm. International Journal of Emerging 

Technologies in Learning (Ijet), 15(18), 20. 

https://doi.org/10.3991/ijet.v15i18.15425 

Zhang, L. J., & Lee, W. C. (2019). Learner autonomy in digital language 

learning: A systematic review of research 2008–2018. System, 

86, 102-113. [https://doi.org/10.1016/j.sys-

tem.2019.102134](https://doi.org/10.1016/j.sys-

tem.2019.102134)

https://doi.org/10.3991/ijet.v15i18.15425
https://doi.org/10.1016/j.system.2019.102134
https://doi.org/10.1016/j.system.2019.102134


 

Author Biography | 262  

AUTHOR BIOGRAPHY 

Born in Bukittinggi on Sunday, the 12th of 

Jumadil Awal 1389 H (July 27, 1969), the au-

thor has worked as a Tour Leader for several 

international companies such as Explore UK 

and Eldertreks Toronto and remains active 

in this profession. He is also a permanent lec-

turer at Universitas Muhammadiyah Su-

matera Barat, Faculty of Tourism, in the 

Travel Business Study Program since 2018. 

He began his career as a tour guide in 1986 while still studying at 

STM Negeri 1 Bukittinggi, became an Intermediate Guide in 1989, and 

advanced to the level of National Tour Leader in 1990. Throughout his 

career, he has worked with various travel agencies such as Mintrabu 

Tour, Natrabu Travel Agency, Ero Tour, Shafira Tour, Panorama, Sa-

triavi, and several other agencies as a freelance guide. 

For more than 20 years, he served as a guide to the Mentawai Is-

lands, particularly leading backpacker tours to Siberut Island. This ex-

perience led him to collaborate with the Dutch production house Eye-

works as a translator, which eventually took him to several countries in 

Europe and Latin America. 

The author has held several leadership positions, including Chair-

man of the Bukittinggi City Branch of the Indonesian Tourist Guide As-

sociation (HPI), Chairman of the West Sumatra Regional Board of HPI, 

a member of the West Sumatra Regional Tourism Promotion Board 

(BPPD), and the Indonesian Tourism Industry Association (GIPI) of 

West Sumatra, as well as the Bukittinggi City branch of the Indonesian 

Tourism Practitioners Association (ASPPI). He also serves as a Central 

Executive Board member of ASPPI. 

In the field of sports and arts, he has been an instructor of the In-

donesian Pencak Silat school Satria Muda Indonesia since 1989. He also 

serves as the Head of the Community Service Program (KKN) Imple-

mentation Board at Universitas Muhammadiyah Sumatera Barat from 

2019 to 2025. 



 

263 | Methodology of Teaching English as a Foreign Language 

During the COVID-19 pandemic, he was appointed as the Head of 

the COVID-19 Task Force at Universitas Muhammadiyah Sumatera 

Barat. This book draws upon various references and the author’s more 

than 30 years of experience in the tourism industry. Despite its limita-

tions, it is hoped that future writers may continue to enrich and refine 

its content. 

  



 

Author Biography | 264  

Alva Nurvina Sularso, S.Sos., M.Hum 

was born on October 1982 in the city of 

Blitar, East Java. She obtained both her 

Bachelor degree of Social Sciences (in 

Communication Science major) in 2005 

and Master of Humanities (in Applied Lin-

guistics) in 2014 at the University of Indo-

nesia. Apart from actively carrying out Tri-

dharma activities, she also conducts cor-

porate teaching activities and is an ama-

teur translator. The focus of her English 

teaching skills is Engineering English, es-

pecially in Telecommunication Engineering and ICT. A permanent lec-

turer at Telkom University, other professional records include amateur 

translator, books and journal writing for publications. For any inquiries, 

please contact the author by email at alvans@telkomuniversity.ac.id or 

alva.nurvina@gmail.com  

  

 

mailto:alvans@telkomuniversity.ac.id
mailto:alva.nurvina@gmail.com


 

265 | Methodology of Teaching English as a Foreign Language 

Henry Latuheru, M.Pd., is a lecturer at Universitas Pattimura, specializ-

ing in English Language Education and Educational Technology. He be-

gan his career as an educator in 2017, teaching in public and private 

schools as well as language training institutions. Since 2024, he has 

been actively engaged in higher education, with a professional focus on 

English as a Foreign Language (EFL) instruction and the integration of 

technology in language teaching. 

