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ABSTRACT 

This study explores the integration of multimodality in English teaching in Indonesian 

junior high schools. It is based on the School Literacy Movement (SLM) policy that 

recommends the integration of multimodality into classroom instruction by expanding 

the literacy concept from language-based literacy into multimodal literacy 

(Ditjendikdasmen, 2018). Hence, this study aims to investigate the extent to which the 

integration of multimodality in classroom-level practices of the English teaching and 

learning process is enacted in accordance with the SLM policy expectation of 

developing students’ multimodal literacy. Three research questions are posed, relating 

to: i) the representation of multimodal resources in English teaching materials, ii) the 

use of multimodality in the English teaching process, and iii) encouragement to engage 

the students with multimodality.  
 

This study employs a qualitative multiple-case study conducted in three schools in 

Pandeglang and Serang. Data are collected from classroom observations, from 

interviews, and from teaching documents and learning journals. The data are analysed 

using two analytical approaches: multimodal social semiotics, guided in particular by 

the grammar of visual design (Kress and van Leeuwen, 2006, 1996); and content 

analysis, guided by the multiliteracies pedagogy framework (Cope and Kalantzis, 

2015). The analyses are conducted in two stages of individual case analysis and cross-

case analysis.  
 

Findings show that all teachers across the three cases have employed multimodal 

artefacts in English teaching materials, such as images and video-songs. These 

artefacts mostly provide authentic representation of multimodal meaning resources – 

namely visual, aural, gestural, and spatial – in addition to linguistic (Cope and 

Kalantzis, 2015, 2000). In the instructional process, these artefacts are used in designed 

classroom teaching activities, but their use is still intended to support the print-based 

literacy, particularly to improve students’ interest and participation in English lesson. 

Consequently, no adequate evidence is found of the use of multimodality intended also 

to develop the students’ multimodal understanding and ability. Likewise, the use of 

multimodality in designed classroom learning tasks is not intended to encourage 

students to engage with multimodality as alternative meaning resources. Although the 

findings demonstrate that the students sometimes engage with aural, visual, and 

gestural resources, their engagement is more incidental (Jiang et al., 2019), because 

the focus of their activities remains on English, rather than their being facilitated in 

learning and engaging with multimodality as meaning resource.  

 

Finally, this study concludes that the integration of multimodality has not aligned with 

the SLM policy. This is due in particular to the teachers’ unfamiliarity with 

multimodality and its application in the classroom pedagogical process. For more 

effective implementation, this study recommends that the government provide more 

access for teachers to participate in relevant ‘multimodal’ professional development, 

particularly that provided by professionals and practitioners knowledgeable about 

multimodality and its pedagogical application. The government is also expected to 

consider a long-term programme, such as including multimodality in the curriculum 

for pre-service teaching programmes, instead of focusing simply on in-service teacher 

training.   
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CHAPTER ONE: INTRODUCTION 

 

 

1.1 Background 

This study takes as its primary focus the integration of multimodality/multiliteracies in 

English language teaching in Indonesian junior high schools. Multimodal 

literacy/multiliteracies (hereafter multimodality) has become an integral part of the 

Indonesian school literacy movement policy (hereafter SLM, Ditjendikdasmen, 2017, 

2018), which encourages teachers to integrate different aspects of literacy, including 

multimodality, in classroom-level instruction in subjects such as English (Perpres, 

87/2017; MoEC, 20/2018; Ditjendikdasmen, 2017, 2018). This integration is aimed at 

encouraging learners to develop their multimodal literacy, which is arguably essential in 

engaging more actively in contemporary communication within the digital technological 

environment (Ditjendikdasmen, 2018; 2017; Antoro, 2017; Kress, 2010, 2000b; New 

London Group, 1996). 

 

The concept of multimodality is linked to the advancement of multimedia digital 

technologies which have spawned ubiquitous communication channels and media (New 

London Group [hereafter NLG], 2000, 1996) which have in turn altered the contemporary 

landscape of communication and representation (Kress, 2010; Jewitt, 2005, 2004; 

Johnson and Kress, 2003). Nowadays, literacy practices are not made, understood and 

disseminated simply through the single meaning resource of language, but also through 

non-linguistic meaning resources – referred to as multimodality – such as visual, aural, 

gestural, spatial and any combination thereof (Cope and Kalantzis, 2015, 2006; 2000; 

Jewitt, 2008; Kress and van Leeuwen, 2006, 1996; NLG, 2000, 1996).  

 

This shift in literacy practices has implications for literacy pedagogy in schools. It is 

maintained that literacy in schools has to reflect literacy practices in society, and that 

these are in fact multimodal rather than merely language-based (Kalantzis and Cope, 

2015; Kress, 2000b; NLG, 2000, 1996). According to NLG (1996), in order to fully 

engage in the multimedia communication environment, one needs to have good 

understanding and competent control of multimodal communication and representation, 
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rather than relying on print-based literacy alone. Therefore, it is expected that the concept 

of literacy within literacy pedagogy will expand from simply print-based into 

multimodal-based literacy (Kalantzis et al., 2003; Kress, 2000b; NLG, 2000, 1996). 

  

Responding to the importance of multimodal literacy, the Indonesian government under 

the auspices of the Ministry of Education and Culture (hereafter MoEC) has launched the 

SLM policy programme, which recommends the integration of multimodality into 

classroom instruction, including in English (Ditjendikdasmen, 2018; 2017). The SLM 

also suggests expanding the concept of literacy (texts) from print-based into multimodal 

texts, as seen in the quotation below.  

…the term ‘texts’ in literacy can be in many forms of written, spoken (audio), 

visual, auditory, audio-visual, spatial, nonverbal (kinaesthetic etc.). The forms 

of texts can be digital or non-digital. Therefore, the term ‘reading’ used in 

literacy activities has also to refer to this broader concept. (Translated from 

Ditjendikdasmen, 2018, p15). 

 

In general, multimodality as meaning resources (social semiotic) has become an area of 

research interest in Indonesia, to mention some examples, multimodality from gender 

perspectives (Irianti and Adesari, 2019; Andalas dan Prihatini, 2018; Damayanti, 2014), 

and multimodality in advertising (Syafitri, 2018; Daulay, Lubis and Wulandari, 2018; 

Srikandiati and Prijambodo, 2015). From gender perspectives, for instance, Damayanti 

(2014) maintains that the use of multimodality in school textbooks tends to represent 

women as inferior to men, and positions women as admirers of actions carried out by 

men. Moreover, Andalas and Prihatini (2018) find that multimodal signifiers within 

images on the backs of trucks often represent women negatively, particularly in financial 

and sexual terms. In advertising, Srikandiati and Prijambodo (2015) maintain that the use 

of multimodality, particularly non-linguistic meaning resources, has enhanced the use of 

language in transmitting persuasive advertising messages to viewers. 

 

Despite that, similar studies that are conducted in Indonesian classroom contexts 

particularly in English teaching and learning process and more specifically to address the 

SLM policy remain scarce. Those available for reference indicate that the integration of 

multimodality in English teaching is somewhat limited, with multimodality in classrooms 

directed at supporting the attainment of print-based instruction (Januarty and Nima, 2018; 
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Sukyadi, Hermawan and Dallyono, 2016; Suherdi, 2015). To exemplify, Suherdi (2015) 

asserts that the usefulness of multimodal integration is still limited to improving student-

learner interaction, providing a more supportive environment for learning, providing 

positive attitudes, and enhancing confidence in students learning English. Although the 

author assumes that the observed teacher has presented different multimodal artefacts, 

including video-based news, pictures and webpages, s/he was still limited to positioning 

the students as consumers of multimodal texts, rather than presenting them with 

opportunities to become designers of multimodal texts.  

 

Likewise, Sukyadi et al. (2016) maintain that multimodality is beneficial in creating 

positive dimensions for English classroom instruction, particularly by making the 

teaching and learning process more comprehensible for students. Although the authors 

investigate the process of multimodal transduction (the switch from one mode to another) 

and multimodal transformation (restructuring/reorganising texts using different semiotic 

resources), the study focuses largely on the ability of the teacher to use multimodality 

(i.e. using gestures or finger movements, and drawing lines or circles) to make English 

lessons more comprehensible for the students. These studies highlight the beneficial use 

of multimodality in the English classroom context, but they hardly address how 

multimodality can be conceived in the classroom to offer chances for the students to be 

designers instead of simply consumers of multimodality.  

 

In contrast, the use of multimodality in English instruction – in the context of teaching 

and learning English both as the first and as the second/foreign language (ESL/EFL) – 

demonstrates that the use of multimodality in classrooms is designed to engage students 

with alternative meaning resources, in addition to supporting print-based teaching (Kim 

and Kang, 2020; Iyer and Luke, 2010; Jewitt, 2002; Royce, 2002). In an English as a first 

language teaching context, for example, Iyer and Luke (2010) studied teachers’ 

multimodal enactment in primary classrooms using a digital storybook – written and 

produced through ICT software – with which the teacher engaged students to embellish 

text by drawing fairy-tale characters using either Paint software or hand-drawn images to 

complement stories. The task of combining drawing into students’ print-based text was 

not intended simply to provide decorative elements for the stories, but more importantly 
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enabled students to symbolise stories from non-linguistic perspectives (p25). Meanwhile, 

Jewitt (2002) points out how the transformation from printed to multimodal-rich CD-

ROM novels in English classrooms offers alternative opportunities for teachers and 

students to engage with character construction that generates different areas of 

interaction. The use of multimodal resources available in this medium demand that 

students engage with character not only at the level of narrative, but also at levels of 

different modes, such as visually, or through action or song (p191).    

 

Moreover, existing studies on the integration of multimodality in ESL/EFL contexts also 

demonstrate that multimodality is designed to facilitate learners to become creators of 

multimodal texts rather than be simply their consumers (Kim and Kang, 2020; Reyes-

Torres and Raga, 2020; Souzandehfar et al., 2014). To exemplify, Kim and Kang (2020) 

conducted an experimental study on multimodal writing composition through the Adobe 

Spark application at a Korean high school where the students were required to make a 

video. Students were shown a movie about artificial intelligence (AI), followed up with 

a multimodal video composition task covering the contents of the movie, and possible 

advantages and disadvantages of AI. Although the findings indicate that language mode 

was still dominant in their composition products, this study maintains that the use of the 

multimodal approach offered opportunities for the students to exchange different modes 

while creating meaning. Likewise, a study by Souzandehfar, Saadat and Sahragard (2014) 

demonstrates how the integration of multimodality in English teaching in Iran is 

conducted not only to support English teaching, but also to facilitate learners in creating 

multimodal texts. From the students’ perspective, the authors maintain that the use of this 

multimodal approach provided multidirectional paths for the students to create texts 

relying not only on language, but also on resources such as colour and image. 

 

This review of studies on the integration of multimodality across a range of locations and 

across first, second and foreign language contexts suggest considerable variation. 

Furthermore, multimodality is likely to be perceived and implemented differently in the 

teaching process particularly regarding the role of multimodality as alternative meaning 

resources to language in Indonesian context in comparison from other contexts. 

Considering the relative novelty of the recommendation regarding the integration of 
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multimodality in the teaching process, more fresh studies are of paramount importance in 

order to investigate how the integration of multimodality is enacted in the classroom 

teaching and learning process, particularly in the English teaching context. To address 

this need, this study employs a multiple-case study (Yin, 2014; Stake, 2006) involving 

three junior high schools in two regions in Banten province, namely Pandeglang and 

Serang.  

  

1.2 Context of Study 

This research is conducted to investigate the use of multimodality in Indonesian English 

classroom contexts from the multiliteracies/ multimodal perspective. In this case, the 

research focuses on the use of multimodality rather than on the English teaching process 

itself. The idea that led me to conduct this research (focusing on the use of multimodality) 

comes from my personal-professional and academic experiences. I have been teaching 

English for the last ten years in a university in Banten, Indonesia. While enjoying my 

profession, I have been witnessing the fast changes of literacy practices in the society 

particularly among young people around me that I have never imagined. The changes are 

mostly linked with the advancement of the information and communication technologies 

(ICT) which become more accessible for public particularly young people (APJII, 2017). 

The advancement of ICT has also changed the configuration of communication process 

where the interplay of different meaning resources in designing, understanding, and 

disseminating information is more dominant than simply through language alone (Kress, 

2010; Jewitt, 2008). I have also noticed that many young people have been influenced not 

only by the information they read, but more often also by the information they watch and 

listen from different social media such as YouTube, Facebook and the like. The influence 

of these changes is, for instance, evident from young people’s aspirations regarding their 

future careers where they are more interested in jobs closely linked with digital-online 

communication such as to become Youtubers and content creators/ vloggers (NCBC, 

2019, The Sun, 2017). Likewise, many videos posted on some social media have also 

indicated that nowadays many young Indonesian people are seemingly more interested 

in, and more familiar with their idols, youtubers, or gamers than many political figures 

such as president, vice-president, or ministers (Ibrahim/ TikTok, 2021).   
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Apart from my personal-professional experience, my academic journey has also given a 

huge influence on this study. In the past, I perceived that literacy was only related to 

language, and I had never thought my perception would change until I have got an 

opportunity to pursue my doctoral program in a university in UK. During my study, I 

have engaged in many discussions with my professors, tutors, and colleagues from 

different academic backgrounds who have enlightened me regarding the broadening 

concept of literacy. The discussions have also led me to read the work of the New London 

Group (1996) that elaborates the changes in literacy practices and the importance of 

reconsidering the mutiliteracies/ multimodality in the school literacy pedagogy. The 

article provides conceptual and theoretical elaborations regarding the shift in today’s 

literacy practices and the ways to integrate it into pedagogy.     

 

These professional and academic journeys have convinced me that Indonesian education 

needs to consider these changes in social literacy practices into classroom pedagogy. 

Therefore, I suggest that the school literacy movement (SLM) policy is an innovative 

educational policy that needs to be appreciated and supported. This is in accordance with 

the fact that school is ‘communities of practice’ linking school pedagogy and the needs 

of society (Gee, 2000). Likewise, it is maintained that there should be a continuum 

between literacy-in-education and literacy-in-use in the society (Gee, 2000) in order that 

the function of education will benefit students to engage in the current communication 

environment (Kress, 2010; Kalantzis et al., 2003).  

 

1.3 Research Aim  

The integration of multimodality (multimodal literacy) represents a policy reform in 

Indonesian literacy pedagogy in response to dynamic changes in current literacy practices 

within the digital environment (Cope and Kalantzis, 2015, 2000; Kress, 2000b; NLG, 

2000, 1996). This integration is expected to develop students’ understanding and ability 

to use multimodality as meaning alternatives, so that they can engage with and adjust to 

contemporary digital communication (Ditjendikdasmen, 2017, 2018). One question 

emerging from this integration of multimodality relates to the enactment of this policy by 

teachers in their classroom-level practices of instruction. Therefore, the main aim of the 

current study is to investigate the extent to which the integration of multimodality in 
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classroom-level practices of the English teaching and learning process is enacted in 

accordance with the SLM policy expectation of developing students’ multimodal literacy. 

In enacting this integration of multimodality, teachers are encouraged to expand the 

notion of literacy beyond print-based literacy into multimodal literacy in classroom 

teaching and learning in order to facilitate learners in developing their multimodal literacy 

(Ditjendikdasmen, 2017, 2018).  

 

In doing so, this study employs a multiliteracies pedagogy framework (hereafter MPF) to 

examine whether or not teachers apply each stage of this framework – 

experiencing/situated practice, conceptualising/ overt instruction, analysing/ critical 

framing, applying/transformed practice (Cope and Kalantzis, 2015, 2000, NLG, 2000, 

1996) – in the enactment of integrating multimodality, particularly in the English teaching 

and learning process. In order for this integration to meet the expectations of the SLM 

policy, this study maintains that three important aspects need particular attention in 

classrooms, namely: i) the representation of multimodal resources in English teaching 

contents, ii) the use of these resources in classroom teaching process, and iii) the 

engagement of students with multimodality. 

 

First, it is maintained that today’s communication is increasingly achieved through 

multimodal resources rather than through only language (Kress, 2010; Jewitt, 2008; Kress 

and van Leeuwen, 2006, 1996; NLG, 2000, 1996). Therefore, MPF is concerned with 

ensuring that literacy pedagogy reflects relevant and manifest connections with literacy 

practices in society (Cope and Kalantzis, 2015). Instruction needs to take account of 

different multimodal resources as alternative channels of meaning in their teaching 

materials, in order that the integration of multimodality in (English) instruction offers an 

authentic reflection of meaning resources currently used in contemporary communication 

practices. Therefore, the representation of multimodal meaning resources is of paramount 

importance in English teaching materials, in order to facilitate learners in experiencing 

and engaging with (non-linguistic) meaning resources. This is in line with Cope and 

Kalantzis (2015) who maintained that “…multiliteracies approach suggests bringing 

multimodal texts, and particularly those typical of the new, digital media, into curriculum 

and classroom” (p3). 
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Second, another important consideration in the enactment of this integration is related to 

the extent multimodality is used in English instruction, in particular, how integrating 

multimodality can facilitate students to develop their multimodal literacy. It is maintained 

that, in order for integration of multimodality to benefit students in developing their 

multimodal literacy, multimodality should be used in the teaching and learning process 

from a multimodal/multiliteracies perspective that considers multimodality as designed 

meanings, rather than just supporting – ‘decorative’ – elements to print-based instruction 

(Iyer and Luke, 2010; Jewitt, 2005). However, some research has indicated that 

multimodality in an Indonesian education context, particularly in English instruction, is 

still considered as supporting the attainment of English print-based instruction, rather than 

as facilitating students’ multimodal development (Sukyadi et al., 2016; Drajati et al., 

2018; Fajriah, 2017; Azisah, 2016; Jannati, 2015; Suherdi, 2015; Syarifuddin, 2014; 

Albano, 2013). Therefore, a shift in the use of multimodality, from simply auxiliary to 

becoming an integral part of the instructional process, is required if this integration is 

expected to support students’ development in multimodal literacy (Jewitt, 2005, 2008; 

Kress, 2000a, 2000b). Accordingly, this shift in multimodal use becomes an area of 

interest that this study addresses, particularly in finding out how far the SLM policy’s 

recommendation (Ditjendikdasmen, 2017, 2018) has changed the use of multimodality in 

Indonesia’s English pedagogy which has long been under the regime of the language-

based literacy curriculum (Bire, 2010; Alisjahbana, 1990).  

 

Finally, the ubiquity of multimodality has also significant implications not only for the 

conceptions and processes of teaching, but also for the conceptions and processes of 

learning (Jewitt, 2008). Related to this, Jewitt (2008, p258) points out that: 

… learning as a process of design and choice of representation gives a renewed 

focus on the role of the learner. Design, diversity, and multiplicity emphasise the 

meaning-making practices and interpretative work of students.  

 

In this respect, the integration of multimodality into classroom teaching is also expected 

to provide learners with more agency and authority to engage as meaning designers in 

their learning process (Kress, 2000b; NLG, 2000, 1996). Through this process, the 

learners are expected to be able to develop their understanding and competence in using 
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multimodality as an alternative meaning resource (Johnson and Kress, 2003; Kalantzis et 

al. 2003; Kress, 2000b; NLG, 2000, 1996), so that they will be capable of fully engaging 

in contemporary ‘multimedia’ communication environments.  

 

Moreover, MPF also emphasises the importance of learners taking a leading role 

throughout the stages of instruction (NLG, 2000, 1996). The centric role of learners is 

evident at all stages of MPF, through the process of experiencing, conceptualising, 

analysing and applying (Cope and Kalantzis, 2006, 2015; NLG, 2000, 1996; Jewitt, 

2008). As with the print-based literacy-illiteracy binary, multimodal literacy juxtaposes 

with multimodal illiteracy to indicate learners’ inability to understand and use multimodal 

resources in communication practices. It is stated that providing more agency and 

authority for students to engage in multimodal meaning-making in teaching and learning 

is expected to overcome their multimodal illiteracy, giving them confidence and 

competence in using multimodality (NLG, 1996). Indeed, existing research has shown 

that the potential benefits of multimodal literacy – such as dealing with new ‘multimodal’ 

texts, and employing alternative ways of knowing – are achieved when learners are given 

more authority and agency in their learning process (Loerts and Heydon, 2017; Tierney, 

Bond and Bresler, 2006; Lam, 2006). Therefore, integrating multimodality into the 

English teaching and learning process also needs to embrace the agency and authority of 

students in the multimodal meaning process, in order to improve their understanding of, 

and competence in, multimodal use.   

 

Taking these into consideration, this study investigates the extent to which these three 

aspects – the representation of multimodal meaning resources in English teaching 

materials, the use of multimodality (multimodal meaning resources) in the teaching 

process, and students’ engagement with multimodality in their learning process – are 

evident in junior high school English classrooms in Indonesia. These three aspects are 

then formulated into the research questions proposed in the study.  
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1.4 Research Questions 

This study seeks to find answers to the following research questions: 

1) To what extent is multimodality represented in English language teaching 

materials by the teachers in the three observed schools? 

2) How is multimodality used in English language teaching in the three observed 

schools, whether it is aimed at supporting print-based teaching, or at developing 

students’ multimodal literacy? 

3) To what extent does the use of multimodality in English language teaching at the 

three observed schools encourage the students to engage with multimodality?  

 

1.5 Structure of the Study 

This study is structured into five chapters: introduction, literature review, methodology, 

findings and discussion, and conclusion and recommendations. The first (present) chapter 

provides the background, context, and rationale for the study. In addition, it provides the 

proposed aims and research goals, and outlines the structure of the thesis.  

 

The second chapter focuses on reviewing relevant literature on the multimodality/ 

multiliteracies which have arguably become more common literacy practices in the 

contemporary communication configurations. More specifically, the chapter discusses the 

evolving nature of literacy over time, and this evidences significant challenges to current 

educational and pedagogical literacy practices. In addition, Chapter 2 examines research 

into the integration of multimodality into school pedagogy in global and Indonesian 

contexts. The chapter concludes with a summary of the proposed conceptual framework 

of the study. 

 

Chapter 3 presents the methodology of the current research. It discusses the research 

design, data collection, and analysis, in order to effectively address the aforementioned 

aims and research questions. It also elaborates on the ethical concerns and problems 

encountered in conducting this particular study. 
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The fourth chapter presents the research findings and discussion. It explores the findings 

of the fieldwork analysis which is based on the aforementioned aims and research 

questions. The analysis is further discussed in relation to available literatures, and to the 

study’s conceptual framework.  

 

The final chapter discusses the research conclusions and recommendations. Chapter 5 

summarises the key research findings and analysis, and provides significant 

recommendations in relation to the addressed policy and its enactment by teachers in the 

classroom. It indicates potential improvements likely to enhance the quality of both the 

policy and its enactment. The limitations of this study are also highlighted, together with 

a discussion of areas likely to become the focus of further research.  
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CHAPTER TWO: LITERATURE REVIEW 

 

 

2.1 Introduction 

The aim of this study is to investigate the extent to which the integration of multimodality 

in classroom-level practices of the English teaching and learning process is enacted in 

accordance with the SLM policy expectation of developing students’ multimodal literacy. 

With regard to this, the current chapter provides elaborations on literacy reform and 

English teaching in an Indonesian educational context. The chapter also discusses existing 

literatures regarding multimodality, its usefulness in the contemporary communication 

environment, and the implications for school literacy pedagogy. 

 

2.2 English Pedagogy and Multimodality in Indonesian Education 

2.2.1 Indonesian Policy on English in Education  

English is the most important foreign language in the Indonesian education system. It is 

the only formally compulsory foreign language in schools, particularly at the junior and 

senior high levels, and is nationally assessed through a national examination (GoI, 

20/2003). Another foreign language which has an important status in the nation’s 

education is Arabic, but this is compulsory only in Islamic-based schools, under the 

Ministry of Religious Affairs (GoI, 20/2003). Other foreign languages can be offered, but 

only on an elective basis (Lauder, 2008). The exclusive recognition of English is 

understandable, considering its important status as a lingua franca (ELF) and/ or as a 

global or international language (EIL); English has become the most widely used 

language in multinational and multilingual communication (Crystal, 2003; Weber, 1999). 

 

There is no question that English has become the most dominant medium of international 

communication across countries and continents. It has been estimated that the number of 

English speakers (having at least some command of English) exceeded 1,500 million 

world-wide in 2000; this comprised 329 million native speakers, 450 million second 

language speakers, and another 750 million speakers of English as a foreign language 

(Crystal, 2003, pp67-8). This figure becomes even higher when various English-derived 

pidgins and creoles in the first two categories are included into their respective groups of 
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English speakers (Crystal, 2003). Moreover, Weber (1999, p25) states that English is “the 

first truly world-wide lingua franca”, and, in comparison to other main world languages, 

its persistence has never slowed over the last 500 years. However, its status as a global 

language is based not on the number of speakers, but rather on its dominance in most 

aspects of communication in human lives, from economics to technology, culture and 

politics (Crystal, 2003; Weber, 1999). Taking these factors into account, it is said that 

adequate command of English is, currently, “not a matter of prestige but of necessity” in 

order for people to communicate worldwide (Weber, 1999, p25).    

 

This essential role of English in global communication has received increasing attention 

from many countries worldwide, particularly concerning the third category of English as 

a foreign language (EFL), or following Kachru’s category of the outer circle (Kachru, 

1992). These countries consider English to be an important prerequisite for people to be 

more competitive globally (Nguyen, Hamid and Renshaw, 2016; Zein, 2017). As a result, 

many countries have undertaken significant educational reform by making English 

language compulsory from primary school. Although research is still divided about the 

advantages of early foreign language learning in primary education (Hunt et al., 2005), 

the early introduction of English has indeed become a global phenomenon (Copland and 

Garton, 2014). For instance, many EFL countries across Asia such as Japan, South Korea 

and China, and in the Southeast Asian region, including Vietnam, Thailand and 

Cambodia, currently apply this policy (Zein, 2017; Kam, 1998).  

 

Compared to these countries, however, Indonesia has taken a different path to its English-

in-education policy, with English language formally compulsory only for students at post-

primary levels, particularly in junior and senior high schools. There is no prohibition from 

providing English at primary level, as long as the schools have adequate resources to do 

so (Lauder, 2008). At primary level, the government puts its main focus on strengthening 

children’s acquisition of the national language ‘Bahasa Indonesia’ and local vernaculars, 

as a strategy to protect and maintain these languages (Lauder, 2008; Whitehead, 2013).  

 

This situation of contention between English and the national and local languages has 

implications for English pedagogical practices, particularly in post-primary education. To 
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illustrate, although learners might encounter more challenges in learning English, the 

status of English in formal education is situated not to exceed the status of the national 

language in many respects, as is evident in time allocation and medium of instruction. In 

the current curriculum (K-13), the time allocation for the Indonesian language at 

secondary school (junior high school) has two extra lesson hours in comparison to 

English, at six and four hours respectively (MoEC appendix, 58/2014). In addition, the 

Indonesian language is also the only formal medium of instruction allowed for use in all 

school subjects, unless they are related to specific language instruction, such as in English 

or Arabic (GoI, 20/2003). A previous government initiative to establish international-

standard schools with the use of English as a medium of instruction in science and maths 

subjects was halted by the high court, as it is considered a violation to the existing legal 

requirement for Indonesian to be the only medium of instruction (GoI, 20/2003; Sanjaya, 

2017). These are some situations that may contribute to poor performance in English 

teaching and learning process. Up to now, English education is considered not yet 

satisfactory, with most students still lacking competence and confidence in using English 

effectively in communication (Sidik, 2018; Lie, 2007; Marcellino, 2008; EF, 2017). It is 

maintained that Indonesia has low proficiency in English (at 52.2) compared to other non-

English-speaking countries, and this is considered to be the result of poor English 

language education over the past several decades (EF, 2017). 

 

Apart from these situations, the status of English in national education remains high. The 

government pays more attention to the quality and outcomes of English education, as 

shown by the decision to include English as a subject in the National Examination (NE) 

in addition to other three-core subjects (MoEC, 3/2017). This inclusion is expected to 

ensure that the quality of English teaching and learning nationwide can be maintained in 

order to improve students’ competence in English. Further attention from the government 

is also shown in its attempts to renew and revise the English curriculum in order to engage 

with and adjust to more current theories and practices in English pedagogy (Bire, 2010). 

As a matter of fact, the currently used curriculum (known as ‘Curriculum 2013’) is a 

revised version of the previous curriculum, the school-based curriculum (also known as 

KTSP), which had been employed since 2006. Both Curriculum 2013 and KTSP are based 

on a similar approach, a genre-based pedagogy (Novianti, 2018) rooted in Halliday’s 
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systemic functional linguistics system which has been successfully implemented in 

Australia (Hyon, 1996; Hyland, 2003; Jones and Derewianka, 2016).   

 

In spite of having a similar approach, the two have substantial differences, particularly in 

content and design. While KTSP emphasises providing more school subjects with lower 

time allocations, K-13 provides fewer school subjects but with more time allocations for 

each lesson (MoEC appendix, 58/2014). This change is to prioritise quality and depth of 

knowledge and understanding of subjects over quantity. Another significant difference is 

in curriculum design; KTSP is oriented for knowledge-based development, while K-13 

maintains a balance between hard skills (knowledge-based) and soft-skill developments, 

such as being critical, flexible, and resilient (MoEC, 23/2015). The balance between hard 

and soft skills is of paramount importance in developing the knowledge and character that 

students require to face the dynamics of contemporary challenges in various lifeworlds, 

where flexibility and adaptability are considered significant attributes for survival and 

competitiveness (Kress, 2000; Kalantzis et al., 2003). 

 

The endeavour to balance hard and soft skills is further strengthened by the government’s 

new policies (MoEC, 23/2015; Antoro, 2017; Ditjendikdasmen, 2017, 2018; MoEC, 

20/2018) that encourage schools and teachers to accommodate contemporary literacy 

practices (including multimodality) into their pedagogy, including English teaching 

(Ditjendikdasmen, 2017, 2018). This pedagogical reform in literacy pedagogy is based 

on recommendations from the World Economic Forum (WEF, 2015) advising 

educational systems to integrate different aspects of literacy into pedagogy. In particular 

the Forum promotes scientific literacy, information and communication technology (ICT) 

literacy, financial literacy and cultural and civic literacy, which are essentially required 

to support students to be competitive globally among currently rapidly changing social 

and technological contexts (Ditjendikdasmen, 2017). Under this literacy policy reform, 

English teachers are expected to expand their concept of literacy pedagogy beyond a 

limited language-based literacy to facilitate other aspects of literacy, including 

multimodality, which are deemed beneficial through increasing engagement of the 

students in contemporary society; language-based literacy remains the main emphasis of 

literacy education, however (Ditjendikdasmen, 2017, 2018). With regard to this, the 
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current study investigates how this policy reform, particularly the recommendation to 

integrate multimodality, is enacted by the teachers in an English teaching and learning 

context.  

 

2.2.2 Integration of Multimodality in Indonesian Schools: Challenges and 

Prospects  

Although multiliteracies has emerged over the last two decades, the multiliteracies/ 

multimodal-based approach in literacy and English pedagogy in particular is not common 

in Indonesian classroom practices (Drajati et al., 2018). In spite of this, some instances of 

non-linguistic meaning resources, particularly image and song, have already been used in 

English textbooks and to a lesser extent in classroom instruction (Azisah, 2016; Jannati, 

2015; Syarifuddin, 2014). In the last two curriculum versions (KTSP and K-13), for 

instance, language-based literacy had become the main concern in English pedagogy 

(Novianti, 2018) before it was later reviewed to include other aspects of literacy, 

including multimodality (MoEC, 23/2015; Ditjendikdasmen, 2017, 2018). In the context 

of a language-based pedagogy, as occurring in Indonesia, the non-linguistic meaning 

resources have not been seen as meaning-making resources (Sukyadi et al., 2016; Suherdi, 

2015); they can be used to create, contribute to, and share meanings, either collaboratively 

with or independently from language, but most likely are seen as pedagogical instruments, 

or even only as decorative elements (Iyer and Luke, 2010; Jewitt, 2005) to support the 

attainment of linguistic-based literacy teaching (Sukyadi et al., 2016; Suherdi, 2015).  

 

Indeed, it is maintained that the variability of these meaning-making resources, such as 

those contained in English textbooks, is seen not only as an instrument or decoration per 

se, but also as an important resource of meaning alternatives in the process of literacy 

pedagogy (Jewitt, 2005, p315). In accordance with this, the government has launched 

initiatives to accommodate multimodality in national education through the promulgation 

of educational policy reforms, particularly the SLM policy that encourages the integration 

of multimodality into school pedagogy, including the English teaching and learning 

process (MoEC, 2017, 20/2018, 23/2015; Perpres, 87/2017; Ditjendikdasmen, 2017, 

2018).  
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At present, the main concern about this policy is related to the challenges of its 

implementation, in particular its enactment in classroom-level pedagogical practices. 

Existing studies address challenges that have become factors inhibiting the quality of 

Indonesian education, ranging from a lack of quality teachers, a wide variability of 

learning resources among schools, and theory-practice mismatches (Chodijah, 2015; Lie, 

2007; Bire, 2010, Putra, 2014; Jakarta Globe, 2014). From the teachers’ perspective, 

enacting this integration can be very challenging because there is unlikely to be sufficient 

informed data from relevant multimodal research, or adequate pedagogical models, 

available in an Indonesian context. For example, how can the variability of these meaning 

resources be accommodated and addressed in their teaching practices after the country’s 

long-standing reliance on language-based literacy pedagogy? As a matter of fact, 

although the multimodal policy was initiated in 2015, the government was until recently 

still working on how the policy can be enacted more effectively by teachers in the 

classroom (Ditjendikdasmen, 2018). 

   

Despite these challenges, government commitment and support, and other socio-cultural 

factors, have provided some prospects for the implementation and enactment of this 

policy. The government has always worked to strengthen national education in order to 

prepare individuals for better quality of life, both at present and in the future, by 

responding to dynamic changes in the world, including the integration of multimodality 

(MoEC, 20/2018; Perpres, 87/2017; Ditjendikdasmen, 2018) which is pursued in order to 

reflect contemporary literacy practices in students’ current and future everyday lives 

(NLG, 2000, 1996). The policy is intended to accommodate and facilitate students’ 

potential where they are routinely more familiar and already interacting with different 

meaning resources (multimodality). This is evidenced, for example, by the increasing use 

of the internet among young Indonesian children (APJII, 2017). As it is reported, the 

number of Indonesian internet users reached 143.2 million by December 2017, placing 

the country in the top five globally after China, India, the USA and Brazil 

(https://www.internetworldstats.com/top20.htm). APJII (2017) reports that more than 80 

percent of this figure comes from lower-middle- and lower-class society, with more than 

16 percent of users children aged 13 to 18. These data indicate that access to the internet 

and technology have spread among school-aged children, regardless of their economic 

https://www.internetworldstats.com/top20.htm
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background. Taken together, they indicate the prospect of integration of multimodal 

literacy in the teaching and learning process in Indonesian schools. 

 

Yet, this policy is still considered a new and not yet established concept in the national 

educational system. Hence, its implementation, and in particular its enactment by English 

teachers in the classroom, still lacks attention from many researchers. Consequently, the 

ways in which teachers approach and design multimodality into English teaching remain 

unnoticed, particularly in relation to the process of adjusting, matching and integrating it 

into English teaching contents and goals. For example, the ways English teachers 

incorporate both linguistic and non-linguistic resources in making meaning are worth 

further investigation, such as in relation to ‘modal configuration’ – the relationship 

between resources, either hierarchical, equal or interconnected – during their classroom 

teaching displays (Norris, 2011, p78; Kress and van Leeuwen, 1996, 2006). Another issue 

of concern is also related to the ways teachers use multimodality in the English teaching 

and learning process, whether as part of English teaching contents and goals, or simply 

as a methodological instrument for more effective English teaching. However, research 

on multimodality in the Indonesian teaching context is concerned more with looking at 

multimodality as an important aspect to support the achievement of print-based teaching, 

rather than considering it as representing alternatives useful in today’s communication 

setting (see, Sukyadi et al., 2016; Suherdi, 2015). 

 

In their classroom-level practices, teachers face multifaceted potential challenges, 

including understanding and harmonising different policy documents, translating these 

policies into action, then enacting the process itself in their English instruction (Maguire 

et al., 2015; Ball et al., 2011; Braun, Maguire and Ball, 2010). One question this study 

addresses is how far the integration of multimodality is enacted by the teachers in the 

classroom amidst the aforementioned problems. 

 

2.3 Literacy Practices in Society: From Language to Beyond Language  

At the outset, it is important to clarify key terms employed in the rest of this chapter: 

language, literacy and multimodality. These three concepts are related, but are not similar. 

Hence, a clear distinction between them is of paramount significance in understanding 
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multimodality – the main concern of this study. Firstly, language refers to a system of 

human communication through the production of symbols by the speech organs 

(Widdowson, 1996). Literacy is defined as “the ability to read and write the conventional 

systems of written signs of a particular language” (Whitehead, 2002, p50). According to 

McCabe and Whittaker (2006), literacy deals with the effective use of language for social 

practices as well as for successful participation in society. However, the area of literacy 

is currently not limited only to the written form, but is also spoken language. As Gee 

(1986) maintains, literacy deals with “a set of discourse practices, that is, as ways of using 

language and making sense both in speech and writing” (p719). Indeed, oracy and 

speaking also become growing areas of interest in literacy research (see Doherty et al., 

2011).  Oracy is also said to play an essential aspect in student’s development, thinking 

and learning (Alexander, 2012). 

 

However, communication has undergone many changes, particularly those associated 

with the advancement of digital technologies. The ways people communicate in the digital 

environment are not only through language, but also through other, non-linguistic, 

meaning resources (multimodality), such as visual, aural, spatial and gestural (Cope and 

Kalantzis, 2015, 2000; NLG, 2000, 1996; Walsh, 2017). It is stated that the ability to use 

language alone is insufficient for people to fully engage in today’s digital communication 

context; they also need the ability to use other, non-linguistic, meaning-making resources 

(multimodality) (Kress, 2010; Jewitt, 2007; NLG, 2000, 1996). In regard to this, the 

concept of multimodality or multimodal literacy emerged (Kress, 2010; Jewitt, 2010). 

Multimodality sets out that communication is made not only through language as the 

source of meaning-making, but also through other meaning resources, such as visual, 

aural, gestural, spatial, and combinations thereof (NLG, 2000, 1996; Jewitt, 2008). From 

a multimodal perspective, language is positioned as one of the meaning resources or 

modes in the communication/meaning-making process (Jewitt, 2008). 

 

Taken altogether, language is defined as a system of symbols used for human 

communication. On the other hand, literacy deals with the application of language itself 

in practical communication, while multimodality refers to an extending concept of 
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literacy from the only language-based to a combination of multi-meaning resources called 

modes. Further discussion on literacy and multimodality is presented below.  

 

2.3.1 The Evolving Notion of Literacy  

According to Cope and Kalantzis (2006), literacy has undergone more changes in the 

contemporary communication environment than people could previously have predicted. 

Traditionally, literacy is centralised on language-based through communication primarily 

associated with basic cognitive skills in writing and reading (Joyce and Feez, 2016; 

Graham and Benson, 2010; Jewitt, 2008; Duncum, 2004; NLG, 2000, 1996). From this 

perspective, to be literate, it is sufficient to simply acquire decoding skills or comprehend 

and create a minimal standard of written text (McCabe and Whittaker, 2006; Parrila and 

Stack-Cutler, 2011; Whitehead, 2002).  

