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USING REFLECTIVE TEACHING
TO DEVELOP STUDENTS’ TEACHING SKILL

Yenni Rozimela

Program Studi Pendidikan Bahasa Inggris FBS Universitas Negeri Padang

Abstract: This study was conducted to explain the extent to which reflective teaching
and peer comments were able to develop the students’ teaching skill. It was a classroom
action research involving a group of students who were taking a course unit on Micro
Teaching at the English Department of Universitas Negeri Padang (State University of
Padang) in the first semester (January-June) of 2012 academic year. The data were
collected using observation notes, self-reflection notes, teaching tasks, and ques-
tionnaire. The data were descriptively analyzed. The results showed the improvement of
the students’ teaching skill in all aspects in question. Furthermore, the students had
positive perception on the reflective teaching through self-reflection and peer comments.
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Abstrak: Penelitian ini bertujuan untuk menjelaskan peningkatan kemampuan mengajar
mahasiswa Program Studi Pendidikan Bahasa Inggris, Universitas Negeri Padang
melalui penerapan Reflective Teaching dengan menggunakan Self-Reflection dan Peer
Comments. Penelitian ini adalah penelitian tindakan kelas yang dilaksanakan pada satu
kelas mahasiswa yang mengambil matakuliah Micro Teaching pada semester Januari-
Juni tahun 2012. Data dikumpulkan melalui catatan observasi, catatan mahasiswa, tes
kemampuan mengajar, dan kuisioner. Data dinalisis secara deskriptif. Hasil penelitian
menunjukkan penerapan pengajaran reflektif (Reflective Teaching), komentar sejawat
(Peer Comments), dan refleksi diri (Self-Reflection) dapat meningkatkan keterampilan
mengajar mahasiswa untuk semua aspek yang menjadi fokus penelitian.

Kata-kata kunci: reflektif, refleksi diri, komentar sejawat.

Students of an English Teaching Study
Program in Indonesia are prepared to
teach English at high schools, even though
they may pursue different careers after
they graduate. For that reason, they are
provided with knowledge and skills of
what to teach and how to teach, so that
they qualified to be English teachers.

Teaching is a complex process that is
determined by beliefs and thinking proc-
esses of a teacher. It involves a cognitive,
an affective, and a behavioral dimension
(Lynch in Richards and Lockhart, 1996).
These are shaped by a number of different

sources including experience as language
learners, experience of what works best,
established practice, personality factors,
and knowledge about teaching methods or
approaches, and educationally-based re-
search principles (Kindsvatter, Willen,
and Ishler in Richards and Lockhart,
1996). In order to have competencies and
qualities covering the three dimensions,
teachers should be provided with knowl-
edge and skills about what and how to
teach.

At the university where this research
was conducted, the students are taught and
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practice what and how to teach in several
subjects categorized into English skills
and Teaching Skills such as Curriculum
and TEFL. Before applying the knowl-
edge and skills mentioned above in a real
setting through a subject called Praktek
Lapangan (practicum), the students prac-
tice teaching their peers in Micro Teach-
ing course. The purpose of micro teaching
is to reduce the complexity of teaching in
a busy classroom so that the new comer
has the opportunity to concentrate on one
particular aspect or skill at a time (Wragg,
1999; Wahba, 2003). The students are
provided with opportunities to exercise
their language skills and knowledge about
teaching, thus they develop their teaching
skill. They can capture whatever happens
in their class, react critically, “scrutinize
their own teaching … to discover their
strengths and weaknesses” and exploit the
experiences well (Wahba: 2003:44).

However, based on the researcher’s
experience handling this course unit, it is
evident that many students had various
problems dealing with language use,
teaching techniques/strategies, instruction-
al materials, teaching media, and class-
room management. This condition indi-
cates the students’ difficulties in transferr-
ing their declarative knowledge into the
procedural one. In order to minimize the
problems, some efforts had been made in
the course. A review and exercises on
classroom language use, discussions on
some selected texts, they would do teach-
ing practice andweregiven some suggest-
ed teaching methods and techniques. The
results of the efforts showed some pro-
gress, but not significant.