  



 

Author Biography | 266  

Marcy S. Ferdinandus is a lecturer at the Eng-

lish Education Study Program, Faculty of 

Teacher Training and Education, Pattimura Uni-

versity (Unpatti).  She earned her undergradu-

ate degree from Pattimura University-Ambon 

and pursued her graduate studies at Indonesian 

University of Education-Bandung, where she 

majored in Curriculum Development. Through-

out her academic journey, Echy has produced 

both creative and scholarly works, including a 

diglot picture storybook titled “The Story of Patasiwa Patalima” that 

highlights the local wisdom of Maluku. She also contributed to an Eng-

lish-language Book Chapter for higher education (Bahasa Inggris 

Perguruan Tinggi). Both publications have obtained ISBNs and regis-

tered under Intellectual Property Rights (HKI). Her research interests 

include English language teaching, curriculum and instructional design, 

bilingual and multilingual education, and the integration of local culture 

into English learning contexts. 

  



 

267 | Methodology of Teaching English as a Foreign Language 

Dr (Cand). Asbar, M.Pd., M.Hum.,  was born 

in Enrekang, South Sulawesi, Indonesia. He 

completed his first Bachelor's degree in        

English Education at Bosowa University in 

2012, followed by a second Bachelor's degree 

in       Sociology from Sawerigading University 

in 2015. He earned his first Master's degree in 

English Education from Universitas Negeri Ma-

kassar in 2015 and a second Master's degree in 

English Language Studies from Universitas  Hasanuddin in 2017. Cur-

rently, he is pursuing a Doctoral degree (Dr.) in English Education at 

Universitas Negeri Makassar since 2021. The author has experience as 

a non-permanent lecturer at Bosowa               University in 2016 and at 

Universitas Sembilanbelas November Kolaka in 2017. Since 2018, he 

has been a permanent faculty member at         Universitas Muhammadi-

yah Enrekang. He has published several books in the fields of language, 

culture, English, and general education, and remains actively involved 

in research and scholarly publications. 

E-mail   : asbarpairi@gmail.com 

Orcid ID : 0000-0002-0888-626X 

Sinta ID : 6749115 

GS name : Asbar Pairi 

Scopus ID : 57259518600 

  

mailto:asbarpairi@gmail.com


 

Author Biography | 268  

Fadilla Taslim, S.S., M.Pd., was born on March 12, 

1978, in Bukittinggi, West Sumatra. She is currently 

a permanent lecturer at STKIP Yayasan Abdi Pendidi-

kan, a higher education institution located in Paya-

kumbuh, a small city in West Sumatra. 

She began her career as a lecturer in 2002 and has 

since focused on teaching English Grammar. She 

earned her Bachelor’s degree in English Literature from the Faculty of 

Letters, Andalas University, in 2002, and completed her Master’s degree 

in Language Education with a concentration in English Language Edu-

cation at the Graduate Program of Universitas Negeri Padang in 2014. 

The author can be contacted via email at: fadzf.1201@gmail.com. 

 

  



 

269 | Methodology of Teaching English as a Foreign Language 

Dian Sartin Tiwery, S. Pd., M.Pd., was born in 

Ambon. She is a lecturer at Pattimura University at 

PSDKU (Study Program Outside the Main Campus) 

Southwest Maluku Regency. Dian Sartin Tiwery was 

born in Ambon. She is a lecturer at Pattimura Univer-

sity at PSDKU (Study Program Outside the Main Cam-

pus) Southwest Maluku Regency. She is active in  re-

search and community service and she has published several studies. 

Her research focuses on topics related to English teaching, such as ana-

lyzing students' difficulties in reading comprehension, vocabulary,  stu-

dents’ learning styles and strategies in mastering English. Several chap-

ter books and reference books were also written by her. 