 

However, traditional literacy has faced huge challenges due to the explosion of new, 

sophisticated digital and multimedia technologies (Ajayi, 2011; NLG, 2000, 1996). It is 

assumed that this notion of literacy limits people from full participation in society and 

workforces that demand more advanced literacy skills as a result of rapid changes in 

knowledge and information (Parrila and Stack-Cutler, 2011; NLG, 2000, 1996). These 

technologies have also brought about a new communication configuration which offers 

many alternative channels and media for people in communication, and this consequently 

influences the process of literacy practices in society (NLG, 2000, 1996; Cope and 

Kalantzis, 2006). Moreover, Kress (2003) maintains that this new communication 

configuration has changed literacy practices in society, as evident from two revolutionary 

shifts, namely: from a writing-mode dominance to an image-mode dominance, on the one 

hand, and from a book-medium dominance to a new screen-medium dominance, on the 

other.  

 

As a matter of fact, it is suggested that this shift in literacy practices has, to some extent, 

unsettled the dominance of language (Jewitt, 2005; Jewitt et al., 2000) where the role of 

language-as-writing is decreasing in many domains of public communication; this is, in 

turn, taken over by other modes such as images (Kress, 2003). Some clear examples are 

commercial advertisements and TV programmes which comprise a balance of language 
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and other visuals, or even employ visual-dominated composition (Jewitt, 2007, 2005). 

Furthermore, in some instances, visual resources are found to have a more powerful 

influence on viewers/readers than the language itself; consider, for example, how visual-

based communication on TV and social media has influenced teenagers’ perspectives of 

their body image (Shaw and Waller, 2007; Nierengarten, 2017). Accordingly, it has been 

argued that language-based literacy is deemed no longer sufficient to meet the demands 

of contemporary literacy practices (Cope and Kalantzis, 2015, 2006; Johnson and Kress, 

2003; Kalantzis, Cope, and Harvey, 2003; NLG, 2000, 1996).  

  

With regard to these literacy practices, the concept of literacy is limited not only to 

language, but is also expanded to cover other modes as meaning-making resources. Thus, 

multiliteracies and multimodality have emerged as new concepts where communication 

or meaning-making is not made only through linguistic but also through non-linguistic 

meaning resources, including visual, aural, spatial and gestural (Cope and Kalantzis, 

2015; Kress, 2010; Jewitt, 2008; Kress and van Leeuwen, 2006, 1996; NLG, 2000, 1996). 

The concept of multiliteracies comes from a group of educational scholars under the New 

London Group (1996), who identified an interplay between different meaning-making 

resources in contemporary literacy practices. The authors assert that language and other 

modes act as dynamic resources for meaning and representation, which can be remade 

and used as the best approach to suit various social and cultural purposes (NLG, 1996, 

p64). Rooted in a similar perspective, multimodality or multimodal literacy has emerged 

to describe the interrelation between language and other modes as meaning resources in 

contemporary literacy practices (Kress, 2000, 2003; Jewitt, 2008). Multimodality takes a 

social semiotics perspective on contemporary communication (Kress, 2010; Kress and 

van Leeuwen, 2006) where no message can be entirely created through any particular 

mode (Sanders and Albers, 2010), but is always embedded simultaneously with other 

modes (McKee and Heydon, 2015; Walsh, 2017; Jewitt, 2008). Like a language, (non-

linguistic) multimodal resources in communication are seen to be formed not arbitrarily, 

or in the interests of one’s preference, but are also bounded by rules, patterns and 

meanings in expressing particular social experiences and interactions (Kress and van 

Leeuwen, 2006).  
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Furthermore, multimodality maintains that all modes are equally essential in 

communication, and no mode is deemed superior to the others because each has its own 

affordances for certain purposes, at a specific time and in a particular place (Loerts and 

Heydoh, 2017; Kress, 2003, 2000a). These modes are never really isolated in the process, 

but can work simultaneously, either receptively or expressively, by their convergence or 

specific-mode dominance (McKee and Heydon, 2015; Walsh, 2012 cited in McKee and 

Heydon, 2015). From a multimodal perspective, language is thus considered as one of the 

modes in the meaning-making process (Jewitt, 2008; Kress and Van Leeuwen, 1996) that 

might play a dominant role in attaining meaning in one context, but other modes might 

play better in another context. To provide examples, Kress (2000a) exemplified the 

strength of image over language when young students were assigned to describe their 

observation of an object seen through a microscope, both in writing and through drawing. 

While their writing ended up with different structures, different genres, and different 

information, the students provided similar descriptions and information on the observed 

objects through drawing. Similarly, in a podcast, the sound mode is likely to dominate 

other modes (Walsh, 2010).      

 

2.3.2 Multimodal Literacy as an Essential skill  

As previously stated, multimodality is ascribed to literacy practices in the advancement 

of multimedia technologies, where meaning is always made and achieved through inter-

modal interplay (McKee and Heydon, 2015; Walsh, 2012, cited in McKee and Heydon, 

2015). Multimodality asserts that meaning-making is not determined solely by language, 

as it is in language-based literacy, but is “always made, distributed, interpreted, and 

remade through variety of communicational and representational resources, of which 

language is but one” (Jewitt, 2008, p246). Language and other modes such as visual, 

aural, spatial, gestural and a combination thereof represent a set of semiotic resources 

which are equally essential as meaning resources in communication (Jewitt, 2008). In 

accordance with this, multimodality/multiliteracies are considered as a ‘new set of basic 

skills’ which is useful for successful social participation in the current era, both in society 

and in the workforce (Cope and Kalantzis, 2006; Johnson and Kress, 2003; Kalantzis et 

al., 2003). As a matter of fact, it is suggested that that the fastest-growing sources of 

employment, all over the globe, require more than just average skills in literacy, while at 
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the same time, the available professions that require very basic literacy skills, and which 

were widely available in the past, have undergone the fastest decline, making them now 

rare or extinct (Parrila and Stack-Cutler, 2011, p203).  

 

Some studies maintain that the usefulness of multimodality in the contemporary era is 

linked not just to the advancement of digital technology, but also with various other 

factors particularly knowledge fluidity, changes in working lives and social power 

(Kalantzis and Cope, 2015; Johnson and Kress, 2003; Kalantzis et all. 2003; Gee, 2000; 

Kress, 2000b). First, it is argued that knowledge now lacks durability, due to its dynamic, 

varied and rapidly changing nature (Kalantzis et al., 2003; ACDE, 2001, cited in Kalantzis 

et al., 2003). Therefore, it is maintained that at present there is no guarantee that the 

knowledge acquired at schools will still be relevant for students in the imminent future 

(Government office for science [GOS], 2017; Kalantzis et al., 2003; Kress, 2000b). For 

instance, it is reported that throughout the UK there is an increasing mismatch between 

what is acquired at school and what are required in the workforce (GOS, 2017). The 

school-workforce gap was further reported from a survey in 2015 showing that more than 

a fifth of the 930,000 available vacancies were hard to fulfil due to shortages of available 

qualified skills, with the school system as one of the scapegoats (GOS, 2017, p62). 

 

With regard to this, individual agency with ‘full awareness of self-potentials, capacities, 

and affordances’ (Kress, 2000b, p141) plays a significant role in bridging such 

mismatches. Through this, individuals will make it possible to take advantage of the 

myriad resources and information in order to create and develop knowledge in relation to 

particular demands, instead of simply replicating knowledge from previous learning 

(Kress, 2000b). In doing so, the role of literacy skill becomes obvious. Having considered 

that contemporary communication and representation environments – including texts and 

information – are always multimodal, understanding various patterns of literacy 

(multimodal literacy), be they visual, aural, gestural, spatial, and/or combinations thereof, 

is obviously essential (Johnson and Kress, 2003; Gee, 2000) as an alternative approach to 

knowledge development (Cope and Kalantzis, 2006; Parrila and Stack-Cutler, 2011). 
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Second, the usefulness of multimodality is also linked to dynamic changes in the live 

working environment (NLG, 2000, 1996). It is said that the nature of work becomes less 

formal at the moment when hierarchies flatten out (Johnson and Kress, 2003; Gee, 2000), 

and old vertical chains of command change into horizontal teamwork relationships (NLG, 

2000, 1996; Gee, 2000). These changes thus give “more responsibilities for workers in 

production process from designing, producing, to marketing” (Johnson and Kress, 2003, 

p7), consequently requiring them to be multi-skilled and flexible in order to be capable 

of carrying out complex and integrated tasks (NLG, 1996, p66; Cope and Kalantzis, 

2009). Hence, it is assumed that in today’s working environment, “people must become 

expert at becoming experts” (Bereiter and Scardamalia, 1993, in Gee, 2000), which can 

be achieved “by developing ability to work beyond routinised ways on ever more 

demanding problems in whatever domain they might deal with” (Gee, 2000, p46). In these 

circumstances, literacy is suggested as alternative way for people to stay competitive, and 

possibly to survive (Joyce and Freez, 2016) in situations where contemporary economic 

practices are inextricable from literacy activities, particularly in dealing with retrieving, 

processing, and synthesising relevant information available in myriad forms and sources 

(Parrila and Stack-Cutler, 2011). Therefore, it is clear that a high degree of literacy skill 

– particularly multimodal, instead of traditional language-based – is required (Parrila and 

Stack-Cutler, 2011; Johnson and Kress, 2000; NLG, 2000, 1996). 

 

Another aspect closely associated with multimodal literacy relates to changes in the 

structure of social power (Kalantzis and Cope, 2015). The availability of multi-channels 

and media of communication (NLG, 2000, 1996) has rearranged the structure of social 

power in society, as evidenced by shifts from vertical to horizontal, and from hierarchical 

to participatory (Kress, 2010; Kalantzis and Cope, 2015; Cope and Kalantzis, 2006). The 

power gap between producer and consumer is decreasing, being replaced by a ‘balance 

of agency’ which has decreased the producer-consumer dichotomy (Kalantzis and Cope, 

2015; Cope and Kalantzis, 2006). It is now evident, for example, that information-content 

creation, or news production, is no longer the domain of professional jobs such as 

journalists or scholars. Rather, it is now common for people to create a variety of 

information content, and publish it through their choice of digital platform, such as 

YouTube, Facebook, Twitter or blogs, or to provide immediate, updated, on-the-spot 
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news reports with photos and videos. The widespread accessibility to different digital 

media and tools has made it possible for everyone to make a ‘participatory’ contribution 

to producing and presenting information (Kalantzis and Cope, 2015; Jenkins, 2006).  

 

For more engaged participation, therefore, adequate understanding of the ways different 

resources of language, multimodality and digital rhetoric are deployed, independently and 

interactively, to create different kinds of meaning is significantly important (Unsworth, 

2001). Accordingly, Kress (2000b) maintains that, in the new communication landscape 

which often takes place in new communication web structures, one is expected to be 

capable of drawing on appropriately different modes in accordance with different designs 

and choices of communication. Taking these into account, there is no doubt that literacy 

– particularly multimodal literacy – is of paramount importance in the contemporary age. 

Ability beyond basic literacy skills is an essential attribute for people to fully participate 

in, and adjust to, such rapidly changing work, social, and cultural environments. Thus, it 

is maintained that the ability to communicate through different meaning resources in 

addition to language becomes the ‘new basic’ in order for individuals to adjust to 

contemporary technological innovations (Joyce and Freez, 2016; Johnson and Kress, 

2003; Kalantzis et al., 2003). Taking these factors into account, the government of 

Indonesia, through the Ministry of Education and Culture (MoEC), has launched a policy 

that encourages the integration of multimodality into school literacy programmes, 

including the English teaching and learning process (Ditjendikdasmen, 2017, 2018; 

MoEC, 23/ 2015; MoEC,  20/2018; Perpres, 87/2017). 

 

2.3.3 Design of Multimodal Communication: The Grammar of Visual Design 

Currently, literacy practices are always multimodal (O’Halloran, Tan and Marissa, 2015; 

Bezerre, 2011; Kress, 2003; NLG, 2000, 1996). The shift from language-based to 

multimodal-based literacy raises a question regarding the design of multimodal 

communication. This is particularly related to Jewitt (2005) who assumes that “visual 

form of writing was not decoration; it was and is designed meaning” (p321). Likewise, 

Kress and van Leeuwen (2006, p8) suggest that: 

Signs are never arbitrary, and “motivation” should be formulated in relation 

to the sign-maker and the context in which the sign is produced, and not in 

isolation from the act of producing analogies and classifications. Sign-makers 



 

26 
 

use the forms they consider apt for the expression of their meaning, in any 

medium in which they can make signs.  

 

Although literacy practices in society are always multimodal, Kress and van Leeuwen 

(2006, p1) maintain that “not much attention has been paid to the meanings of regularities 

in the way image elements are used”. According to the authors, visual structures are 

juxtaposed with linguistic structures that are subject to particular interpretations of 

experience and forms of social interaction (p2). In line with this theory, Kress and van 

Leeuwen published Reading images: The grammar of visual design (2006, 1996), which 

provides guidelines for analysing the design of visual-multimodal communication. They 

propose three metafunctions: representational, interactional and compositional (Bezerre, 

2011) adopted from Halliday’s concept of systemic functional linguistics of ideational-

interpersonal-textual metafunctions.   

 

First, the representational metafunction refers to the ways participants, objects, events 

and associated circumstances are realised either through narrative or conceptual 

representation (Bezerre, 2011). Narrative representation can be recognised through the 

presence of actions, reactions, thought, and speech demonstrated in the visual. On the 

other hand, conceptual representation is manifested through the existence of 

classification, part-whole relationships, and (symbolic) attributes/suggested values 

(Bezerre, 2011). Second, the interactional metafunction relates to the interaction between 

visual elements and viewers/readers that can be realised through contact, social distance, 

attitude, power and realism (Bezerre, 2011, Kress and van Leeuwen, 2006, 1996). This 

interaction (social distance) between visuals and viewers can be intimate, social or 

impersonal, depending on the presentation of the visual – either close-, medium- or long-

shot (Bezerre, 2011).    

 

Third, the compositional metafunction deals with “the way in which the representational 

and interactive elements are made to relate to each other, the way they are integrated into 

a meaningful whole” (Kress and van Leeuwen, 2006, p176). One way to observe this is 

through the layout of visual composition in regard to top-bottom, left-right, and centre-

margin placement. For instance, any visual composition placed at the top of a page 

indicates that it delivers ideal meaning “the most salient part” and other following modes 
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as real messages that aim to provide more “specific and detailed information, more down-

to-earth information, or more practical information” (p196).  

 

Moreover, visual composition placed on the left or right also provides certain designed 

meaning to whole texts. Kress and van Leeuwen (2006) further elaborate the left-right 

relationship into the “given-new” concept, where visual composition on the left indicates 

“a well-established point of departure for information on right position and that on right 

indicates a new thing that viewers must pay particular attention” (p181). Furthermore, the 

authors elaborate that “for something to be presented as Centre means that it is presented 

as the nucleus of the information to which all the other elements are in some sense 

subservient, the ancillary and dependent elements” (p196). 

 

Apart from the layout, the compositional metafunction can also be observed from the 

framing and the salience of visual elements. Framing is employed to indicate how strong 

or weak is the connection or disconnection of the visuals to the overall meaning of the 

composition. On the other hands, salience is used to identify any factors that give 

prominent meaning to specific modes over other visual elements, and can be realised 

through size, colour and foregrounding (Bezerre, 2011).   

 

2.4 Integration of Multimodality in Education 

2.4.1 The Necessity of Integrating Multimodality into the Curriculum 

The term ‘changes’ becomes an inherent characteristic of the world today, particularly in 

technological, social, and cultural contexts that change so rapidly, massively, and 

continuously (Jewitt, 2011; Kress, 2010; Kalantzis et al., 2003). Kress (2000b, p134) 

describes these changes as a radical shift from “stability to instability” because people 

can no longer predict changes that might happen in the impending time: “tomorrow is 

unlikely to be like today and the day after tomorrow is definitely going to be unlike 

yesterday”. The main demand on people living in this unstable world is that they are able 

to adapt with these changes (Kress, 2000b; NLG, 2000, 1996), and one principal key to 

this adaptation is to improve literacy skills (World Economy Forum, 2015; Parrila and 

Stack-Cutler, 2011). Bearing in mind that the configuration of contemporary information 

and communication is always presented in multimodal form, and disseminated through 
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various media and channels (Jewitt, 2008; NLG, 2000, 1996), multimodality becomes an 

essential literacy skill, so that people are more capable of retrieving, using and reusing 

any relevant information in their own interests (Kress, 2000b).   

 

Changes in literacy practices, from language-based to multimodal, have implications for 

pedagogical literacy (Kalantzis and Cope, 2015; NLG, 2000, 1996). Education, which is 

assumed to have a primary mission of empowering people for their future lives, is 

expected to be adaptive and accommodative to any changes that the world demands, 

including literacy practices in society (Ditjendikdasmen, 2018, 2017; Akbar, 2018; 

Abidin, 2015; Royce, 2002; Kress, 2000b; NLG, 2000, 1996). With regard to this, many 

scholars maintain the importance of pedagogical reform in school literacy instruction in 

order to shift the traditional language literacy to multimodal literacy, in order to meet the 

contemporary demands of the digital communication environment (Jewitt, 2008; Cope 

and Kalantzis, 2006; Kress, 2000b; Lam, 2006). Accordingly, the government of 

Indonesia has taken the initiative in accommodating multimodality in classroom teaching 

and learning, as stipulated in the school literacy movement (SLM) policy 

(Ditjendikdasmen, 2018, 2017). The programme encourages teachers to integrate 

multimodality into school pedagogy, including the English teaching and learning process. 

The expectation is that this will support students in acquiring ability in multimodality, 

deemed an essential prerequisite for full participation in society and the workforce 

(Parrila and Stack-Cutler, 2011; NLG, 2000, 1996). 

 

This reform is considered essential since social participation and employment 

competition have now become significant challenges globally (Parrila and Stack-Cutler, 

2011). It is suggested that autonomy, creativity and problem-solving have become 

essential characteristics for people to fully participate in their communities, as well as to 

compete and survive in today’s jobs (Cope and Kalantzis,  2015, 2006; Johnson and 

Kress, 2003; Kalantzis et al., 2003). The need for reform also becomes evident as 

knowledge continues to change at a rapid rate, and the school system is often late in 

anticipating these changes. As Kalantzis et al. (2003) forecast, it is likely that the 

knowledge students receive at school today will become superfluous and irrelevant 

tomorrow, regardless of how updated and applicable it might seem.   
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Apart from that, the current work of thinking and learning has also changed progressively 

from academic-related expertise to a more general notion of compatibility with 

contemporary economic demands (Gee, 2000). Consequently, fixed ‘essential qualities’ 

that people might possess, like intelligence, culture, and skills, are not the main 

determinants for success; these rely rather on how they can transform themselves into an 

‘ever changing portfolio’ with fluid and adaptable skills (Gee, 2000, p46). In these 

circumstances, high literacy skills become essential to enable people to upgrade and 

develop knowledge of their interests – knowledge available through different arrays of 

information sources which are mostly designed and presented in digital and multimodal 

forms (Jewitt, Bezemer and O’Halloran, 2016). Knowledge is arguably linked with 

information which thus requires people to acknowledge, and be capable of operating, the 

‘navigational aids’ to the ways information is currently designed and presented (Kress, 

2010, p23-26).  

 

Taken all together, pedagogical reform to bring multimodality hand-in-hand with 

language-based literacy, becomes essential. It is suggested that traditional, language-

based literacy is no longer adequate as the foundation of the contemporary literacy 

curriculum, as today’s communication is no longer confined or confinable to traditionally 

restricted notions of print literacy, but also relies on multimodality (Jewitt, 2007, 2000; 

Kress, 2003, 2000a; NLG, 2000, 1996). The relevance of considering multimodality for 

the curriculum is to provide ‘navigational aids’ for students, the ability to understand and 

operate current information and communication design (Kress, 2010, p26) essential for 

living in an unstable world (Kalantzis and Cope, 2015; Kress, 2000b). As has been 

suggested, the world is facing ubiquitous instability: virtual increasingly replacing 

locality, pluralism dominating monoculture, and niche production superseding mass 

production (Kalantzis and Cope, 2015; Iyer and Luke, 2010; Kress, 2010, 2000a, 2000b; 

Gee, 2000; NLG, 2000, 1996). Therefore, these ‘navigational’ abilities are essentially 

required for students to support and develop opportunities for their knowledge 

development relevant to their own demands and interests. 
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The usefulness of multimodality as a navigational aid is also related to current education 

methods which are often represented as the dominant agency of teachers conducting a 

process of transferring collections of fixed and authoritatively justified knowledge (Cope 

and Kalantzis, 2006; Kress, 2000b). This approach is suggested as rarely beneficial when 

knowledge is always changing and adjusting at a rapid rate, requiring people to take more 

creative authority and agency in order to adjust their skills and knowledge by utilising 

and retrieving different arrays of available information (Parrila and Stack-Cutler, 2011; 

Kress, 2000b). For this reason, multiliteracies/multimodal pedagogy puts primary 

emphasis on the important role of learners (Kress, 2000b) by shifting its pedagogical 

approach from the teacher’s agency to the learner’s agency, and from knowledge 

acquisition to knowledge making (Kress, 2000b). These shifts are likely to make learners 

more capable of anticipating and adjusting to any forthcoming changes, as they are not 

reliant on replicating acquired knowledge, but have the capability to develop and make 

knowledge in relation to their own interests and needs (Kress, 2000b).  

 

Moreover, the need to accommodate multimodal literacy is also associated with its 

relevance to current literacy practices among schoolchildren (Stein and Newfield, 2006; 

Street, 2005). It is maintained that children have nowadays more personal experience of, 

and familiarity with, multimodal communication, as shown from their engagement with 

different cultural and semiotic resources. This is not merely passive reception, but 

involves more productive activities (Lam, 2009) such as the creation and dissemination 

of different multimodal information and contents through various channels and media 

(Kress, 2010). In this case, another important tenet of multimodal literacy is its attempt 

to make a relevant connection between students’ lifeworlds inside as well as outside the 

classroom context. In fact, children have more access to technological tools which make 

it possible for them to immerse themselves in a wider range of literacy experiences 

involving the use of different meaning resources. This accessibility has made these 

children accustomed to living in and interacting with different modes of communication. 

It is therefore essential to consider that multimodality may provide relevant utilities for 

students both currently and possibly for upcoming times. In this regard, multimodal 

literacy in schools is essentially relevant to responding to any social and cultural changes, 

and ensures a continuum instead of a binary opposition between ‘literacy in use’ and 



 

31 
 

‘literacy in education’ (Abidin, 2015; Stein and Newfield, 2006; Street, 2005; Royce, 

2002). 

 

Generally speaking, multimodal literacy is relevant not only as it reflects the micro-

cosmic fabric of current communication configurations, but most importantly because it 

provides essential capabilities for students to draw benefits from the current situation 

through their own agency, active engagement, and creativity. It is argued that digital 

technologies have significantly changed the structure of social power from vertical to 

(more) horizontal, from hierarchical to (more) participatory (Kalantzis and Cope, 2015; 

Kress, 2010). Kress (2010, p21), for example, elaborates on the conditions of text-making 

authorship that have been shifting from the authority of expertise (vertical, hierarchical) 

to the interests of individual agency (horizontal, participatory) resulting in different ‘user-

created content’ and genres. Furthermore, the availability of various technological 

platforms and social media such as YouTube, Facebook, and Twitter offers huge 

opportunities for many people to be not only users/consumers, but also creators of 

different information and entertainment content (Kress, 2010).  

 

However, due to limited support from a school system which is mostly concentrated on 

language-based literacy, not all individuals are likely to take these opportunities and fully 

engage in society. With regard to this, accommodating multimodality in the school 

curriculum is an approach with the potential to support people in more active engagement 

and participation, and in taking advantage of what the current communication 

environment might offer (NLG, 2000, 1996). For this reason, the Indonesian reform of 

multimodality might become an important milestone, but only if there are changes to 

pedagogical practices, particularly accommodating the multimodality integral to teaching 

and learning content and goals, and providing more agency to learners in their learning. 

 

2.4.2 Integrating Multimodality into School Literacy Pedagogy 

Literacy has long been an important element of education, as evident from the Three R’s: 

(R)eading, w(R)iting, and a(R)ithmetic (Kalantzis and Cope, 2015). Through these 

elements, particularly reading and writing (literacy), education has played an important 

role in driving development in various aspects of the human lifeworld, and this role will 
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arguably remain essential at present and in the future (NLG, 1996). Indeed, entering the 

21st century, literacy pedagogy faces significant challenges as a result of new 

configurations of contemporary digital-mediated technologies, where communication 

and representation are made and distributed through different-meaning resources 

(multimodality) rather than through the mode of language (Cope and Kalantzis, 2015; 

NLG, 2000, 1996; Jewitt, 2008). This has implications for literacy in education, including 

in the English teaching and learning process. The nature and status of multimodality in 

the school curriculum – most notably in the English instruction context – remains an issue 

of much debate, particularly in the area of traditional language-based instruction and its 

assessment (see. Beavis, 2013; Matthewman, Blight and Davies, 2004). Nonetheless, 

incorporation of multimodal literacy into the school curriculum is suggested as essential, 

as it reflects what is currently occurring and what is potentially required in the future 

(Kalantzis and Cope, 2015; Cope and Kalantzis, 2015; Kress, 2000b). 

 

Advocacy for bringing multimodality into literacy pedagogy was launched by the New 

London Group (1996) through its multiliteracies pedagogy framework (MPF), which 

contains four main components: situated practice, overt instruction, critical framing, and 

transformed practice (NLG, 2000, 1996; Cope and Kalantzis, 2006; Jewitt, 2008). These 

components of MPF were further developed by Cope and Kalantzis (2015, 2000) into 

more recognisable concepts of experiencing, conceptualising, analysing and applying. 

This framework provides essential guidelines regarding the implementation of 

multimodal/multiliteracies pedagogy in the classroom teaching and learning process. 

According to Ryan et al. (2010), the MPF should become a valuable planning tool in the 

classroom in order to make students become competent in multimodal communication 

environment. Although the MPF contains sequential stages for how 

multiliteracies/multimodality is taught, in practice it is not necessarily linear, allowing 

teachers to move backwards and forwards across and between these stages (Cope and 

Kalantzis, 2015; Jewitt, 2008).  

 

At first, the MPF starts at a situated practice/ experiencing stage, where students are 

immersed in the real meaning designs available in their everyday lives (Cope and 

Kalantzis, 2015; Jewitt, 2008). This immersion is expected to bring interconnectedness 
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between school pedagogical content and the reality outside the classroom setting. Such 

immersion is essential, because schools, and in particular classrooms, are considered as 

‘communities of practice’, where businesses, schools, and society can align and merge to 

meet the challenges of the new economic environment (Gee, 2000). The immersion 

process can involve experiencing meaning designs which can be either ‘known or 

unknown/new’ to the students (Cope and Kalantzis, 2015). 

 

Apart from direct immersion into real and everyday meaning design, students are 

expected to develop their understanding of design meanings in today’s communication 

context. Therefore, another important stage of the MPF is overt 

instruction/conceptualising, which is aimed at developing students’ understanding of 

design and structures of meanings (Jewitt, 2008). This stage becomes an important 

pedagogical stage to explicitly teach how these ‘available designs’ can be systematically 

understood in making-meaning (Cope and Kalantzis, 2006; NLG, 2000, 1996; Jewitt, 

2008). In this process, the situated practice and overt instruction can overlap, so that 

students’ real and pragmatic daily lives and experiences can become important resources 

– ‘available designs’ – in overt instruction (Cope and Kalantzis, 2015; Jewitt, 2008). 

According to Cope and Kalantzis (2015), overt instruction can be carried out in two ways: 

conceptualising by naming which includes identifying potential similarities and 

differences between different modes of communication, and conceptualising with theory, 

which links the concept to a language of generalisation (Cope and Kalantzis, 2015). 

 

The third stage of the MPF is critical framing/ analysing. This stage tries to explicitly 

connect meanings according to social contexts and purposes (Jewitt, 2008), including 

analysing the functions of these modes and interrogating the interests of their usage in 

communication (Cope and Kalantzis, 2015). The process of critical framing can be carried 

out in two ways: analysing functionally, where students examine structures, functions, 

relations and contexts of meaning designs, and analysing critically, which includes 

critical evaluation of the experiences, perspectives and motives of meaning designers 

(Cope and Kalantzis, 2015). 
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The last stage of the MPF is transformed practice/ applying, which involves ways of 

creating and recreating meanings across contexts (Jewitt, 2008). This also involves 

applying acquired knowledge and understanding of meaning-making to authentic 

contexts of communication (Cope and Kalantzis, 2015). This stage plays an essential role 

in translating students’ knowledge from the preceding stages of MPF into actual or 

simulated practice (Cope and Kalantzis, 2015). Transformed practice can be held in two 

ways: applying appropriately by using/applying the knowledge in a specific context, and 

applying creatively by using/applying it from one context into other contexts (Cope and 

Kalantzis, 2015). 

 

Since the publication of this framework (NLG, 1996), several studies have been 

conducted, including in an English teaching context from different parts of the globe; to 

mention some, Australia (Cloonan, 2015; ACDE, 2001, cited in Kalantzis et al., 2003), 

Canada (Loerts and Heydon, 2017; Rowsell and Decoste, 2012), African countries 

(Kendrick et al., 2006; Cope and Kalantzis, 2006) and Indonesia (Drajati et al., 2018; 

Azisah, 2016; Sukyadi et al., 2016; Suherdi, 2015; Jannati, 2015). Although integrating 

multimodality into the curriculum still contains potential challenges, such as matching it 

with print-based assessment demands (Matthewman et al. 2004), these studies highlight 

the strong prospects for successfully integrating multimodality into English pedagogy, 

because no contradiction was found in its implementation, including in an English 

instruction context (see, Sukyadi et al., 201; Kendrick et al., 2006). Furthermore, Sukyadi 

et al. (2016) maintain that there is a linear link between multimodality and existing 

pedagogical approaches in achieving English teaching goals, as evident from an 

improvement in students’ participation, and in their motivation in the language learning 

process (Sukyadi et al., 2016). The inclusion of multimodality also facilitates productive 

activities, such as peer feedback and peer tutoring (Lam, 2006). Furthermore, Kendrick 

et al. (2006) state that multimodality can offer a complementary approach to existing 

English pedagogy by providing “a hybridisation of indigenous and contemporary forms 

of communication” (p110). 

 

Moreover, some studies present evidence of the relevance and usefulness of 

multimodality in classroom instruction, including in the English teaching and learning 
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process. Integrating multimodality into English instruction enhances students’ soft and 

hard skills in literacy, which is imperative in accommodating and adjusting to today’s 

communication milieu (Tierney, Bond and Bresler, 2006; Loerts and Heydon, 2017; Lam, 

2006). For instance, multimodal pedagogy which emphasises students’ agency and 

authority has been shown to breed students’ confidence and autonomy, to develop 

collaborative and problem-solving skills, and to enhance future aspirations and personal 

goal attainment (Tierney, Bond and Bresler, 2006; Loerts and Heydon, 2017). The 

multimodal approach has also improved more advanced skills in students’ literacy, such 

as dealing with new texts, finding ways of negotiating meaning, empowering available 

resources, and using alternative ways of knowing (Loerts and Heydon, 2017; Tierney et 

al., 2006). This multimodal-based pedagogy has also offered more productive activities 

that centre on students themselves, such as sharing feedback with peers, pooling and 

exchanging resources, engaging in collaborative endeavours, and mentoring (Lam, 2006).    

 

Taking these factors into account, multimodal literacy has increasing attention globally, 

including from the Indonesian government through the SLM policy programme 

(Ditjendikdasmen, 2017, 2018). The relevance of multimodality springs from different 

perspectives, particularly from its representation of a micro-cosmic fabric of current 

communication configurations, and more importantly from its potential for improving the 

essential capabilities of students to anticipate any present and upcoming changes, as 

evidenced by the aforementioned studies.  

 

2.4.3 Multimodality and Multilingualism in the English Language Classroom  

English pedagogy, particularly in an Indonesian context, tends to involve a traditional 

“monolingual” teaching approach which focuses mainly on a specific variety of English, 

such as American or British English (Sidik, 2018; Bire, 2010; Lie, 2007; Alisjahbana, 

1990). Adoption of this monolingual approach is considered inadequate, because English 

is a multilingual language consisting of different varieties and dialects globally (Matsuda 

and Matsuda, 2010; Kachru, 1985). Kachru (1985) elaborates that English has spread and 

developed in three categories: inner (English as the first language), outer (English as the 

second language) and expanding (English as the foreign language) circles, resulting in 

the emergence of different localised English varieties and dialects (Ishikawa, 2016; 
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Matsuda and Matsuda, 2010; Kachru, 1985). To accommodate the multiculturalism and 

multilingualism of today’s society, English pedagogy should be able to advocate for the 

multilingual nature of English language as a shared social resource (Melo-Pfeifer, 2015). 

Therefore, some scholars suggest the adoption of a multilingual approach to English 

pedagogy (Matsuda and Matsuda, 2010; Canagarajah, 2006; Jenkins, 2006). Furthermore, 

Canagarajah (2006) maintains that English is currently used mostly to communicate 

between non-native English speakers, instead of between non-native and native English 

speakers, so that the preference for a specific English variety, be it American or British 

English, is no longer considered relevant.  

 

In pedagogical practice, the increasing positioning of global multiculturalism and 

multilingualism around the English language has become an important focus for 

multiliteracies-multimodal pedagogy, as has the advancement of digital communication 

technologies (Cope and Kalantzis, 2000; NLG, 2000, 1996). In this case, the MPF has 

come to embrace a new pedagogy by accommodating this plurality within global society, 

both culturally and linguistically (Bianco, 2000). It is suggested that every dimension of 

the MPF supports multiculturalism and multilingualism, both in relation to the English 

language and to students (Bianco, 2000). The MPF acknowledges the importance of 

understanding the ways multimodal meaning resources are used and transformed for 

different communicative purposes (Dagenais et al., 2017). Despite still being seen as a 

central mode in communication (Lytra, 2012), languages are always presented in 

combination with other modes, such as visual, aural, spatial and gestural, in the 

contemporary communications environment (Jewitt, 2008; Bianco, 2000). From a 

multimodal social semiotic perspective (Kress and van Leeuwen, 2006, 1996), “linguistic 

signs (both monolingual and multilingual) become part of wider repertoire of modal 

resources that sign makers have at their disposal and that carry particular sociohistorical 

and political associations” (Lytra, 2012, p522). 

 

In the Indonesian school context, the SLM policy has not addressed English pedagogy 

from a multilingual perspective, but the integration of multimodality itself is expected to 

promote English, and importantly the varieties of English in classroom instruction. When 

the policy is enacted in accordance with the SLM policy expectation (Ditjendikdasmen, 
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2018, 2017), the pedagogy may promote designs of multimodal meanings available in a 

situated environment – whether familiar or new to students – as classroom instruction 

resources (Akbar, 2018; Cope and Kalantzis, 2015; Melo-Pfeifer, 2015; Bianco, 2000). 

Through a multimodal lens, English pedagogy is expected to bring out the multilingual 

and multicultural characteristics of English by facilitating students’ learning in a 

culturally and socially situated environment (Kiss and Mizusawa, 2018). Some studies 

have demonstrated that the multimodal approach can exploit students’ multicultural and 

multilingual backgrounds as resourceful meanings in a language teaching and learning 

context (see, Dagenais et al., 2017; Melo-Pfeifer, 2015; Pahl, 2008; Kenner and Kress, 

2003).  

 

2.5 Multimodal Literacy Reform in Indonesia: From Policy to Practice 

2.5.1 Critique on the School Literacy Movement (SLM) Policy 

There are three interrelated regulations that become the inspirational concept as well as 

legal-formal supports for the SLM policy. These regulations are: Permendikbud (MoEC 

regulation) on character education enhancement (MoEC, 23/2015), Perpres (presidential 

regulation) on character education enhancement (Perpres, 87/2017), Permendikbud on 

the operationalisation of the character education enhancement. Prior to the multimodal 

recommendation, the government introduced a fifteen-minute reading program, carried 

out before the commencement of the classroom (Addendum-MoEC, 23/2015). This 

program is intended to improve the students’ interest and enthusiasm in reading through 

the process of reading habituation. Later, it is maintained that the literacy program should 

not only end in the habituation program, as the 15-minute reading is concerned, but should 

also expand into the process of literacy development and finally be integrated into 

instruction as illustrated in figure 1.1. Through this integration, the learners are expected 

to develop their critical thinking, problem solving, and multimodal literacy as essential 

abilities to anticipate the dynamic changes of the lifewords in the 21st century (Perpres, 

87/2017; Ditjendikdasmen, 2018).  
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Figure 1.1: Phases of SLM policy 

 

 

Source: Ditjendikdasmen, (2018, 2017) 

 

However, it seems that the SLM policy still lacks clarity particularly in its implementation 

in the classroom-level pedagogical process. On the one hand, for example, the policy 

recommends the broadening concept of literacy from language-based to multimodal-

based literacy in classroom instruction to facilitate the students to develop their 

multimodal literacy. This recommendation is clearly stipulated in the SLM policy: 

“…the term ‘texts’ in literacy can be in many forms of written, spoken 

(audio), visual, auditory, audio-visual, special, nonverbal (kinaesthetic etc.). 

The forms of texts can be digital or non-digital. In this regard, the term 

‘reading’ that used in literacy activities should also refer to this broader 

concept (Translated from SLM policy, Ditjendikdasmen, 2018, p.15). 

 

On the other hands, the policy also maintains that the literacy in instruction can remains 

its focus on the print-based literacy. This contradiction could lead to some confusions in 

implementing the policy in the classroom instructional process.  For example, in what 

ways the integration of multimodality can develop the students’ multimodal literacy while 

the instruction remains its focus only on the print-based instruction.  

 

Another lacking clarity is also evident from the way the multimodality is conceptualised 

in the SLM policy. Although the literacy is defined in accordance with the concept of the 

multiliteracies from Cope and Kalantzis (2000) (Ditjendikdasmen, 2018, p.2), in the 
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practice the policy tends to consider the multimodality as the strategy for instruction. For 

example, the policy states that “The content of instruction is what to teach, and literacy is 

how to teach the instructional content”. From this statement, the expectation of the 

multimodality is likely to aid the print-based teaching contents, and it is unclear the 

portion of the multimodality aimed to develop their multimodal literacy.    

 

As the consequences, the study raises a critical question regarding the applicability of the 

multimodal integration in the micro-level of the classroom instruction as the SLM policy 

has mandated. This study maintains that the lacking clarity particularly in defining and 

determining the status of multimodality in the teaching and learning process can become 

the constraints for teachers in implementing the policy in the classroom instruction. 

Accordingly, this study probes to investigate the work of this policy recommendation in 

the classroom instructional process by observing and elaborating the teachers’ perspective 

and experiences in using the multimodality in their classroom instruction. 

 

2.5.2 The Role of Teachers in the SLM Policy Implementation 

One of the essential stages in the policy cycle is the implementation of the policy itself, 

which is associated with predetermined organisations, agencies and individuals as policy 

enactors (Jann and Wegrich, 2007). In an educational context, teachers in school 

environments often become the main actors in the implementation of any educational 

policies (Maguire, Braun and Ball, 2015; Ball et al., 2011; Croll et al., 1994; Brown, 

2010). Indeed, the present study is primarily concerned with school ‘English’ teachers 

attempting to enact the integration of multimodality in the English teaching and learning 

process. The enactment invoked here refers to the realisation of the expectations of 

integration stipulated in the SLM policy (Ditjendikdasmen, 2018, 2017) at the scale of 

school-level actions, as evidenced by the routine English teaching practices during 

English instruction in the classroom.  