To solve the problems mentioned
above, a strategy in thepursuit of construc-
tive approach that connects theory and
practice and through which the students’
awareness of their problems can be in-
creased; an alternative proposed in this
study is through reflective teaching. Some
literature (e.g. Richards and Nunan, 1990;
Ferraro, 2000; Cornford, 2002; Farrell,
2006 and 2007; Canning, 2011) advocates

that reflective teaching is a strategy for
teaching professional development in
teaching. In his earlier article, Farrell
(1998) states that reflecting on teaching
experience is a way for teachers to explain
their judgments and actions with reasoned
arguments, which can lead to growth and
development.

Reflective teaching is based on a ra-
tionale that adults have the capacity for
self-reflective thought (Kohlberg 1981 in
Murphy 2001). The basic assumptions and
the activities show that reflective teaching
is intended to “gain awareness of our
teaching beliefs and practices” and to
learn “to see teaching differently”
(Gebhard and Oprandy, 1999:4). Speci-
fically, Murphy (2001) states three pur-
poses of reflective teaching. They are: 1)
to expand understanding of teaching-
learning process; 2) to expand repertoire
of strategic options as a language teacher,
and 3) to enhance the quality of learning
opportunities. Reflective teaching is the
teacher’s thinking about what happens in
classroom lessons, and thinking about al-
ternative means of achieving goals or
aims. It is a means to provide students
with an opportunity to consider the teach-
ing event thoughtfully, analytically, and
objectively (Cruickshank and Applegate
in Bartlett, 1990).

Richards and Lockhart (1996:1) posit
five basic assumptions underpinning re-
flective teaching as follows: (1) an in-
formed teacher has an extensive knowl-
edge base about teaching, (2) much can be
learned about teaching through self-
inquiry, (3) much of what happens in
teaching is unknown to the teacher, (4)
teaching experience alone is insufficient
as a basis for continuing development, and
(5) critical reflection can trigger a deeper
understanding of teaching

Some studies that examined the effec-
tiveness of reflective teaching showed in-
decisive results. Some of earlier studies
reviewed by Cornford (2002) such as
those conducted by Chandler et al (1991)
and Wubbels and Korthagen (1990) in-
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dicated that reflection was not signifi-
cantly related to teaching performance and
no differences between newly-graduates
teachers and colleges implementing re-
flective teaching programmes in attitude
toward reflection and innovation.

On the other hand, a number of recent
case studies reported the keenness and in-
terest of trainee teachers and lecturers in
using reflective teaching (Cornford,
2002). The use of portfolios in reflective
teaching also provided benefits in deve-
loping student-teachers’ critical learning,
modes of inquiry, and knowledge and va-
lue sharing (Rearick in Ferraro, 2000).
Kettle and Sellars (in Ferraro, 2000:4)
found out that “the use of peer reflective
groups encouraged student teachers to
challenge existing theories and their own
pre-perceived views of teaching…”. Two
case studies conducted by Farrell in 2006
and 2007 showed positive effects of re-
flective teaching. The first one showed
that reflective teaching enabled the teach-
er to articulate her belief and reflect on the
wisdom of her practice critically, and the
second study indicated that reflective
practice helped a practicum teacher im-
prove her teaching as she could resolve
the problems of different pre-assumptions
about teaching and the real practice. Prob-
ably, as argued by Cornford (2002), in-
conclusive results are due to the fact that
many empirical findings are not reported.

Despite different views and research
findings about the role of reflective teach-
ing, there is a reason to believe that re-
flective teaching is needed. Beginning
teachers or student teachers especially
need to develop their critical practices,
thus they need to have considerable prac-
tice and get feedback, and reflect upon
their teaching in order to be thoughtful
teachers. Richards and Lockhart (1996:4)
argue that “if critical reflection is seen as
an ongoing process and a routine part of
teaching, it enables teachers to feel more
confident in trying different options and
assessing their effects on teaching.”
Wright (2010) suggests that reflective

practice be put as one of research priori-
ties in second language teacher education.

There are various activities of reflecti-
ve teaching (Farrell, 1998: Murphy, 2001;
Ali, 2007). Among others are gathering
information on whatever is taking place
within a language course, building aware-
ness and deepening understanding of cur-
rent teaching and learning behaviours,
making informed changes in teaching, and
documenting changes in teaching and
learning behaviours.