  



 

Author Biography | 270  

Deri Fikri Fauzi, M.Hum., Certified Assistant Professor of English Lin-

guistics and Head of the English Literature Study Program at Universi-

tas Kebangsaan Republik Indonesia (UKRI). With a Masters degree in 

English Linguistics from Universitas Padjadjaran (2014), Deri has over 

a decade of experience in language education, curriculum development, 

and academic leadership. His career spans roles as an English teacher, 

Head of Language Lab at Politeknik Kridatama, Secretary of the English 

Education Study Program at STKIP Persatuan Islam, and Dean of the 

Faculty of Humanities at Universitas Putra Indonesia (20172021). A 

prolific researcher and author, Deri has published impactful journal ar-

ticles, authored language learning modules, and contributed book chap-

ters, significantly shaping Indonesias linguistic and literary landscape. 

  



 

271 | Methodology of Teaching English as a Foreign Language 

Rahman Hakim was born in Tangerang on 

April 3. He earned his Bachelor’s degree 

(S1) in English Education from Universitas 

Muhammadiyah Prof. Dr. HAMKA 

(UHAMKA) and continued his Master’s 

studies (S2) at Universitas Negeri Jakarta 

(UNJ), focusing on Language Education. 

Since 2003, he has served as a lecturer at 

Universitas Sultan Ageng Tirtayasa (Un-

tirta), teaching courses in Listening and Information and Communica-

tion Technology (ICT) for language learning. His interests and expertise 

lie in the integration of technology into language education, which has 

led him to engage in various research and development projects, such 

as the use of chatbots in English learning, the development of Massive 

Open Online Courses (MOOCs), and the creation of digital libraries 

(online libraries). 

Rahman Hakim has also participated as a presenter in numerous 

national and international conferences focusing on technology use in 

language education, including GLoCALL (Globalization and Localization 

in Computer-Assisted Language Learning), iTELL (International Tech-

nology-Enhanced Language Learning), TEFLIN (Teaching English as a 

Foreign Language in Indonesia), and several other academic forums. 

  



 

Author Biography | 272  

 

Author Data: 

Name  : Dr. Taslim, S.S., M.Pd  

Institution : Universitas Muhammadiyah Bone  

Occupation  : Lecturer  

Email   : taslim@unimbone.ac.id 

Phone  : 08114113266 

 

  

mailto:taslim@unimbone.ac.id


 

273 | Methodology of Teaching English as a Foreign Language 

Fiona Djunita Natalia Luhulima, S.S., 

M.TransInterp., Fiona obtained her 

Master’s degree in Translation and In-

terpreting from the Royal Melbourne 

Institute of Technology (RMIT), Aus-

tralia, supported by an Australia 

Awards Scholarship. She pursued this 

degree shortly after completing her 

undergraduate studies in English Lit-

erature. 

Following the completion of her postgraduate education, she es-

tablished an English language institute, English Learning Corner, which 

she managed for five years and remains actively involved in its opera-

tion. In 2022, she was appointed as a permanent lecturer at the English 

Department, Faculty of Letters and Culture, Papua University. She cur-

rently serves as the Head of the Language Laboratory within the faculty. 

Her academic and professional interests include translation, in-

terpreting, and theoretical and applied linguistics, with a particular em-

phasis on the documentation and preservation of indigenous languages 

in Papua. Her work reflects a strong commitment to language education 

and the promotion of linguistic diversity in the region. 

  



 

Author Biography | 274  

Tri Wintolo Apoko, an Associate Profes-

sor in English Language Education at the 

Faculty of Teacher Training and Educa-

tion, Universitas Muhammadiyah Prof. 