 

However, the process of this policy enactment is not a straightforward one, comprising 

simply the teachers’ acceptance of, and agreement to implement, the policy as mandated 

by the policymakers (usually senior figures in the Ministry of Education and Culture). 

Rather, the policy which “is detailed and circulated through texts and artifacts” (Maguire 
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et al., 2015, p486) involves a complex process of interpretation and translation, 

particularly from different actors at the schools (Maguire et al., 2015; Ball et al., 2011, 

p619; Braun, Maguire and Ball, 2010, p547). At the school level, this process may be 

achieved through different meetings, from senior leadership meetings such as between 

principals and divisions of the curriculum, among whole-school teachers, or between 

English teachers themselves to individual English teachers (Maguire et al., 2015, p486). 

For teachers in particular, the process involves the ways they “translate the language of 

policy into the language of practice, words into action, abstractions into processes” (Ball 

et al., 2011, p621), all of which are eventually accumulated to represent teaching 

performance in their classroom practices. Due to potential variability in translating 

capabilities between different schools and different teachers, the implementation of the 

policy as realised from classroom practices may change, become distorted, and differ 

from the original aims and objectives stipulated in the policy texts (Ball et al., 2011; Jann 

and Wegrich, 2007, p51; Pülzl and Treib, 2007).  

 

Likewise, discrepancies between policy expectation and policy enactment (practice) (Ball 

at al., 2011), particularly during the integration of multimodality, can widen among 

individual teachers and from across different classroom and school contexts. This is due 

to the fact that the policy simultaneously offers two different roles for teachers – as policy 

implementers and as policy makers in practice (Croll et al., 1994). The teachers act as 

policy implementers since this programme was conceived centrally by MoEC to be 

implemented in a school environment and enacted in classrooms by the teachers 

(Ditjendikdasmen, 2018, 2017; MoEC, 23/2015). On the other hand, the nature of this 

policy programme is detached from the main policy of the (English) teaching curriculum, 

but represented by different documents and legislation (see, Ditjendikdasmen, 2017, 

2018; MoEC, 23/2015; Perpres, 87/2017, MoEC, 20/2018) which often underestimate the 

complexity of school circumstances in policy enactment (Ball, 1997, cited in Braun et al., 

2010). In addition, the programme is designed to contain a requirement for teachers to 

integrate multimodal literacy simultaneously with other aspects of literacy required for 

the 21st century (Ditjendikdasmen, 2018, 2017; WEF, 2015). This means that the teachers 

themselves have to develop and design the integration into their own classroom 

instructional context. Unlike the school curriculum policy, which specifically gives 
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clearer guidelines for teachers to follow in teaching, this multimodal policy does not 

specifically determine the content, procedures or process of its integration. Therefore, the 

process of translating the policy into classroom practice requires the teachers not only to 

understand and be familiar with the expectations and aims of the policy as the basis of 

their teaching practices, but also to find and design innovative ways of integrating it into 

their classroom practices – all in accordance with the local context of their classrooms, 

students, resources and facilities. More importantly, schools and teachers have to be 

capable of mixing and matching this SLM policy with other relevant policies, particularly 

the teaching curriculum, which might overlap, confuse or even contradict (Braun et al., 

2010). Therefore, incorporation and synergy between policymakers, policy bureaucrats 

and policy implementers at schools are required for better policy implementation (Madjid, 

2018; Haq, 2018; Solichin, 2015). This incorporation includes developing, disseminating, 

adopting, and implementing policy at the school level (Solichin, 2015). 

 

Indeed, the status of teachers as the ‘final and frontline’ actors in the policy enactment is 

a significant factor in successful implementation of the integration of multimodality, 

particularly their capabilities in understanding and translating the policy into practice that 

can be confirmed through their classroom teaching activities. However, what the teachers 

show in their classroom performance does not always represent their capabilities in 

putting the policy into practice; it can also represent the opposite – showing their lack of 

ability to enact the policy. Moreover, the situations that teachers face (as implementers 

and policy makers in practice), together with the lack of research-informed data, and the 

absence of any model of Indonesian multimodal pedagogy, as previously mentioned, have 

accumulated challenges likely to provide obstacles to teachers in enacting this policy. 

Therefore, the present study is concerned with investigating the integration of 

multimodality in English classroom instruction as enacted by the teachers as policy actors 

at the classroom level. The focus of the investigation is more on the way the SLM policy 

works at the classroom instructional process rather than the competence or incompetence 

of the teachers to implement the SLM policy recommendation. By this, it is expected that 

the study will provide more comprehensive information regarding the complexity of 

enacting the policy, so that further improvements can be made to the policy for more 

effective and successful implementation in the future. 
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2.6 Conceptual Framework for the Study 

The previous sections of this chapter have reviewed some relevant literatures on the 

multimodality, its usefulness at the contemporary communication, and its implication to 

literacy pedagogy. Based on this review, the study designs a conceptual framework that 

becomes the basis for conducting this study. This study is situated in the contemporary 

digital communication environment which has shifted the literacy practices in the society 

from the print-based literacy, deeming the language as the only source of meaning, to the 

multimodal-based literacy, considering other non-linguistic meaning resources such as 

visual, aural, spatial and gestural in addition to language (Cope and Kalantzis, 2015, 

Jewitt, 2008. NLG, 1996). The shift in the literacy practices has a pedagogical implication 

by accommodating and integrating the multimodality in the classroom instruction.  

 

Cope and Kalantzis (2015) suggested that the integration of multimodality in the 

classroom contains two important aspects: the multimodal resources and the pedagogical 

process. First, the integration of multimodality needs to accommodate both linguistic and 

not-linguistic meaning resources in their classroom instructions. These resources are 

expected to reflect the authentic meaning resources which are typically used in the 

contemporary digital communication. It is also necessary that the resources are able to 

exemplify how these resources, both linguistic and non-linguistic, work in 

communication and making-meaning processes. To understand the extent the 

multimodality represents the authentic meaning resources as well as exemplify their use 

in meaning-making process, the study employed the Grammar of Visual Design from 

Kress and van Leeuwen (2006, 1996) to observe the design of multimodal 

communication. Kress and van Leeuwen (2006, 1996) suggest the design of multimodal 

communication can be identified through its representational, interactional and 

compositional metafunctions (Kress and van Leeuwen, 2006; Bezerre, 2011). By using 

this design, the affordances of the linguistic and non-linguistic resources can be identified 

including the importance of each mode in multimodal texts or compositions can be 

identified.  

 

Another important aspect from the integration of the multimodality is the pedagogical 

process particularly how the multimodality is designed in the classroom instruction. The 
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NLG (1996) has proposed the multiliteracies pedagogy framework that can be used to 

facilitate the incorporation of different meaning resources in the literacy pedagogy (see, 

section, 2.4.2). The framework proposed four instructional stages consisting of situated 

practice, overt instruction, critical framing, and transformed  practice. The framework 

expects that the multimodal design in the instruction can offer opportunities for students 

engage and be familiar with multimodal communication. Furthermore, Ryan et al. (2010) 

maintained that multiliteracies pedagogy framework should become valuable planning 

tool in teaching in order to make students become competent in multimodal 

communication environment. The conceptual map of the study is further presented in 

Figure 2.1.  
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 Figure 2. 1: Conceptual map of the study 
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CHAPTER THREE: METHODOLOGY 

 

 

3.1 Introduction 

This chapter discusses the methodological approach, study design and methods employed 

in this study. Methodology and method are two elements in research essential for 

achieving the expected aims, and to find answers to the proposed research questions 

(Creswell, 2014). According to Crotty (1998) and Creswell (2014, 2009), every 

researcher has to pay full attention to certain aspects before conducting the research; these 

relate to the proposed methodology and method, as well as justification for these choices, 

with reference to the research paradigm. Therefore, the main purpose of this chapter is to 

provide an elaboration of each of these aspects. 

 

3.2. Research Aim and Research Questions 

As previously mentioned in Chapter One, this study seeks to investigate the extent to 

which the integration of multimodality in classroom-level practices of the English 

teaching and learning process is enacted in accordance with the SLM policy expectation 

of developing students’ multimodal literacy. To achieve this aim, three research questions 

are proposed, namely:  

1) To what extent is multimodality represented in English language teaching 

materials by the teachers in the three observed schools? 

2) How is multimodality used in English language teaching in the three observed 

schools, whether it is aimed at supporting print-based teaching, or at developing 

students’ multimodal literacy? 

3) To what extent does the use of multimodality in English language teaching at the 

three observed schools encourage the students to engage with multimodality?  

 

3.3 Methodological Approach to Research  

Methodology refers to “a theory of how research enquiry should proceed” (Schwardt, 

2007, p193) “to scientifically solve the research problem” (Kothari, 2004, p8). In 

conducting research, it is imperative for a researcher to know not only what methods or 

techniques to employ, but also to understand the assumptions underlying the selected 
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methods and/or techniques as better choices over other available methods and/or 

techniques (Kothari, 2004). Moreover, the selection of methods should not be taken for 

granted, or be a matter only of preference, but has to be based on a thorough consideration 

that the methods best fulfil the outlined aims and research questions (Yin, 2014; King and 

Horrocks, 2010). Indeed, the selection of certain methods/techniques is generated by the 

adoption of research methodology, and the selection of the methodology is based on the 

assumptions about the research paradigm (Creswell, 2009). As this study seeks the in-

depth and robust data regarding the integration of multimodality in the English teaching 

and learning process, a qualitative-multiple-case study is seen as best fitted to achieve the 

aim of the study, and to find answers to the three research questions. The study was 

conducted with three English teachers in three classrooms from three different school 

settings in two cities in Banten: Serang and Pandeglang. The rationale for selecting the 

multiple-case-study design is discussed in the following sections. 

 

3.3.1 An Interpretivist Stance of Qualitative Research 

Although a multiple-case study might use different research approaches, ranging from 

qualitative (Mertens, 2015; Stake, 1995) to quantitative (Bryman, 2012) to mixed (Yin, 

2014; Gray, 2004), this research adopted a qualitative approach. This selection was 

related to the aim of the study to seek an in-depth elaboration of the phenomena directly 

from the actors in their own contexts. The focus of investigation in the current study was 

to find out the extent the teachers enacted the integration of multimodality in classroom-

level practices in the English teaching and learning process, in accordance with the SLM 

policy expectation of developing students’ multimodal literacy. It was assumed that a 

qualitative research design would provide opportunities to better understand the issue by 

seeking explorations from participants, particularly the three teachers in the context of 

their own classroom. An emphasis on naturalistic inquiry in data collection is the primary 

strength of qualitative research; it enables a researcher to explore the observed issue more 

comprehensively and holistically through different arrays of data sources (Gilham, 2000). 

Naturalistic inquiry offers a qualitative approach to understanding social phenomena, in 

which the researcher observes, interprets, and understands the phenomena through direct 

observation of people and their actions within their social and cultural context 

(Armstrong, 2010).    
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Another important argument for adopting qualitative research is based on the ways a 

phenomenon is understood and interpreted without necessarily being restricted by 

predetermined variables (Denzin and Lincoln, 2011; Corbetta, 2003), but through direct 

interaction between researcher and researched in context and with the relevant actors 

(Creswell, 2014, 2007; Gilham, 2000). This approach to enquiry is very important 

because one phenomenon might be distinguishable from another in regard to 

complexities, characters and specificities (Gilham, 2000); looking for explanations 

directly within the context and with the actors involved can provide better understanding 

of investigated phenomena.  

 

Indeed, an emphasis on reaching in-depth understanding of a phenomenon through direct 

contact with its actors from the study context is inextricable from the philosophical 

paradigm regarding the way social research is approached. Philosophical paradigms of 

the researchers are of paramount importance in determining which approach, design and 

method to choose in conducting research (Crotty, 1998; Creswell, 2014, 2009). 

According to Thomas Kuhn, they become vital features of mature scientific discipline 

(1962, cited in Porta and Keating, 2008). Similarly, Creswell (2014, 2009) maintains that 

the decision to employ specific research methodology, be it qualitative, quantitative, or 

mixed, is determined by three interrelated aspects of philosophy, strategies of enquiry and 

research methods.  

 

Philosophically, quantitative research is based on the interpretivist perspective regarding 

reality, knowledge and method or respectively referring to ontology, epistemology, and 

methodology (Corbetta, 2003; Porta and Keating, 2008; Creswell, 2007). The 

interpretivism takes a constructivist perspective considering the relation of the reality 

with its actors and context.  

 

From the ontological viewpoint, the interpretivists maintain that the nature of reality is 

regulated by perceptions and interpretation (Vanderstoep and Johnston, 2009), as well as 

by normative expectations and shared understanding between individuals (researchers 

and participants) (Lewis, 2003). Hence, the social world is subjective and dynamic, and 
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may result from different or multiple realities (Creswell, 2007). Departing from this view, 

the interpretivists suggest that knowing and learning social realities require researchers to 

interact as closely as possible with the participants and the contexts being studied 

(Creswell, 2007; Lewis, 2003). Through this researcher-participant interaction, therefore, 

knowledge (findings) can be further understood and produced. This epistemological 

stance finally leads to the choice of methodology in collecting and analysing research 

data (Creswell, 2014, 2007). As the research is conducted by working deeply with the 

actors and the context (known as a naturalistic approach, see Lincoln and Guba, 1985), 

“the procedures of ‘interpretivistic’ qualitative research are characterised as inductive, 

emerging, and shaped by researcher’s experiences” (Creswell, 2007, p19) as a result of 

intense interaction with the participants and contexts under investigation. From this 

‘interpretivist’ perspective, a phenomenon can be observed more deeply and 

comprehensively. 

 

This ‘interpretivist’ philosophical/paradigmatic stance becomes the essential justification 

in selecting a qualitative research design in pursuing the aim of this dissertation. The 

qualitative approach provides ample opportunities to observe a phenomenon from more 

comprehensive perspectives as a result of an interactive and negotiated researcher-

participant relationship (Lewis, 2003).  

 

3.3.2 Multiple-Case-Study Research  

Qualitative research can be conducted in different research approaches, and a multiple-

case study is one of the qualitative research approaches (Ary et al., 2010).  Hence, this 

section now discusses the justifications in selecting a multiple-case study for this 

investigation. Multiple-case-study research, which is the extension of case-study research 

(Yin, 2014; Chmiliar, 2010; Gilham, 2000), – is, according to Crowe et al. (2011, p2), a 

“research approach that is used to generate an in-depth, multi-faceted understanding of a 

complex issue in its real-life context”. A multiple-case study is carried out by taking more 

cases, parts or members (instead of simply one single case, part or member) with the 

principal aim of adding significant opportunities for more extensive analysis, resulting in 

stronger understanding of, and insight into, the investigated case (Stake, 2006, pvi; Yin, 

2014). In this research, a multiple-case study was carried out to investigate the integration 
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of multimodality in the English teaching and learning process as enacted by three 

(multiple) English teachers from three different classrooms across three different school 

contexts.  

 

The selection of a multiple-case study is intended to seek a holistic exploration (Yin, 

2014) of the integration of multimodality in current pedagogical practices of the English 

teaching and learning process in an Indonesian school context. Yin (2009, p8) maintains 

that the selection of case study design (single or multiple case) is associated with three 

situations: 1) the type of proposed research questions, 2) a researcher’s control over the 

investigated behaviour events, and 3) a focus on contemporary rather than past events. 

This research design is a relevant one to employ when the proposed research questions 

explore present circumstances, which require an extensive and in-depth description of the 

investigated phenomenon (Yin, 2014), with no requirement for control over behavioural 

events or variables (Yin, 2009, p8). These conditions fitted with the aim and proposed 

questions of this study; investigating a currently occurring pedagogical practice – 

integrating multimodality into the English teaching and learning process – required an in-

depth exploration of its contexts of places and actors.  

 

In addition, a multiple-case study has the potential to provide more robust and compelling 

evidence (Yin, 2014; Stavros and Westberg, 2009; Heale and Twycross, 2018). A 

multiple-case study is suggested as an approach to improve the quality of a single-case 

study, which is often regarded as lacking rigour and robustness in its findings, due to its 

focus on a small and specific context (Yin, 2014; Stavros and Westberg, 2009; Stake, 

2006). Related to this study, the integration of multimodality into English teaching is 

expectedly not only conducted by a teacher from a specific classroom context, but also 

by other teachers from different classrooms and schools including the schools from 

different regional contexts. Therefore, studying the case of teachers’ instruction in several 

classrooms and schools from different locations could provide more comprehensive 

insight on the integration of multimodality, because the study was not limited only to how 

integration was enacted by a single teacher in one classroom; it could be expanded by 

considering different contexts of teachers, classrooms, and schools that might contribute 

to the process of multimodal integration in the English classroom. Moreover, the 
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advantages of employing a multiple-case study are further pointed out by Powell et al. 

(2013, p5) that: 

Case studies are particularly helpful in understanding the internal dynamics 

of change processes, and including multiple cases capitalizes on 

organizational variation and permits an examination of how contextual 

factors influence implementation. 

    

Another justification to support the selection of a multiple-case study is the nature of 

social phenomena such as human actions, feeling, and thoughts, which are often bound 

into their own contexts (Gilham, 2000). Therefore, Gilham (2000, p11) proposes that “the 

way to understand these things in real life is carried out by studying them in their own 

contexts and in the way they operate”. In addition, case-study design can capture more 

details of the studied phenomena in their natural context because of its flexibilities in 

considering many variables and other relevant aspects without the need to predetermine 

them (Cavaye, 1996). These flexibilities and ties to context are advantageous in 

supporting better understanding of the observed phenomena. These might have specific 

complexities, embedded characters, and other specificity in their own contexts in 

comparison to other contexts (Gilham, 2000). Relevant to this study, the integration of 

multimodality in the English teaching and learning process can be elaborated thoroughly 

through direct observation, including how this process is implemented differently by 

teaching actors, particularly those across different classroom and school contexts.  

 

Finally, the use of different sources of data retrieved from different units of analysis 

represents an essential advantage of the multiple-case study. These varieties of data are 

imperative because relying on a single, specific type of data is often not adequate in 

attaining a rich and comprehensive explanation of the investigated problem (Gilham, 

2000). Since a social phenomenon might differ from one context to another (Gilham, 

2000), the use of data from different contexts can thus provide further explanation of the 

contributions of other factors to an observed problem (Powell et al., 2013). Likewise, the 

way a teacher enacting the integration of multimodality in the English classroom in one 

classroom and school may have certain complexities and characteristics in comparison 

with other teachers from different classrooms and schools. Accordingly, a multiple-case 

study involving three teachers from three different classroom and school contexts is 

highly appropriate for this study.  
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3.4 Research Sites and Participants 

Sites and participants are essential elements in conducting research, particularly for the 

purpose of data collection, because social research is inseparable from the contexts of 

places and participants (Gray, 2004; Gilman, 2000). In case study design, the selection of 

research sites and participants is even more fundamental, because they become essential 

units of analysis for the study (Yin, 2014; Bryman, 2012).  

 

3.4.1 Selection of Research Sites 

This study was carried out in three junior high schools in two cities in Banten province. 

namely Serang and Pandeglang. Banten was selected for its accessibility and its potential 

as a future research site. As I have lived and worked in this province since 2010, the 

region is more familiar to me than other provinces, allowing more efficiency in 

conducting fieldwork, particularly under my time constraints in the EdD programme. 

Apart from that, Banten is likely to be the area for my future research, considering my 

position as a university lecturer in the province – a position which is expected to 

contribute to society, particularly through research and community service in addition to 

education as part of Tridharma: three pillars of university (GoI, 2/2012). Moreover, the 

two cities of Serang and Pandeglang were selected to represent two different regional 

administrations within the province, one a municipality (big city), the other a 

regency/district (small city). The research sites are marked in Figure 3.1 (I and VII) 

below. 
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Figure 3.1: Map of Banten Province 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

I. Regency Pandeglang II. Regency Lebak III. Regency Tangerang  

IV. Regency Serang V. Municipality Cilegon VI. Municipality Tangerang 

VII. Municipality Serang Viii. Municipality South Tangerang 

Source: Indonesian Biro of Statistic, 2009 

 

Established in 2000, Banten became the thirtieth province in Indonesia. It has eight 

regional administrations consisting of four regencies, namely Pandeglang, Lebak, 

Tangerang, Serang, and four municipalities, namely Tangerang, Cilegon, Serang, and 

South Tangerang (Indonesian Bureau of Statistics, 2009). Throughout the province, there 

are up to 2,497 junior schools across eight sub-district regions. As shown in Table 3.1, up 

to 1,909 schools, 76 percent, are categorised as private owned schools, and fewer than 25 

percent are categorised as public schools. For the purposes of this study, fieldwork was 

conducted in only two regions, namely Serang municipality (big city) and Pandeglang 

regency (small city). In this case, Serang is a municipal administration headed by a city 

mayor, and Pandeglang is a subdivision of a municipality, called a district (regency) 

administration, which is headed by a regent.  
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Table 3.1: Number of Secondary ‘Junior High’ Schools in Banten 

No Regency (R.)/ 

Municipality (M) 

Number of schools by region 

Public/State Private Total 

1 R. Pandeglang 122 238 360 

2 R. Lebak 175 272 447 

3 R. Tangerang 93 523 616 

4 R. Serang 96 290 386 

5 M. Cilegon 15 68 83 

6 M. Tangerang 35 228 263 

7 M. Serang 31 105 136 

8 M. South Tangerang 23 215 238 

Total schools in the province 588 1,909 2,497 

(Ministry of Education and Culture, accessed June 2019 from 

http://referensi.data.kemdikbud.go.id/index11.php?kode=280000&level=1) 

 

In selecting the research sites, the study employed an opportunity sampling technique 

based on the availability of schools for conducting the fieldwork, particularly the 

availability of English teachers who would allow video-recorded classroom observations 

and interviews. The fieldwork was carried out only in public schools: one school in 

Pandeglang and two others in Serang. This selection was not aimed at seeking 

representativeness of all characteristics of schools in these regions; rather it was intended 

to observe how the integration of multimodality in English teaching was enacted by the 

teachers in three different classroom and school contexts particularly of in three public 

schools. As a matter of fact, the representativeness in selecting sampling locations and 

participants is not a primary concern in qualitative research, because the most important 

consideration is how the selected locations and samples are best suited to achieving the 

research aims and research questions (Ary et al., 2009; Yin, 2014; Gray, 2004). Similarly, 

in a multiple-case study, the selection of the schools is not based on sample 

representation, but is aimed rather at its usefulness in comparisons from one context to 

another among classrooms and schools. The distribution of the schools selected for the 

fieldwork sites is presented in Table 3.2.  

   

http://referensi.data.kemdikbud.go.id/index11.php?kode=280000&level=1
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Table 3.2: Distribution of Schools Approached and Selected for Case Study 

Approached 

school 
Location Accreditation* 

Status as 

school model 
Decision 

School 1 Pandeglang A Yes No approval 

School 2 Pandeglang A Yes Case 1 

School 3 Serang A Yes Pilot study 

School 4 Serang A Yes Case 2 

School 5 Serang A Yes Case 3 

 

Before contacting the targeted schools and the participants, prior approval from different 

levels of gatekeeper were sought (Creswell, 2012), particularly from the regional 

education authorities (dinas) in Serang and Pandeglang. The education authorities are the 

relevant gatekeepers for providing research permits for the study to be carried out in 

junior high schools in each region. The approval of these gatekeepers was very important 

in convincing the schools that the research had been undertaken according to necessary 

formal procedures. Having completed this stage, the next process was to contact and 

select the schools and participants.  

 

Before contacting the target schools, a list of potential schools for the fieldwork were 

made, based on two criteria: i) target schools already hold accreditation grade-A, 

indicating that they have reached national standards, particularly in the teaching and 

learning process; and ii) they have been appointed as school models with privileges 

allowing a training partnership with the Educational Quality Assurance Council (LPMP) 

of Banten (https://puspendik.kemdikbud.go.id/hasil-un/). After the screening, five 

schools matched the criteria, two from Pandeglang and three from Serang (see Table 3.2 

above).  

 

Letters of intent were then sent to school administrators/principals, asking for research 

permission, and these were accompanied by other relevant documents, particularly 

approval from the dinas, ethical approval and research information sheets. After 

permission was received, further contact was made with teachers and students, and they 

were provided with separate invitation letters and information sheets on their voluntary 

participation in the research. Having received the participants’ agreement, the researcher 

https://puspendik.kemdikbud.go.id/hasil-un/
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then selected the school as a research site, and drew up with teachers schedules for 

observation and interview. Further approval to conduct research in the classroom was 

sought from English teachers and their students, particularly for conducting video-taped 

classroom observation. Students obtained the required signed consent forms from their 

parents or guardians to confirm their agreement to the students’ involvement in the 

observation. 

 

After all these stages, fieldwork permits were obtained from four out of the five schools 

approached. Eventually, one school was selected as a site for the pilot fieldwork, and the 

other three were selected as sample schools. The pilot study was carried out in a state 

junior high school in Serang. The school which was established in 1980 has 27 

classrooms, nine for each grade (grades 7-9) (https://referensi.data.kemdikbud.go.id). In 

2017/2018, the school has 1,073 students, 555 of them males and 518 females, so the 

school has large class sizes, with more than 39 students on average per classroom 

(http://sekolah.data.kemdikbud.go.id). The school has received grade-A accreditation 

(Score 94/100) which confirms its satisfactory performance in managing eight standards 

determined by the government, namely: i) contents, ii) process, iii) education 

assessment/evaluation, iv) competence of graduates, v) teaching staff, vi) management, 

vii) finance, and viii) facilities and infrastructure (Government regulation, 2005). 

 

For the sample schools, the first case study was conducted in a state junior high school in 

Pandeglang. The school, established in 1992, had 25 classrooms, nine of them for grade 

7, and eight each for grades 8 and 9 (https://referensi.data.kemdikbud.go.id). Based on 

the database in 2017/2018, there were 857 students, 422 of them males and 435 females 

(http://sekolah.data.kemdikbud.go.id). In general, the school has large classes, with up to 

34 students on average for each classroom. Despite that, the school has been accredited 

with grade A (Score 94/100), which indicates satisfactory assessment for the eight 

national education standards (GoI, 20/2003).  

 

The other two cases were conducted in two state junior high schools in Serang. The  

second of these was established in 1910 (https://referensi.data.kemdikbud.go.id). 

According to the 2017/2018 database, the school has 30 classrooms – 10 classrooms for 

https://referensi.data.kemdikbud.go.id/
http://sekolah.data.kemdikbud.go.id/
https://referensi.data.kemdikbud.go.id/
http://sekolah.data.kemdikbud.go.id/
https://referensi.data.kemdikbud.go.id/
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each grade.  Compared to the first case, the school has even larger classes, with 

approximately 43 students in every classroom. In total, it has 1,303 students, 612 males 

and 691 females (http://sekolah.data.kemdikbud.go.id). As in the first case, the school has 

been accredited with grade A (Score 96/100), which indicates its ability of the school to 

satisfactorily manage all the national education standards (GoI, 20/2003). The school has 

also received ISO certification.  

 

The last case was conducted in a state junior high school in Serang. This school was 

established in 1985, and is on the outskirts of town, approximately 2.7 kilometres from 

the municipal administration office (https://referensi.data.kemdikbud.go.id). Based on 

the 2017/2018 database, this school also obtained grade-A accreditation (Score 94/100). 

It has 30 classrooms, 10 for each grade. Like the other two cases, the school has large 

classes, with approximately 32 students in each classroom. In total, it has 980 students, 

464 males and 516 females (https://referensi.data.kemdikbud.go.id).   

 

3.4.2 Participants 

The selection of participants was inseparable from the selection of research sites, as 

previously discussed. As this study was conducted in classroom settings, participants 

recruited were limited to those involved in the English teaching and learning process, 

particularly teachers and students. This selection was based on the fact that a researched 

phenomenon or case in a qualitative study is nested in a specific context, so that the 

number of participants is relatively small in number (Gray, 2004). Accordingly, this study 

recruited only three English teachers as participants – one from each school. Apart from 

the teachers, students from each observed classroom were also parts ofthe participants, 

particularly during classroom observation. Overall, 103 participants took part in this 

study, consisting of three English teachers as the main unit of analysis, and 100 students 

from all three school cases. The distribution of the participants is shown in Table 3.4 

below. 

http://sekolah.data.kemdikbud.go.id/
https://referensi.data.kemdikbud.go.id/
https://referensi.data.kemdikbud.go.id/
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Table 3.3: Distribution of Participants 

Region 
School 

context 
Participants 

Numbers of 

participants 

Pandeglang 1 
Teacher 1 

Students  29 

Serang 

2 
Teacher 1 

Students 38 

3 
Teacher 1 

Students  33 

Total participants 103 

 

 

The teachers consisted of two males (Mr. William from school 1 and Mr. Adrian from 

school 2) and one female (Mrs. Dina from school 3). All teachers’ names are pseudonyms. 

Mr. William has a Master’s degree in educational technology from a national university, 

and has 10 years of teaching experience, including nine years in his current school. Mr. 

Adrian received a Master’s degree from the same programme and university as Mr. 

William. He has been teaching at his current school for more than 20 years. The last 

participant, Mrs. Dina, has an undergraduate degree in English education, and has been 

teaching English for 16 years, including four years at her current school.   

 

All students in each school were participants during classroom observations. Up to 29 

students took part in case 1, 38 in case 2 and 33 in case 3 . Apart from their participation 

in the observation, the students were also asked to voluntarily provide their learning 

journals for analysis of their engagement with multimodality. Three from the school in 

the case 1 provided journals, four from school in case 2 and two from school in case 3.  

 

3.5 Data Collection  

A multiple-case study is characterised by the richness and variety of its research data 

(Creswell, 2009, 2012; Gray, 2004). In this case, a multiple-case study design employs 

different methods of data collection, because relying on a specific data source is assumed 
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to not be adequate to achieve in-depth and holistic understanding of the researched 

phenomena (Gilham, 2000). Therefore, the study employed three methods of data 

collection common in case study research: observation, teaching and learning documents, 

and semi-structured interview (Creswell, 2012; Merriam, 2009). The use of these data 

sources was also necessary for triangulation purposes, particularly to improve the 

trustworthiness of data (Lochmiller and Lester, 2017). This is in line with Woodside 

(2010), who maintains that the combination of direct observation, documents, and 

interview is required to triangulate findings so that rich understanding of the investigated 

cases can be achieved.  

 

Data collection process was conducted in sequence starting with the classroom 

observation, the collection of teaching and learning documents, and finally the interview. 

The classroom observation and the collection of the teaching and learning documents 

were conducted prior to the interview. Afterwards, the interview was conducted one to 

two weeks after the accomplishment of the observation and the document collections. 

Moreover, before conducting the interview, initial analysis was firstly conducted with 

these two methods to find out if they contained data or information required confirmation 

from the teachers through the interview. This was intended to ensure that I had 

opportunities to confirm any questions emerging from the observation and the documents 

during the interview. By this approach, I could minimise my subjectivity in interpreting 

the data from these two methods. Hence, the contents of the interview consisted of the 

questions I previously designed to address the research questions as well as the questions 

emerging from the initial analysis. These methods are further elaborated below. 

 

3.5.1 Observation 

Observation is a common form of data collection in educational research (Creswell, 

2012). It provides ample opportunities for a researcher to directly see and feel the 

atmosphere of a phenomenon from its actors in natural, real-life contexts. Through it, the 

researcher has an opportunity to get beyond people’s perceptions and self-interpretation 

in trying to understand the attitudes, behaviour, and culture of the investigated phenomena 

(Gray, 2004, p238). Furthermore, Merriam (2009, p117) identifies two distinct strengths 

of observation to i) directly observe the phenomenon of interest in its natural setting, and 
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ii) receive first-hand data of research rather than through other participants’ narratives, 

such as in an interview.  

 

Observation can be carried out in different forms, particularly as a participant or non-

participant, depending on the purpose of the investigation (Gray, 2004; Merriam, 2009). 

In this study, the observation was carried out in English classrooms where integration of 

multimodality was enacted, so non-participant observation was preferred, in order to 

minimise potential disturbance that the observation could cause during the instructional 

process. Non-participant observation is a kind of observation where the researcher simply 

observes the sites without taking part in any activities with participants (Creswell, 2012). 

For the current study, the observation took place twice in each classrooms. The decision 

to conduct two observations was aimed at gaining richer data regarding the use of 

multimodality in classroom instruction. During the observation, field notes were taken, 

in order to highlight any important and relevant events occurring throughout the 

instruction process (Gray, 2004; Ary et al., 2009). In addition to field notes, all classroom 

observations were video-taped to make the analysis more comprehensive. 

 

Table 3.4: Methods of Data Collection and Issues Addressed 

Methods 

of data  

Target 

participants 

Focused 

Context 
Issues to address 

Sample 

cases 

(Video-

taped) 

classroom 

observation 

English 

teachers and 

students 

English 

classrooms 

- Representation of 

multimodality in English 

teaching materials 

- Use of multimodality in the 

classroom 

- Students’ engagement with 

multimodality 

 3 

classrooms 

Interview 

 

 

 

English 

teachers 

Integration of 

multimodality 

- Teachers’ perspectives on the 

integration of multimodality  

- Teachers’ knowledge on 

multimodality in pedagogy 

- Teachers’ knowledge of SLM 

policy recommendation 

- Teachers’ approaches to 

integrating multimodality into 

English pedagogy 

- Use of multimodality in 

classroom  

- Students’ engagement with 

multimodality 

 

3 teachers 

Curriculum 

Documents 

English 

teachers  

Multimodal 

representation 

in English 

- Teaching materials/English 

textbooks 

- Syllabus and lesson planning 

3 teachers 
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materials and 

its uses in 

classroom 

Students  

Engagement 

with 

multimodality  

- Students’ engagement with 

multimodality in the English 

learning process  

- Students’ engagement with 

multimodality outside observed 

classrooms 

2 - 4 

students 

from each 

classroom 

 

 

3.5.2 Documents 

Another important source of data that can provide useful information to the addressed 

phenomena is curriculum documents or artefacts (Ary et al., 2009; Merriam, 2009). 

‘Documents’ refers to a wide range of pre-existing materials or records which can be in 

written, physical or visual form, and giving relevant information about a site and 

participants (Creswell, 2012; Ary et al., 2009; Merriam, 2009). The documents can be 

classified as public records, such as archival and policy documents, or textbooks, and also 

personal records such as diaries, portfolios, journals, or notes (Creswell, 2012; Ary et al., 

2009). In this study, documents were collected from teachers and students. Documents 

collected from teachers were mainly teaching documents and materials employed to 

support their English instruction process, particularly lesson plans and teaching materials. 

Other forms of documents were obtained from students, particularly learning journals.  

 

The inclusion of these teaching and learning documents was aimed at obtaining essential 

additions to the data obtained from observation and interviews. Gilham (2000) states that 

there is no rigid rule about which types of data may be included or excluded, but if data 

is relevant and can add value to the findings, then the researcher needs to include it. In 

this case, the data from the teachers’ and students’ documents could enrich and strengthen 

the findings, so its inclusion was evidently essential as a source of data. 

 

3.5.3 Interview 

Apart from the observation, this study employed semi-structured interview as a source of 

data. In a qualitative research design, a semi-structured interview is more commonly used, 

due to its strengths over other interview models; to mention some of these, a semi-

structured interview provides more flexibility for the interviewee in giving answers, and 

for the researcher in providing expanded questions that might emerge during the 
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interaction (Bryman, 2012). With such flexibility, the interviewee can benefit through 

expressing their perceptions and experiences because they have more freedom in 

responding to questions without being constrained by the researcher’s perspectives, or 

possibly the available research findings (Creswell, 2012, p218). For the researcher, this 

model of interview is more manageable to conduct because the researcher can focus 

questions on specific topics he or she intends to cover, while it is still possible for him/her 

to dig into details from the interviewee (Bryman, 2012).  

 

Based on these reasons, a semi-structured interview was preferred for this study. Three 

English teachers were then interviewed, with the interview based on issues related to the 

three proposed research questions as well as the questions emerging from other two 

methods. The interview was conducted in Bahasa Indonesia in order help the interview 

to better articulate their answers. The contents of the interviews were mainly related to 

the teachers’ understanding of multimodality and its use in the classroom, particularly in 

relation to the SLM policy recommendation, which encourages teachers to integrate 

multimodality into the teaching and learning process.  

 

In general, although these methods were able to answer the main aim of the study 

particularly regarding the teachers’ enactment on the integration of multimodality, it is 

also the fact that they have not fully addressed one of the research questions regarding 

the nature of the students’ engagement with the multimodality in the English learning 

process. To elaborate the students’ engagement with the multimodality, this research 

relied on the data from the classroom observations and learning journals. As the students’ 

multimodal engagement can be related to the students’ perceptions and experiences, some 

researchers have maintained the importance of obtaining the data directly from students 

(children) themselves (Emerson and Lloyd, 2017; Mason and Danby, 2011). Furthermore, 

Emerson and Lloyd (2017) maintained that the data obtained from the children (students) 

could provide more authentic information regarding the students’ matters themselves. 

Likewise, it is also suggested that the children are the experts of their own world so that 

the involvement of them in the matter would be essential (Mason and Danby, 2011). 
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Despite this importance, there were some constraints to involve the students as the sources 

of the research data either through the interview or the focus-group discussion (FGD). 

One of the constraints was the difficulties to find the students who were voluntarily 

available to be the participants of the interview or FGD. Another constraint was related 

to the students’ wellbeing and security (CRC, 1989, Article 3). As the fieldwork was 

conducted at the end of semester terms, and they were preparing the final evaluation, I 

though they might be distracted when they had to spend their learning time for the 

interview. Moreover, I also noticed that, in some occasions, some students seemed 

uncomfortable when I talked to them. For these reasons, I then decided to drop off 

involving them in either the interview or FGD. 