Richards and Lockhart (1996) propose
some procedures which a teacher can use
to conduct a reflective teaching. Six pro-
cedures proposed include teaching jour-
nals, lesson reports, surveys and question-
naires, audio and video recordings, obser-
vation, and action research. This means
that reflective teaching can be done by the
teachers themselves through self-reflec-
tion or the ‘eyes’ of others (comments
from others) called as peer comments.
Self-reflection can be in the form of writ-
ten accounts, self-report, or biographies,
while peer comments can be carried out
through peer observations and collabora-
tive journal writing.

This study implemented reflective
teaching strategy to improve the students’
teaching skills. Two questions whose an-
swers were sought were: (1) how well
does reflective teaching through self-re-
flection and peer comments improve the
students’ skills? and (2) what is the stu-
dents’ perception about using self-reflec-
tion and peer comments to improve their
teaching skills.

METHOD

This classroom action research is
aimed to improve the process of teaching
and learning in a Micro Teaching class.
Specifically Creswell (2008) names this
kind of research as Practical Action Re-
search. It followed the spiral model pro-
posed by Kemmis and McTaggart (1988)
in the form of spiral.
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The participants were 34 students of
the English Teaching Study Program of
Universitas Negeri Padang (UNP) who
were taking the Micro Teaching subject.
The participants were students who had
taken and passed all English and prereq-
uisite teaching courses.

The data were collected through, ob-
servation notes, teaching tasks, and ques-
tionnaire. The students were required to
take notes on their peers’ teaching presen-
tation. The comments were conveyed oral-
ly and given to the peers as a source of
reflection for them. The researcher also
took notes through which she could see
the students’ teaching skills and problems.
Questionnaires were distributed at the end
of the study with a purpose to find out the
students’ perception on the practice of
self-reflecting and peer commenting. The
questionnaire was developed on the basis
of the self-reflection and peer comments
aspects. For the second cycle, especially,
the students were required to write their
reflection, and were submitted by the end
of the study to the researcher; the students
had been informed about this at the end of
the first cycle and had agreed to do so.

The data were descriptively analyzed. The
students’ teaching performance was sco-
red based on a predetermined scoring ru-
bric.

Prior to the implementation of the stu-
dy, the students were briefed in applying
the activities that would be run in the stu-
dy. The students were required to teach
the texts to be taught at high school cur-
riculum in form of a fragment of teaching.
They were given freedom to choose any
text for any stage they liked.The re-
searcher gave a short explanation about
what and how the students should give
comments to their peers.

RESEARCH FINDINGS
The First Cycle

The first cycle consisted of 6 meetings
(3x 50 minutes). Each student taught one
of interactional or functional texts of
his/her own choice. As planned, the stu-
dents took notes and gave their comments
to their peers. Each student teacher took
notes for her/his reflection. The researcher
also took notes and scored the students’
teaching performance.

Figure 1 The students’ teaching performance of cycle 1

Students’ Teaching Scores of the First
Cycle

The student-teachers’ teaching skill
was measured based on a predesigned ru-
bric. The aspects evaluated were the skills

in selecting teaching materials, teaching
techniques/strategies, selecting and using
media, and using effective language. The
scores of the first practice indicate that
there was some progress in every aspect.
Figure 1shows the progress.

6,3
6,4
6,5
6,6
6,7
6,8
6,9

7
7,1
7,2
7,3

materials techniques media lang.use c.manag.

Series 1



Rozimela, Using Reflective Teaching to Develop Student’ Teaching Skill│73

Figure 1 depicts the students’ teaching
skills in the five aspects in question. It can
be seen that the student-teachers’ ability to
select teaching materials and media was
good as the average score of each was 7.2,
while the ability of teaching techniques
and classroom management was moderate
(6.8 and 7). However, their language use
was rather low.

The Results of Observations
The observations were focused on the

main aspects which included language
use, media, instructional material, teach-
ing techniques. Most of the students
(90%) had language problems concerning
several different aspects. Some had trivial
problems that did not hinder understand-
ing and seemed to be caused by careless-
ness. Some had problems that could be vi-
ewed as errors that sometimes brought
about confusion and misunderstanding.
The most dominant ones included the
construction of ‘passive voice’, ‘ques-
tions’, and the use of ‘verbs’ in the sen-
tences having ‘auxiliary’, ‘parts of
speech’, and ‘tenses’.