Dr. Hamka. He earned his undergraduate 

program of English Education Depart-

ment from Universitas Muhammadiyah 

Prof. Dr. Hamka, Indonesia. He continued 

his study for Master Program of Language 

Education at Jakarta State University, Indonesia supported by scholar-

ships from the Indonesian Ministry of Higher Education. He received his 

Doctoral Program of Language Education from Jakarta State University 

in 2010 under the Graduate Program Scholarships of Indonesian Minis-

try of Higher Education. His research interests include EFL curriculum 

development, teacher professional development, English language 

teaching, and ICT in TEFL. His research articles have been published in 

many nationally-accredited journals and Scopus-indexed journals, and 

the articles can be accessed at https://orcid.org/0000-0003-3315-

1369. In addition, he is a reviewer in some reputable international jour-

nals such as Cogent Education, Heliyon, IEEE Access, IJLTR, Qubahan 

Academic, Journal of Further and HE, and Routledge. He can be reached 

at triwin_apoko@uhamka.ac.id.  

 

  

https://orcid.org/0000-0003-3315-1369
https://orcid.org/0000-0003-3315-1369
mailto:triwin_apoko@uhamka.ac.id


 

275 | Methodology of Teaching English as a Foreign Language 

Fredi Meyer S.Pd., M.Pd was born on May 

28th,1982. He is lecturer at English Education 

Study Program of PSDKU Maluku Barat Daya,  

Pattimura University. He received his Bachelor in 

2009 of English Education Study Program 2009, 

Pattimura University, and Master Degree at  

English Education Study Program in  2017, 

Pattimura University. He also was a tour guide 

from Maluku Province. He teaches some subjects 

such Microteaching, Guidance Techniques, Intensive Listening, 

Extensive listening, English Specific Purpose for Math, Agriculture, 

Methodlology in Teal  and Elementary Students.    

  



 

Author Biography | 276  

Refna Wati, M.Pd., was born on August 14, 1990, in 

Ujung Batu, Riau. She is currently a lecturer at STKIP 

Yayasan Abdi Pendidikan, a higher education insti-

tution located in Payakumbuh, a small city in West 

Sumatra. 

She began her career as a lecturer in 2021 and fo-

cuses on teaching Teaching Media and English Lis-

tening Skills. She earned her Bachelor’s degree in English Education 

from STKIP Yayasan Abdi Pendidikan in 2013 and completed her Mas-

ter’s degree in English Education at the Graduate Program of Universi-

tas Negeri Padang in 2021. 

The author can be contacted via email at: refna.w4ti@gmail.com. 

 



 

277 | Methodology of Teaching English as a Foreign Language 

Erna Wigati, S.Pd., M.Pd., is an 

assistant Professor who holds the 

position of secretary of the Institute 

for Research and Community Service 

at "STIE Tourism API" Yogyakarta. 

She is a researcher who has 

produced several scientific journals, 

intellectual copyright, and reference 

books on education and tourism 

villages as examples of sustainable 

tourism in Sumberbulu tourism 

village and Dongde Valley tourism village, Management of Sumberbulu 

tourism village, etc. She plays an active role as a BNSP assessor in the 

tourism sector. She is the recipient of the awards for Third Place at the 

Ware Batik International Hachathon Event 2021 ASEAN and First Place 

as a Tourism Village Assistant at the Kemenparekraf. She is active as a 

reviewer for the Tourism Media Wisata Journal and the Journal of 

Education and Language Motivation (JMPB). She is an editor for the 

World Inspiration Journal and the Tourism Scientific Journal 

(NAWASENA). 

  



 

Author Biography | 278  

Zakaria was born in Serang City, Banten, on De-

cember 28, 1986, the ninth child of nine siblings. 

After finishing school, he continued his studies in 

the English Education program at Universitas 

Terbuka. Upon completing his Bachelor’s degree 

(S1), he pursued a Master’s degree (S2) in the 

same field in 2023 at Sultan Ageng Tirtayasa Uni-

versity. 

He became a permanent lecturer at Sultan Ageng 

Tirtayasa University (UNTIRTA) in Serang City in 

2022. The author can be contacted via email at azzam9688@gmail.com 

and zsyadeli_198531@yahoo.com, or by phone at WA 0859-5946-

8699. 

Address: Jl. Raya Banten Kebaharan Masjid Al-Manar RT 001/RW 008 

No. 33, Kelurahan Lopang, Kecamatan Serang, Kota Serang, Banten. 

 

mailto:zsyadeli_198531@yahoo.com


 

Integrating Strategy and Tactics | 309 

Cover  