 

3.6 Analysis 

When it comes to the analytical stage, a case-study design presents particular challenges, 

due to the overwhelming amount of data, as well as the absence of well-defined and fixed 

tools for analysis (Yin, 2014). The challenges are even more apparent in a multiple-case 

design, as the analysis needs to be conducted in a two-stage process consisting of centred-

case and cross-case analyses (Merriam and Tisdell, 2016; Yin, 2014; Crowe et al., 2011; 

Merriam, 2009). Strategic approaches are proposed to help deal with these analytical 

complexities, such as employing theoretical and analytical frameworks (Crowe et al., 

2011; Yin, 2014). Adopting a theoretical framework helps the researcher to manage, 

integrate and examine themes emerging from different sources of data more effectively, 

through tracing propositions within the data from the investigated cases (Yin, 2014; 

Crowe et al., 2011, p7). Taking this into account, the analysis of the data was based on 

two theoretical frameworks of the grammar of visual design (Kress and van Leeuwen, 

2006) and a multimodal/ multiliteracies pedagogy (Cope and Kalantzis, 2015, 2000; 

NLG, 2000, 1996). Moreover, having considered that this study contained both linguistic 

and non-linguistic (multimodal) data, two analytical frameworks were used in the analysis 

process, namely multimodal social semiotic analysis (Jewitt, Bezemer and O’Halloran, 2016) 

and content analysis (Gondim and Bendassolli, 2014; Elo and Kyngas, 2008; Hsieh and 

Shannon, 2005). The use of these theoretical and analytical frameworks is summarised in 

Table 3.5 below.  
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Table 3.5: The Use of Theoretical and Analytical Frameworks for Data Analysis 

Research 

questions 

 

Addressed 

topics 

Sources of 

data 

Theoretical 

framework 

used 

Analytical 

framework 

used 

Focused 

analysis 

Question 1 

Representation 

of multimodality 

in English 

teaching 

materials 

Classroom 

observation 

and teaching 

documents 

A social 

semiotic 

theory of 

grammar of 

visual design 

(Kress and van 

Leeuwen, 

2006) 

Multimodal social 

semiotic analysis 

(Jewitt et al., 

2016) 

Representation 

of meaning 

resources and 

their designed 

meanings  

Question 2 

Use of 

multimodality in 

classroom 

instruction 

Classroom 

observation 

and 

interview 

Multiliteracies 

pedagogy 

framework 

(MPF) (Cope 

and Kalantzis, 

2015, 2000; 

NLG, 2000, 
1996) 

Content analysis 

(Gondim and 

Bendassolli, 

2014; Elo and 

Kyngas, 2008; 

Hsieh and 

Shannon, 2005) 

Alignment of 

multimodal 

use in English 

teaching and 

learning 

process with 

MPF 
Question 3 

Students’ 

engagement 

with 

multimodality 

Classroom 

observation 

and learning 

journals 

 

Multimodal social semiotic analysis was used to analyse the designed meanings of 

multimodal composition in multimodal artefacts (texts) that the teachers employed in 

English teaching materials. According to Jewitt et al. (2016), social semiotic analysis is 

conducted through intensive engagement with multimodal artefacts by examining their 

context or environment for the purpose of identifying the interest of sign makers in 

representing the social world. The use of this analytical approach was driven by the 

potential richness of non-linguistic data to achieve the aim of the study, particularly in 

elaborating the alignment of the integration of multimodality with the SLM policy 

recommendation (Ditjendikdasmen, 2018, 2007). This is in line Dicks et al. (2011), who 

point out that traditional language-based data does not always provide comprehensive 

evidence of the communication of meaning, but simply partial, so that multimodality can 

provide balanced, unified and comprehensive descriptions to enhance research results. 

 

The process of analysis followed three main steps (Jewitt et al., 2016, pp74-5). First, all 

multimodal artefacts employed by the teachers, both those available in teaching 

documents, and those used in the teaching and learning process, were collected in order 

to identify and describe the types of multimodal resources (modes) nested in the artefacts. 

Each mode was then examined in detail for its presence/use in the artefacts/multimodal 

texts. The examination was based on Kress and van Leeuwen’s Grammar of Visual 
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Design (2006), which emphasises the importance of multimodal design/ composition of 

multimodal texts for conveying messages to readers/viewers. The composition of 

multimodality – top or bottom, left or right, and centre or margin – determines the 

designed meanings of each mode in the composition (see Chapter 2). Finally, further 

examination was carried out in order to describe the relationship between modes in the 

composition, to determine modal dominance, and to evaluate in what ways each mode 

creates coherence within whole texts. 

 

In addition to the social semiotic analysis, content analysis was also employed, 

particularly to investigate how far the integration of multimodality complied with the 

MPF (Cope and Kalantzis, 2015, 2000; NLG, 2000, 1996). Content analysis is defined as 

“a research method that provides a systematic and objective means to make valid 

inferences from verbal, visual, or written data in order to describe and quantify specific 

phenomena” (Downe-Wamboldt RN, 1992, p314). Content analysis is not linked to any 

specific field, so it is applicable to any social sciences research (Bengtsson, 2016) – 

qualitative, quantitative or mixed-method (Elo and Kyngas, 2008; Gray, 2004). 

Moreover, content analysis also enables a researcher to carry out analysis on the basis of 

adopted theoretical propositions, while at the same time anticipating themes emerging 

from the data (Powell et al., 2013; Merriam, 2009). With regard to this, Powell et al. 

(2013, p7) point out that: 

Content analysis enables a theory driven approach, and an examination of both 

manifest (i.e., the actual words used) and latent (i.e., the underlying meaning of the 

words) content…where the analysis is informed by the guiding conceptual models, 

with additional patterns, themes, and categories being allowed to emerge from the 

data. 

 

It is maintained that there is no systematic rule in conducting content analysis (Elo and 

Kyngas, 2008; Yin, 2014), but different varieties of analysis are available in the literature 

(Yin, 2014; Erlingsson and Brysiewicz, 2017; Bengtsson, 2016; Hsieh and Shannon, 

2005; Downe‐Wamboldt RN, 1992; Elo and Kyngas, 2008; Haggarty, 1996). Hsieh and 

Shannon (2005), for instance, divide content analysis into three categories: conventional, 

directed, and summative, while Elo and Kyngas, (2008) divide it into inductive and 

deductive. Despite these variations, the principal concept of content analysis remains 

similar, namely to elicit meaning from data and draw realistic conclusions (Polit and 
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Beck, 2006, cited in Bengtsson, 2016). As the present study uses a theoretical framework 

as the basis of analysis, directed or deductive content analysis was more appropriate. 

Deductive or directed analysis refers to content analysis that takes a theoretical 

perspective as the guide for the analysis (Gondim and Bendassolli, 2014; Elo and Kyngas, 

2008; Hsieh and Shannon, 2005). In conducting deductive content analysis, Elo and 

Kyngas (2008) propose the following main stages: developing a categorisation matrix; 

reviewing content and determining codes; testing categories, concepts or models; 

developing trustworthiness; and reporting.   

 

The content analysis was based on the MPF consisting of experiencing/ situated practice, 

conceptualising/ overt instruction, analysing/ critical framing, and applying/ transformed 

practice stages (Cope and Kalantzis, 2015, 2000; NLG, 2000, 1996). The analysis was 

employed to examine the content of classroom observation, interviews and learning 

journals. In the first stages, all observation videos and interviews were manually 

transcribed. Then, the four stages of MPF were used as the initial coding strategies (Hsieh 

and Shannon, 2005), and these were then presented in the form of a categorisation matrix 

(Elo and Kyngas, 2008). A matrix was used in order to make the analysis process more 

practical, because the main concern of the analysis was to identify and choose the relevant 

aspects of the data in accordance with predetermined categories (Elo and Kyngas, 2008), 

and those not matching the key concepts could be ignored or given new codes (Hsieh and 

Shannon, 2005). Afterwards, the data was thoroughly examined and coded in accordance 

with the four predetermined categories. The coded categories were then assessed to 

establish whether the four stages of MPF as the predetermined theoretical suppositions 

were addressed in enacting the integration of multimodality. To improve the 

trustworthiness of analysis, the results were triangulated across data types, particularly 

across observation, interviews and teaching documents for research question 2, and across 

observation and learning journals for research question 3. 

 

After all the processes of analysis were completed, all findings from multimodal and 

content analyses were then written up for research reports. The presentation of the reports 

was divided into two sections: centred-case analysis and cross-case analysis (Powell et 

al., 2013; Yin, 2014). First, each school case was treated as a separate case study; hence, 
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each of the three school cases was analysed independently. Afterwards, cross-case 

analysis compared all cases for similarities and differences in the enactment of integrating 

multimodality. This comparison was expected to provide essential insights into whether 

teachers across different school contexts enacted integration similarly or differently 

(Powell et al., 2013) in accordance with the SLM policy recommendation 

(Ditjendikdasmen, 2017, 2018).     

 

Although the analytical process was based on the theoretical frameworks of the grammar 

of visual design and the multiliteracies pedagogy, I acknowledged that to the certain 

extent my subjective perception and interpretation also influenced the process. In some 

occasions, I had to make some criteria in order to help me interpret the data such as in 

determining the nature of the students’ multimodal engagement. To illustrate, when I 

found the evidence of the students’ multimodal engagement during the classroom 

observation, I had to determine whether the engagement was designed/ intended for 

supporting the print-based instruction or for also developing the students’ multimodal 

communication/ literacy. To make this decision, I had to analyse their engagement from 

the whole activity, and then observe the follow-up activity afterward. For instance, Mrs. 

Dina assigned a task requiring the students to watch the video-songs, watch the mouth of 

the singers/ speakers, imitate the mouth movement, and the like; but I decided such 

engagement was considered incidental engagement with the main intention to support the 

print-based teaching achievement particularly to develop the students’ English fluency 

and accuracy. This was identified from the follow-up activities such as drilling the 

vocabulary and recalling the print-based contents of the video-song. Thus, in this 

scenario, I concluded that the nature of the multimodal engagement was simply for  

 

However, I also put my endeavour to ensure that my perception and interpretation in 

interpreting the data were confirmed and triangulated from other data sources. In the case 

above, for instance, I confirmed my interpretation from the interview data. It was 

maintained that the concern of Mrs. Dina teaching was with the print-based English 

instruction as mandated by the English curriculum including that of the print-based 

evaluation. 
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3.7 Research Ethics and Trustworthiness  

3.7.1 Ethical Considerations 

Ethical considerations are important to consider particularly in qualitative research, due 

to its nature as a design that relies on direct contact with human participants (Punch, 2005; 

Darlington and Scott, 2002). More importantly, the present study was carried out in 

classrooms with the involvement of students aged approximately 13 to 15. Although they 

were not directly involved in one-to-one contact during the study, their status as young 

people in the investigated classrooms required special attention. This is in line with the 

convention of the rights of the child (CRC), which states that human beings under 18 are 

considered children (UNICEF, 1989, Article 1), and their best interests are of a primary 

consideration in all actions concerning them, in order to ensure their safety and well-being 

(Article 3). Therefore, it had to be ensured that the research would be conducted in line 

with ethical considerations.   

 

Ethics in research refers to the standards of conduct that every researcher has to observe 

throughout the process of research (Babbie, 2004; Bailey, 2007; Flick, 2014; Punch, 

2005). These standards of conduct are required because researchers may consciously or 

unconsciously intrude into the most sensitive, intimate, and innermost areas of 

participants’ lives (Punch, 2005). Ethical compliance in research is thus considered a 

prerequisite determinant to achieve the quality and integrity of research work (Bryman, 

2012; Stutchbury and Fox, 2009). To ensure it meets ethical standards involving human 

participants, particularly children, this study received ethical approval from the School 

Research Ethics Committee (SREC), the School of Social Sciences, Education and Social 

Work (SSESW), Queen’s University Belfast, UK. This ethical approval denotes that this 

study complies with university ethical guidelines of research, particularly that involving 

people, including children. The approval also confirms that the research process has 

provided adequate treatment of and protection from any possible physical or 

psychological dangers to the participants (Matthews and Ross, 2010).  

 

Ethical aspects taken into account were mainly related to participants’ rights to receive 

adequate information about the research, informed consent, the voluntary nature of 

participation, and confidentiality (Babbie, 2004; Punch, 2005). In this regard, all 
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prospective participants were given access to adequate information regarding the 

research, so that they fully understood it before they decided whether or not to take part 

(Matthews and Ross, 2010). For this purpose, each invited participant was given 

information sheets providing a snapshot of the research, particularly its aim, the nature of 

participation, potential benefits, and anonymity. Having received sufficient information, 

they were advised to decide voluntarily whether or not they intended to participate. All 

those who agreed were asked to sign a consent form. Nevertheless, their agreement to 

participate could still be withdrawn if they changed their minds, as long as the data was 

not yet at the analytical stage. Another important ethical point relates to the confidentiality 

and anonymity of the participants. Due to the nature of enquiry in this study – a type that 

often requires the researcher to have a more intimate connection with the participants – 

the privacy of the participants becomes more vulnerable to exposure, which might have 

physical and psychological consequences. Therefore, this study took confidentiality and 

anonymity into full consideration by avoiding any identifiable information that could lead 

to an individual participant or school. In this study, all participants and school sampling 

were kept anonymous through the use of aliases and codes. 

 

While attempting to commit with the ethical guidelines, I have encountered some 

challenging in the research process; therefore, I had to make some adjustments to ensure 

the research could be conducted accordingly. My research was conducted based on the 

ethical guidelines provided by Queen’s University Belfast that referred to the regulations 

of the conducting research in the United Kingdom. I acknowledged that the guidelines 

were very different from the research traditions and practices in Indonesia. One of the 

challenges was that the principals gave the approval for me to conduct the research 

without reading the information sheet I have provided. Although I have encouraged them 

to read, they were not interested to read them. Alternatively, I had to provide brief 

presentation orally about the research as explained in the information sheet before they 

provided approval to conduct the research at the schools.  

 

Another challenge in the research process was getting the consent forms back from the 

students with their parental/ guardian approval. For instance, one day prior the 

observation, I visited the classroom to collect the consent forms as we have agreed, but I 
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found out that many consents have not been signed by their guardians, so I gave the 

consents back to the students and asked them to get the consents signed by their guardians 

before they could return them on the observation day. It took times to convince them why 

the parental agreement mattered for my research. Although I have provided them with the 

child-friendly information sheer, it seemed that they had no interest to read.  

 

Apart from that, I also had to make some adjustment during the classroom observation. 

When I attended the classroom and set up the cameras, I found that some students looked 

very confused and curious with the set-up. Again, I found that the students did not read 

the information sheet; so, I tried to reexplain why I attended the classroom and what they 

were supposed to do. As the follow up, whenever I wanted to attend the observation, I 

had to come to the classroom one day before to remind the students that I would come to 

do the observation. Despite these challenges, I could still conduct the research in 

accordance with the university’s ethical guidelines although I had also to make some 

adjustments during the fieldwork.  

 

 

3.7.2 Research Trustworthiness 

Apart from ethical issues, trustworthiness is another essential aspect to consider in 

qualitative research. Trustworthiness refers to the rigorousness of the study concerning 

“the degree of confidence in data, interpretation, and methods used to ensure the quality 

of a study” (Pilot and Beck, 2014 cited in Connelly, 2016, p435). According to 

Amankwaa (2016), trustworthiness is of paramount importance for the study to be 

considered worthy of consideration from readers. 

 

One method used to achieve the trustworthiness of this study was triangulation (Noble 

and Heale, 2019; Korstjens and Moser, 2018; Ary et al., 2010). Triangulation is conducted 

either by combining theories, methods, or observers in a study to help overcome 

potentially fundamental biases emerging from the employment of a single theory or 

method (Noble and Heale, 2019). In this study, triangulation was employed by combining 

multiple data collection methods (Korstjens and Moser, 2018; Ary et al., 2010), 

combining the classroom observations, interviews, teaching documents and learning 
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journals. Combining these data sources increased the understanding and interpretation of 

data from different perspectives, which led to increasing the credibility of the findings 

(Ary et al., 2010). 
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CHAPTER FOUR: FINDINGS AND DISCUSSION 

 

 

4.1 Introduction 

This chapter presents the results of data analysis regarding the integration of 

multimodality in English teaching in Indonesian junior high schools. This study 

investigates the extent to which the integration of multimodality in classroom-level 

practices of the English teaching and learning process is enacted in accordance with the 

SLM policy expectation of developing students’ multimodal literacy. To find this out, the 

research employed a qualitative multiple-case study in three public junior high schools in 

two cities in Banten province, Pandeglang and Serang. The selection of a multiple-case 

instead of a single-case study was intended to produce more robust research, because the 

findings could be triangulated not only across data sources but also across school cases. 

For this purpose, the study was conducted in three public schools, one of them in 

Pandeglang and the other two in Serang, as shown in Table 4.1. These schools were 

selected on the basis of their school profiles, particularly from their accreditations and 

their status as school models. All selected schools have received grade-A accreditation, 

confirming that they have met the national standard of education. Finally, this study was 

conducted after the researcher obtained permission from the local education authorities 

and school administrations, including from the principals, English teachers and classroom 

students with their parents’ consent.    

 

Table 4.1: Distribution of Selected School Cases 

Selected school Location Accreditation 
Status of school 

model 

School 1 Pandeglang A* Yes 

School 2 Serang A* Yes 

School 3 Serang A* Yes 

* This is the highest accreditation grade, based on assessment of eight standards, namely: 

content, process, graduate competence, teaching and administrative staff, facility and 

infrastructure, management, financial and evaluation (GoI, 20/2003) 

 

As its research method, the study used the following data sources: 1) video-recorded 

classroom observation; 2) interviews with English teachers; 3) teachers’ teaching 

documents; and 4) students’ learning documents/journals. The classroom observation was 
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conducted in two teaching sessions in each school, with each session approximately 60 

to 70 minutes long. As well as the observation, an interview was carried out with each 

teacher from each observed classroom. The contents of the interview were related to the 

proposed research questions, as well as to questions that emerged during the observations. 

The interview lasted from 30 to 45 minutes, and was conducted in the Indonesian 

language in order to make it easier for the teachers elaborate their ideas and experiences. 

In addition, teachers’ teaching documents, such as lesson plans and teaching materials, 

were also collected, to supplement both observation and interview. Finally, the learning 

documents or journals were collected from two or four students in each classroom.  

 

In the presentation of the findings, all data leading to personal information, including 

names of respondents and names and locations of the schools, was kept confidential. 

Anonymous names were employed to maintain confidentiality among all participants and 

schools.  

 

The analyses are linked to the proposed research questions, namely:  

1) To what extent is multimodality represented in English language teaching 

materials by the teachers in the three observed schools? 

2) How is multimodality used in English language teaching in the three observed 

schools, whether it is aimed at supporting print-based teaching, or at developing 

students’ multimodal literacy? 

3) To what extent does the use of multimodality in English language teaching at the 

three observed schools encourage the students to engage with multimodality?  

 

Moreover, the presentation of the findings comprises two parts: centre-case and cross-

case analyses. Centre-case analysis deals with analysis of an individual case, while cross-

case analysis looks for comparisons and contrasts among three school cases.  

 

4.2 A Pilot Case Study 

Prior to the actual research/fieldwork, a pilot study was conducted at a state junior high 

school in Serang city. The study was aimed at anticipating any potential problems and 

challenges that might emerge during research data collection. The selected school for this 
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pilot study had similar characteristics to the three case-study schools, in that it was 

accredited with a grade A from the ministry of education and culture (MoEC) and was 

appointed as a model school (http://sekolah.data.kemdikbud.go.id). This pilot study 

involved all methods employed in the actual fieldwork, including video-taped classroom 

observation, an interview with the teacher, and the collection of teaching documents and 

students’ leaning documents/journals.  

 

The classroom observation was conducted at grade seven, in one teaching session around 

September 2019. One week after the observation a roughly 30-minute interview was 

conducted. Teaching documents and students’ learning journals were also collected, in 

the form of a lesson plan from the teacher, and three learning journals from three students.  

 

The pilot study provided essential information and experiences that needed to be 

addressed in the actual fieldwork. For instance, when the observation was carried out, 

some students seemed very confused and curious about the purpose of my attendance in 

their classroom, although research information sheets and consent forms had already been 

distributed to all students. This resulted in my wasting teaching allocation time in self-

introduction and elaborating research activities. After the interview, I asked the teacher 

for feedback, particularly about the clarity of the questions, and possible advice for the 

‘actual’ interviews. The teacher provided positive feedback, finding the interview 

questions clearly comprehensible. However, I noticed some issues emerging in the 

observation, such as the selection of teaching approach – food preparation/cooking 

demonstrations were not yet covered in the list of questions for interview.  

 

As a follow-up to the pilot study, these problems were taken into account during the real 

fieldwork. For instance, instead of introducing myself and elaborating on my research 

project during the scheduled observation, I visited the targeted classrooms for observation 

in advance, to inform students about my project, and to provide a brief explanation of the 

research information sheet, as well as to anticipate some questions from students. This 

strategy helped to smooth the process of observation. I took notes during the observation 

on what might be important to ask in the interview. Hence, besides maintaining the 

http://sekolah.data.kemdikbud.go.id/
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questions used in the pilot study, some questions related to issues emerging during 

classroom observations were also addressed in the interview.  

 

4.3 Nature of the Findings in this Study 

As previously mentioned, this research sought to investigate the use of multimodality in 

English instruction in Indonesian classroom contexts from the multiliteracies/ multimodal 

pedagogy perspective. The primary focus of the study was not on the English instructional 

process conducted by the teachers, but more on the use of multimodality in the 

instructional designs. Therefore, the following findings of the research do not reflect and 

assess the quality and the ability of the teachers in English teaching process particularly 

how well or how poor the teachers might performance in the English classroom.  

 

Moreover, the findings do not also reflect the ability of the teachers to use the 

multimodality in their classroom instruction particularly in their attempts to develop 

students’ multimodal literacy. It is essential to note that the observed cases were three 

English teachers suggesting teaching English as their main jobs as enshrined in the 

English teaching curriculum. Therefore, it would be misleading to observe the ways the 

teachers use the multimodality in accordance with the multiliteracies/ multimodal 

pedagogy, while the main concern of their teaching including that of the multimodal use 

was intended to support the achievement of their print-based instructional goals.   

 

What the findings of the research will show is more to elaborate how the integration of 

multimodality as stated in the SLM policy works in the classroom instructional process. 

In particular, the findings highlight how the policy was disseminated to, received, and 

interpreted by the teachers, and then implemented in their instructional process. Finally, 

the findings also presented some issues and problems in the implementation of the policy 

which might be relevant to address by the policy makers to make the policy better 

implemented in the future.  

    

4.4 Teacher’s Case in School 1: State Junior High School in Pandeglang   

The fieldwork was carried out in Mr. William’s classroom in October and November 

2019. Mr. William has been teaching English for ten years, nine of them in his current 
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school. He holds a master’s degree in educational technology, but he has not held a 

‘teacher certification’ which becomes the pre-requisite to be called a professional teacher 

under national law (GoI, 20/2003). Besides teaching, Mr. William is a principal deputy 

for curriculum, with responsibility for the evaluation of the curriculum and teaching 

process.  

 

The fieldwork included video-recorded classroom observation, an interview, and 

collection of teaching documents and students’ learning journals. The classroom 

observation was carried out twice, in two consecutive weeks in October 2019. During 

these observations, Mr. William brought up the same topic, Be healthy be happy, 

concerning ways to identify healthy and safe medical, food or drink products. After the 

observation, teaching documents were collected from the teacher, particularly teaching 

materials. Apart from that, learning documents/journals were collected from three 

students. Finally, the interview was conducted at the end of November. The results of my 

analysis are then presented in accordance with the three proposed research questions.  

 

4.4.1 The Representation of Multimodality among English Teaching Materials 

As many studies have addressed, contemporary communication is represented not only 

through language but also through and/or incorporated with other multimodal resources, 

including in particular visual, aural, gestural, and spatial (see, Lim-Fei and Yin, 2017; 

Jewitt, 2008; Cope and Kalantzis, 2000; NLG, 1996). Accordingly, one of the questions 

to address from the integration of multimodality is how far these meaning resources are 

represented in English teaching contents. The term ‘representation’ refers to multimodal 

resources (modes) – linguistic, visual, aural, gestural, spatial (Cope and Kalantzis, 2000) 

– employed in the English classroom. The data related to this multimodal representation 

was obtained from classroom observation videos, interview and teaching documents 

(English materials). The findings are presented based on three themes, namely relating 

to: i) types of multimodal artefact, ii) multimodal references, and iii) multimodal meaning 

representation and designed meanings.  

 

The first theme related to the types of multimodal resources Mr. William accommodated 

in his English teaching. The findings showed that Mr. William employed three 
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multimodal artefacts during two classroom sessions. In the first session, Mr. William used 

two artefacts, images and tables, while in the second session he also used an online test 

website in addition to images and tables. These multimodal artefacts are summarised in 

Table 4.2. 

 

Table 4.2: Multimodal Artefacts Employed in English Teaching 

Multimodal 

artefacts Context/ Uses 
Occurrences  Multimodal 

references Session I Session II 

Images Medical 5 3 English textbook 

Food 3 2 

Drink 1 - 

Tables  Supplementary 

to image use 

4 5 English Textbook 

Website Test 

preparation 

- 1 Website 

 

As shown in the table, images predominated in two teaching sessions, with nine and five 

occurrences in respective sessions. The teaching topic concerned product information, so 

all images were related to product labels, consisting of medical (5), food (3) and drink (1) 

labels respectively. The topic was not completed in one session, so Mr. William decided 

to finish the topic in the second session. Hence, five images previously employed in 

group-work activities during the first session were repeatedly used in the second session, 

particularly during group-work presentations. Apart from images, tables were utilised in 

Mr. William’s classroom instruction four and five times in respective observation 

sessions. Lastly, a website with an online test was used in the second session, but was not 

related to the teaching topic; rather it was intended to provide test preparation for an exam.    

  

Turning to the second theme, about multimodal references, the table points out two 

referential sources of multimodal artefact that Mr. William employed in his English 

teaching, an English textbook and a website. Of these references, the textbook became 

the primary source of his multimodality. Hence, most multimodal artefacts employed in 

his classroom were limited to those available in the textbook, particularly the images, 

which became the dominant multimodal artefacts in the textbook (Sidik, 2021). Mr. 

William maintained that he felt satisfied with the multimodal resources provided in the 

textbook, because they already fitted in with other English teaching materials. His 
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preference for taking multimodality from the textbook was further confirmed during the 

interview, as shown in the extract below.    

When talking about learning resources, I am at the moment using the textbook 

provided by the government where it has contained many pictures and there 

are also many dialogues accompanied with the pictures. So, I can directly 

utilise the pictures already available in the textbook as the media for the 

instructional process (Teacher’s interview, case 1).  

 

Finally, the third theme deals with multimodal meaning representation, and the potential 

designed meaning of multimodality that Mr. William employed. Table 4.3 below 

illustrates how multimodal artefacts presented in the classroom, particularly images 

containing composite visuals (Kress and van Leeuwen, 2006), combine different 

multimodal resources, such as linguistic, visual (picture, colour) and spatial. According 

to Jewitt (2005, p321), the “visual form of writing was not decoration; it was and is 

designed meaning”. Therefore, Kress and van Leeuwen (2006) maintain that the presence 

of different modes nested in these images is not made arbitrarily, but is purposefully 

designed to express expected meanings.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

78 
 

Table 4.3: Visual Composition of Multimodal Artefacts and Their Potential 

Designed Meaning (Kress and van Leeuwen, 2006) 

Sample artefacts Mode 

composition 

Designed meanings 

 

Language  Although the composition of language is 

likely more dominant in this artefact, the 

visual, represented by image, is a more 

powerful means to convey messages 

Picture The picture position is top-centre indicating 

its importance to the text   

Colour 

combination 

Red is associated with warning – emergent, 

maximum alert. Yellow is associated with 

moderate warning. Blue is associated with 

piety, loyalty and luck 

 Language Language is placed on the right, indicating its 

content depends on information on the left  

Picture The position of the picture at top-centre and 

also placed on the left compared to the 

language on the right indicates its importance 

over information on the right 

Table Summarising nutritional content that might 

be complicated to mention only through 

language mode 

Barcode Barcode is required for product 

identification, but might not be relevant to 

readers  

Colour 

combination  

Yellow is often associated with moderate 

alert but is not relevant in this context. Colour 

composition might represent company 

identity 

 

Language Language is dominating the composition, 

and becomes the primary means of 

communication  

Pictures  The pictures of leaves represent a kind of 

product, so supplement the language 

Colour 

background 

Green is associated with fertility, springtime 

and environmentalism (Paterson 2003, 

p186). The selection of green may represent 

the best quality of Kraton tea, as harvested in 

springtime, or an environmentally friendly 

farm.   

 

Language  This plays a primary role in column/line 

headings 

 

Columns  Columns are imperative for understanding 

table contents, but to understand its contents, 

a column is usually accompanied by a 

heading (presented in language), which 

guides readers towards what information is 

expected in columns 

Lines As with columns, to understand the 

information inscribed in table lines relies on 

the table line headings 
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From this multimodal perspective (Kress and van Leeuwen, 2006), this data confirmed 

that the presence of visual composition, particularly in these images, was purposefully 

designed to express communicative meanings, as shown in Table 4.3 above. To illustrate, 

the nested pictures in all three product labels brought designed meanings for 

readers/viewers, such as the picture of human lungs at the top centre of the page preceding 

language (see artefact 1 of Table 4.3). This positioning was intended to make the image 

as the ideal/most salient part of the whole text (the label) as well as to provide the text 

with an emotive appeal to readers/viewers (Kress and van Leeuwen, 2006). In this way, 

the reader was expected to put his/her primary attention on the picture that indicated that 

the information related to conditions, problems or diseases located in human lungs. At 

this point, the communicative purposes of the picture were more dominant than the 

language which, in this case, was employed to provide further elaboration and more 

practical information (Kress and van Leeuwen, 2006).  

 

A distinctive meaning of visual centre positioning is also seen in the three bunches of tea 

leaves in the drink product label (artefact 3, Table 4.3), where a bigger bunch of tea leaves 

was placed in the centre, with a smaller bunch at each margin. Although language mode 

was more dominant in this image case, the inclusion of these pictures was also 

motivated/designed. The motivated meaning of this pictorial composition is to direct the 

viewer’s attention to the picture in the centre, distinguishing it from the two on the left 

and right. In this case, it can be said that the motivated meaning of this composition is to 

persuade or convince viewers that this tea product originates from a selected quality of 

tea (the bigger element) compared to the lesser quality (the smaller) of other similar 

products.  

 

Apart from top and centre positioning, visual compositions placed left or right also 

provide certain designed meanings to whole texts (Kress and van Leeuwen, 2006). This 

was a case with the picture on the food product label (artefact 2, Table 4.3). In this context, 

the picture on the left of the label may represent an already known producer/company 

(Farm House) that might be well known for its product reputation, and the verbal text on 

the right provides information about a new product (oatmeal bread) with a guarantee of 

quality that customers might be waiting for. It is also noted that the employment of left-



 

80 
 

right composition provides “a sense of complementarity or continuous movement from 

left to right” (Kress and van Leeuwen, 2006). Hence, the selection of left-right 

composition also implies the importance of the information on the left that customers 

need to read first before they can rely on the information on the right.  

 

Apart from pictures, colour composition also brings certain designed meanings (Jewitt, 

2005; Kress and van Leeuwen, 2006; Kress and van Leeuwen, 2002). This is confirmed 

by the colour composition in the images used in Mr. William’s classroom, as Table 4.3 

above shows. For instance, the selection of bright red in the lungs picture (artefact 1, 

Table 4.3) was intentional in order to indicate caution, danger or disease related to lung 

function, something that needed immediate action from indicated readers (patients) i.e. 

taking this medicine. Kress and van Leeuwen (2006) distinguish two sources of meaning 

in colour composition, particularly as associative and distinctive features. In several 

contexts, red carries known meanings of indicating maximum-degree alert (Peterson, 

2003, p326; Kress and van Leeuwen, 2002). The composition of red in this image also 

strengthens the designed meaning of the centre-top positioning of the lung picture as the 

‘nucleus of the information’, as previously mentioned. Likewise, the selection of green in 

a drink-label image of Keraton Tea was also motivated. Green is often associated with 

environment-friendliness (Peterson, 2003) or hope (Kress and van Leeuwen, 2002). So, 

this selection may be aimed at convincing readers that this product is an organic and/or 

environment-friendly product, or it may also carry a meaning of hope: that drinking this 

product will bring a hopeful and peaceful mind.   

 

Despite such effects, some visual elements do not always provide straightforward 

meanings. and this makes it difficult to understand the motivated goals behind them. 

Examples of this are the background colours in the medical and food label images in 

Table 4.3 above. The combination of yellow and blue in artefact 1 represent no obvious 

meaning that could contribute to the cohesiveness and unity of the multimodal label text 

as a whole. The composition might refer to an unpleasant-pleasant juxtaposition, 

representing one’s condition before and after consuming this medical product. Likewise, 

the selection of yellow for the background of the food product image provides no obvious 

designed meaning to overall text of the label. If the known association of yellow as an 
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alert/warning were applied here, it might contradict the whole text unity, or it might 

represent the owner/factory being cautious during the production process. In this regard, 

Kress and van Leeuwen (2002, p343) maintain that use of colour can be “idiosyncratic, 

unpredictable and anarchic”, although in other contexts it provides obvious meanings. 

 

Based on these findings, Mr. William has employed different types of multimodal 

artefacts, particularly images and tables. These artefacts, particularly the images 

containing nested multimodal meaning resources – linguistic, visual (pictures, colour, 

tables) and spatial – are employed to carry expected emphases of meaning/information, 

rather than presented randomly (Kress and van Leeuwen, 2006, 2002). The findings also 

confirm that print-based/language mode is not the only primary meaning resource in 

multimodal composition, as is shown in the product label images. In some cases, pictures 

nested within these images deliver more powerful meanings to viewers than does 

language, as evident in artefacts 1 and 2 on Table 4.3, although in other cases they are 

only supplementary to language (NLG, 1996). The findings also confirm that although 

Mr. William employed only images and tables in his English classroom, these artefacts 

represent different multimodal resources that are, to some extent, used in real-world 

multimodal communication practices, particularly represented by visual resources such 

as image and colour (Jewitt, 2008; NLG, 1996). In the next section, the discussion focuses 

on the use of these meaning resources in the English teaching process, particularly 

examining how far they are aimed at developing students’ multimodal literacy, as 

stipulated in the SLM policy (Ditjendikdasmen, 2017, 2018). 

 

4.4.2 The Use of Multimodality in the English Teaching Process 

The following data is related to the utilisation of multimodality in Mr. William’s English 

instruction. The data was obtained from classroom observations and interview, and was 

analysed based on instructional design and its alignment with four elements of the 

multiliteracies pedagogical framework, which includes: i) situated practice/experience, 

ii) overt instruction/conceptualisation, iii) critical framing/analysis, and iv) transformed 

practice/application (Cope and Kalantzis, 2015; NLG, 1996). As previously mentioned, 

multimodal artefacts, particularly images and tables, were employed in Mr. William’s 

classroom. This section thus provides further analysis on how the employment of these 
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images and tables in instructional designs supported students’ multimodal development. 

The data is then reported in accordance with two themes, namely: i) design of English 

instruction and multimodality, and ii) the alignment of multimodal use with 

multiliteracies/ multimodal pedagogical framework. 

 

At first, the data indicated that the instruction was designed for the attainment of print-

based/language teaching. This design was evident from four main teaching purposes that 

Mr. William stated during a classroom session, as shown in Table 4.4. These purposes 

included the ability of students to identify: i) relevant information included in the text of 

product labels, ii) functions of text in labels, iii) structures of text used in labels, and iv) 

language features of text in labels.  

 

Table 4.4: Design of Teaching and Multimodal Utilisation 

Design Primary focus of teaching  Purposes 

Teaching 

design 

Primary focus on English 

language contents   

- To identify any information available in label 

texts,  

- To identify functions of text in labels,  

- To identify structures of text in labels, and  

- To identify language features of text in labels. 

Multimodal 

design 

Supplementary to support 

achieving primary teaching 

focus (English) 

- To trigger pupil participation in (language) 

lesson 

- To make lesson more attractive for pupils 

 

According to the SLM policy (Ditjendikdasmen, 2018), teachers are expected to expand 

their concept of text from conventional print-based (language) into multimodal-based. 

However, it is clear from these purposes that Mr. William’s concept of text remained on 

conventional print-based text, although the texts he employed in the form of multimodal 

artefacts were composed multimodally, combining at least linguistic, visual and spatial 

resources. Accordingly, Mr. William’s instruction was designed merely to achieve print-

based teaching objectives. This was confirmed by the teacher during his interview, as 

shown below. 

So far what I have experienced is that the focus of the teaching remains on 

English language regardless of the use of some multimodal resources. So, the 

teaching has not yet covered the tasks requiring the student to create any 

works that include the multimodal aspects (Teacher’s interview, case 1).  
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The teacher’s primary focus on print-based objectives was also confirmed during the 

classroom teaching process. Although all multimodal artefacts contained different 

meaning resources, such as nested pictures, colours and tables in addition to language, 

the presence of these meaning resources (modes) was overlooked throughout his 

instructional processes. This occurred with all modes, including images and tables, during 

the two classroom sessions. To give an example, when employing a Keraton tea product 

image (see Figure 4.1 below) which contained different meaning resources, particularly 

a picture and colours, the teacher was mainly concerned with print-based text (language) 

nested in this image, and ignored the presence of visual resources, such as picture and 

colour. This print-based instruction was evident from a classroom conversation extract 

between teacher (T) and his students (S) below.    

 

Figure 4.1: Teaching Focus on Print-based Contents Overlooks Non-linguistic 

Resources 

 
 

T: Okay, let’s do the next activity. Look at the slide in front. I will give you the 

food and drink – maybe food or maybe drink. Okay, what kind of product? 

S: Drink. 

T: Uh, can you tell me the reason why?  

S: Tea, this is tea. 

T: Okay, brand, name, description, content, direction to use, direction to store 

and expiration date. Okay. Okay, for the point, the first point? What is the 

information from? For the perfect cup of tea?  

S: Description. 

T: Description, okay. The next point? 

S: Name of product. 

T: Next? 

S: Content. 

T: Content, okay. Use one bag per cup. 

        (Classroom observation, case 1) 
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As this extract shows, the employment of multimodality was not identified as a resource 

for the meaning-making process in the classroom instruction process, but was merely seen 

as supporting the attainment of print-based teaching objectives. This was further 

confirmed by the teacher during the interview. According to Mr. William, the purpose of 

employing multimodal resources was “to improve student interest in learning and to 

trigger their critical thinking and understanding in the English lesson”. Mr. William 

maintained that multimodality was useful in enhancing student enthusiasm and 

participation in English language teaching, as stated in the interview extract below.  

I find different atmospheres in teaching when I use multimodal resources in 

comparison with conventional instruction; for instance, I find very positive 

responses from students, including an improvement in their learning interest, 

and their willingness for me (teacher) to use multimodal resources on other 

teaching occasions (Teacher’s interview, case 1).  

 

Based on these findings, although the teacher employed different multimodal artefacts, 

the instruction was primary designed to attain language-based goals. In other words, 

multimodality was utilised merely to support the attainment of language-based goals.  

 

With regard to the second theme of the alignment of multimodality with the MPF, the 

data confirmed that the multimodal resources nested in the artefacts, images and tables 

were not used in accordance with the multiliteracies pedagogy framework (Cope and 

Kalantzis, 2015; NLG, 1996). Table 4.5 below summarises the utilisation of 

multimodality in English teaching which does not address any stages of the multiliteracies 

pedagogy framework (Cope and Kalantzis, 2015; NLG, 1996).  
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Table 4.5: The Utilisation of Multimodality at Each Stage of the Multiliteracies 

Pedagogy (Cope and Kalantzis, 2015; NLG, 1996) 

Token of 

modes 

Utilisation of multimodality in English teaching 

Experiencing Conceptualising Analysing Applying 

Images   No observable 

evidence 

 

Employed images 

containing different 

meaning resources, 

reflecting real and 

everyday material 

in multimodal 

communication, but 

designed instruction 

did not attempt to 

immerse students in 

these resources 

(Cope and 

Kalantzis, 2015) 

 No observable 

evidence 

 

Although images 

nested different 

meaning resources 

(picture, colour, 

table), no designed 

activity was 

provided to 

challenge meaning-

making process 

beyond language 

such as through 

visual and 

diagrammatic 

means 

 No observable 

evidence 

 

As primary focus 

on language mode, 

the presence of 

every nested 

resource was not 

counted regarding 

intension of 

(multimodal) text 

creators to structure 

different modes in 

labels, the function 

of each mode and 

relation of one over 

other modes  

 No observable 

evidence 

 

No designed 

instructional 

activity was 

prepared for 

students to work 

beyond language 

using visual images 

and other modes 

either in or out of 

the classroom 

setting for different 

purposes or 

contexts 

Tables  ✓ Minimum 

evidence 

 

Tables were 

employed 

supplementary to 

image-based 

activities, 

particularly to 

identify the 

presence or absence 

of print-based 

information. 