The next focus was selecting teaching
materials. All students prepared their in-
structional materials in accordance with
the texts they taught. In spite of that, they
had problems dealing with the sufficiency
and the appropriateness. Some students
prepared limited amount of material, thus
they could not reach the objectives. The
second limitation was on vocabulary bu-
ilding and grammar focus. Some students
did determine new words to teach, but
they did not design exercises for the new-
ly-learned words. Many of them even did
vocabulary building incidentally. Gram-
mar also hardly received attention in their
teaching. When the students taught spoken
texts, they merely focused on useful ex-
pressions, and when they taught written
texts, they emphasized the sub-skills and
the generic structure of the texts.

The observation notes also indicated
that the students’ problems were concern-
ed with selecting and manipulating media.

Some of the media were too small, had no
colour, faded away, and had unclear
sound. Furthermore, some students had
problems in optimizing the use of the
media. For instance, a student showing a
picture to teach a descriptive text, only
asked a couple of questions such as do you
know what picture it is and what can you
see in the picture. Actually, she could
have used the picture to introduce new
vocabulary and recall the vocabulary the
students had learned previously.

There were two techniques of teach-
ing that were dominantly used, question
and answer and lecturing. Sometimes
some students used demonstration and
group discussion techniques. Most of the
students began the lessons by posing some
questions either to activate their students’
background knowledge or introduce the
topic to be taught (sometimes through me-
dia). The interaction was merely ‘teacher-
students’. Lecturing technique was used
when the students explained certain
points. Again, the interaction was ‘teach-
er-students’. Sometimes some students
used demonstration technique, especially
when they taught ‘advertisement’, ‘re-
quest’, and ‘preposition’. Some students
used ‘group discussion’ when they asked
their students to do a task.

Reflecting on the results of the first
cycle implementation, the researcher de-
cided that all activities in the first cycle
were repeated in the second cycle. In ad-
dition to the first cycle, the students were
asked to write their complete lesson plan
even though they would only apply a part
of it. This was thought to help the students
to prepare their teaching well as the stu-
dents could make decision which must be
prioritized and which could be skipped
within the time limit give.

The Second Cycle

Generally the procedures and the ac-
tivities of the second cycle were similar to
those of the first one. The students were
required to teach monolog and functional
texts. Each student was given 30 minutes



74│BAHASA DAN SENI, Tahun 41, Nomor 1, Februari 2013

to teach. The students’ teaching skill is de-
picted in Figure 2.

Students’ Teaching Scores of the Second
Cycle

The average scores show that the stu-
dents improved their teaching skill. In
fact, four of the five aspects assessed fell

into good category (above 7). The only
aspect that shows a little improvement
was the student-teachers’ language use
(6.6 to 6.7). Thus, this aspect needs
special attention.The improvement of the
students’ teaching skill can be seen in the
figure 3

Figure 2 The average teaching scores of the second cycle.

The biggest improvement was in the
selection and the use of teaching techni-
ques and in classroom management. The
improvement in selecting and using in-
structional materials and media was mod-

erate. The least improvement was in the
language use. This may indicate that peer
comments and self-reflection are not suf-
ficient enough to improve the students’
language.

Figure 3 The comparison between the average teaching scores of the first and the second cycle

The Results of Observation and Self-
Reflection

In the second cycle the students’ te-
aching skill improved. The nature of the
improvement made by the students was

similar to that of the first cycle. The
language mistakes made by the students in
the first cycle declined, both in number
and kinds of the mistakes. Most of the
students hardly made mistakes in using
‘auxiliary’ in question form. Furthermore,
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the frequency of making mistakes in using
‘tenses’, and parallelism ‘singular and plu-
ral’ nouns and ‘nominal and verbal’ sen-
tences decreased.

In addition, most of the students im-
proved their skill in selecting and manipu-
lating media. The most obvious improve-
ment could be seen in the size, the colour,
and the materials used. Only 5 students
(13%) still happened to have such prob-
lems. They admitted that they did not
prepare their media well. This means that
the students understood the criteria of
good/appropriate media but were lazy to
prepare them. The next improvement was
evident in making use of the media in ac-
cordance with the purpose they had. For
instance, a student used a map to teach
‘asking for and giving direction’. In the
first stage, she used the map to introduce
the concept of prepositions. The map was
also used to show a model of asking and
giving direction. By the end of her teach-
ing she again used the map for conver-
sation practice. In other words, the map
was used optimally.