Students 

experienced how to 

transfer print-based 

label texts into 

tables but not 

otherwise  

 No observable 

evidence 

 

While employing 

tables, students 

were not assigned 

how information 

from tables might 

be understood 

beyond language 

such as by looking 

at information in 

columns and/or 

lines 

✓ Minimum 

evidence 

 

Implicitly, students 

learned the 

usefulness of tables 

such as how to 

extract print-based 

information to 

visual/tabular form  

 No observable 

evidence 

 

No opportunity was 

provided to learn 

how information 

from table is 

understood and how 

print-based 

information is 

transferred into 

tables for different 

contexts and 

purposes, such as 

beyond the texts of 

labels 

Website  No observable 

evidence 

In principle, 

students 

experienced how to 

work with paperless 

test which is of 

course becoming 

common in a 

multimedia setting, 

but experiencing 

how meaning is 

delivered beyond 

language remained 

unaddressed   

 No observable 

evidence 

As the focus and 

content of test were 

print-based 

materials, the task 

did not address 

different meaning 

resources beyond 

language 

 No observable 

evidence 

Likewise, working 

with test from 

website did not deal 

with structure, 

function and the 

relation between 

different modes in 

the meaning-

making process 

 No observable 

evidence 

Students were 

provided with the 

opportunity to do 

test in their own 

time (including 

outside the 

classroom), but this 

did not include the 

multimodal 

meaning process  

 



 

86 
 

As summarised in the table above, the data from classroom observations showed that the 

use of multimodal artefacts did not align with the multiliteracies pedagogy framework, 

because the primary focus of teaching was on print-based materials. This was particularly 

confirmed from the employment of images and a website, where no evidence was found 

relating to each stage of multiliteracies pedagogy design. To illustrate, when employing 

the images, Mr. William assigned students to identify print-based content of which the 

product labels were commonly comprised. No instruction was provided regarding the use 

of other multimodal resources within the label texts, such as the interpretation of other 

non-linguistic meaning resources (modes), the function of constructing texts using 

different modes, and the application of modes in real communication. The evidence 

related to this is shown in the classroom interaction below.  

T: … [I will show you a picture.] Look on the side, all of you [or you can see 

from your textbooks, but let’s observe it together…]. Okay, uh… about the 

first information, brand of drug?  

S: Yes. 

T: Yes? Okay, brand of drug. What is the brand of the product?  

S: Pinux. 

T: Pinux, okay…and then the second, uh, name of drug? Is there or no, available 

or not? 

S: Yes. 

T: Available, okay. Let’s see, what is the name of product?  

S: Children’s cough syrup. 

T: Children’s cough syrup, okay. Next, description, available or not? 

S: Yes. 

              (Classroom observation, case 1) 

 

In a similar way to the images, the utilisation of tables also failed to fulfil the multiliteracy 

pedagogy, although minimum evidence was found in the experiencing and analysing 

stages. In this context, students were assigned to observe print-based information from 

the label texts, then to transfer the information into tables. However, the use of tables was 

limited to only indicating the presence and/or absence of information from label texts, 

and did not include, for instance, how information from tables was transferred into texts. 

In this regard, the data also confirmed that the tables often functioned as supplementary 

to supporting image-related activities, particularly in indicating the presence or absence 

of information aspects from product labels, such as the name and brand of product. In 

other words, the tables were not used separately, but were always attached to the 
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utilisation of images. This supplementary function of tables was evidenced by the extract 

from teacher-student conversation below. 

T:  Drugs, [okay, the information has been discussed before!]. [Then], fill in the 

table by giving checklists [alright!]. [For the first table], fill in the table on each 

column by giving checklists, provide checklists based on these columns, for 

example, brand of product, available or not? 

S:  [Available.]  

T: [Then, if it is available, provide the checklist right here!]. [I do checklist using 

other letter, okay!. [For example, the checklist is right here], name of product, 

available or not? 

       (Classroom observation, case 1) 

 

From these elaborations, it is suggested that multimodality is used merely in a 

supplementary or supporting manner to attain print-based teaching goals. In this context, 

multimodal artefacts were used to improve students’ interest and participation in the 

learning process which was eventually expected to enhance English instructional 

effectiveness. Accordingly, the utilisation of multimodal artefacts did not align with the 

multimodal-multiliteracies pedagogical framework (Cope and Kalantzis, 2015, 2000; 

NLG, 1996). The instruction design lacked instructional tasks that provided students 

activities to experience the process of multimodal meaning-making, to understand its 

process, and to apply it in their real-life multimodal communication. More specific roles 

of learners in the instructional design will be addressed in the following section about the 

students’ engagement with multimodality. 

 

4.4.3 Students’ Engagement with Multimodality 

The following section elaborates the extent of integration of multimodality into the 

English classroom, and whether it offered students’ engagement with multimodality, 

particularly in the meaning-making process. The students’ engagement in the multimodal 

meaning process is essential in order to make them understand, and become competent 

users of multimodality (Rowsell and Decoste, 2012; NLG, 1996). The data related to this 

is obtained from classroom observations and learning journals. The findings are presented 

based on two themes, namely: i) designed learning activities, and ii) students’ 

engagement/disengagement with multimodality.   
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The data from the classroom observations showed that there were four classroom 

activities/tasks where multimodality was employed during two classroom sessions (see 

Table 4.6). These activities involved lesson elaboration, group-work discussion, group 

presentations, and online test preparation. The design of these activities was in accordance 

with the instructional purposes which put primary attention on print-based English 

learning. The designs of these activities, including the use of multimodality, are presented 

in Table 4.6 below.  

 

Table 4.6: Students’ (Dis)engagement With Multimodality in Different  

Classroom Learning Tasks 

Tasks/ 

Activities 

Focus of task/activity Modes in 

use 

Students’ (dis)engagement with 

multimodality 

Lesson 

elaboration 

Elaborating different 

aspects of print-based 

information on 

product labels 

(images) 

Images 

 

 

 

Students observed what (print-based) 

aspects of information the product 

labels (images) might contain 

Group 

discussion 

Identifying different 

aspects of print-based 

information on 

product labels 

(images)  

Product 

labels 

(images), 

table 

Students examined an image to see 

whether it contained different aspects 

of information within a label product. 

They then filled in a table to report 

the presence/absence of certain 

aspects of print-based information 

from the labels 

Group 

presentation 

Providing an oral 

presentation by 

reporting different 

aspects of print-based 

information that 

students identified 

from product labels 

Product 

labels 

(images), 

table 

Students reported the results of their 

discussions by presenting them in 

front of the class 

Online 

mock test  

Sitting an online mock 

test to prepare for an 

actual mid-term exam  

Website Students opened a website 

(https://quizizz.com/join), entered an 

access code provided by the teacher, 

and took a test 

 

 

The above table shows that the focus of tasks within these four designed learning 

activities remained on the English language; hence, the presence of multimodal meaning 

resources was mostly not considered during the whole processes of the learning activities. 

This was evident, for instance, when a drink-label image was employed in the lesson 

elaboration, as shown in Figure 4.2. Mr. William focused merely on the print-based 

https://quizizz.com/join
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information, such as name and description of the product, directions for use, content/ 

amount, and expiry date, as marked by red arrows, while the nested multimodal resources 

– particularly the pictures of three bunches of tea leaves, and the green background colour 

– were neglected. As discussed in Section 4.2.2, the presence of these pictures, with green 

colour for the compositional background, were purposefully designed to emphasise the 

quality (represented by the bigger size of the leaves at the centre) and the environmentally 

friendly manufacturing process (represented by green background) of the product, 

distinguishing it from other similar products. The data shows, however, that these 

potential meanings of non-linguistic resources were overlooked as parts of the students’ 

learning activities. The use of multimodality in this activity was not designed for 

multimodal learning because it lacked supporting activities and the correct classroom 

atmosphere for the students’ multimodal development (Nouri, 2019; Selander, 2016).  

 

Figure 4.2: The Employment of an Image During Lesson Elaboration 

 

                             (Teaching materials and classroom observation, case 1) 

 

Similarly, the group-work discussion and oral group presentation were also designed to 

achieve print-based learning goals. Hence, the utilisation of the images and tables was 

intended simply to boost the attainment of the predetermined print-based goals. This was 

evident from the instruction of the group-work tasks/activities, where each group was 

assigned only to observe whether common aspects of the print-based information were 

provided in the product-label images. The results of this observation had to be transferred 

into tables to indicate their presence or absence, and this was later presented to the whole 
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class (see Table 4.7). Based on the design of the tasks and the ways these product label 

images were used, it was clear that the tasks did not provide supporting activities for the 

students’ engagement with multimodality (Kress and Selander, 2012).  

   

Table 4.7: The Utilisation of an Image in Group-work Discussion and  

its Report in an Oral Presentation 

Label image used in presentation Multimodal 

composition 

Focus of presentation on  

print-based aspects 

 

Colour, 

composition, 

barcode 

Number one is food, brand of 

product is Stales’ Bakery. Number 

two, the name of product, not 

available. Number three, content or 

amount with bread medium slice 

800 gram. Number four, directions 

for use, not available. Number five, 

directions for use and dosage, not 

available. Number six, storage 

directions, not available. Number 

seven, expiration date or best 

before, use by 13 October 2019  

 

             (Teaching materials and classroom observation, case 1) 

 

The absence of the students’ multimodal engagement was reinforced by the data from the 

contents of the learning journals. This showed some uniformity throughout the journal 

contents, particularly related to the materials and their structures (see Table 4.8), where 

this similarity was evident at the beginning part of the journals. As shown in the table, the 

first part of all the journals dealt with the English materials related to expressions of 

hopes, wishes and congratulations. Another similarity could also be seen from the 

structure in presenting these materials from the beginning until the end of the journals. 

This data suggests that the primary concern of the students writing in their journals was 

to record extracts of English materials provided in the classroom, and homework tasks. 

This confirms an interrelation between the classroom observation data and the learning 

journals, where the students’ engagement with multimodality was beyond the 

consideration of the classroom English learning design. Accordingly, there was no 

evidence from these documents that students had been provided with opportunities to 

engage with multimodality as part of the learning process. 
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Table 4.8: Language-related Contents and Structures in Student Journals 

Learning 

journal Journal features/contents 

Multimodality in 

journals  

Journal function 

Evidence  Function  

1 Expressions of hope, wishes 

and congratulations; 

accompanied by 

exercises/tasks 

- - Recording classroom 

learning experiences   

Usages of in order to and so 

that 

- - 

Expressions of agreements 

and disagreements 

- - 

2 Expressions of hope, wishes 

and congratulations; 

accompanied by 

exercises/tasks and 

homework* 

- - Recording classroom 

learning experiences 

and teacher’s task 

(homework)   

Usages of in order to, so, so 

that and in order not to 

- - 

Expressions of agreements 

and disagreements; 

accompanied by homework* 

Diagrams  Sequencing 

3 Expressions of hope, wishes 

and congratulations; 

accompanied by 

exercises/tasks and 

homework 

- - Recording classroom 

learning experiences   

Usages of in order to, so, to, 

so that and in order not to 

- - 

Expressions of agreements 

and disagreements; 

accompanied by homework 

Table Classifying  

Getting healthy products Picture of 

label 

Identifying/ 

illustrating 

 

 

Despite that, the contents of the journals also contained a few instances of multimodal 

artefacts, such as the image and table. However, these artefacts did not demonstrate 

engagement of the students in any multimodal meaning process, but were used rather for 

classifying, identifying or illustrating the print-based materials. To exemplify, Figure 4.3 

below was the image/ drawing used to illustrate or identify different aspects of the print-

based information available in a label text, while the image of lungs escaped the student’s 

attention. 
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Figure 4.3: Image Found in a Student’s Learning Journal 

 

                        (Learning journal, case 1) 

 

Having considered these findings, the design for learning in which multimodal resources 

were used gave no indication that the students were provided ample opportunities to 

engage in a multimodal meaning process. This was further confirmed from the data of the 

learning journals, where the primary concern was also with the print-based materials. 

 

4.4.4 Discussion of Integration of Multimodality in School Case 1 

This section presents a discussion of the study findings on the integration of 

multimodality in English teaching, as occurred in Mr. William’s case. As previously 

mentioned, this study aims to investigate how far the integration of multimodality in 

English teaching aligns with the SLM policy that expects an expanding concept of 

literacy, from print-based into multimodality, in order for students to understand and 

adjust to a multimodal (technological) communication environment (Ditjendikdasmen, 

2017, 2018). This policy is based on the fact that communication and representation in 

the current digital environment are not constructed and transmitted only through 

language, but also through other meaning resources or modes such as the visual, aural, 

spatial and gestural, and combinations thereof (Cope and Kalantzis, 2015, 2000; Jewitt, 

2008; Jewitt and Kress, 2003). The discussion addresses the three proposed research 



 

93 
 

questions related to, namely: i) the representation of multimodality in English teaching 

materials, ii) the use of multimodality in the English teaching process, and iii) students’ 

engagement with multimodality.  

 

Regarding the first question, the findings show that the teacher used multimodal artefacts, 

namely images and tables, in English classroom teaching. Although these artefacts were 

limited to product-label images and tables, they indeed represent different multimodal 

meaning resources which are salient features of contemporary multimodal 

communication, particularly visual (such as the picture, colour and barcode) and spatial 

resources in addition to linguistic (Cope and Kalantzis, 2015, 2000; Jewitt, 2013, 2008). 

Hence, multimodal materials in this classroom teaching reflected authentic representation 

of meaning resources commonly used in digital-multimodal communication. This is in 

line with the principles of the multimodal-multiliteracies pedagogy that suggests bringing 

into the classroom multimodal texts that are salient and typical of digital communication 

(Cope and Kalantzis, 2015). It is expected that this classroom pedagogy could link literacy 

education and real-world literacy practices, where communication is constructed, 

transmitted and interpreted through different multimodal resources, rather than only 

through language (Jewitt, 2008, Kress, 2000b, NLG, 1996).    

 

Indeed, the findings suggest that the artefacts exemplify how meaning and representation, 

particularly in a product-label context, are made and delivered not only through language 

but also through different multimodal resources. In this context, language might be the 

primary source of meaning in communication in one instance, but in other instances non-

linguistic resources can take a dominant role in delivering certain messages (Loerts and 

Heydoh, 2017; Kress, 2003; Kress, 2000b), such as to emphasise caution, danger and 

quality (Kress and van Leeuwen, 2002). Therefore, the inclusion of visual-multimodal 

resources in product labels is designed to convey meanings which make the information 

within texts more comprehensible to readers (Kress and van Leeuwen, 2006; Jewitt, 

2005). 

 

Turning to the second question, the findings identify multimodality also being used in 

classroom instruction. Nonetheless, the instruction was still designed around print-based 
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teaching, which leads eventually to the use of multimodality in the English teaching 

process. Multimodality was functioning more as a strategy to attract learning interest and 

participation, rather than as a meaning-making resource integral to the English teaching 

curriculum (Cope and Kalantzis, 2015). Although the multimodal texts in the product-

label images comprised a combination of language and various other meaning resources, 

the focus of teaching remained on print-based resources and overlooked the presence of 

other meaning resources. Accordingly, the findings confirm previous studies (e.g. 

Sukyadi et.al., 2016; Suherdi, 2015) in concluding that, despite the use of multimodal 

resources, English teaching in Indonesia has not moved beyond print-based orientation.   

 

Consequently, the utilisation of multimodal resources has not aligned with the MPF, 

which emphasises the importance of students becoming meaning designers themselves 

through experiencing how multimodal communication is made, transmitted and 

understood; how each mode offers affordances in comparison to other modes; how 

different modes are structured and function to contribute to text unity; and how 

multimodality is practically applied in real-world communication (Cope and Kalantzis, 

2015; Ryan et al., 2010; Jewitt, 2008; NLG, 1996). Moreover, alignment with the MPF 

is essential, and should become a valuable planning tool in instruction, in order to make 

students competent in the multimodal communication environment; undervaluing the 

MPF stages reduces the relevance of multimodal employment to real-life applications 

(Rowsell and Dacoste, 2012). Accordingly, this study suggests that the handling of 

multimodality in this school case overlooked the principles in the MPF which necessitate 

not only bringing multimodality into the classroom, but also integrating it into the 

curriculum (Cope and Kalantzis, 2015). Through such integration, students are able to 

develop their multimodal literacy (Rowsell and Dacoste, 2012; Ryan et al., 2010; NLG, 

1996).   

 

Finally, this utilisation of multimodal resources in teaching practices has consequences 

for multimodal learning design. The findings from this case study suggest that all the 

designed learning activities focused on print-based language attainment. Hence, the 

designs of the learning activities did not provide students with the agency and authority 

to engage with the multimodality inherent in the product-label context. This was evident 
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both in the classroom and outside-classroom contexts. These findings confirm that the 

use of multimodality in the designed learning activities overlooked the importance of 

students’ engagement with multimodality – a factor that has become a central focus in 

many studies of multimodal integration into classroom pedagogy (Shanahan, 2013; Ajayi, 

2012, 2008; Rowsell and Decoste, 2012; McKee and Haydon, 2015). The students’ 

engagement in the multimodal meaning-making process is considered a key factor in their 

understanding – and becoming competent in – the multimodal communication 

environment (Cope and Kalantzis, 2015; Rowsell and Dacoste, 2012; Jewitt, 2008; NLG, 

1996). Indeed, the multimodal texts contain explicit and implicit messages which are 

delivered through different meaning resources, so students also need to actively engage 

in order to understand how other visual resources tell stories within these texts alongside 

language (Rowsell and Decoste, 2012).     

 

Having considered these findings, this study suggests that the employment of 

multimodality in Mr. William’s case did not align with the expectation of SLM policy 

that students should learn, understand and develop their multimodal literacy. Although 

some multimodal resources have been represented in the English teaching materials, the 

use of these resources in the instructional process is not designed to develop multimodal 

literacy, but simply to support the objectives of the print-based instruction. Consequently, 

multimodality has not been enacted in alignment with the MPF stages (Cope and 

Kalantzis, 2015; 2000), which require it to be tool for planning teaching that develops 

students’ multimodal literacy (Rowsell and Decoste, 2012). Likewise, the way 

multimodality was used overlooked the importance of the students’ engagement with 

multimodality as a meaning-making resource in the designed learning activities. 

 

4.5 Teacher’s Case in School 2: A State Junior High School in Serang   

The second fieldwork project was conducted in Mr. Adrian’s grade seven classroom in 

October 2019. Mr. Adrian has been an English teacher since 1997, and he has spent his 

whole teaching career in his current school. Since 2013, Mr. Adrian has held the teacher 

certification that became one of the criteria for becoming a professional teacher (GoI, 

20/2003). He has also gained a Master’s degree in educational technology from a local 

university.  
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The fieldwork carried out in this school involved classroom observation, interview, and 

teaching documents and learning journals. The classroom observation was carried out 

twice, in the first and second weeks of October 2019. During the observations, Mr. Adrian 

taught a topic about time, with the main purpose of enabling the students to understand 

and use functional expressions in asking and telling the time. After the observation, 

teaching documents (the lesson plan and teaching materials) from the teacher, and 

learning journals from four students, were collected. At the end, an interview 

approximately 30 minutes long was held with the teacher in the third week of October 

2019. 

 

4.5.1 Representation of Multimodality in English Teaching Materials 

As previously described, the representation of multimodality refers to types of 

multimodal resources that Mr. Adrian employed in his English classroom. Data related to 

this was retrieved from the observation videos, the interview, and the teaching documents, 

particularly the lesson plans and teaching materials. The data are presented into three 

themes consisting of: i) types of multimodal artefacts, ii) multimodal references, and iii) 

multimodal meaning representation and designed meanings.  

 

Regarding the first theme, the data demonstrated that Mr. Adrian employed three different 

multimodal artefacts in his English teaching process, particularly video-songs, image and 

realia (see Table 4.9). The table shows that use of images predominated over that of other 

artefacts, with 19 occurrences during two classroom sessions, in comparison with realia 

and video-songs, which were used only three times and one time respectively during 

observation sessions. The table also indicates that more multimodal resources were 

utilised in the first session, with 20 occurrences, compared to four occurrences in the 

second session. This was due to the fact that the second teaching session was carried out 

to accomplish activities that could not be covered in the first session, particularly the 

presentation of student pair-work.   
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Table 4.9: Multimodal Resources and References Employed in English Teaching 

Types of 

multimodality 
Context/content 

Occurrence  Multimodal 

references Session I Session II 

Music-video Daily routines (schedules) 1 - YouTube 

Images Times and routines 16 3 English textbook and 

internet 

Realia (of clock) Time  2 1 Student project 

 

 

The data also revealed that the textbook was used as the primary reference for multimodal 

artefacts, particularly the images. This consideration was due to these resources being 

embedded in the English textbook, so they were already matched and related to the 

English teaching materials. This was confirmed by Mr. Adrian during the interview. 

The textbooks are very helpful because at present they have already contained 

the images that match and relate to the materials I want to teach (Teacher’s 

interview, case 2). 

 

Nonetheless, Mr. Adrian also acknowledged that multimodal artefacts in the textbook did 

not always meet his expectations. He added that the multimodality available in the 

textbook was often outdated and lacking variety. Hence, Mr. Adrian sought alternative 

multimodal references, particularly from websites including YouTube, in order to 

accommodate more relevant and updated multimodal resources, such as video-songs. 

Related to this, Mr. Adrian stated that: 

At this moment, the multimodal resources contained in the textbooks are not 

ideal yet, but I can say they are still useful for teaching… for instance, the 

contained images are still very ordinary, and their choices are also very limited 

(Teacher’s interview, case 2).  

 

Regarding the third theme, the data highlighted how the multimodal artefacts Mr. Adrian 

employed in his English classroom encompassed meaning resources other than language. 

Table 4.11 summarises the composition of different resources (modes) nested in the 

multimodal artefacts. For instance, music-videos nest different meaning resources, such 

as visual, aural and spatial, in addition to language (lyrics). Likewise, the images and 

realia also contained visual combinations of pictures and colour, as well as spatial 

resources, contrasting one mode over the others. From a multimodal point of view (Kress 

and van Leeuwen, 2006), it was found out that each element of these resources was 

composed not randomly but purposively, in order that these resources could work together 

to create the unity of multimodal composition rather than against one another. In other 
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words, each mode brought a certain designed meaning that made the message of 

multimodal composition more comprehensible.  

 

This purposive composition was evident from the video-songs containing lyrics, visual, 

aural and spatial resources. According to Walker (2017), the video-song contains two 

aspects of multimodal composition namely internal body modes represented by linguistic 

and aural modes, and external clothing modes represented by spatial and visual modes, 

through which the interest in a body may be more influenced by its clothing (p188). From 

this perspective, each multimodal resource available in the video-song was designed in 

order that the message in the video-song as a multimodal composition (text) could be 

delivered more successfully to viewers. Hence, all resources in the video-song 

composition tend to work together, rather than be opposed from one another. To illustrate, 

a music-video frame displayed in Table 4.10 shows how each mode works together to 

create a unity of composition, where language (lyric: nine at night) aligns with other 

visual resources, such as the picture of a clock with its short-hand and long-hand pointing 

to 9 and 12 respectively, outside scenery depicting a dark-blue sky with the moon and 

stars, and three cartoon figures lying on beds. From this frame, it is also evident that the 

visual element of the clock picture was placed centrally, with bright colour distinguishing 

it from other modes, including language (lyrics). In this case, this visual resource was 

more dominant in relation to interpersonal communication with viewers (Jewitt et al., 

2016; Kress and van Leeuwen, 2006).     
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Table 4.10: Composition and Designed Meaning of Multimodal Resources 

in English Teaching (Kress and van Leeuwen, 2006) 
 

Multimodal 

resources 

Sample resources Mode 

composition 

Designed meanings  

Video-song  

 

Language  To complement and 

illustrate aural and visual 

resources  

Aural  Aural takes a dominant 

meaning resource vividly 

voicing lingual and visual 

resources  

Picture Clock: indicating 9 o’clock 

(short-hand points to 9 and 

long-hand to 12) 

Outside scenery: depicting 

sky at night   

Three cartoon figures: 

depicted lying on beds 

Colour  Dark-blue sky illustrates 

night-time. Other colour 

composition is not 

straightforward in meaning; 

it could be decorative 

element of video or contain 

implied meanings of video 

designer(s)   

Spatial Arrangement of modes that 

distinguishes one over other 

modes 

Images  Language To describe images 

Picture Father-child before 

bedtime: Position of picture 

at top over language: 

confirming it becomes 

centre of interest.  

 

 Clock: placed on top and 

right above language, 

confirming it as sub-part of 

picture on left 

 

Realia 

 

Number/ 

Language  

To indicate hours 1 to 12 

and minutes 1 to 60   

Short-hand  To indicate hours 

Long-hand  To indicate minutes 

Colour To contrast background and 

number 
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Likewise, the multimodal composition of images also indicates the compatibility between 

resources with purposefully designed meanings in delivering a whole message of images 

as text. The sample of images in the table above show how visual and language resources 

in one classroom task required students to find compatibility between one visual on the 

right over another visual on the left, as well as over language. From a visual meaning 

perspective (Kress and van Leeuwen, 2006), the picture of the father-child situation 

before bedtime became the focus of attention in this multimodal text which was 

considered as ‘given’, confirming it as more important than language that merely 

illustrated the pictures. Likewise, the clock on the right became a sub-part of the picture 

on the left, but still above language, confirming its importance over language, which was 

considered as the ‘new’ element, whose meaning relied on preceding information (the 

picture on the left).          

 

From these elaborations, Mr. Adrian employed different multimodal artefacts, 

particularly represented in video-song, image and realia. These artefacts were retrieved 

from different sources, particularly English textbook, YouTube and other websites. From 

the notion of multimodality, these video-songs, images and realia contained different 

meaning resources, linguistic, visual, aural, gestural and spatial, which became five 

dimensions of multimodal meaning resources (Cope and Kalantzis, 2000, p211; Gall and 

Breeze, 2005). From the employment of these video-songs, images and realia, all 

dimensions of modes as sources of the meaning-making process have been 

accommodated in teaching materials that reflect authentic representation of digital 

multimodal communication (Cope and Kalantzis, 2015). 

  

4.5.2 The use of Multimodality in the English Teaching Process 

As previously mentioned, three different multimodal artefacts are employed in Mr. 

Adrian’s English instruction, and reflect the five different dimensions of multimodal 

meaning resources: linguistic, visual, audio, gestural and spatial (Cope and Kalantzis, 

2000). With regard to this, further analysis was conducted on the use of these meaning 

resources in classroom teaching practices by assessing its alignment with the four MPF 

stages of: i) experiencing, ii) conceptualising, iii) analysing, and iv) applying (Cope and 

Kalantzis, 2015; NLG, 1996). The data was gathered from classroom observation videos 



 

101 
 

and interview, and findings presented based on two themes namely: i) design of English 

instruction and multimodality, and ii) the alignment of multimodal use with a multimodal 

pedagogical framework. 

 

The data from the teaching documents confirmed that the instructional design was 

concerned with print-based teaching purposes. Generally, the instruction was designed to 

enable students to: i) use/practice relevant expressions related to asking and telling time, 

and ii) write short texts using these expressions. Based on these purposes, it is clear that 

the focus of Mr. Adrian’s teaching remained on English, regardless of the employment of 

multimodality, particularly the video-song, images and realia. The data from observation 

also confirmed that all designed instruction activities were focused on print-based 

elements, and overlooked other multimodal resources that both the video-song and 

images contained, as shown in Table 4.11 below. 

 

Table 4.11: The Utilisation of Multimodality in Designed Activities of Teaching 

Instruction 

Multimodality Utilisation in 

classroom 

Design in teaching process 

Video-song  Lesson introduction • Introducing lesson 

• Stimulating teaching material 

• Triggering interest in lesson 

 

Picture/image Lesson elaboration 

 
• Elaborating lesson 

• Triggering pupils’ interest 

• Improving pupils’ participation 

Realia Lesson evaluation  Evaluating pupils’ understanding of 

materials 

 

 

As a consequence of the print-based teaching orientation, the employment of 

multimodality was not specifically intended to develop the students’ understanding of, 

and competence in, multimodality as a meaning resource. With regard to this, Mr. Adrian 

maintained that his main intention in employing multimodality was to improve the 

students’ interest and enthusiasm in the English instructional process. Mr. Adrian further 

mentioned that employing multimodality became a useful tool to engage his students 
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more actively in his English classroom. This was directly confirmed by Mr. Adrian during 

the interview, as indicated below. 

…students are very enthusiastic whenever I use the multimodality. By means 

of the multimodality, they are enthusiastic and focused on what I want to 

deliver in my teaching. But, when I don’t use any aspects of the 

multimodality, they often lack interest in my teaching and my explanation 

(Teacher’s interview, case 2).  

 

Further evidence regarding the focus on print-based teaching materials was confirmed 

from the fact that use of multimodality during the classroom instructional process did not 

comply with each stage of the MPF (Cope and Kalantzis, 2015, 2000; NLG, 1996), as 

shown in Table 4.12 below. To illustrate, when the video-song was employed, there was 

a lack of evidence regarding the alignment of its utilisation with any stages of MPF (Cope 

and Kalantzis, 2015, 2000; NLG, 1996). Mr. Adrian focused his instruction on language-

based content, particularly in singing the song together, and asking students to recall the 

language-based information when the video-song was completed. Although visual 

resources (as shown in the video frame in Table 4.10) dominated, and delivered more 

information to viewers, such as the clock picture in a central-up-front position, the teacher 

lacked interest in considering them in his designed instruction. 

 

Table 4.12: The Utilization of Multimodality in Each Stage of Multiliteracies 

Pedagogy (NLG, 1996; Cope and Kalantzis, 2015) 

Token of 

modes 

Utilization of multimodality in English teaching 

Experiencing Conceptualising Analysing Applying 

Video-

song  

 No observable 

evidence 

 

Video-song 

combining 

linguistic, music, 

visual and aural 

resources was 

employed, but 

teaching design 

merely 

emphasised the 

linguistic 

resource, so that 

other multimodal 

resources were 

abandoned and no 

attempt was 

provided to 

 No observable 

evidence 

 

Any related 

activities for the 

video-song did 

not include how 

other multimodal 

resources beyond 

language 

contributed to the 

unity of text as a 

whole. All 

activities were 

indeed focused on 

print-based 

activities such as 

retelling the 

lingual contents 

 No observable 

evidence 

 

Although the 

video-song was 

composed from 

different 

multimodal 

resources, no 

attempt was made 

to explain how 

this multimodal 

text (video-song) 

was composed or 

structured in this 

way and what 

intention or 

function each 

mode played in 

 No observable 

evidence 

 

Designed 

instruction of this 

video-song did 

not contain any 

activity that 

required students 

to apply other 

multimodal 

resources 

particularly 

visual, musical 

and aural modes 

as meaning 

resources in 

communication 

either in the 
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immerse students 

in these resources   

of the video-song the text  video-song or 

other contexts 

Images  ✓ Minimum 

evidence 

 

Up to 16 images 

were employed in 

the first session 

alone, but teacher 

used these to 

illustrate, 

elaborate and 

supplement the 

print-based 

lesson. Despite 

that, there were a 

few occasions 

where the teacher 

challenged 

students to 

guess/respond to 

visual illustration 

through language 

orally  

✓ Minimum 

evidence 
 

While elaborating 

lesson through 

images, students 

were briefly 

taught what the 

short hand and 

long hand 

represent in 

telling the time 

 No observable 

evidence 

 

There was also no 

observable 

evidence that the 

teacher engaged 

students in how 

multimodal texts 

are composed, or 

how each mode 

works with or 

against other 

modes/resources 

 No observable 

evidence 

 

No instructional 

activity was 

observed where 

the teacher 

required students 

to look beyond 

language for 

meaning resources 

in the meaning-

making process/ 

communication  

Realia of 

clock 

✓ Minimum 

evidence 

 

Few occasions 

were observed 

when the teacher 

showed different 

illustrations of 

time by moving 

the short and long 

hands in different 

directions and the 

students were 

required to 

respond/guess 

through language 

orally 

✓ Minimum 

evidence 

 

Prior to the 

guessing activity, 

the teacher 

explained there 

were two main 

elements to 

indicate time, 

namely the short 

hand 

(representing 

hours) and the 

long hand 

(representing 

minutes) 

 No observable 

evidence 

 

There were at 

least three 

multimodal 

resources nested 

in clock realia, 

namely 

language/number, 

short and long 

hands and colour, 

but no activity 

was assigned to 

analyse how this 

composition was 

required to make 

the multimodal 

text more 

meaningful and 

understandable 

 No observable 

evidence 

 

No activity was 

provided to teach 

students how 

multimodal 

meaning 

resources might 

work in time-

related or other 

contexts 

 

 

Despite that, there were some occasions (evidences) where the use of multimodality, 

particularly within the images and realia, addressed the first two stages of MPF, namely 

the experiencing and conceptualising stages. Figure 4.4. below exemplifies a multimodal 

composition containing visual and linguistic resources which was used during lesson 

elaboration. These resources were incorporated into the creation of a comprehensive 

meaning of the text. The visual complemented – or became the illustration of – the 



 

104 
 

language ‘ten minutes to five’. In this activity, students experienced the meaning-making 

process through guessing/responding to times in accordance with 

illustrative/demonstrative visuals of minutes and hours, even though the print-based 

information/answer was later provided beneath. However, this experience was limited 

only to responding to a multimodal meaning text prepared by the teacher; no opportunity 

was given to the students to become multimodal meaning creators. This lack of 

opportunity is also evidenced by the interaction between the teacher and the students in 

relation to visual use, as shown in Figure 4.4 below.   

 

Figure 4 4: Incorporation of Different Meaning Resources in Presenting a Lesson 

 

 

T: Well, let’s try if you have 

understood, let’s have a look what 

time it says. It’s now five minutes, 

then ten minutes, what time do you 

think? 

S: Ten minutes to five 

T: Alright, it’s a bit late, but OK. 

            (Teaching material and classroom observation, case 2) 

 

In addition to limited opportunities to experience multimodal meaning process, the data 

suggests that Mr. Adrian conceptualised some visual representations of identifying and 

responding to times. In using the images of a clock and realia, he provided an explanation 

of visual resources that provide indicators to telling the time and responding to time, 

particularly the short hand representing hours and the long hand representing minutes.   

 

In general, this study suggests that the integration of multimodality in this school has not 

aligned with Cope and Kalantzis’s MPF (2015). This was due to the orientation of the 

teaching, which was mainly intended to achieve print-based English teaching goals, and 

which consequently overlooked the presence of other, non-linguistic, meaning resources. 

In general, the integration and the use of multimodality in designed teaching activities did 

not provide activities that supported students’ understanding of, and competence in, the 

multimodal meaning process.  
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4.5.3 Students’ Engagement with Multimodality 

The following section presents data regarding the students’ multimodal engagement or 

disengagement from the employment of the video-song, image and realia in different 

classroom learning activities. The data related to this was retrieved from classroom 

observations and learning journals. The data is presented under two themes, namely: i) 

designed learning activities, and ii) students’ engagement/disengagement with 

multimodality.   

 

The first theme deals with the primary focus of the students’ engagement in different 

learning activities while utilising video-song, images and realia. Table 4.13 highlights 

that multimodality was used in at least five designed learning activities, namely lesson 

introduction, lesson elaboration, pair-work, pair-work presentation, and evaluation.  

 

Table 4.13: (Dis)engagement of Students with Multimodality in Classroom 

Learning Activities 

Tasks/ 

activities 

Focus of task/activity Modes in use Students’ (dis)engagement with 

multimodality 

Lesson 

introduction 

Stimulating and introducing 

lesson to students 

Video-song 

 

Students listened to the song and 

recalled its print-based contents as 

they watched. Students also sang 

the song together  

Lesson 

elaboration 

Elaborating how to tell the 

time in English  

Images While teacher elaborated the 

lesson through images, students 

responded linguistically to 

illustrations about time 

(illustrating different examples 

where clock short and long hands 

were in different positions) 

Pair-work 

discussion 

Completing the task by 

drawing short and long hands 

in accordance with visual and 

linguistic illustration/ 

information provided 

Images Students drew short and long 

hands of clocks in accurate 

positions based on scenarios/ 

descriptions provided 

Pair-work 

presentation 

Presenting the results of 

students’ pair-work 

discussion to whole 

classroom 

Students presented the results of 

previous pair-work discussion 

orally to whole class 

Evaluating 

lesson  

Ensuring students’ 

comprehension in telling 

time in English 

Realia of clock Students responded to/guessed 

teacher’s illustration of time 

based on different time scenarios 
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Regardless of the multimodal usage, the data indicates that the focus of the students’ 

engagement in these learning activities primarily remained on print-based elements. 

Consequently, the students’ engagement with multimodality was not much addressed, 

even though video-song, images and realia were used in those designed learning 

activities. To illustrate, during the employment of the video-song, although the activities 

engaged the students in different multimodal resources – particularly lingual, aural and 

visual resources – through listening to the song, reviewing the contents, and singing 

together, the primary concern of all these activities remained the print-based learning 

content. 

 

Likewise, when images were used in pair-work discussion and presentations, the primary 

learning activities were still designed for print-based engagement. For instance, when 

using the images during pair-work and discussion, although the students were instructed 

to ‘draw the hands of the clock’ to depict the time in accordance with descriptions 

provided, the students mostly focused on the language aspect and overlooked the 

instruction. Despite that, Mr. Adrian was satisfied with the students’ work – although they 

focused only on the linguistic meaning – without confirming that the students completed 

the instruction to draw the short and long hands of the clock. This is evident particularly 

from Figure 4.5 and the presentation extract below. 

 

Figure 4.5: Images Employed in Pair-work Discussion and the Presentation of the 

Results 

 

Pair-work presentation extract 

T: Number one 

S: It’s six o’clock, so the long hand goes 

to number 12 and the short hand goes 

to number 6 (they did not commit to 

completing their multimodal task, but 

rather were happy to point with their 

fingers) 

T: Is that right? OK, give applause then. 

 

      (Teaching material and classroom observation, case 2) 

 

The orientation towards print-based learning activities was further confirmed from the 

contents of the students’ learning journals, which mostly related to the English learning 
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process and experiences, as shown in Table 4.14. The table shows that these journals 

contained some similarities, particularly in contents and structures/sequences from the 

beginning until the end of the documents, where all were related to English learning 

contents. For instance, the contents of all journals started with the classification of 

pronouns and ended with ‘members of family’. Likewise, the ways the contents of the 

journals were structured were also similar, particularly the sequence of contents from the 

start until the end. 

 

Table 4.14: Language-related Contents and Structures in Student Learning 

Journals 
Learning 

journal 

Journal features/contents Multimodality in 

journals  

Journal usefulness 

Evidence  Function  

1 Classification of pronouns 

and associated linking-verb 

to be, supplemented with 

exercises 

Table Classifying  Recording classroom 

learning experiences   

Telling and asking for the 

time 

Drawing of 

clock 

Illustration 

Greeting  - -  

Family member - - 

2 Classification of pronouns 

and associated linking-verb 

to be 

Table Classifying Recording classroom 

learning experiences   

Telling and asking for the 

time 

-  - 

Greeting - - 

Family member - - 

3 Classification of pronouns 

and associated linking-verb 

to be, supplemented by 

exercises of their uses 

Table Classifying Recording classroom 

learning experiences   

Telling and asking for the 

time 

Drawing of 

clock 

Illustrating 

Table Classifying  

Greeting - - 

Family member - -  

4 

Classification of pronouns 

and associated linking-verb 

to be, supplemented by 

exercises of their uses 

Table Classifying 

Recording classroom 

learning experiences   

Telling and asking for the 

time 

Drawing of 

clock 

Illustrating 

Table Classifying  

Greeting - - 

Family member, 

supplemented with 

homework 

- - 

                  (Learning journals, case 2) 
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These journals also lacked evidence regarding the students’ engagement with 

multimodality, because the contents mostly dealt with recording their learning experience 

in the classroom. Despite that, some evidences of multimodal artefacts were identified 

from these journals, particularly the drawing and tables. However, these artefacts did not 

provide a clear indication that the integration of multimodality was also designed to 

engage the students with multimodality in multimodal meaning-making. Instead, these 

multimodal artefacts were mostly inclined to be used as illustrative, or complementary to 

language contents, as shown in Figure 4.6. The data also demonstrated that the artefacts 

in these journals were limited to specific English topics such as a table for classifying 

types of pronouns and a drawing to illustrating time expressions.  

 

Figure 4.6: Multimodal Samples Represented by Drawing and Table in Journal 

 

 

 

                  (Learning journals, case 2) 

 

Based on the findings, the study maintained that multimodality was used in classroom 

learning activities, but was not designed to facilitate the students in engaging with 

multimodality as a meaning resources. Although the findings showed that the students 

engaged with some multimodal resources, particularly aural, lingual and visual, through 

singing the song and recalling the video-song contents, the primary goal of the 

engagement was to develop their English (print-based) learning materials, rather than to 

develop their multimodal literacy.  

 

4.5.4 Discussion on integration of multimodality in school case 2 

This section discusses the study findings about the integration of multimodality in Mr. 

Adrian’s English classroom. This discussion addresses three proposed research questions 

which are related to: i) the representation of multimodality in English teaching materials, 



 

109 
 

ii) the functions of multimodal usage in the classroom, and iii) students’ engagement with 

multimodality. 

 

Firstly, the findings showed that Mr. Adrian employed three types of multimodal artefacts 

particularly the video-song, image, and realia. Although Mr. Adrian merely employed 

these three artefacts in his English teaching, these artefacts already contained different 

meaning resources particularly the visual, aural, gestural and spatial resources apart from 

linguistic (Gall and Breeze, 2005; Cope and Kalantzis, 2015, 2000). Accordingly, this 

study suggests that the teacher has represented different multimodal resources that have 

reflected authentic meaning resources used in today’s digital communication milieu 

(Lotherington and Jenson, 2011; NLG, 1996). 

 

Moreover, the representation of various multimodal resources has aligned with the 

multiliteracies/ multimodal pedagogy which suggests the importance to bring the 

specimens of multimodal texts that are typical in the digital media into classroom teaching 

(Cope and Kalantzis, 2015). Through this various multimodal representation, the 

instruction is expected to offer ample opportunities for the students to experience as well 

as to become designers of multimodal meaning process (Selander, 2016; Kress and 

Selander, 2012; Iyer and Luke, 2010). Furthermore, the representation of the multimodal 

resources is also be essential to create the connection between the literacy pedagogy at 

school and the literacy-in-use of the students outside the school context (Street, 2005) 

which has to be in a continuum relation rather than a binary opposition (Stein and 

Newfield, 2006). 

 

Secondly, the findings of this study demonstrated the multimodality was used in different 

designed teaching activities particularly in introducing, elaborating, and evaluating the 

lesson. Despite that, the instruction was mainly intended to achieve the print-based 

English purposes so that the multimodality was also designed to support the attainment 

of these purposes. These findings suggest that although the SLM policy recommends the 

integration of multimodal literacy in the classroom instruction, the integration of 

multimodality in Indonesian classroom context has not much changed from its use before 

the introduction of the SLM policy where the multimodality is mostly used as the 
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instructional instrument to support the attainment of the English instruction particularly 

to improve the students’ interest and trigger their participation in the instructional process 

(Jiang et.al., 2019; Sukyadi et.al., 2016; Suherdi, 2015). 

 

Consequently, the integration of multimodality in the English classroom has not aligned 

with the MPF (Cope and Kalantzis, 2015, 2000). Although the integration contained few 

examples of experiencing and conceptualising stages, these examples were more 

incidental rather than intentional to address the MPF stages because the main intension 

of the activities remained on the English instruction (see, Jiang et.al., 2019). In the other 

words, although Mr. Adrian has brought different multimodal resources in the classroom, 

the teacher was not yet able to integrate them into the curriculum in the classroom 

pedagogical process (see, Cope and Kalantizis, 2015). Consequtnly,    

 

Lastly, the findings from this case also highlighted that the multimodality was used in 

different learning activities particularly in the pair-work and classroom presentation. 

However, like the teaching design, the classroom learning activities were also designed 

in accordance to the print-based English materials so that the use of the multimodality 

was merely intended to support the achievement of the print-based learning materials. 

Consequently, the use of multimodality in the classroom learning designs has not offered 

much opportunity for the students to actively engage with the multimodality particularly 

as the meaning-making designers which become an important role in multimodal 

pedagogy (see, Shanahan 2013; Ajayi, 2012, 2008; Rowsell and Decoste, 2012; McKee 

and Haydon, 2015). Although the findings demonstrated some evidences where the 

students engaged with aural and visual resources, their engagement was more incidental 

rather than intentional to engage them with the multimodality as the meaning resources 

(see, Jiang et.al., 2019).  

 

Based on these findings, there is a discrepency in the integration of multimodality 

particularly between its representation in English teaching materials and its enactment in 

teaching and learning process. In this case, although different multimodal resources have 

represented in English teaching materials (Cope and Kalantzis, 2015, 2000), the use of 

these resources in the English classroom is not designed for developing the students’ 
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multimodal literacy and encouraging them as the designers in multimodal communication 

but simply used to support the attainment of the print-based instruction particularly to 

attract the students’ interest and enthusiasm in English teaching and learning process.  

 

4.6 Teacher’s Case in School 3: A State Junior High School in Serang   

The last fieldwork exercise was undertaken in Mrs. Dina’s classroom in October 2019. 

Mrs. Dina has worked as an English teacher for 16 years, including four years at her 

current school. She obtained her bachelor’s degree in an English teaching programme and 

her status is as a professional teacher after she obtained her teaching certification in 2013.  

 

As with the other two cases, the fieldwork consisted of video-taped classroom 

observation, interview, teaching documents and learning journals. The observation was 

carried out twice, in the second and third weeks of October 2019. In the classroom, Mrs. 

Dina taught names of days and names of months in respective classes at which the 

expected goals were that the students would use relevant expressions and identify 

appropriate prepositions related to each topic. After the second observation, teaching 

documents consisting of lesson plans and teaching materials, as well as learning journals 

from two students, were collected. At the end, an interview was held with the teacher one 

week after the completion of the second observation.   

 

4.6.1. Representation of multimodality in English teaching materials 

This section is related to multimodal resources represented among Mrs. Dina’s English 

materials. The data was retrieved from classroom observations, teaching documents 

(lesson plans and teaching materials) and interview. It is then presented based on three 

themes, consisting of: i) types of multimodal artefacts, ii) multimodal references, and iii) 

multimodal meaning representation and designed meanings.  

 

First, the data demonstrated that Mrs. Dina employed three multimodal artefacts during 

two classroom sessions, namely video-songs, images and tables (see Table 4.15). During 

these sessions, she employed up to five video-songs related to names of days and months 

in respective sessions. As shown in the table, video-songs were used more dominantly in 

the classroom, with two and three videos in respective sessions. In addition, data from the 
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teaching documents indicated that images were also employed in the English teaching 

materials, with three and two images in each session. Although the images were 

represented in the teaching materials, they were not really used in the English teaching 

and learning process. As well as images and video-songs, tables were used twice and once 

in respective sessions. They were particularly used as supplementary resources in a group 

task in which students had to enter the results of the task into tables provided. 

 

Table 4. 15: Multimodal resources and references being employed  

in English teaching 

Types of 

multimodality 

Context/ contents Frequency  Multimodal 

references Session I Session II 

Music-videos Names of days/ months 2 3 YouTube 

Images* Names of days/ months 3 2 English textbook 

Table Lesson timetable 2 1 Teacher-self-made 

 

Second, in accommodating these artefacts, Mrs. Dina maintained that English textbooks 

were her primary reference, because they were already supplemented with supporting 

multimodal artefacts, particularly images/pictures (see Sidik, 2021). However, during the 

two observation sessions, the data indicated that Mrs. Dina relied on multimodal 

resources retrieved from YouTube, particularly video-songs. In this regard, Mrs. Dina 

acknowledged that the textbooks did not often provide adequate multimodal artefacts that 

supported teaching materials as fully as she expected. Hence, she took multimodal 

artefacts from YouTube as alternative multimodal references. This approach was 

confirmed during the interview, as seen in the excerpt below.  

The available textbooks do not provide sufficient resources to support the use 

of the multimodality particularly the textbook I currently use. The solution I 

usually take is to search from alternative resources particularly the internet 

(Teacher’s interview, case 3). 

 

Finally, taking a multimodal-based perspective (Kress and van Leeuwen, 2006, 1996), 

the multimodal artefacts that Mrs. Dina employed contained different meaning resources. 

Table 4.16 below shows a frame each from video-songs which demonstrate five 

dimensions of multimodality: linguistic, visual, aural, spatial and gestural (Cope and 

Kalantzis, 2015, 2000). The data identified each meaning resource as possessing more 

affordances than others in different circumstances of context, time and purpose (Loerts 

and Heydon, 2017). In the video-frame, it could be said that the visual element offers 
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more affordances over other resources, including lingual. In this context, the bike rider 

was the more dominant meaning resource, offering more interpersonal communication 

with viewers. Although it was related to previous frames shown on the Monday in which 

language-telling routines were more central, in this particular frame the visual became 

more central; not only had it more interpersonal communication, but it also contained 

information not transmitted through language.  

  

Table 4.16: The designed meanings of multimodal resources 

Multimodal 

resources 
Sample resources 

Mode 

composition 
Designed meanings 

Music-videos  
 
 

Language To mention time but the primary 

resource is visual of one’s riding 

bike   

Aural It could be essential than 

language 

Visual Particularly one riding bike 

became more central resource 

particularly to have more 

interpersonal communication 

with viewers 

Spatial The arrangement of different 

resources in the frame is 

essential particularly to identify 

one of other resources 

Gestural Although it exists in the frame, 

gestures particularly cycling are 

not as importance as others  

Image 

 

Language Describing names of days and 

becoming main resource of 

meaning 

Picture Representing actors of dialogue 

Dialogue 

bubbles  

Classifying contents of dialogue 

and talkers  

Table 

 

Language Describing instruction of task  

Columns Describing what each column 

represents 

  

 

In the case of the image above, although language was the primary resource for meaning, 

the existence of other visual resources, particularly the interlocutors and dialogue 
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bubbles, could not simply be ignored. These resources were intentionally considered for 

more than decorative purposes. Although the meaning of these visual compositions was 

not straightforward, their inclusion was imperative to denote turn-taking in conversation, 

particularly that involving more interlocutors. Through these compositions, the signals of 

turn-taking were less complicated than in conventional print-based turn-taking, making it 

easier for the students to understand.    

 

Based on these findings, the data demonstrated how Mrs. Dina represented different 

multimodal meaning resources used in today’s digital communication context. Through 

three multimodal artefacts, particularly the video-songs, all five dimensions of meaning 

resource were represented in the English teaching materials that Mrs. Dina designed –

visual, aural, spatial, gestural and linguistic.  

 

4.6.2. The use of multimodality in English teaching process 

The following data highlights the use of multimodality in Mrs. Dina’s English classroom. 

It was obtained from the classroom observations, teaching documents/lesson plans and 

interview. The data was analysed based on the design of English instruction, and its 

alignment with MPF (Cope and Kalantzis, 2015; NLG, 1996). The data is presented by 

two themes: i) design of English instruction and multimodality, and ii) alignment of 

multimodal use with a multimodal pedagogical framework. 

 

First, the data related to the design of instruction and multimodal use in the English 

classroom is presented in Table 4.17. The data shows that the instruction was designed to 

enable students to: i) identify goals and structures of texts containing expressions about 

the names of days and months; ii) compose texts by utilising relevant expressions about 

days and months; and iii) understand appropriate prepositions related to the expressions 

of days and months. Based on these objectives, it was confirmed that Mrs. Dina’s primary 

concern in her instruction was print-based English.  
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Table 4.17: Design of teaching and multimodal utilisation 

Design Primary focus of 

teaching  

Purposes 

Teaching 

design 

Primary focus on 

English language 

contents   

- To identify goals and structures of texts,  
- To compose texts using day- and month-related 

expressions, and 
- To understand prepositions related to day- and month- 

expressions 
Multimodal 

design 

Supplementary to 

support achieving 

primary teaching 

focus (English) 

- To make teaching more comprehensible for pupils 
- To enhance learning interest and enthusiasm 

 

Moreover, these designed purposes indicate that the instruction was not intended to 

expand the materials from print-based literacy into multimodal literacy, as recommended 

by the SLM policy (Ditjendikdasmen, 2018, 2017). Based on the interview, the use of 

multimodal resources was employed merely to support the attainment of those print-based 

teaching purposes. More specifically, the teacher expected that employing multimodal 

resources would enhance the process of English instruction, particularly in helping 

students to comprehend the materials, as well as in attracting their interest in and 

enthusiasm for English learning, as elaborated in the interview extract below. 

Students are more enthusiastic when using multimodality; they are more 

motivated and joyful in learning. In contrast when teaching is delivered 

simply orally (speech), they tend to get bored and sleepy. So, it is often the 

case that students persuade me to use multimodality in my teaching process 

(Teacher’s interview, case 3). 
 

Furthermore, Mrs. Dina maintained that the use of multimodality was beneficial in 

enhancing the efficiency and effectiveness of her teaching process, particularly in 

delivering the materials. She further elaborated below. 

The use of pictures and the like makes the students more enjoyable and 

enthusiastic. The use of them are also more efficient about time management 

because no much writing is required, so much faster and efficient with such 

media (Teacher’s interview, case 3). 

 

As the consequences to these designed print-based instruction and multimodal use, the 

presence of other (non-linguistic) meaning resources (represented in the multimodal 

artefacts) was not used as alternative meaning resources throughout the instruction 

process. This was evidenced by the fact that the utilisation of these resources did not align 

with the MPF (Cope and Kalantzis, 2015; NLG, 1996) as summarised in Table 4.18 
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below. The table showed that the non-linguistic resources particularly nested in the video-

songs and tables was not used to address any stages of the MPF: experiencing, 

conceptualising, analysing, and applying (Cope and Kalantzis, 2015; NLG, 1996).  

Accordingly, the use of multimodality was not designed to develop the students’ 

understanding and ability to use multimodality as alternative meaning resources as 

stipulated in the SLM policy. As a consequence of this approach to designed print-based 

instruction and multimodality, other (non-linguistic) meaning resources (represented in 

the multimodal artefacts) were not used as alternative meaning resources throughout the 

instruction process.  

 

Table 4.18: The utilisation of multimodality in each stage of multiliteracies 

pedagogy (Cope and Kalantzis, 2015; NLG, 1996) 

Token of 

modes 

Utilisation of multimodality in English teaching 

Experiencing Conceptualizing Analyzing Applying 

Video-

songs 

 No observable 

evidence 
Video-songs 

contained different 

meaning resources, 

but their design in 

instruction was only 

related singing 

together and 

recalling print-

based information 

 No observable 

evidence 
Although there were 

some nested 

different meaning 

resources 

particularly 

linguistic, visual, 

aural, spatial and 

gestural, these all 

were not mentioned 

in the instruction 

 No observable 

evidence 
Likewise, there was 

no evidence how 

these resources 

work together or 

against each other, 

how were their 

functions in the text, 

etc.  

 No observable 

evidence 
No designed 

instructional 

activity was 

provided for 

students to apply 

any resources apart 

from singing 

together and 

recalling contained 

information 

Tables   No observable 

evidence 
Tables were used 

supplementary to 

student-base tasks 

but students’ 

experience was 

merely related to 

listing information 

into table based on 

days  

 No observable 

evidence 
While employing 

tables, there was no 

evidence regarding 

any attempts to 

conceptualise the 

function of tables 

including their uses 

as other means in 

communication 

apart from language 

 No observable 

evidence 
No activity was 

provided regarding 

the function of table 

as alternative 

meaning resources  

 No observable 

evidence 
No opportunity was 

provided to apply 

how table works as 

alternative means of 

information  

Images Not Applicable 
Images were included in teaching materials (lesson plans) but were not evidently employed 

in English teaching process. 

 

To illustrate, up to five video-songs were employed in two consecutive teaching sessions, 

but the primary concern of Mrs. Dina’s instruction remained the English language, such 

as to develop her students’ English pronunciation. The study found that the teacher 
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sometimes instructed her students to pay attention to aural and gestural resources, as when 

imitating pronunciation and watching mouth and lip movements, but the purpose of the 

instruction was mainly to enable the students to pronounce the language correctly, as 

demonstrated by the video-songs. Moreover, there was no specific evidence of the 

multimodal-based instruction being intended to develop students’ understanding of the 

ability of multimodality to provide alternative meanings to those in language. This can be 

seen from the classroom interaction between the teacher and the students below.  

T:  [Alright, now let’s watch the videos that are related to days, are you ready?] 

T:  [You can watch how to pronounce them] Sunday, Monday,.. 

S:  Tuesday, Wednesday, Thursday, Friday, Saturday. 

T: [Oke, let’s repeat it again. You can move your hands; do you still remember 

the movement?] 

S:   [Yes]  

T:   [Good, usually you can remember faster through song. While singing out 

loud, let’s do the movement]. Okay, stand up please! 

                   (Classroom observation, case 3) 

 

Having considered the findings, it is maintained that the design of Mrs. Dina’s instruction 

remained on print-based materials, regardless of the presence of different multimodal 

meaning resources. Moreover, there was no observable evidence that the use of 

multimodality addressed any stages of the MPF during the two teaching sessions. 

Therefore, this study suggests that the integration of multimodality was not enacted in 

alignment with the SLM policy that expects students to develop their multimodal literacy. 

 

4.6.3 Students’ engagement with multimodality 

As previously mentioned, the engagement of the students with multimodality is essential 

in order to make them competent in multimodal literacy. Hence, this section will present 

data regarding the students’ engagement with multimodality in Mrs. Dina’s classroom 

case, in accordance with the data sources of classroom observation and learning journals. 

The data is presented under two themes, as applied in the two previous cases: i) designed 

learning activities, and ii) students’ engagement/disengagement with multimodality.   

 

Related to the first theme, there were three learning activities in which multimodality was 

used in Mrs. Dina’s classroom: during the lesson introduction/elaboration, group work, 

and group presentation, as shown in Table 4.19. The data from the table shows that the 
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learning activities mainly focused on print-based learning, with the use of multimodality 

intended to support the attainment of this print-based learning. This was particularly 

evident during the employment of video-songs and tables. As seen from the table, there 

were two examples of multimodal use in the classroom, particularly the video-songs used 

in lesson elaboration, and tables in group-work and its presentation. When video-songs 

were employed, the students were required to sing the song, to understand and recall the 

print-based information in the video-songs, and to pay attention to the pronunciation.  

 

Table 4.19: Students’ (dis)engagement with multimodality in different 

classroom learning tasks 

Tasks/ 

Activities 

Focus of task/ 

activity 

Modes in 

use 

Students’ (dis)engagement with 

multimodality 

Lesson 

introduction/ 

elaboration 

Identifying language-

based information on 

video-song and sing 

the song together 

Video-

songs 

 

 

 

Students listened to video-songs, sang the 

song together, recalled the information 

from the song and imitated word 

pronunciation by paying attention to aural 

and gestural (lip movement) resources 

Group-work 

discussion  

Identifying lesson 

schedules per week 

and writing down into 

tables based on days 

Table Students used tables to report the results of 

group discussion; then, they presented 

results of this discussion orally to whole 

class 

Group-work 

presentation 

Presenting the results 

of pair-work 

discussion 

 

Likewise, when tables were used during group-work and group presentations, the learning 

activities were to discuss the weekly lesson timetable, and then report the results using 

the tables. Despite the use of tables, learning activities were designed mainly to suit the 

objectives of the English learning materials. For example, when one of groups presented 

its discussion in the classroom, both teachers and other students paid attention more on 

the language, and no specific action was taken – particularly by the teacher – to confirm 

how the group managed the task into the tables. This print-based design of multimodal 

use was evident in the extract from a group presentation below. 

T:   Pay attention please! Group 6 will give presentation for the lesson 

schedules on Monday. Please check your work if it is correct or not. 

S:  [Hello]  

S:  [We are from group six, we will present the result of our discussion]. 

On Monday we learn Science, Religion, English 

                  (Classroom observation, case 3) 
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Although the use of video-songs and tables encompassed the students’ engagement with 

multimodality, such as singing the song (aural), imitating word pronunciation (aural, 

gestural) or filling in the table (visual), most of the engagement was related to the 

strategies in developing their English print-based learning. In other words, engagement 

with multimodality was not designed intentionally to develop students’ understanding of 

and ability with multimodality as a meaning resource in addition to language.    

 

Similarly, the design of multimodal use (as a strategy) in learning was in line with the 

data from the learning journals, as shown in Table 4.20. In general, the journals were used 

to record the students’ English learning experiences in the classroom. Hence, there were 

some similarities in the content, and the ways this content was structured in the journals. 

Based on this content, the students were more concerned with the language-based learning 

process.  

 

Table 4.20: Language-related contents and structures in student learning journals 

Learning 

journal 

Journal features/ 

contents 

Multimodality in journals  Journal use 

Data  Use   

1 Greeting Table Classifying 

(greeting and 

responding) 

Recording classroom 

learning experiences   

Vocabulary list - - 

Asking and responding 

questions 

Bubble 

dialogues 

Separating/ 

identifying 

dialogue turn-

taking 

Self-introduction - - 

Family members - - 

Telling times Clock 

drawings 

Illustrating   

Names of days - - 

2 Greetings - - Recording classroom 

learning experiences   Asking and responding 

questions 

- - 

Self-introduction - - 

What time is it? 

(supplemented with 

exercises) 

Clock 

drawing 

Illustrating 

Table Scheduling 

meal-times  

Names of days - - 

                  (Learning journals, case 3) 

 

Despite that, the journals also contained instances of students’ multimodal artefacts. For 

example, there were three multimodal artefacts – the table, bubble-dialogue and drawing 
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– in the first journals, and two – drawing and table – in the second. These artefacts were 

used mainly to classify and illustrate the language-based materials. 

 

Based on the findings, this study suggests that the integration of multimodality in Mrs. 

Dina’s classroom was not yet designed to offer students’ engagement with multimodality 

as a meaning resource. This is evidenced by the data from the classroom observations and 

the contents of the learning journals. Although engagement with multimodality was 

found, particularly in the use of video-songs, this engagement was more inclined towards 

becoming a strategy for English language learning, rather than offering additional content 

integral to the English lesson.  

 

4.6.4 Discussion on integration of multimodality in school case 3 

The following discussion is related to the integration of multimodality in the English 

classroom in case 3. The discussion covers three themes, namely: i) the representation of 

multimodality in English teaching materials, ii) the use of multimodality in English 

teaching process, and iii) students’ engagement with multimodality. 

 

First, the findings show that the teacher employed three types of multimodal artefact: 

video-songs, images and tables. These artefacts, particularly video-songs, represented not 

only linguistic but also non-linguistic meaning resources used in today’s digital 

communication, namely visual, aural, spatial and gestural (Cope and Kalantzis, 2015, 

2000; Jewitt, 2008; Kress and van Leeuwen, 2006; NLG, 1996). These artefacts 

exemplify how communication is made not only through language, but also through non-

linguistic meaning resources, particularly the aural resource as one of the internal body 

modes, and visual as one of the external clothing modes (Walker, 2017). Moreover, the 

presence of non-linguistic resources in the video-songs as multimodal compositions 

contains designed meanings (Kress and van Leeuwen, 2006, 1996; Jewitt, 2005), 

particularly showing how English is used by native speakers in the communication 

process. In addition, in the use of video-songs in this school case, non-linguistic meaning 

resources, particularly aural and gestural, are essential in the (Indonesian) context of 

English teaching as a foreign language (EFL), where students can listen to and imitate the 

pronunciation of English words and sentences directly from native speakers.  
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More importantly, these artefacts that represent different meaning resources are useful in 

giving students ample opportunities to engage in and experience multimodality in the 

meaning-making process (Cloonan, 2015; Kalantzis et al., 2005; NLG, 1996). By 

representing these different meaning resources in an English teaching content, the teacher 

has fulfilled an important process in the integration of multimodality by bringing into the 

classroom multimodal texts typically used in digital communication (Cope and Kalantzis, 

2015). This representation is expected to develop students’ understanding of, and ability 

to use, multimodality for alternative meanings within the meaning-making process (NLG, 

2000, 1996). This is in line with Cope and Kalantzis (2015), who maintain that the 

representation of different meaning resources provides “a powerful foundation for 

synaesthesia” where students can experience and engage with multimodality through 

different scenarios, from mode switching to various modal configurations. 

 

Turning to the second theme, the findings highlight how the use of multimodality in the 

English classroom is still designed to support the attainment of print-based teaching 

content. The use of multimodality in the classroom is mainly intended to help students to 

comprehend the lesson, as well as to develop their interest in, and enthusiasm for, English 

learning, rather than to develop their understanding and ability in using (non-linguistic) 

multimodality for alternative meanings. Hence, although the multimodal artefacts 

employed in the classroom represent the five meaning dimensions of linguistic, visual, 

aural, spatial and gestural resources (Cope and Kalantzis, 2000), the use of these resources 

in classroom teaching designs is still concerned with language-based activities, which 

consequently overlook the presence of non-linguistic meaning resources. These findings 

confirm that the use of multimodality in Indonesian English classroom instruction has not 

moved beyond print-based instruction (Sukyadi et al., 2016; Suherdi, 2015), regardless 

of the recommendation to move literacy teaching from print-based to multimodal-based, 

as stipulated by the school literacy movement (Ditjendikdasmen, 2018, 2107).     

 

As multimodality is used merely to support the objectives of print-based English teaching 

content, its integration into English instruction has not aligned with the MPF (Cope and 

Kalantzis, 2015; NLG, 1996). The findings highlight how the use of multimodal artefacts 
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such as video-songs and images in all designed teaching activities has failed to address 

any stage of the MPF. The findings demonstrate that the teacher has succeeded in bringing 

multimodal texts typical of today’s (multimodal) communication practices into the 

classroom, but s/he has not succeeded in bringing multimodality into the English 

instruction curriculum (Cope and Kalantzis, 2015). In other words, bringing 

multimodality into the classroom is not yet sufficient to facilitate students in developing 

their multimodal literacy (Cope and Kalantzis, 2015; Iyer and Luke, 2010; Jewitt, 2005) 

without considering its representation of designed meanings in the curriculum (Cope and 

Kalantzis, 2015; Iyer and Luke, 2010; Jewitt, 2005). Consequently, the integration of 

multimodality into the English classroom has not offered enough opportunities for 

students to develop their understanding or use of multimodality as an alternative to 

language as a source of meaning. 

 

With regard to the third theme, the findings indicate that all classroom learning activities 

are primarily designed to achieve the print-based (English) learning objectives, so the use 

of multimodality in those learning activities is intended mainly to support print-based 

learning. Consequently, the students’ engagement with multimodality is not always a 

primary concern to address in the integration of multimodality into the English learning 

process. The findings also demonstrate that the use of video-songs in particular offer more 

engagement for students, particularly in the aural mode, through imitating native 

speakers’ pronunciation, in gestural and visual modes through lip-tongue movement; this 

engagement is not, however, intentionally designed to develop their understanding and 

use of multimodal meaning (Sankey et al., 2010; Sukyadi et al., 2016; Suherdi, 2015). In 

other words, engagement with multimodality is more incidental where multimodality 

(artefacts) functions only as an instrument for English print-based learning content, with 

little or incidental use of other multimodal resources (Jiang et al., 2019).  

 

As designed learning activities do not address engagement with multimodality from a 

social semiotic perspective, the integration of multimodality has not offered much 

opportunity for students to explore how non-linguistic meaning resources operate in 

communication and the meaning-making process (Choi and Yi, 2016; Jacobs, 2012; Iyer 

and Luke, 2010) including experiencing a process of synaesthesia (switching between 
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modes) in practical communication (Cope and Kalantzis, 2015). Indeed, multimodal 

engagement with designed meaning becomes an essential principle in the 

multiliteracies/multimodal pedagogy, because through such engagement students could 

develop their understanding of, and ability to use, multimodality as an alternative 

meaning resource in today’s communication (Cloonan, 2015; NLG, 1996). Consequently, 

the study maintains that the integration of multimodality into the English learning process 

is not yet designed to develop students’ multimodal literacy, as expected by the SLM 

policy programme (Ditjendikdasmen, 2018, 2017). 

 

To sum up, the study demonstrates that although the teacher represented multimodality 

in an English teaching content, encompassing the visual, aural, spatial and gestural (Cope 

and Kalantzis, 2015, 2000), it was clear that the teacher only brought these resources into 

classroom, and is not yet able to integrate them into the English curriculum as designed 

meanings (Cope and Kalantzis, 2015). Consequently, the integration of multimodality 

into all classroom teaching and learning designs has in general not moved beyond print-

based instructional content, and this has led to the designed meanings of non-linguistic 

meaning resources being overlooked. Finally, the findings confirm that the integration of 

multimodality as enacted by Mrs. Dina in school case 3 mostly employs multimodality 

as an “instrument” aspect of instruction rather than as “designed meaning’, or as a 

meaning resource in today’s communication process (Iyer and Luke, 2010; Jewitt, 2005).  

 

4.7 Cross-case Analysis of Three Teachers 

One aspect that distinguishes case-study from multi-case-study research is the way the 

analysis is conducted. In multi-case-study research, analyses are conducted in two ways: 

centred-case analysis and cross-case analysis (Yin, 2014). Cross-case analysis refers to 

an analytical method that “facilitates the comparison of commonalities and differences in 

the events, activities, and processes; the units of analyses in case studies”, and this “is 

commonly used for the analysis of two or more case studies to produce a synthesised 

outcome” (Cruzes et al., 2015, p1639; Khan and van Wynsberghe, 2008). Hence, the 

following sections will elaborate the results of cross-case analysis comparing the three 

observed cases. The findings are presented based on three proposed research questions 

regarding: i) the representation of multimodality in English teaching materials, ii) the use 
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of multimodality in the English teaching process, and iii) students’ engagement with 

multimodality.  

 

The first question deals with the types of multimodal resources employed in English 

teaching materials, and their potential design meanings (affordances) in multimodal 

compositions. Affordances refers to the potentialities and constraints of different modal 

resources in expressing and communicating meanings, by which different modes are 

likely to be more or less straightforward in expressing and communicating meanings in 

comparison to others, based on certain times, contexts and purposes (Loerts and Heydoh, 

2017; Kress, 2010). The second question seeks to identify the extent to which these 

multimodal resources and their potential designed meanings are practically used and 

function in the English teaching process. In this case, the analysis investigates how 

teachers use multimodal resources in line with the MPF (Cope and Kalantzis, 2015) in 

order to support students in understanding and competently using multimodality as an 

alternative meaning resource. Finally, the third question addresses how far employing 

these resources encourages students to engage with multimodality in the meaning-making 

process. The analysis is aimed at finding out the design of multimodality in classroom 

learning activities, and the extent to which these designed activities encourage students 

to engage in multimodal works, instead of in simply language-based works.      

 

4.7.1 Representation of multimodality in English teaching materials 

The findings related to this are presented based on three themes: i) types of multimodal 

artefact and multimodal meaning representation, ii) multimodal references, and iii) 

designed meanings of multimodal resources.  

 

First, the findings from this study demonstrate that the teachers across all three schools 

employed multimodal artefacts, particularly images, tables and video-songs, as presented 

in Table 4.21. As seen from the table, up to five different meaning resources were 

represented in the employment of these artefacts, linguistic, visual, aural, gestural and 

spatial (Cope and Kalantzis, 2015, 2000). Needless to say, language was the mode most 

represented in English teaching materials because multimodality was integrated into the 

conventional, print-based curriculum. Apart from language, the findings indicate that 
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visual resources were second most represented in English teaching materials, over aural, 

gestural and spatial, as occurred in all cases. The visual resources in particular included 

image/picture, colour, table and video. Other multimodal resources such as aural, gestural 

and spatial were also represented in English materials, but these occurred particularly in 

only the second and third cases.  

 

Table 4.21: Representation of multimodality in English materials across three 

school cases 

School case Types of 

multimodality 

Multimodal 

representation 

Primary 

references 

Alternative 

references 

Case 1  

(Mr. William) 

Images Linguistic, visuals  English 

textbook  

- 

Table  Linguistic, visuals 

On-line test* Linguistic, visuals - Website  

Case 2 

(Mr. Adrian) 

Video-song Linguistic, visual, 

aural, spatial, gestural 

- YouTube, internet  

Images  Linguistic, visual English 

textbook  

- 

Realia  Linguistic, visual - Student-self made 

Case 3 

(Mrs. Dina) 

Video-songs Linguistic, visual, 

aural, spatial, gestural 

- YouTube 

Tables  Linguistic, visual - Teacher-self made 

Images** Linguistic, visual English 

textbook  

- 

*)    On-line test was not related to the topic of English teaching contents but aimed to provide a test 

preparation for students before facing mid-term test  

**)   Images were included in teaching supplements/ lesson plans, but not practically used in classroom 

teaching process 

 

Moreover, the table also shows that textbooks were used as teachers’ primary references 

in employing multimodality, although in Mrs. Dina’s case the resources from YouTube 

predominated over the textbooks. As the teaching was based on the print-oriented 

curriculum, all teachers assumed that employing multimodal resources available in the 

textbooks was more efficient because they already fitted in with English teaching 

materials (Sidik, 2021). Accordingly, Mr. William considered multimodal resources 

available from the textbook during only two observation sessions. This was evidenced in 

the interview transcript below. 

… we currently use the textbook provided by the government which contains 

many pictures; it also contains dialogues supplemented with pictures so that we 

can utilise those available pictures as media for instructional process (Teacher’s 

interview, case 1). 
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In contrast, Mr. Adrian and Mrs. Dina used alternative references, particularly YouTube, 

in addition to the textbooks, in order to include multimodality in their English teaching 

materials. The teachers assumed that alternative references were beneficial in 

supplementing multimodal resources not available in the textbooks, particularly video-

songs. Moreover, Mr. Adrian maintained that the alternative references were essential to 

provide more updated and attractive multimodal resources to make the instructional 

process more effective; as he stated: 

I want to bring my creativity into my classroom, I want to ensure to bring more 

updated images (pictures) and avoid the outdated ones so students can take 

benefits in understanding materials. For the future, I would expect that the 

textbooks can address these issues by accommodating more recent media and 

multimodal resources in order to make students more interested in learning 

(Teacher’s interview, case 2).   

 

In addition, the findings indicate that the use of alternative references made it possible to 

represent more multimodal resources in English teaching materials. For instance, 

multimodal resources such as video-songs from YouTube represented more varied 

meaning resources – linguistic, visual, aural, gestural and spatial. On the other hand, the 

multimodal resources available in the textbooks in all cases were limited to providing 

linguistic and visual resources, so that relying on only textbooks would have missed out 

the other meaning resources – the aural, gestural and spatial.   

 

Finally, the findings from this study suggest that the multimodal resources employed 

across the three schools illustrate how the meaning-making process is not always 

achieved through only language, but also through other multimodal resources. Table 4.22 

presents the affordances of different multimodal resources identified from the 

employment of multimodality in the three cases. In case 1, the employment of images 

illustrated how visual resources such as pictures in some product-label contexts could be 

more dominant in delivering messages to readers. Moreover, the employment of video-

songs, as occurred in cases 2 and 3, also demonstrated that the meaning-making process 

could occur through visual and aural resources in addition to linguistic ones. The 

dismissal of these resources could make the messages less comprehensible for viewers, 

making their presence in the composition essential.  
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Table 4. 22: The importance of non-linguistic resources  

in multimodal composition  

School 

case 

Multimodal resources Visual  Aural  Gestural  Spatial  

Types  Quantity 

Case 1 Images  9 4 - - - 

Case 2 Video-

song 

1 √ √ - √ 

Images  19 10 - - - 

Realia  3 3 - - - 

Case 3 Video-

songs 

5 √ √ √ √ 

 

From the table above, in four instances out of nine images in case 1, visual resources had 

more meaning affordances than did linguistic resources in delivering more effective 

messages for viewers. As shown in Table 4.23, the affordances of these visual resources 

relied on the relation of either ideal-real (upper part positioning), nucleus-ancillary 

(centre-margin positioning) or given-new (left-right positioning) (Kress and van 

Leeuwen, 2006). More examples of non-linguistic affordances were found in cases 2 and 

3, where visual, aural, gestural and spatial resources had often important affordances over 

or as important as linguistic in conveying messages in the video-song compositions.  
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 4.23: Affordances of non-linguistic meaning resources over linguistic 

School cases Multimodality 

in use 

Image/ video-song screenshot Dominant resources 

Case 1 Images 

 

Picture/image and 

language 

Case 2 Video-song 

 

Aural, visual and 

language 

Case 3 Video-song 

 

Aural and visual 

 

 

Furthermore, some multimodal resources illustrated how non-linguistic resources could 

predominate in a multimodal composition, making language an ancillary. In case 1, the 

pictures of hands nested in the product-label image at the upper part of composition (and 

repeated after the linguistic element) indicated that the pictures carried a more direct and 

straightforward meaning than the language that the product was related to, and was used 

for, hands. Likewise, the presence of aural resources, particularly the sounds of singers in 

the video-songs in cases 2 and 3, played more important roles than did language, because 

the primary message of the songs was through audio. Apart from the aural, visual 

resources in those video-songs were also as essential as the language. For instance, the 
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image of a clock in the frame from the case 2 video-song points out its importance as 

more straight forward in meaning than language. Its positioning at the centre, with its 

bright colours contrasting with other visuals, dictate whether its presence is more central 

to meaning compared to language as a supplementary resource.  

 

The findings from the case studies indicate that the teachers in the three cases employed 

different multimodal artefacts, ranging from images and tables to video-songs. These 

artefacts represent different meaning resources commonly used in digital-technological 

communication. The use of multimodal resources from digitally based sources such as 

YouTube also provided the possibility of representing more meaning resources, rather 

than simply relying on resources from the textbooks.  

 

4.7.2 The Use of multimodality in English teaching process 

The data related to this are retrieved from the classroom observations, interviews and 

teaching documents. The findings are presented based on two themes: i) teachers’ 

perspectives on multimodality in English teaching, and ii) the enactment of multimodal 

integration in classroom teaching practices. 