As for the teaching materials, most of
the students (90%) selected the correct
materials regarding the texts they taught.
They were also getting skillful in con-
sidering the appropriateness of the ma-
terials with their students’ levels and in-
terest. When they taught a narrative text
for junior and high school students, they
chose the texts that were shorter and easi-
er (i.e. the language) than those for teach-
ing senior high school students. Some of
the students also showed their progress in
the ability to decide on the topics of the
texts to meet the students’ interest.

In spite of the improvement, there we-
re still problems related to instructional
materials. Many students (60%) used the
inadequate materials for each teaching
session. This problem caused ineffective-
ness because the objectives of teaching
were sometimes not completely reached.
Next, materials for vocabulary building
and grammar were still limited. Conse-
quently, those two aspects did not receive

sufficient attention. Last, the materials
used to teach interactional texts lacked va-
riation; some conversation models were
not contextual and not interesting.

The two techniques of teaching, ques-
tion and answer and lecturing, used in the
first cycle were still dominant. The proce-
dures were similar to those in the first
cycle. The progress was obvious in the
quality and the variation of the questions
asked and the clarity of the explanation.
The questions included the low level and
the high level ones, and the types of ques-
tions varied (i.e. ‘yes no’ questions and
‘wh-questions’, ‘real’ questions’, ‘eva-
luative’ questions). When using ‘lectur-
ing’ technique, the students did it better
than they did it at the first cycle. This was
influenced by the instructional teaching
mastery and the improved language use,
and the better plan.The other alternatives
were demonstration and group discussion
techniques. However, demonstration was
used only by some students (25%) to te-
ach ‘procedure’ and a few ‘interactional’
texts, while group discussion was used to
teach ‘exposition’ and ‘discussion texts by
4 students (10%). A few students also
used games and songs as variations.

The Results of Self-Reflection
The notes the students wrote after the

second cycle consisted of the expressions
about what the students thought they had
learned from their own teaching and their
peers’ comments. Most of them (80%)
thought they improved their teaching after
the second practice. Some even stated that
they were happy with their teaching and
the positive comments by their peers and
the lecturer. They stated that they felt they
had improved much, but still had many
problems in grammar and the way they
delivered the lessons.

The students perceived the use of self-
reflection and peer comments to improve
their teaching skill positively. They stated
that peer comments and self-reflection
were useful and made them be aware of
their weaknesses. They stated that they



76│BAHASA DAN SENI, Tahun 41, Nomor 1, Februari 2013

used the results of their self-reflection in
the first teaching and peer comments as
considerations in making improvement of
their teaching for the second task of teach-
ing. Furthermore, some students wrote
that they were happy with their second
teaching. Thus, it could be concluded that
the students had positive view on self-re-
flection and peer comments on their teach-
ing improvement.

In spite of that, most of them stated
that they still had to work hard to improve
some things. They were aware that they
had to study grammar harder. Some
thought that they were not good enough in
selecting teaching techniques and instruc-
tional materials. This means that the self-
reflection notes were in line with their
teaching scores and the observation notes.

The Results of Questionnaire
At the end of the second cycle the stu-

dents filled the questionnaire to find out
their perception about the use of self-
reflection and peer comments to improve
their teaching skill. The questionnaire
consisted of two parts, 10 closed questions
and 4 open-ended questions. The students
were also suggested to add any additional
comments they had.

The results of the analysis show that
generally the students thought that the
comments given by their peers helped
them in a way of showing them what they
had to improve. They also found that self-
reflection made them become aware of
their strengths and weaknesses, thus it
‘forces’ them to review what they should
have mastered. The following points are
the summary of the students’ responses to
the 10 closed questions and 4 open-ended
questions.

First, the answers of the ten closed
questions.

(a) All students read their plans
before they used them in the class.

(b) Most of the student-teachers
(90%) showed their lesson plans
to their peers before teaching.

(c) Most of the students (80%) revised
their lesson plans by considering
their peers’ comments.

(d) All students thought that peers’
comments were useful.

(e) All students thought that the lec-
turer’s comments were useful.

(f) All students did some reflection
after teaching

(g) All students claimed that they im-
proved their teaching based on the
reflection

(h) Most of the students (80%)
thought that they had improved
their teaching.