 

The findings of the first theme are summarised in Table 4.24 below. The table shows that 

multimodality was not a familiar concept for all teachers. To illustrate, Mr. William stated 

that it was the first time (during the fieldwork) he had heard of multimodality. Similarly, 

Mrs. Dina was confused about the concept of multimodality, and assumed it was another 

term for media and ICT. Despite that, both teachers maintained that they employed 

multimodality in their English teaching long before the introduction of SLM policy, 

although they also indicated that they used multimodality as a medium of instruction, 

rather than as an alternative meaning resource. In this regard, Mr. William stated that: 

At my early teaching career, I adopted a conventional teaching approach 

without employing any images; but several years after I employed media of 

images combined with utilising technologies (laptop, projector) although I still 

do it in traditional ways by taking the images from the textbooks and then put 

them in worksheet (Teacher’s interview, case 1). 
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Likewise, Mrs. Dina said that: 

I have employed this media since I taught at this school in 2008; last time I 

taught at grade 8 about narrative texts containing stories so I assumed it was 

more interesting for students if they watched stories from videos. Since then, I 

have started to enquiry the use of videos from my colleagues who are 

knowledgeable on IT (Teacher’s interview, case 3). 
 

Table 4.24: Teachers’ perception on multimodal concept, SLM policy 

and its classroom enactment 

Teacher’s 

Perspective 
Mr. William Mr. Adrian Mrs. Dina 

Multimodal 

conceptual 

knowledge  

Not familiar with the 

concept  

Familiar with 

multimodal concept  

Conceptualizing 

multimodality as media 

Multimodal 

integration 

policy 

Familiar with literacy 

integration into 

curriculum, but not 

specific with 

multimodal 

integration of SLM 

policy 

Not familiar with the 

SLM policy but 

showing his brief 

knowledge in 

pedagogical practice 

Not aware of 

multimodal/ SLM 

policy 

Multimodal 

pedagogical 

experience/ 

training 

No  Attending training on 

multimodal use once 

No  

Urgency for 

classroom 

Not obligatory, but 

will be considered for 

use when it supports 

the achievement of 

teaching ‘Basic 

Competence’ 

Not obligatory, but will 

be considered for use in 

accordance to the 

nature of teaching 

contents 

Not obligatory, but will 

be considered for use 

when it supports the 

achievement of 

teaching ‘Basic 

Competence’ and the 

level of content 

complexities 

  

Apart from their lack of familiarity with the multimodal concept, Mr. William and Mrs. 

Dina also stated that they have never heard the SLM policy, specifically its 

recommendation that multimodality be integrated into their classroom instruction. 

Likewise, they have never attended any training regarding multimodal use or its 

application in the teaching process. Related to this, Mrs. Dina, for instance, said that:   

I have never received any information about multimodal integration as well as 

attended any relevant training. So far, I learn from my own colleagues who are 

more knowledgeable about IT (information technology) how to use it. So 

briefly speaking, I learnt by myself and sometimes from my colleagues 

(Teacher’s interview, case 3). 
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Furthermore, across the three cases, Mr. Adrian was the only teacher already familiar 

with the concept. Apart from that, Mr. Adrian had attended training in multimodality and 

its application in English instruction. However, like the other two teachers, Mr. Adrian 

said that he was unaware of the recommendation for integrating multimodality into the 

classroom, as stipulated in SLM policy. He further said that: 

I have never been informed about this policy (multimodal integration). I am 

aware the usefulness of its utilisation in teaching process, but if I should, for 

example, enact it in teaching process, I have not received it for sure (Teacher’s 

interview, case 2). 

 

As a consequence of this lack of understanding of the multimodal concept, multimodality 

was simply utilised to support print-based teaching, particularly to motivate learning, to 

trigger learning participation, and to improve teaching effectiveness. Accordingly, all the 

teachers maintained that employing multimodality was not compulsory, so they did not 

always bring it into their daily teaching process. In some cases, teachers have been 

considered for multimodal employment when it was presumably regarded as necessary 

for improving instructional effectiveness. Related to this, Mr. Adrian, for example, stated 

that: 

I don’t use it 100 percent but depending on its necessity. I don’t use the 

multimodality in every classroom teaching, I only use it occasionally whenever 

I think the students may need it and when I think I have to (Teacher’s interview, 

case 2). 

 

Furthermore, although the teachers perceived the usefulness of multimodal resources, 

they could not employ them consistently in every teaching process, due to the lack of 

facilities and personal constraint. All teachers voiced their frustration in employing 

multimodality because of a lack of resources and facilities in the schools. This frustration 

was, for instance, stated by Mrs. Dina, whose school provided only four projectors, so 

that she had to compete with 40 other teachers when considering employing 

multimodality, such as video-songs. Apart from that, Mr. William suggested that one 

factor hindering him in employing multimodality in his teaching routines was the high 

investment in time and effort required to design and integrate multimodality; as he 

expressed during the interview:  

I only employ multimodal resources occasionally because if I want to employ 

them I need time for preparing them, and I need then to match them with my 

teaching materials (Teacher’s interview, case 1). 
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This lack of understanding of multimodality and its pedagogical uses has consequences 

for the integration of multimodality into the English teaching process. The study suggests 

that the integration of multimodality in English teaching was not enacted in alignment 

with the four stages of MPF: experiencing, conceptualising, analysing and applying 

(Cope and Kalantzis, 2015; NLG, 1996). As shown in Table 4.25 below, the integration 

of multimodality did not indicate its compliance with any stages of the MPF, particularly 

in cases 1 and 3. Meanwhile, in case 2, although integration covered the first two stages, 

the evidence was very minimal, such as the response to the teacher’s illustration regarding 

telling the time. 

 

Table 4.25: Multimodal meaning process in designed teaching activities across 

three cases 

Teaching activities Case 1 Case 2 Case 3 

Experiencing   ✓ *   

Conceptualising   ✓ *   

Analysing       

Applying       

 *) Minimum evidence 

 

To illustrate, Mr. William provided multimodal composition/texts in the form of product-

label images, and instructed his students to observe them. However, although these 

images contained different meaning resources, particularly the visual elements such as 

colour, picture and spatial, these resources were mostly overlooked in the teaching 

process, due to its primary emphasis on print-based contents. When employing an image-

composition text (see Figure 4.7 below), Mr. William challenged his students to guess the 

type of product label (medical, food or drink?) and they replied it was a drink because it 

had tea printed on the label. Mr. William was satisfied with the print-based answer 

without trying to confirm or challenge his students about any other clues provided through 

other meaning resources, particularly what the green colour and leaf images might 

represent. Indeed, the withdrawal of multimodal meaning resources occurred almost 

every time multimodal artefacts were utilised. The emphasis on print-based contents from 

the multimodal composition was reflected in the following extract of teacher-student 

interaction in the classroom over the use of a product-label image: 
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Figure 4.7: Non-linguistic meaning resources of multimodal composition 

being overlooked in teaching process 

 

T: Look at to the slide in front, I will give you the food and drink. Maybe food or 

maybe drink. Okay, what kind of product? 

S: Drink 

T: Uh, can you tell me the reason, why it is drink?  

S: [it’s said] This is tea 

T: Okay, brand, name, description, content, direction to use, direction to store and 

expiration date. Okay, for the first point, what kind of information we can get from 

‘For the perfect cup of tea’?  

S: Description  

T: Description, okay. The next point? 

S: Name of product  

T: Next? 

S: Content, direction to use, Expiration date  

T: Anything else, no! Okay, enough 

                  (Classroom observation, case 1) 

 

In contrast, Mr. Adrian occasionally employed visual in addition to linguistic resources 

in his teaching of telling the time. He briefly exposed students to experiencing the stages 

of MPF, particularly how non-linguistic resources could represent meaning in 

communication in the context of telling the time. On another occasion, Mr. Adrian briefly 

covered a conceptualising stage by explaining the function of visuals – the short hand of 

the clock represented minutes and the long hand hours. In Figure 4.8 below, for instance, 

Mr. Adrian used visual resources, particularly a clock picture and arrows; before the print-

based meaning of “fifteen minutes to eight” was shown, the students were challenged to 

identify the exact time shown by these visuals.  
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Figure 4.8: Multimodal meaning process in teaching  

still limited on guessing/ responding 

 

                           (Teaching material and classroom observation, case 2) 

 

However, these activities were mostly teacher-initiated; the teacher composed the 

multimodal meaning composition, and positioned students as multimodal interpreters. In 

this case, the design of instruction has not provided adequate opportunities or authority 

for the students to become designers of multimodal communication/texts – as NLG 

(1996) suggested – in order to develop their multimodal understanding and competence. 

 

Based on the findings, the study maintains that the use of multimodality in the English 

classroom was not enacted in accordance with the SLM policy of expanding the concept 

of literacy from its print base into multimodality. By using the MPF, the integration of 

multimodality has offered the students little to experience, to develop their conceptual 

and analytical understanding, or to apply multimodality as an alternative meaning 

resource. This study maintains that this is particularly due to the teachers’ lack of 

understanding of the concept of multimodality, and of its pedagogical application in the 

English teaching process 

 

4.7.3 Students’ engagement with multimodality 

One of the principal stages in the multiliteracies pedagogy is the necessity for students’ 

engagement with multimodality as a meaning resource in today’s communication, as 

stipulated in the experiencing and applying processes (Cope and Kalantzis, 2015; NLG, 

1996). The following section hence deals with the data relating to students’ multimodal 
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engagement with the English learning process. The data related to this is obtained from 

classroom observations and the students’ learning journals. The data is then presented 

based on two themes: i) the roles of student agency in the multimodal meaning process 

in designed learning tasks, and ii) students’ multimodal engagement outside the 

classroom context. 

 

The findings indicate that there were two designed learning tasks across the three cases 

where multimodality was used, namely group-/pair-work tasks and group presentations, 

as shown in Table 4.28. Although these tasks employed multimodality, they did not 

provide sufficient opportunities for students to actively engage in multimodal 

communication. As shown in the table, the tasks in every school case provided instruction 

related to the use of multimodal resources, but the primary focus of the tasks remained 

on language. For instance, although the tasks contained instructions for utilising 

multimodal resources, such as drawing clock hands (case 2), there was no evidence that 

the tasks were intended to engage the students in multimodal communication. In Mr. 

Adrian’s case, students were provided with two images to supplement each task in a pair-

work discussion where students were required to draw clock hands in accordance with 

available descriptions (see Figure 4.8 below). However, in the presentation of pair-work, 

the students neglected to complete the instruction (drawing correct directions of clock 

hands), but simply showed with their fingers which directions each hand (minute and hour 

hands) had to go. In addition, the presence of visual (images) of a child and father in a 

bedroom did not attract attention from the students or teacher during the completion of 

the task.  
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Table 4.26: Multimodal utilisation in designs of classroom learning tasks 

School 

cases 

Designs of 

learning tasks 

Multimodality 

in use 

Focus of learning Agency in 

multimodality 

Case 1 Group 

discussion/ 

presentation 

Images and 

tables 

Observe the images and 

find out the presence/ 

absence of any 

informative aspects for 

any product labels 

No  

Case 2 Pair-work 

discussion/ 

presentation 

Images  

 

Draw correct hands of 

clock to indicate times in 

accordance to description 

No  

Case 3 Group 

discussion/ 

presentation 

Tables  Discuss lesson timetables 

in a week and put them 

into table 

No  

 

 

Figure 4.9: Example of image used to supplement  

designed learning tasks 

 

                      (Teaching materials and classroom observation, case 2) 

 

In addition, the students in case 1 were instructed to observe the images, but the main 

goal of the observation was still to focus on print-based learning, where they had to find 

out if the product labels contained essential information, and then identify the presence 

or absence of that information with a checklist in tables provided. This was evident from 

the instructions of the teacher, as follows: 

I will give you some worksheet. ...before you do the worksheet, let’s look at the 

picture over here, okay, the first you will get the picture, and find the 

information of label and fill in the table below. Okay, the first, you have to 

observe, then fill in the table on each column by giving checklists, for example, 

brand of product whether available or not (Teacher’s classroom instruction, 

case 1). 
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As the tasks were primarily designed for achieving language-based goals, the students’ 

engagement in the multimodal meaning process received less attention, regardless of the 

presence of different meaning resources, such as those nested in the images and video-

songs. To illustrate, the images employed in case 1 contained different nested meaning 

resources, particularly linguistic, visual and spatial, but the findings identify the non-

linguistic resources as mostly overlooked in all designed learning tasks. As seen in Figure 

4.9 below, Mr. William was concerned only with the print-based contents, as marked by 

arrows (right picture), although this multimodal composition contained other visual 

resources such as a picture and colour combination (left picture).  

 

Figure 4.10: The focus on print-based contents from multimodal resources in 

teaching 

 

T:   Let’s observe together, okay! About the first information, brand of drug? 

S: Yes 

T: Yes, okay, brand of drug. What is the brand of the product?  

S: Pinux 

T: Pinux, okay. Alright and then the second, uh, name of drug, is there or no; 

available or not? 

S: Children’s cough syrup 

T: Children cough syrup, okay. Next, description, available or not? 

S: Yes, four hundred 

T: Four hundred forty, presented by Pinux. Okay, how many content or 

amount on the product, How many [much]?  

S: Seventy five 

T: Okay, and then the other, usage or direction to use and dosage?  

S: No 

                  (Teaching materials and classroom observation, case 1) 
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The absence of students’ agency in multimodal communication was evident not only 

during classroom observation, but also outside observation sessions. The students’ 

learning journals that were analysed contained learning activities from preceding 

classroom sessions, and these activities were also related to print-based learning 

activities. Table 4.27 below summarises learning activities from preceding classroom 

sessions, all of which were also related to print-based learning contents. 

 

Table 4.27: Designed learning tasks outside classroom contexts that remained on 

language 

School 

Cases 

Contents of 

learning 

journals 

Designed 

learning 

tasks 

Sample of task designs Multimodal-

designed 

learning 

Agency into 

multimodality 

Case 1 Expressions of 

hopes, wishes 

and 

congratulation; 

expressions of 

agreement-

disagreement; 

the use of in 

order to, so, in 

order not to 

Exercises, 

homework 

 

No No 

Case 2 Pronouns 

(Subject-verb 

agreement); 

greetings; 

family 

member 

Exercises  

 

No No 

Case 3 Greetings and 

responding; 

telling time  

Exercise  

 

No No  

 

As shown in the table, the contents of students’ journals across the three cases were 

mostly related to print-based learning tasks, including the exercises and homework. 

Moreover, the journal contents did not contain any designed learning tasks that provided 

the students more agency to engage in the multimodal meaning process.  
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In line with these findings, the integration of multimodality in classroom learning tasks 

was not designed to engage students with multimodality. These designed learning tasks 

overlooked the role of the students in becoming active designers (agents) in the 

multimodal meaning process. Accordingly, the students’ multimodal literacy was not 

challenged through the employment of multimodality in the English learning process. 

Apart from classroom-designed learning tasks, the students’ engagement with 

multimodality was not evident outside the observed classroom sessions. The findings 

among the content of the learning journals confirmed that the journals contained learning 

exercises and homework, but all remained print-based. 

 

4.7.4 Discussion on integration of multimodality across three school cases 

All teachers from the three cases employed different multimodal artefacts, particularly 

images and video-songs, that represent different meaning resources used in today’s digital 

communication context, particularly visual, aural, gestural and spatial (Jewitt, 2008; Gall 

and Breeze, 2005; Cope and Kalantzis, 2000). The findings from this study also exemplify 

affordances of non-linguistic meaning resources over linguistic ones in particular contexts 

(Loerts and Heydon, 2017; Edwards-Groves, 2011; Walsh, 2007; Kress and van 

Leeuwen, 2006), such as the affordances of visual resources on product labels, and the 

aural-visual in video-songs (Walker, 2017).     

 

The representation of different meaning resources is of paramount importance in ensuring 

the relevance of literacy pedagogy to literacy practices in society. As literacy practices in 

society are in fact multimodal rather than print-based, it becomes imperative to bridge 

this gap between literacy pedagogy at school and literacy practices in society (Yi, 2014). 

This representation of these meaning resources makes literacy teaching a more authentic 

reflection of the literacy skills that students need in a contemporary communication 

context (Cope and Kalantzis, 2015). The representation of multimodal resources is 

expected to be able to facilitate the student in acquiring multimodal literacy, which is 

essential to engaging in the current digital environment (Ajayi, 2008; Kress, 2000b; NLG, 

1996). 
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However, although all teachers across the cases have employed multimodal resources, the 

enactment of these resources in English teaching has not complied with the MPF (Cope 

and Kalantzis, 2015). Hence, the integration of multimodality was not designed to 

develop the students’ multimodal skills. The findings suggest that some critical issues 

such as teachers lacking understanding of the multimodal concept and its pedagogical 

application, poor teaching facilities, as well as a lack of familiarity with multimodal 

policy, become significant constraints on the integration of multimodality. These 

constraints are in line with Miller’s study (2010) suggesting “the impediments of 

traditional school contexts, fixed curricula, time constraints, high-stakes testing, and 

teacher beliefs about what counts as text and literacy to multimodal integration in 

pedagogy” (p198).   

 

Likewise, Yi (2014) maintained that the traditional curriculum which focuses on print-

based content is considered one of challenges to integrating multimodality into classroom 

instruction (Yi, 2014; Kress, 2000a). This is also reflected in this study, where the 

teachers still maintained that their primary concern in teaching was still oriented towards 

print-based materials, rather than multimodal ones, regardless of the employment of 

multimodality. Consequently, multimodality was used simply to support the objectives 

of print-based (English) instructional materials. In this context, the integration of 

multimodality was often used to provide illustration and motivate learners, rather than as 

an alternative resource for meaning/interpretation (Ajayi, 2012; Sukyadi et.al., 2016; 

Suherdi, 2015).   

 

This study also reveals that the integration of multimodality has not supported students’ 

agency as meaning designers, or their engagement in multimodal communication. The 

designs of classroom learning tasks in three cases were still focused on print-based 

materials, and this eventually limits students’ opportunities to engage in the multimodal 

meaning process. The absence of students’ agency or active engagement with 

multimodality did not align with the principles of multiliteracies pedagogy, which 

emphasises the importance of agency through experiencing and applying stages (NLG, 

1996; Cope and Kalantzis, 2015).  
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Therefore, this study suggests that the integration of multimodality across the three cases 

was not enacted in line with the SLM policy, which recommends the expansion of literacy 

pedagogy from print-based into multimodal literacy (Ditjendikdasmen, 2018). Although 

all teachers have employed different multimodal artefacts representing different 

multimodal meaning resources, the findings show that they introduced multimodality into 

their classrooms, but have not integrated multimodality into the English curriculum (Cope 

and Kalantzis, 2015). Consequently, the integration of multimodality did not address any 

stages of MPF, and was mostly intended as a supporting instrument for print-based 

teaching and learning materials, rather than as a means to develop their understanding 

and competence in using multimodality to provide an alternative to language in seeking 

meanings. 
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CHAPTER FIVE: CONCLUSION 

 

5.1 Introduction 

This study has investigated the extent to which the integration of multimodality in 

classroom-level practices of the English teaching and learning process was enacted in 

accordance with the SLM policy expectation of developing students’ multimodal literacy. 

This integration is expected to facilitate learners in developing their multimodal literacy, 

deemed essential in today’s digital communication environment (Ditjendikdasmen, 2017, 

2018; NLG, 1996). Hence, this study focuses its investigation on the integration of 

multimodality from multimodal/multiliteracies perspectives, and particularly explores 

whether or not the enactment of this integration offers opportunities for students to 

develop their multimodal literacy. With this facility, meaning-making is expected to be 

achieved not merely through linguistic, but also through non-linguistic resources – visual, 

aural, spatial and gestural (Cope and Kalantzis, 2015, 2000; Jewitt and Kress, 2010; 

Jewitt, 2008).  

 

The study employed two frameworks of the grammar of visual design (Kress and van 

Leeuwen, 2006, 1996) and multiliteracies pedagogy framework/ MPF (Cope and 

Kalantzis, 2015, 2000; NLG, 1996). The grammar of visual design was used to identify 

how far multimodal artefacts employed by teachers represent authentic meaning 

resources in digital-multimodal communication. On the other hand, MPF was used to 

investigate how far multimodal meaning resources were used in the teaching and learning 

process. The researcher observed whether or not teachers addressed each stage of MPF – 

experiencing, conceptualising, analysing and applying – as well as offering opportunities 

for students to actively engage in the multimodal meaning-making process.  

 

This research employed a qualitative multiple-case study carried out with three English 

teachers from three classrooms in three schools in Serang and Pandeglang, in the province 

of Banten. The primary data was collected from classroom observation videos, 

interviews, teaching documents and learning journals. The choice of a multiple-case study 

provided an in-depth and comparative dataset with which it examined the enactment of 



 

143 
 

the integration of multimodality in English teaching grounded in the three school settings 

(Yin, 2014; Stavros and Westberg, 2009; Stake, 2006).  

 

5.2 Summary of Findings 

The aim of this study was to investigate the extent to which the integration of 

multimodality in classroom-level practices of the English teaching and learning process 

was enacted in accordance with the SLM policy expectation of developing students’ 

multimodal literacy. Hence, the summary of the findings is related to this aim, with 

reference to the three research questions below: 

1) To what extent is multimodality represented in English language teaching 

materials by the teachers in the three observed schools? 

2) How is multimodality used in English language teaching in the three observed 

schools, whether it is aimed at supporting print-based teaching, or at developing 

students’ multimodal literacy? 

3) To what extent does the use of multimodality in English language teaching at the 

three observed schools encourage the students to engage with multimodality?  

 

First, this study has demonstrated that all teachers in the three observed schools have 

integrated some multimodal artefacts into their English teaching content, particularly 

images and video-songs. These artefacts have represented different meaning resources 

which reflect authentic meaning resources used in real-life digital communication (Kress 

and van Leeuwen, 2006, 1996; Jewitt, 2005) particularly, linguistic, visual and spatial in 

the first teacher’s case, and linguistic, visual, aural, spatial and gestural in the other two 

teachers’ cases. The representation of these authentic resources supports the NLG’s 

multiliteracy pedagogy (2000, 1996) in order to link the literacy pedagogy at school with 

the students’ real-life literacy practices so that the learners will be able to understand and 

competently use how the multimodality as meaning resources works in a real-world 

digital communication setting (Cope and Kalantzis, 2015, 2000; NLG, 2000, 1996). In 

addition, the study has suggested that the teachers across the three observed classrooms/ 

schools’ contexts have showed their abilities to fulfil the principal stage of multiliteracies 

pedagogy by bringing into the classroom both multimodal texts, and those typically used 

in digital communication, as suggested by Cope and Kalantzis (2015). The teachers 
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employed the multimodal resources in order to match the contents and the goals of their 

English instruction. To some extent, the findings confirm previous research regarding the 

integration of multimodality into the existing, the conventional print-based curriculum in 

an Indonesian context. This research concludes that it was not disruptive to integrate 

multimodality in order to support the contents and the goals of the instruction (Sukyadi 

et al., 2016; Suherdi, 2015). However, this leaves open the question of how far the 

representation of multimodal meaning resources was intended to help students develop 

their multimodal literacy, as well as providing other benefits. The answer depends on the 

use of these resources in the teaching and learning process, and is related to the second 

and third research questions.  

 

Second, with regard to the use of multimodal resources, this study has highlighted that 

the recommendation of the SLM policy to integrate the multimodality in the instruction 

did not work in the classroom instructional process. Although the teachers have brought 

different multimodal sources in the teaching materials, they did not design these resources 

to develop the students’ multimodal literacy. The teachers believed that their main task 

in the English instruction was to teach and develop the students’ English language skills 

(literacy) as stipulated in the English curriculum, not the multimodal literacy. Likewise, 

the teachers suggests that the instruction is expected to develop the students’ 

communication skills in English language which are measured with the print-based 

instructional assessment. Understandably, the multimodality in the English teaching 

process, particularly within designed teaching activities, was not used in line with the 

MPF (Cope and Kalantzis, 2015, 2000; Jewitt, 2008; NLG, 2000, 1996). As the teachers’ 

instruction was mainly oriented towards (English) print-based instruction; the teachers 

thought that it was not necessary to consider the presence of non-linguistic meaning 

resources, such as visual and aural resources when they did not contribute to the 

achievement of the English instructional goals.  

 

Furthermore, this study has also maintained that the SLM policy recommendation on the 

integration of multimodality has not been disseminated well to the teachers as the 

implementor of the policy. Consequently, the teachers still considered the multimodality 

an instructional instrument to support print-based English language instructional goals, 
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rather than conceptualised the multimodality as the alternatives of the meaning resources, 

and applied it in the pedagogical process to develop the students’ multimodal literacy. 

Regardless of the SLM policy recommendation, this study maintains that the use of 

multimodality has not changed in the English classroom context in Indonesia where the 

use of the multimodality was mainly intended to enhance students’ learning interest and 

trigger more engagement in the English teaching and learning process (Suherdi, 2015; 

Sukyadi et al., 2016). Therefore, this study suggests that although the teachers were able 

to bring the multimodal resources (that reflects authentic meaning resources) into the 

English teaching materials, they have not used these resources to develop the students’ 

multimodal literacy because they maintained that the instruction was mainly designed to 

focus on the students’ English language skills as mandated by the English curriculum. 

 

Despite that, the study has also identified a few examples where the experiencing and 

conceptualising stages of MPF have been addressed in the integration of multimodality. 

This particularly occurred in the case 2 where the teacher (Mr. Adrian) had more 

knowledge of the multimodal concept than had the other teachers from the cases 1 and 3. 

Mr. Adrian was also the only teacher from this study who has attended training in the 

application of the multimodality into instruction. This thus confirmed that a teacher’s 

knowledge and understanding of multimodality and its application in the pedagogical 

process are essential in integrating multimodality, and this requirement needs to be 

addressed in the policy for future improvement (Choi and Yi, 2016; Miller, 2010, 2007).       

 

Finally, this study also confirms that the integration of multimodality as enacted by the 

teachers in the English learning process was not designed to encourage the students’ 

engagement with multimodality. Although the multimodality was employed in some 

designed learning tasks across the three teachers’ cases, particularly in pair-/group-work 

and group presentations, the teachers’ primary concern in designing these classroom 

learning tasks/activities remained on English (language) content, and therefore, rarely 

offered ample opportunities for the students to engage with multimodality as a meaning-

making resources beyond language. Any student engagement with multimodality existed 

particularly around visual and aural resources, but this engagement was incidental, in 

order to support print-based learning of English (Jiang et al., 2019) rather than intended 
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to facilitate students in developing their multimodal meaning-making. As the orientation 

on the print-based learning activities, the students’ multimodal engagement designed into 

classroom learning tasks/activities still positioned the students as the consumers of 

multimodal texts, rather than as the designers and producers of multimodal texts (Choi 

and Yi, 2016).   

 

Having considered these findings, the study concludes that the integration of 

multimodality has not worked in the classroom-level instructional process, and therefore 

was not enacted in line with SLM policy, which expects schools to develop students’ 

multimodal literacy as a requirement to adjust to the contemporary digital communication 

context (Ditjendikdasmen, 2017, 2018). Furthermore, the study suggests some problems 

that have contributed to the policy-practice gap of the SLM policy implementation such 

as the teachers’ main concern of instruction on the print-based English instruction as 

stipulated in the English curriculum and the teachers not getting informed about the policy 

recommendation. 

 

5.3 Recommendations 

This study highlights how the integration of multimodality into the English teaching 

process, as enacted by the teachers as observed in the three schools across three different 

schools, has not worked in the classroom pedagogical process; therefore, its enactment 

has not met the recommendations of the SLM policy to expand the notion of texts in 

classroom instruction from print-based to multimodal (Ditjendikdasmen, 2017, 2018). 

The study suggests that all teachers in the three schools have shown their competence in 

employing, within their English teaching content, multimodal artefacts that reflect 

authentic representation of different meaning resources. However, as the teachers were 

not well informed about the policy recommendation, the multimodality was not used in 

alignment with the multiliteracies pedagogy framework (Cope and Kalantzis, 2015, 2000; 

NLG, 1996), but used to support the attainment of the English print-based instruction. 

Consequently, the use of the multimodality was not designed to develop the students’ 

multimodal literacy as well as to encourage their engagement in the multimodal 

communication process. Having examined the findings, the researcher proposes some 

recommendations to consider for enhancing future enactment of multimodal integration. 
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One of the study findings highlights teachers’ lack of knowledge of the multimodal 

concept and its relevance for today’s communication practices in digital technological 

contexts. The integration of multimodality was still intended to support the achievement 

of the print-based instruction rather than to facilitate the students develop their 

multimodal literacy. Some studies have addressed the usefulness of teachers’ 

understanding and knowledge of multimodality and its relevance to today’s 

communication setting, in order that the integration of multimodality benefits students in 

developing their own multimodal literacy (Ajayi, 2012; Miller, 2010; Kress, 2000a). 

Accordingly, to ensure that the enactment of multimodal integration achieves the SLM’s 

expectations, teachers’ understanding of the multimodal concept and its usefulness in 

today’s communication practices should be taken into accounts. Currently, it appears that 

the Educational Quality Assurance Council (LPMP) is the only institution that the 

government has assigned to provide professional development for teachers. While this 

initiative from the government needs to be appreciated, professional development 

organised by LPMP is unlikely to provide wide access to all teachers, and then only within 

a short-term programme. As LPMP is a provincial-based institution, it is unlikely that it 

can provide access to all teachers, particularly in Banten province, which has more than 

112,000 teachers, 20,000 of them in junior high schools 

(https://dapo.dikdasmen.kemdikbud.go.id/guru/1/280000). Therefore, the government 

needs to consider also assigning other institutions such as local universities and institutes 

as professional development providers, so that all teachers will have more access to 

multimodal/ multiliteracies pedagogy training.  

 

Moreover, LPMP training might work only as a short-term programme because it focuses 

solely on providing training access for in-service teachers. Therefore, if the government 

is still committed to implementing the integration of multimodality into the curriculum, 

it also needs to consider a long-term training programme, providing training for pre-

service teachers. In doing so, the government could work with universities and colleges 

to consider introducing multimodality/ multiliteracies pedagogy into the curriculum for a 

pre-serving teachers’ programme. With this approach, pre-service teachers could be 

expected to have good conceptual and practical knowledge and skills required to integrate 

https://dapo.dikdasmen.kemdikbud.go.id/guru/1/280000
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multimodality into the teaching process, making them more capable of implementing the 

SLM policy when they become teachers. 

 

Moreover, the study also highlights that multimodality is not regularly used in daily 

teaching routines; the employment of multimodality is only recommended, rather than 

obligatory. The reluctance to employ the multimodality in teaching routines is also caused 

by complexities in enacting the policy, particularly in preparing and developing 

multimodal-based instruction, allied to a lack of supporting facilities in schools. Due to 

the nature of the SLM policy, and to complexities in enacting the policy, teachers tend to 

be more pragmatic, focusing on their main tasks as stipulated in the English curriculum, 

which primarily focuses only on print-based English contents, rather than accommodating 

the multimodal recommendation, regardless of its being ideal and better for students. 

Therefore, if the government is still committed to implementing the policy, the integration 

of multimodality should be considered an integral part of, rather than something detached 

from, the (English) teaching curriculum, as currently stipulated in the SLM policy 

(Ditjendikdasmen, 2018, 2017). By integrating this recommendation into the main 

curriculum, teachers would be expected to take on more responsibility, and demonstrate 

increased willingness to implement the policy in their teaching routines. At an early stage, 

for instance, multimodality can be considered as a resource for teaching and learning 

evaluation, although English content can still be the primary aspect. Another alternative 

is to consider multimodal resources (as meaning resources instead of supporting aspects 

for English instruction) in English textbooks, and provide guidelines for enacting these 

resources from a multimodal perspective in English textbook guidance for teachers.   

 

5.4 Limitations and Suggestions for Further Research 

This study has endeavoured to present in-depth and comparative elaboration about the 

teachers’ enactment of multimodal integration into English teaching in three classrooms 

over three school contexts. While the study has provided elaboration by addressing all 

proposed research questions, it has some limitations which offer potential spaces for 

further research. 
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Firstly, this study has investigated the enactment of the multimodal integration policy 

from policy actors at school level, particularly English teachers. The study shows that not 

all teachers were familiar with the policy behind integration due to the issue, and so did 

not meet the policy expectations. One of the factors contributing to the discrepancy 

between policy expectation and implementation (at the classroom level) resided in the 

process of disseminating policy, particularly in the extent to which policymakers 

communicate policy to actors/teachers, so that they can translate the policy into action i.e. 

through the teaching process. Due to limited access to relevant policymakers, this study 

declined to involve policymakers, particularly at the provincial level, so that their 

perspectives on the policy and its implementation in the schools in this multiple-case 

study cannot be confirmed. Therefore, when access to relevant policymakers, at both 

national and provincial levels, is more possible, it could become an important area for 

future research; accommodating the perspectives of policymakers might counterbalance 

the perspectives of policy actors at school level. 

 

Secondly, one of the proposed research questions in this study relates to the students’ 

engagement with multimodality in the English learning process, and this was explored 

through observing their learning activities in the classroom (classroom observation), and 

analysing the contents of their learning journals. I acknowledged that this approach has 

not completely addressed the issue of the students’ multimodal engagement in the 

multimodal communication process. I missed to address this particularly due to my 

difficulties to access the students who were voluntarily available for either interview or 

focus-group discussion. Moreover, I have not had enough time to accommodate this in 

my study considering my status as an integrated doctoral program student combining two 

years coursework and two other years for completing the thesis while I had to conduct 

my fieldwork in four classroom settings (three sites and a pilot) from four different 

schools in two cities. As the alternative, I reset my study to focus on exploring the extent 

the teachers’ design of the multimodality in the instruction has or has not encouraged the 

students to engage in the multimodal communication process rather than exploring their 

perspectives and experiences in multimodal communication. So, I would like to leave this 

as a gap to fill in further research. I believe this will become an interesting opportunity 

for future research to accommodate their perspectives and experiences in multimodal 
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communication engagement by involving them in interviews or focus-group discussions 

(FGD). This is particularly important considering that children can be regarded as experts 

in their own world (Mason and Danby, 2011) and involving them to view their own world 

potentially captures more authentic data on their lived experience (Emerson and Lloyd, 

2017). 

   

Finally, another limitation is related to the analytical process. I conducted the analysis by 

myself by understanding and interpreting the multimodal communication from the 

perspective of an English teaching practitioner. This might open up the possibility that 

subjectivity intervened in the analysis such as in interpreting the presence of different 

multimodal resources in multimodal compositions. For the sake of a better analytical 

process, collaborative data analysis involving two or more researchers might be 

interesting to consider in the future. Collaborative data analysis might improve the 

thoroughness of data interpretation by minimising any taken-for-granted assumptions 

from the researcher during the analysis process through joint focus and dialogue, as two 

or more researchers interpret a shared body of data (Cornish, Gillespie and Zittoun, 2013).   

 

Despite these limitations, this study suggests some theoretical and practical contributions 

on the multiliteracies/ multimodal literacy and its process of integration in literacy 

education. Theoretically, it is the reality that multimodality becomes the salient feature in 

today’s communication process particularly in digital communication context. The 

necessity of multimodality requires the context; when this context disappears, its 

necessity is then questioned. In contrast, the necessity of language does not much rely on 

the context; it is necessary for human daily’s communication and interaction. Moreover, 

the role language is necessary and essential; multimodality is also necessary but might 

not yet be as essential as language. The essentiality of the multimodality still relies on the 

context such as traffic signs mostly represented through visual resources, but to explain 

the signs the language again plays the role.  

 

Furthermore, the purpose of multiliteracies/ multimodal pedagogy is to enable the 

students to adjust with, and engage in the digital communication environment while 

literacy pedagogy particularly English language is to enable students communicate 
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(practical communication) practically and effectively through the language. Accordingly, 

there is still a gap of the pedagogical purposes between multiliteracies and English 

pedagogy. In these circumstances, the emphasis on the print-based English instruction is 

a reasonable choice for the teachers and policy makers. These circumstances confirm the 

literature regarding challenges to integrating multimodality into school pedagogy which 

remains its focus on the conventional, print-based, school curriculum and the print-based 

assessment. 

 

Accordingly, this study maintains the gap of the acceptability and the applicability on the 

multiliteracies/ multimodal literacy in education. The concept of multiliteracies has been 

accepted as an essential element in school curriculum, but its application in classroom 

pedagogy still faces some obstacles particularly from teachers’ perspectives, as 

curriculum actors. These range from inadequate school support (facilities) to teachers’ 

lack of knowledge on the multimodality and its application in the pedagogical process. 

For these reasons, teachers are inclined not to employ the integration of multimodality in 

their classroom teaching routines; they tend to be pragmatic by focusing on the print-

based instruction as stipulated in the curriculum, and sometimes sacrificing ideal/ 

recommended teaching practices for the sake of teaching practicality. 

 

At the end, I would like to reflect my own learning and experiences as the result of this 

whole process of research particularly as an English teaching practitioner in Indonesian 

context. My engagement in this process has given me some insights the complexity faced 

by the teachers to implement the SLM policy into pedagogical practice. I personally view 

that the teachers have put their endeavors and dedication to always comply with the 

curriculum and other education policies in their teaching process. Regarding the 

integration of multiliteracies/ multimodality into pedagogy, I personally view that 

multiliteracies/ multimodality becomes the challenge faced by education, but the biggest 

challenge is to make it work at practice. In order the multiliteracies/ multimodality to 

work at practice, I suggest the formulation of policy and its action plan play a key role. 

First, the formulation of policy has to clear regarding what to expect from the policy and 

how this expectation consistent with the action plan. However, as I suggest in previous 

chapter, the SLM policy still lacks clarity and consistence such as on the concept of 
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mutiliteracies. Second, I also notice that there is no clear and systematic action plan how 

this to be implemented effectively and successfully at practice. For example, teachers 

have no access to teaching guidelines and material resources how to implement the SLM 

policy. Consequently, as I have observed that the policy has not worked well in the 

classroom pedagogical process due to these factors.    
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APPENDICES 

 

Appendix 1: Sample of lesson plan, teaching materials and tasks 
 

 
 



 

182 
 

 
 



 

183 
 

 
 



 

184 
 

 
 



 

185 
 

 
 



 

186 
 

 
 



 

187 
 

 
 



 

188 
 

 
 



 

189 
 

 



 

190 
 

 
 



 

191 
 

 
 

 

 



 

192 
 

 

 

Appendix 2: Sample of Student’s learning journal 
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Appendix 3: List of Interview Question for Teachers 
 

Hallo, thank you for spending your time for today interview.  

 

1. Can you tell me how long you have implemented the multimodality in your English 

teaching? 

 

2. Do you know any teaching/curriculum policies that encourage teachers to integrate 

different aspects of literacy including the multimodality into classroom teaching 

such as English? 

 Yes → continue to 2a, b, c  No → Skip to 3 

2a. What kinds of policies are they? 

2b. What do these policies expect from the integration of the multimodality? 

2c. Are there any consequences if you do not implement this in teaching? 

3. Have you heard or learnt the concept of multimodality before? 

 Yes → continue to 3a, b, c  No → Skip to 4 

3a. How do you know about multimodality 

3b. What you understand about multimodality? 

3c. How do you think the relevance/ irrelevance of multimodality in teaching 

(particularly in English teaching)? 

 

4. To what extent are you responsible to implement the multimodality? 

 

5. Who is responsible to prepare and design the materials in integrating multimodality? 

 

6. How do you represent the multimodality in your English teaching contents? 

7. Do you regularly implement the multimodal integration in your daily basis of English 

teaching? 

 

8. What kinds of goals are expected to achieve from the integration of the 

multimodality? 