Second, openended questions. The
students were required to answer the
questions and provided brief ex-planation
for each question.

The students were required to answer
the questions and provided brief explana-
tion for each question. The questions dealt
with their perception on peer comments
and self reflection.

All students agreed that peers’ com-
ments were useful. Most of them thought
that the most useful comments were about
the media and the materials. From their
various answers, it could be stated that
their friends’ comments made them be-
come aware of the problems in selecting
media and teaching materials. Some
others found the most useful comments
were those related to media only. Here are
some of their answers.

S1 : Yes because they saw some points
that we didn’t see. We put ourselves
as a teacher, and they put themselves
as the students that will get the
lesson from the planning. So, it’s
really helpful.

S2 : there are some friends’ com-ments
useful. It makes my teach-ing can be
better. After that, I can give some
revision into the te-aching. About
the most useful is media. My friends
said the map is complicated, not
clear. Yes, I agreed with them.

Only 5 students (15%) thought their
peers’ comments confusing. These
students explained that they sometimes
did not understand the comments. Appar-
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ently, this was brought about by different
and contradictory comments given by the
peers. They also stated that sometimes
they found that the comments given were
not right, especially those related to lan-
guage use.

S10 : Sometimes their comments so-
metimes are different from each
other.

S13 : Yes. It is confused because the
peers got misunderstanding. For
example: something that I did is
complete, but the peers said nothing
or I didn’t got that thing.

S9 : For example, she said I have to
‘at’. I have to use ‘on the left’ or ‘on
the right’.

All students answered that self-re-
flection was useful. They described that
self-reflection made them understand what
they had to improve, which to add, elimi-
nate, or change. They became aware of
their strengths and weaknesses. They also
stated that self-reflection motivated them
to do their best in the next teaching.

S11 : I promise to improve my next
teaching based on my friends’
comments.

S3 : I improved my second teaching. I
am satisfied. I will do much better in
the next teaching.

For the last question, most of the
students answered this question, while a
few left in blank. Their answers varied.
Some stated that the lecturer’s comments
were very helpful. Some mentioned some
knowledge and skills they got from learn-
ing some other subjects such as TEFL and
curriculum helped them. Others believed
that the better media, lesson plans, and
confidence helped them improve their
teaching. The following quotations may
explain this.

S9 : from the lecture’s comments, from
my friends’ comments, from my
reflection.

S5 : reading the teaching theories and
what I learned from TEFL and
TESOL also help me to un-derstand
the teaching itself.

S6 : Internet provides me many inte-
resting teaching materials.

Thus, what the student-teachers per-
ceive as their teaching improvement was
reflected in the results of peer comments,
self-reflection, and questionnaire. The stu-
dents felt that their teaching skills were
improved after they were aware of their
weaknesses from peer comments and self-
reflection done after peer-teaching. This
made them feel necessary toeliminate
their weaknesses for their following teach-
ing. The little improvement on the lan-
guage used seems to correlate with the
minimum comments and reflection they
did on this aspect.

DISCUSSION

There are some noticeablepoints to
discuss about the findings of this study.
The increasing teaching skill reflected in
the scores the students gained show that
peer comments affect the students’ teach-
ing skill positively. In relation to this,
Murphy (2001) states that inviting peers to
look at one’s teaching will give an out-
sider’s view and thus gives better under-
standing about her/his teaching. However,
an important thing to be highlighted is that
some students found that their peers’ com-
ments were sometimes confusing. This is
one of the drawbacks of peer comments.
To reduce this kind of drawback, the stu-
dents should be given a chance to con-
sult/confirm their peers’ comments to the
lecturer.

In doing the reflection, the students
not only used their opinions and experi-
ences to look at their weaknesses and
strengths, but also the comments of their
peers. They were aware of their weak-
nesses and thus promised themselves to
improve their teaching. This affirms what
Richards and Nunan (1990) state about the
function of reflection for teacher develop-
ment. They contend that the improvement
of teaching may be achieved through re-
flection for in the process of doing reflec-
tion a teacher asks the questions ‘what’
and ‘why’ which gives her/his a power
over her/his teaching. In this study, unfor-
tunately, most of the students’ statements
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in their reflection notes indicated that
most of them were only concerned with
their problems in using media and ma-
terials. They did not reflect upon their
grammar problems; this is similar to the
evidence found in the peer comments.
This unveils a reciprocal relationship be-
tween grammar problems and grammar
awareness. The students’ grammar prob-
lems may have resulted from their lack of
awareness, or vice versa.

Another aspect that received less at-
tention both in the peer comments and in
the students’ self-reflection was the teach-
ing technique. This fact seems to be af-
fected by the students’ limited knowledge
and experience in teaching. In fact, teach-
ing in the Micro Teaching was their first
experience. This finding also confirms the
argument that practice and feedback are
important regardless the theory one has
learned (Cornford, 2002; Farrell 2006;
Farrell 2007).

The data depicted in the peer com-
ments and self-reflection notes mentioned
above was congruent with their problems
in using English and teaching techniques
in teaching. Their language problems may
be due to lack of grammar mastery and/or
their ignorance of the importance of gram-
mar. The latter is probably the influence
of misconception of the meaning of com-
municative competence among the stu-
dents. Savignon (2001:24) states that “the
perceived displacement of attention to
morphosyntactic features in learners’ ex-
pression in favor of focus on meaning has
led in some cases to the impression that
grammar is not important …”. Thus, the
students who hold this view might tend to
ignore grammar in their comments and
reflection.

Last, the positive effect of peer com-
ments and self-reflection was also affixed
by the students’ positive perception on
these variables in their teaching improve-
ment. This is similar to the results of the
study conducted by Al-Barakat and Al-
Hassan (2009) that showed the positive
attitudes of student teachers toward their

peer assessment. They found their peers’
comments and their reflection helped
them in improving their teaching. The
contention purported by Richards and
Nunan (1990) can be quoted to explain
why the students perceived so. Teachers
who reflect upon their teaching and get
feedback from friends undergo a process
of mapping, informing, contesting, ap-
praisal, and acting. In other words, they
answer the questions: (1) what do I do as a
teacher, (2) what is the meaning of my
teaching, (3) how did I come to this way,
(4) how might I teach differently, and (5)
what and how shall I now teach. For the
arguments above, peer comments and self-
reflection are promising techniques that
can be applied to develop and improve the
students’ teaching skill.

CONCLUSIONS AND
SUGGESTIONS
Conclusions

There are three major conclusions that
can be drawn, including the extent to
which self-reflection and peer comments
improved the students’ teaching skill, the
component that received less attention in
the self reflection and peer comment, and
the students’ perception on the use of self-
reflection and peer comments.

Self-reflection and peer comments
could improve the students’ teaching
skill.This is indicated by the comparison
of the scores gained by the students before
and after the treatment. In fact, the
average scores and the scores of each
aspect in question increased from cycle to
cycle. The biggest improvement was
evident in the use of teaching media and
the selection of instructional materials.
The improvement in choosing and using
appropriate teaching techniques and class-
room management was average. Yet, it
should be noted that the improvement of
the teaching skill in the use of language
was diminutive.

Both peer comments and self-reflec-
tion notes reveal that the students paid less
attention to the language use. Very few
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students made comments on their peers’
language problems. Only three students
did reflection as seen in their self-reflec-
tion notes. This proves that the students
had low grammar mastery and awareness.

The students had positive perception
on the use of peer comments and self-re-
flection as the way to improve their teach-
ing skill. They stated that they learned
from their mistakes through reflection.
Nonetheless, there were some students
who thought that their peer’s comments
were sometimes confusing. The students
thought that the lecture’s comments and
previous related knowledge were other
significant factors that helped them impro-
ve their teaching skill. In addition, some
added that the knowledge obtained in
other courses such as TEFL and Instruc-
tional Media helped them in teaching.

Suggestions

On the basis of the findings, the re-
searcher suggests that other lecturers ap-
ply peer correction and self-reflection
techniques in teaching Micro Teaching
subject and other courses, especially
whose nature is similar to it such as Public
Speaking and Interpretation.The English
Study program is also suggested to look at
the syllabuses of Grammar courses and
the teaching of this course unit, so that the
students’ language problems can be mini-
mized. Furthermore, integrating knowled-
ge about text types and text-based teach-
ing of the four language skills in any pos-
sible courses such as Reading and TEFL
need to be highly considered.
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