 

9: Do you think/ see that the goals can be achieved in current curriculum environment 

as you experience in the classroom?   

 

10. How about the students, to what extent do the students engage with multimodality 

during the integration of the multimodality? 

 

11. Are there any specific procedures to assess student skills in multimodality? 

  Yes → continue to 11a, b, c  No → Skip to 12 

11a. What kinds of assessment are they? 

11b. Who designs these procedures of assessment? 

11c. How the assessment procedures on the multimodality are similar/ different to 

English teaching assessment? 
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12. Do you find any challenges during the integration of multimodality in English 

teaching? 

 Yes → continue with 12a, b, c  No → Skip to 13 

12a. Can you elaborate what kinds of challenges are they? 

12b. Do these challenges still bother you in the teaching? 

12c. What might help you overcome the challenges? 

 

13. Have you ever used images, pictures, videos, music and the like in your previous 

English learning (before the integration of multimodality)?  

 Yes → continue with 2a, b, c  No → Skip to 14 

13a. How it was different/ similar to your current practices in the integration of the 

multimodality in teaching? 

13b. How do you compare the challenges of using images, videos, etc. in the past 

from the current challenges to integrate the multimodality?   

13c. How do you compare the expectation between the use of multimodality in the 

past and at present of integrating the multimodality? 

 

14.  Does the government provide enough supports to integrate the multimodality in 

English teaching? 

 Yes → continue to 14a - e  No → Skip to 15 

14a. What kinds of supports the government has provided so far? 

14b. Do these supports make you more confident to implement the multimodality?  

14c. How do you think the government’s supports so far (for the teachers) to 

implement the integration of the multimodality? (adequate)? 

14d. Do you think any other supports that the government should do for the teachers 

to be more effective in integrating the multimodality?  

14e. Does the government carry out regular evaluation in the implementation of the 

multimodality? 

 

15. How about school, does the school provide enough supports to this program? 

 Yes → continue to 15a - e  No → Skip to 16 

15a. What kinds of supports the school has provided so far? 

15b. Do these supports make you more confident to implement the multimodality?  

15c. How do you think the government’s supports for the teachers to implement the 

integration of the multimodality? (adequate)? 

15d. Do you think any other supports that the school should do for the teachers to be 

more effective in integrating the multimodality?  

15e. Does the school carry out regular evaluation in the implementation of the 

multimodality? 

 

16. Have you attended any trainings how to carry out the integration of multimodality 

into English teaching? 

 Yes → continue to 16a, b, c  No → finish 

16a. How many times do you attend the trainings? For how long? 

16b. How far do the trainings help you implement the multimodality? 

16c. Do you expect to attend similar trainings? 
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Thank you very much for your time. 

Appendix 4: Sample of Interview Transcription 

 

PART I: Personal Information 

1. How long have you been teaching English? 

I have been teaching English at junior high school since 1997. I have already 

taught English. 

 

2. How long have you been teaching English here (at this school)? 

Since 1997 

 

3. Have you obtained teaching certification, since when? 

I have been certified since 2008 if not mistaken 

 

4. What is your latest education qualification?  

Master (S2). 

 

PART II: Research Related 

 

1. If you don’t mind, have you heard the concept of multimodality in teaching and 

how long? 

I have heard the multimodality in teaching since 2007, and I have implemented 

this to my students 

 

2. How long have you implemented this in your English classroom? 

Of course, I don’t implement this in the daily basis of my teaching, but only 

when I though my students will be helped and when I personally think I have to 

deliver my teaching through multimodality; I mean it is not necessarily deliver 

my teaching 100 percent through multimodality, well just use it as required   

 

3. Do you think it is compulsory for you to use multimodality in your classroom?  

It’s not really compulsory, I’m just thinking it will help my students to 

comprehend the materials and they may enjoy the learning process in the 

classroom.  

 

4. What aspects that will usually make you to use or not to use multimodality in 

your classroom?  

Usually, I use multimodality in teaching materials at the first chapters because 

I think by using it at the very beginning of the chapters will help to attract 

students’ interest on what they are going to learn.   

 

5. Until now, have you got any information regarding the government’s policy 

that recommends teachers to integrate multimodality in classroom instruction? 
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I haven’t heard about that policy, but if it is related to the use of multimodality 

in teaching; yes, I have heard it for quite long; but not aware if there is a policy 

on that.  

 

6.  Related to the use of multimodality in teaching, have you ever attended any 

trainings regarding the application of it in the classroom? 

Yes, I have had in overseas 

 

7. Who facilitated that training?  

Education authority of Banten province (Dinas Pendidikan Provinsi Banten) 

 

8. Do you think that training helps you to implement multimodality? 

Yes, very helpful 

 

9. In using the multimodality, how do you organize and design it in your 

classroom instruction, do you design yourself or you adopt from other sources? 

Usually, I do two things, firstly, for example, if it is the videos I just download, 

and sometimes I also design by myself.   

 

10. Are there any guidelines and procedures from the government/ teacher’s 

textbooks or educational authorities/ other institutions how to use and integrate 

multimodality in the classroom? 

From the government and other institutions, I thought I haven’t got, I just do 

by myself.  

 

11. About the relation of multimodality and English lesson, do you think 

multimodality becomes part of teaching beside the English teaching or your 

focus of teaching remains on English? 

The focus of teaching remains on English materials 

 

12. Do you consider multimodality to be part of learning assessment integral to 

English lesson? 

Well, to the lesser extent there are skill evaluation on that 

 

13. During observation you used clock realia in your classroom, was it part of 

students’ task from you? 

Oh yes, it was a project that the students had to do because I just thought it 

would help them in learning  

 

14. For evaluation purposes, do you also consider students’ knowledge, 

understanding and competence on using and applying multimodality or the 

focus remains on English teaching? 

Well just limited their accuracy to match long-hand and short-hand, just 

matching accuracy. 
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15. Have you so far assigned/ facilitated your students to create or product any 

multimodal projects such as audio/ video creation as part of your English 

instruction? 

Yes, like assigning to make clock realia 

 

16. While employing multimodality in your classroom, what responses/ reaction 

do you find from your students?  

In my view, the students are more enthusiastic when using multimodality, they 

are enthusiastic, they are focused on anything we give/ teach.   

 

17. Are there any different reactions/ responses from your students when you don’t 

use multimodality? 

Yes, when the teaching does not use multimodality, they tend to lack focus on 

the materials we teach, but when for instance, the teaching is aided using 

multimodality , they are more interested.  

 

18. Do you find any obstacles in integrating multimodality in your English 

classroom? 

Some facilities are available to use multimodality, but they are not enough. 

Some teachers decide not to use multimodality due to this lacking facilities/ 

resources. 

 

19. Do you think these obstacles still happening? 

Yes, these are still happening. 

 

20. What solutions do you usually do to deal with these obstacles? 

I use alternative media like replicas or using scrap papers or any others.  

 

21. Did you already employ multimodality in your classroom before the 

introduction of SLM policy in 2015? 

Yes, already 

 

22. Are there any similarities or differences regarding the use of multimodality in 

the classroom before and after 2015/ the introduction of SLM policy?  

Surely, in the past it was not so well-organized like the procedures how students 

created what was that called, instructing/ directing students; right now the 

multimodality is more understandable for students. 

 

23. Do find any differences regarding the obstacles in using multimodality in the 

past and at present? 

Well, we were not so familiar/ expertise; right now due to rapid changes were 

are faster and familiar how to use.  

 

24. How about the expectations, do you find any different expectations from using 

the multimodality between in the past and at present? 
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Yes, in the past because of the nature of multimodality which was still simple, 

it was not as effective as today to help students comprehend the materials. But,  

it work better right now because we are able to combine different kinds of 

multimodality, not only limited to certain multimodality but several aspects of 

it. 

 

25. Are there any supports from the school regarding the use of multimodality in 

your English classroom? 

Yes, proving facilities/ resources to use multimodality in the classroom. 

 

26. Do you think the supports are adequate to support the integration of 

multimodality in the classroom? 

Very need to be improved especially regarding the facilities/ resources. 

 

27. Are there any evaluating procedures from the school regarding the integration 

of multimodality in the classroom? 

Oh, the way the evaluation is carried out is through workshop among teachers 

when there are some teachers who are not yet familiar. We have the workshop 

on multimodality carried out since 2007.  

 

28. Regarding the multimodal resources available in the textbooks, do you think 

these resources are helpful for you to use multimodality in your classroom? 

Surely, they are very useful because the textbooks are now already equipped 

with pictures which are almost fitted with teaching materials that we have to 

teach, very helpful! 

 

29. Do you think the contents of multimodal resources in the textbooks are already 

sufficient to support the integration of multimodality in the classroom?   

They are sufficient although not fully adequate, so teachers need to develop by 

themselves. For instance, the pictures are still very ordinary/ simple and the 

resources/ variability of pictures are still limited.  

 

30. How often do you use multimodality taken from the textbooks in your 

classroom? 

I would say I often do it  

 

31. In employing the multimodality, do you prefer to use multimodality from the 

textbooks, or you design or search for other resources by yourself such as from 

the internet? 

I can say I do both, I design myself and search from different references from 

websites. 

 

32. Are there any suggestions for the multimodality in the textbooks to be more 

beneficial to support the use of multimodality in the classroom?   

I expect that media and pictures are more up-to-date so that they can be more 

useful for students. It means the textbooks need some revision to accommodate 



 

207 
 

more media and multimodal resources so that students are more interested 

when teaching is combined with multimodality.  

 

33. Are there any teachers’ textbooks to supplement the students’ textbooks 

(containing the guidelines for textbook usage)? 

There are.  

 

34. Do teachers’ textbooks include some guidelines how to use multimodality such 

as pictures, videos and so on? 

Oh, the guidelines to use multimodality do not exist in the textbooks, belum 

 

35. Are there any other things you want to add? 

In my opinion, multimodality is very useful, but schools lack facilities to support 

the use of it.  

 

36. How about the impacts for the students by using multimodality, are there any 

impacts? 

It has any impacts particularly on the ways they comprehend the lesson faster. 

Although, for instance, we are just at beginning stage of using the 

multimodality, the students can predict what the materials will be, so getting 

faster. 

 

Well, that’s all questions I have, thank you very much.  
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Appendix 5: Sample of Classroom Observation Video Transcription 

 

School  : Case 1_Day 1 

Duration : 57:04 

 

T  : Teacher 

S  : Students 

[pause]  : No interaction 

[…]   : unclear 

 

T  Okay saya mulai dulu ya, while waiting the tool. I will start the discussion. 

Let’s start our activity today by saying basmalah together 

S Bismillahirrahmanirrahim 

 

T Ya okay, before we’ll uh, continue our activity. I will check the attendance, 

ya. Okay, what date is today by the way? The day? 

S Wednesday  

 

T Wednesday? What date?  

S  Twenty six  

 

T  Twenty six, ya, of? November ya, okay […] I will take care the attendance 

first ya. […] [pause] Student name called for?  

S  Present 

 

T Teacher called the roll other students’ names  

S Present 

            [Removed for containing students’ names] 

 

T Ya, today we’ll continue our activity after you passed the daily test 2, yah. 

Kemarin kita sudah melakukan penilaian harian yang ke? 

S Kedua  

 

T Kedua, ya? okay, we will continue our material, ya? We’ll meet uh, have you 

read at home about the third chapter? BAB 3 sudah dipelajari di rumah? Nah, 

I said uh, several days ago, you have to read, reopen, ya? The material about 

the this chapter page uh, chapter three. Ada yang sudah dipelajari atau dibaca 

di rumah? Hm? No? Not yet? Because next week we will held uh, PTS, kita 

minggu depan PTS, ya. From 30 September until 4 October, 30 September 

sampai dengan 4 

S October 

 

T Ya, and the schedule will be from, based on the subject, ya? Nanti jadwalnya 

menyesuaikan dengan jadwal pelajaran masing-masing.  

T Okay. Oh, problem. Nah, ya okay, no problem, we will continue, kita 

lanjutkan, ya. Okay, next, look at the chapter three on your book, ya. Look at 

the chapter three on your book, okay, like this, have you found it? Sudah ada? 
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S Ada 

 

T Okay, uh, because the slide is not uh, running out. We will use the, the book, 

this book, ya. Sama. Sama, ya. Okay. Cepetan dilihat uh, as usual I will ask 

you about the topic first, ya. Okay. What is the topic of the chapter? On 

chapter three. 

S Be Healthy, Be Happy  

 

T Okay, Be (Healthy and Be Happy), ya okay, Be Happy, ya okay, next, uh, 

after the topic, uh, what are the materials on the chapter? 

S To choose the healthy and safe products  

 

T The first is?  

S To  choose healthy and safe products 

 

T Ya, to choose? 

S Healthy and safe products 

 

T Second?  

S To avoid harmful effects  

 

T The third? 

S To get the best result  

 

T To get the best result, okay. This is the topic. Okay and then the material, the 

first, to? Choose. Yeah. Which one uh, the healthy product and the safe 

product, yeah, and then the second, to avoid the? (Harmful effects). Harmful it 

means same with dangerous. Yup, ya dangerous effect and then the third, to 

get the best?  

S Result 

 

T Result, ya okay. And uh, the coin, the point of our discussion or our activity 

today, we will talk about the products, yeah? The? Products. Okay let’s see. 

Sudah berjalan belum, ya? Nah, okay. Okay. This is the slide, ya, nah, uh, 

about the chapter three, be healthy and be?  

S Happy  

 

T Okay, nah we’ll continue. Yeah, okay? Nah, the first the material we will 

choose, ya?  

S Healthy and safe products 

 

T The second? 

S To avoid the harmful effects 

 

T Harmful same with? 

S Dangerous 
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T Dangerous. Avoid? That is the red typed, ada yang bercetak merah, avoid. 

What does it mean avoid in Bahasa Indonesia? Yeah? Avoid the harmful 

effects, dangerous effects, efek yang berbahaya, kalo yang hal-hal yang 

berbau berbahaya, kita harus?  

S Menghindari 

 

T Iya, that’s the, so avoid in Bahasa Indonesia is? 

S Menghindari  

 

T Kita ngasih tau langsung gak tadi artinya?  

S Engga 

 

T Okay, good yeah, untuk menghindari? Efek? 

S Yang berbahaya 

 

T Berbahaya dari apa?  

S Dari efek 

 

T Dari? Product berbahaya. Ketika kalian nanti misalnya jajan atau membeli 

produk. Efeknya harus di, apa uh?  

S Dihindari 

 

T Diketahui. Harus tau. Kalau beli misalnya minuman yang berwarna yah, yang 

macem-macem kayak gitu efeknya nanti lama-lama akan seperti apa, ya? 

Makanya di sini tujuannya ada healthy, yeah, same with the last chapter, 

chapter two, masih inget ? Do you, do you mind?  Do you remember? Uh?  

S […] 

 

T Masih berhubungan, ya? Okay, bisa dilanjutkan? 

S Bisa 

 

T Okay. Next, to get the best?  

S Result 

 

T To get the best, 

S Result 

 

T If you avoid the harmful effects of the products, yeah congratulate you get the 

best result, hasilnya akan berdampak kepada? Apa?  

S Diri sendiri 

 

T Our healthy. Kesehatan?  

S Diri sendiri. Kita 

 

T Okay, ini yang akan kita pelajari. But, the point, we’ll talk about the products. 

Okay. Okay. This is our, uh, purpose of activity, you are able to identify the 

information about the text. Nah, okay, the text is about? Label. Yeah? The 
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label of the products. okay, uh, pernah membeli produk makanan atau 

minuman?  

S Pernah. Sering.  

 

T Okay. Have you read the information, the information on the food or drink? 

Pernah melihat informasi yang ada di makanan itu? 

S Yes 

 

T Ya, okay. Seperti apa? Coba, give me the information that you’ve got if you 

buy some food or drink in Teh Ade canteen.  

S Komposisi yang ada dalam produk 

 

T Komposisi. Okay. What does it mean komposisi in English? 

S Composition  

 

T Composition? Komposisi apa sih yang lebih ininya, kita cernanya lebih enak, 

bahasanya? 

S Bahan 

 

T Bahan, okay, bahan. Bahan-bahan. Ya. Nah coba, bahan-bahan bahasa 

Inggrisnya apa?  

S Materials 

 

T Materials! Okay, selain maerials? Selain materials?  

S Ingredients 

 

T Ing? Ingredients, materials or ingredients, okay. What else? Can you tell me? 

What else the information on the product or label, if you buy some food or 

drink. Apalagi?  

S Expired 

 

T Expired? 

S Expired time 

 

T Date, yah. Atau?  

S Masa kadaluarsa 

 

T Iya, okay [pause] Expiration date atau tanggal (kadaluarsa). Okay, and then? 

Apalagi?  

S Kandungan gizi? Kandungan gizi  

 

T Yeah, informasi nilai gizi misalnya di dalam bentuk tabel ada apa saja?  

S Kalsium  

T Karbohidrat  

S Protein. Lemak  

T Ya, lemak, gula, gitu kan ya? 

S Ya 
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T Ya, okay. Komposisi atau tadi apa? Sorry?  

S Kandungan gizi  

 

T Kandungan nilai gizi. Okay, what else? Based on your experience or opinion, 

berdasarkan pendapat kalian, ya? Di luar yang ada di buku informasinya. 

Selain ada bahan-bahan, ada komposisi, apalagi?  

S Cara penyajian 

 

 

 

 

T Sorry?  

S Penyajian 

T Pe?  

S Penyajian 

 

T Penyajian, cara penyajian. Okay.  

S [in Sundanese] ceuk aing pengajian dia, ceng. 

T Iya bapak juga dengernya pengajian. Penyajian. Okay. In English? Do you 

know? Cara penyajian? You can mix with the material in your book, direction 

to? Use. Yeah. Okay. Good, yeah? Apalagi? What else?  

S […] 

 

T Sorry? 

S Description  

 

T Description, okay. Kalo description itu suatu, what? Apa yang dbicarakan? 

Deskripsi.  

S […] 

T Mendeskripskan produknya, atau menjelaskan produknya, ya okay, apalagi? 

[pause] ada direction to use, ada direction to? 

S Store 

 

T Store, ya, what does it mean? [pause] it means how you keep, ya, how you 

keep the product, cara penyim? 

S -panan 

 

T Ya, biasanya kalo makanan disimpannya untuk apa menjaga kualitasnya 

simpan di suhu?  

S Tertentu 

 

T Tertentu, sama dengan obat juga, ya? Kan tidak boleh disimpan di suhu yang? 

Uh, apa, sekian derajat atau di bawah. Ya, apalagi? Cukup? Enough? Okay, 

kita lihat ya, nah ini, uh, the example of label, ya? The example of label, nah 

tadi yang dimaksud dengan Hafid, ya itu namanya nutrition facts, atau 

informasi nilai gizi. Nah dalam label ini berarti, uh, apa yang dibicarakan? 

Atau apa yang akan dibahas dalam teks label ini? [pause] menjelaskan tentang 

informasi pada produk? 
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S Tertentu 

 

T Okay, good, yeah. But, uh, I can’t uh, bapak tidak bisa memutar ini, tadi ada 

problem ya, tapi kita tidak apa-apa nanti saja, ya. Nah, ini salah satunya untuk 

label, uh, ada informasi nutrition facts, nih ya, okay, kita lanjutkan. Nah, text 

one, ini contoh dulu, uh, apa? Drugs. Minggu kemaren the information about 

the fact, available or not, ya? Kalo available berarti yes, ceklis. Kalo not, 

berati silang, ya, okay. Based on the statement, on the table. Nanti ada 

tabelnya, step ini. Tapi kita lihat dulu produknya apa, ya? Let’s take a look the 

product. The first, uh, brand of drug. Brand. Brand is? Merek. Ya? Okay, the 

next, name of drug, nama produknya. The third, description,  

S Deskripsi produk  

T Penjelasannya. Okay. Content or amount. Isi. Biasanya berupa apa? Ada, 

takaran atau ukurannya, ya? Berapa mili? liter, itu, okay. Use?  

S Pemakaian. Cara penyajian  

 

T Ya, okay, use and dosage. Ada dosagenya. Kalo drugs ada dosagenya. Dosis, 

ya, okay. Direction to store. 

S Penyimpanan 

 

T Ya, penyimpanan. Expiration date, tanggal kadaluarsa. Kita uh, observe sama-

sama, ya? Kita observasi. Bapak akan tunjukkan gambarnya, look at on the 

side all of you atau di buku juga ada tapi kita sama-sama, kegiatan lebih 

observe berarti […] ya. okay, nah, uh, about the first information, brand of 

drug? 

S Yes 

 

T Yes? Okay. Brand of drug. What is the brand of the product?  

S Pinux 

 

T Pinux, okay. Yeah and then the second, uh, name of drug? Is there or no? 

Available or not? 

S Yes 

 

T Available, okay. Let’s see, yeah, what is the name of product?  

S Children’s cough syrup 

 

T Children cough syrup, okay. Next, description, available or not? 

S Yes 

 

T Yes? Okay, which one? Yang mana?  

S […] 

 

T Atau picture or formula […] is that in English this is? 

S Four hundreds 

 

T Four hundreds, forty, iya,  presented by? Pinux. Okay, let’s take a look, yeah, 

oh, sorry, ya, okay ya, description, this is the bonus for you, ya. And then the 
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content or amount? Of course available ya, okay, this is my fault, ini salah 

kotak pengaturanya ya. Okay. How many content or amount on the product? 

How many?  

S Seventy five […]  

T Okay, and then the other? Yang lainnya? Use? Direction to usenya?  

S No 

 

T No, okay, um, direction to use and dosage? 

S Yes 

 

T Yes? Okay, let’s see, uh, ya okay, available, ya? Use mention according to  

S Instruction  

 

 

T Ya, okay. And then, direction to store? 

S Yes  

 

T Available, ya? Okay, yang mana? Which one?  

S […] 

 

T Ya. Ya that’s true, ya. Direction to store. Okay, and then, keep away from 

children, ini jadi satu, ya? And the last information about expiration date? 

S No  

 

T Okay, not available, ya? Okay. Nah, this is the table, ya, okay, the first 

available or not of brand of product?  

S Yes 

 

T Yes, okay. The second, name of drug? 

S Yes 

 

T Yes, okay. Kalo ada […] description? Available or not?  

S Yes  

 

T  Ya, okay, uh, content or amount?  

S Yes 

 

T Okay, available. Use? Direction to use? 

S No 

 

T Okay. Direction to use and dosage? 

S  Yes  

 

T  Yes, okay. Direction to store?  

S  Yes 

 

T And the last, expiration date? 

S No 
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T Ya, ya, nah, you’ve successfully identify the information. Nah tadi yang 

mengidentifikasi teks label, label, seperti ini, ya? Okay. Masih ada aktivitas 

berikutnya, kalian nanti yang mengerjakan, ya? Kita simak, ya. Look at to the 

slide in front, I will give you the food and drink. Maybe food or maybe drink. 

Okay, what kind of product? 

S […] 

 

T Okay the first I will ask you the what kind of product, food or drink? (Drink). 

Uh, can you tell me the reason? Why? Kenapa jawabannya drink?  

S Tea. This is tea 

 

T Okay, brand, name, description, content, direction to use, direction to store 

and expiration date. Okay. Okay, for the point, the first point? What is the 

information from? For the perfect cup of tea?  

S Description  

 

T Description? Okay. The next point? 

S Name of product  

 

T Name of product, okay. Ada di situ?  

S  Ada 

 

T Next? 

S Content 

 

T Content? Okay. Use one bag per cup  

S  Direction to use  

 

T  Direction to? 

S  Use 

 

T Okay 

S Expiration date  

 

T Expiration?  

S Date. 

 

T Ada lagi ga, ya? Okay cukup. Uh, ulangi lagi, jadi ada berapa, how many 

point?  

S  Delapan  

 

T Okay, the first? 

S Brand of product 

 

T The second? 

S  Name of product  
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T The third? 

S Description, content, expiration date  

 

T How about the brand of product? Available or not? 

S Yes 

[glitch] 

S No 

 

T Direction to use? […] direction to use? 

S Yes 

 

 

T Okay, direction to store? 

S No 

 

T Expiration date? 

S Yes  

 

T  But? No date explanation. Tidak ada tanggal kadaluarsa. Okay. Finish about 

identify the information. Okay, ya. Nah, okay, ini contoh, okay,. Kemudian, 

ini juga sama, okay, now, the worksheet, I have uh, some worksheet, yeah, 

bapak akan uh, berikan lembar kerja, I will give you some worksheet uh, one 

two three four five six, okay, six groups, ya. Based on the seat, ya. Okay, we 

will do the worksheet untuk LK 3.1, ya. Okay. I will give you the worksheet, 

makasih, ya. You start from where? From the first group? From here yeah? 

Okay. One, two, three, four, five, six. If, kalo ga jelas, if not clear enough, you 

can look in your book, iya, open your book, nah, okay, this is the still picture, 

ini yang jelas ada di sini, ya, okay, ya [pause] okay. Uh, Bapak akan 

tunjukkan di sini, ya. Ini contoh ya. [pause] ya okay, before you do the 

worksheet, let’s look at the picture over here, okay, the first uh, you got the 

picture, kita di, diberi gambar, okay, find the information of label and fill in 

the table below. Okay. The first, you have to observe, pertama harus amati 

dulu, ya, amati produk atau gambar di sini yang sudah disediakan, contoh, ini 

yang sudah ada ya, ini produknya tentang (Pinux) what kind of uh, 

termasuknya apa ini? 

S Obat 

 

T What? Drink or? 

S Drugs  

 

T  Drugs, okay, ya, informasinya tadi kita sudah bahas, kemudian, nah fill in the 

table by giving checklists yah, untuk tabel yang pertama, fill in the table on 

each columns by giving checklists, kasih tanda ceklis yang ada di kolom-

kolom berikut ini, for example, brand of product, available or not? Ada ga?  

S  Ada  

 

T Berarti kalo ada di sini kasih ceklis, bapak ceklisnya pake huruf yang lainnya, 

ya? nah, okay. Contohnya ini ceklis. Name of product? Available or not?  
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S  Yes 

 

T Yes. Seterusnya. On on on until the last column. Okay? Nah. Do you 

understand?  

S Yes 

 

T Okay, lanjutkan ke tahapan berikutnya, next, write down the information here. 

Okay, how do you write? Bagaimana caranya? Misalnya ada yang pertama 

tadi kita sudah dapet ya? tapi kita tuliskan uh, number one, brand of products, 

okay, is it food, drink or drugs?  

S Drugs 

 

T Okay, kasih keteranganya, ya. Drugs. Infomasinya?  

S Pinux 

 

T Ya, seperti ini, ya? Di kolom uh, right information, udah ada di kolom ini, 

baik, ya, satu, yang pertama informasinya, kemudian lanjutkan yang 

selanjutnya. Bagaimana kalau misalnya yang tidak ada tadi uh, expiration of 

date, ya? Okay, misalnya kita tuliskan. How do you write? Gimana kalau 

tidak ada?  

S Not available  

 

T Okay. Okay? 

S Okay. 

 

T  Any questions until this activity? Ada pertanyaan? No? Do you understand of 

the instruction? Paham ceritanya semuanya?  

S  Yes 

T Okay. Do it now. Sekarang kerjakan. Do it. Do the activity, ya?  

 

[pause] 

 

T Kalau informasinya tidak diperlukan not available, yang paling utama untuk 

diberi strip, tapi kalo yang di bawah, yang kedua write your informationnya, 

tuliskan keterangannya not available, ya?  

 

[pause] 

 

T Finish? 

S  Belum  

 

T Not yet? Yang sudah kelompok 5, ya? Satu, okay, yang lain? You? Okay. Uh, 

kelompok 5 because you’re the first uh, I want you to present your result, 

tolong sampaikan hasilnya sebagai contoh, nanti dicontoh yang lain, ya? 

Okay? Uh, who will be the leader? Okay, Kevin ya? Now uh, all of you, ya, 

uh, stop your learning, berhenti dulu semuanya kegiatannya, let’s see the first 

group finish the assignment, ya, okay, next here the fifth group we will 

present the information that uh, that I’ve discussed just now, ya, okay. 
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Perhatikan semuanya ke kelompok 5. Okay, siapa di situ? Okay, Kevin ya? 

Let’s see. Lihat ke Kevin, ya? okay.  

 

K Assalamualaikum warrahmatulahi wabarakatuh  

S Waalaikumsalam warrahmatulahi wabarakatuh  

 

T  Ke**n sebentar, bapak tunjukkan yang kelompok lima ya, okay, ini ya, ya 

okay, bisa sambil mendengar kemudian lihat slidenya. Ya, okay. Okay please, 

Kevin  

K Number one is food, brand of product is Stales’ Bakery 

T  Yeah  

K Number two, the name of product, not available. Number three, content or 

amount with bread medium slice 800 gram. Number four, direction to use, not 

available. Number five, direction to use and dosage, not available. Number 

six, direction to store, not available. Number seven, expiration of date or best 

before use by nineteen nine thirty, thirteenth  

 

T  Okay good, uh, tell me is there any information that you’ve got based on your 

discussion? Is there any information beside in the, in the table here?  Selain 

yang ada di tabel ini ada ga informasi lain yang mau disampaikan? Selain 

brand of product, name of product, content, direction to use, to store, 

expiration date, ada informasi yang bisa disampaikan dari kelompok lima? 

Ada tambahannya ga? Ya? Yes? What else? Apalagi?  

K Ingredients 

 

T  Ingredients. Perhatikan, kelompok lima ada menemukan informasi lain yang 

tidak ada dalam tabel yaitu?  

K Ingredients 

 

T Ingredients, okay, ini ya, ingredients atau?  

K Bahan 

 

T Bahan-bahannya, okay, good, what else? Apalagi? Beside ingredients? On the 

table? On the table? 

K  Nutrition table  

 

T Nutrition? Facts 

K Facts  

 

T  Nutrition facts atau informasi nilai gizi. Okay, ada lagi, ga? How about this, 

this one? How about this one?  

S Price 

 

T Price, what does it mean price? Uh, ini poundsterling ya, Pak? Kalau tidak 

salah, Pak? Poundsterling, ya? Mata uang? Dari Inggris. Berarti price? 

S Harga 
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T Harga. Harganya. Satu koma tiga [..] pounds. Kira kira berapa ya pak kalo di 

Indonesiakan? 

C Satu, for one pound for seventeen thousand and five hundred 

T Seventeen? Thousand? Tujuh belas ribu? Ya berarti kalau kalian uh, ke 

Inggris melewati Stales’ Bakery ini dulu tahun 2013, tujuh belas ribu […] 

okay, ya, uh, thank you for the fifth group, and Kevin give applause. Nah, 

okay, for next meeting uh, you have to finish all of the worksheets, ya. 

Informasinya harus diselesaikan semua, kemudian di samping kelompok lima, 

dipresentasikan, ya? Okay? Cukup teman-teman? Berikutnya, besok ya? 

Tomorrow? I think uh, for today, I think it’s enough, ya, nanti yang belum 

tolong dilanjutkan, diselesaikan, untuk dipresentasikan besok. Tomorrow, 

beside present your discuss, discussion, uh, nanti akan ada latihan, latihan soal 

untuk persiapan UTS, ya? jadi minggu depan kita sudah ke PTS. Informasi 

berikutnya untuk PTS, soalnya dua puluh pilihan ganda, lima uraian atau 

essai, hari Kamis atau Jum’at, okay? Ya? Uh, any question? So far ada 

pertanyaan? About the material? Labels? No? Tidak ada? Okay, if there is no 

question, I think it’s enough for today, jadi hari ini, uh, tujuan pengajarannya 

tadi kalian bisa mengidentifikasi informasi yang ada dalam teks. Teks yang 

kita pelajari adalah, teks khusus tabel atau label, teks khusus label, ya label 

you can find information in some products, for example, food, drink, or drugs. 

Bisa ditemukan di makanan, minuman atau obat-obatan, ya? Okay? And then, 

because the time is over I think it’s enough, last thing let’s say hamdalah 

together. 

S  Alhamdulillahirabbilalamin 

 

T  Assalamualaikum warrahmatullahiwabarakatuh 

S Waalaikumsalam warahmatullahiwabarakatuh  
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Appendix 6: Sample of Data Analysis 

 

Data Type: Interview 

Data origin: Case 1 

Meaning unit of data Condensed meaning unit Code 
Heading/ sub-

heading 
Themes RQ/ Report 

PART I 

 

R. Kalau boleh tahu sudah berapa lama pengalaman 

bapak mengajar Bahasa Inggris? 

 

P. Untuk pengalaman mengajar Bahasa Inggris 

sudah sejak tahun 2009, 2009 saya mulai masuk 

honor di SMP xxx selama 1 tahun dan setelah itu 

kebetulan ada Tes CPNS dan Alhamdulillah 

tahun berikutnya 2010 diangkat CPNS dan 

ditugaskan di SMP xxx Pandeglang, tapi disana 

tidak lama kurang lebih 11 bulan, kemudian 

Desember 2011 saya mutase ke SMP xxx, 2011 

sampai sekarang saya di SMP xxx. Jadi untuk 

pengalaman mengajar kurang lebih sekitar 10 

tahun sejak 2009  

 

 

 

 

 

 

 

S/he has been teaching in 

three different schools since 

2009. S/he has been teaching 

in the observed school for 

about 10 years 

 

 

 

 

 

 

Teaching experience 

 

 

 

 

 

 

Teaching for 

approx. 10 years 

experiences 

 

 

 

 

 

 

Teaching experience 

 

 

 

 

 

 

(Teacher’s 

profile/ TP) 

R. Apakah bapak sudah menperoleh sertifikasi 

guru, sejak kapan? 

 

P. Belum 

 

 

Not yet hold a teaching 

certification 

 

 

Not yet certified 

teacher 

 

 

- 

 

 

 

Not yet certified 

teacher 

 

 

TP 

R. Apa kualifikasi pendidikan terakhir ibu? 

 

P.  S2, tapi tidak berkaitan dengan Bahasa Inggris. 

Saya pada waktu  S2 mengambil technology 

pembelajaran 

 

  

 

Master in teaching 

technology (non-English 

related) 

 

 

Degree qualification 

 

 

- 

 

 

Degree qualification 

 

 

TP 
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Meaning unit of data Condensed meaning unit Code 
Heading/ sub-

heading 
Themes RQ/ REport 

PART II 

 

R. Kalau boleh tahu, sudah berapa lama ibu 

mendengar atau mengetahui istilah multimoda 

dalam pembelajaran? 

 

 

P. Multimoda yang saya dengar sebelumnya itu 

istilah asing pak baru tau dari bapak seperti 

yang dimaksud multimoda itu, tapi sejauh 

pemahaman saya yang dimaksud multimoda 

itu mungkin eeh berhubungan dengan 

penggunaan teknologi seperti itu dalam 

pembelajaran eeh dimana dalam proses 

pembelajaran menggunakan media-media 

tidak hanya teknologi tapi yang sifatnya untuk 

meningkatkan motivasi belajar anak atau 

merangsang daya fikir atau pemahaman anak 

 

 

 

 

 

 

 

 

First time to hear the concept of 

multimodality, assuming it to relate 

to the use of technology in 

instruction that is aimed at 

developing learning motivation and 

trigger criticality and understanding 

 

 

 

 

 

 

 

The use and 

usefulness of 

multimodality 

 

 

 

 

 

 

 

- Related to the 

use of 

technology 

- Functions as 

media 

- Useful for 

learning 

motivation, 

creativity and 

understanding  

 

 

 

 

 

 

 

- Perception on 

multimodality 

 

- The use of 

multimodality in 

classroom 

 

 

 

 

 

 

 

 

RQ2 

R. Tapi dalam pelaksanaannya bapak sudah 

menggunakan gambar video dan sebagainya 

dalam pembelajaran Bahasa English? 

 

P. Iya, tapi itu tidak setiap pertemuan saya gunakan 

pak dalam proses pembelajaran mungkin ya 

bervariasi  

   

  

 

 

 

Not using multimodality in teaching 

routines 

 

 

 

 

The use of 

multimodality in 

classroom 

 

 

- Not regularly 

used in teaching 

- Obligation to 

use 

multimodality 

 

 

 

 

Perception on 

multimodality 

 

 

 

 

RQ2 

R. Sejak kapan bapak menggunakan aspek gambar 

video dan lainnya dalam pembelajaran? 

 

P. Sejak pertama mengajar saya masih 

menggunakan metode konvensional belum 

istilahnya menggunakan model gambar 

 

 

 

S/he was not sure when starting 

using multimodality in the 

classroom. At first, s/he taught 

 

 

 

The use of 

multimodality in 

classroom 

 

 

 

- Using 

multimodality 

 

 

 

Multimodal 

references 

 

 

 

RQ1 
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kemudian seiring perkembangan beberapa 

tahunan ini saya coba untuk menggunakan 

media gambar dan lain-lain yang saya 

kombinasikan dengan penggunaan 

teknologinya yang ya kalau dilihat dari atau 

sejak kapan lupa seperti itu [tapi bapak sudah 

menggunakan multimoda sebelum 2015?) iya 

tapi sifatnya konvensional maksudnya saya 

ambil dari buku saya foto copy kemudian 

dibuatkan di seperti worksheet atau lembar 

kerja seperti itu 

 

conventionally without 

multimodality; but, in recent years 

s/he has begun using multimodality 

(Picture media).  

 only in recent 

years 

- Multimodality is 

taken from 

textbooks 

 

R. Berarti selama ini penggunaannya masih dalam 

autoritas bapak? 

 

P. Iya 

 

 

The use of multimodality in 

classroom is on his/her authority/ 

decision 

 

 

Requirement to 

integrate 

multimodality 

 

 

No obligation to 

use multimodality 

in classroom 

 

 

Perception on 

multimodality 

 

 

RQ2 

R. Sampai saat ini, seberapa sering ibu 

menggunakan multimoda dalam pembelajaran 

bahasa Inggris? (Selalu/rutin, Sering/kadang-

kadang, Jarang)? 

 

P. Kalua dilihat dari sumber belajarnya sekarang 

kita menggunakan buku dari bantuan 

pemerintah yang disediakan oleh pemerintah 

didalamnya terdapat banyak gambar, banyak 

percakapan-percakapan yang menggunakan 

gambar jadi di proses pembelajaran kita bisa 

langsung menggunakan gambar yang sudah 

ada di buku tersebut sebagai media untuk 

proses pembelajaran. 

 

Tapi tidak setiap pertemuan mungkin gini pak 

ada sesuai dengan KDnya mungkin saya buat 

seperti bahan tayang kemudian saya ambil 

gambar dari buku tersebut di crop kemudian 

saya tampilkan didepan menggunakan 

projector  

 

 

 

 

 

Multimodality is taken from 

textbooks published by the 

government. The textbooks contain 

rich resources of images including 

dialongues accompanied with 

illustrative images. Images from 

textbooks can be immediately used 

as media for instructional purposes. 

 

 

The multimodality is not used in 

daily basis of his/her classroom 

teaching but usually in accordance to 

its basic competence aimed to 

achieve 

 

 

 

 

 

 

The sources of 

multimodality in 

classroom  

 

 

 

 

 

 

 

Multimodality is not 

regularly employed 

in teaching process 

 

 

 

 

 

 

 

 

Textbooks as 

primary reference 

for multimodality 

 

The textbook-

based images are 

more efficient to 

use as they match 

with materials 

 

The use of 

multimodality is 

not always 

happening in 

every classroom 

but depending on 

 

 

 

 

 

Multimodal 

references 

 

 

 

 

 

 

 

 

Perception on 

multimodality 

 

 

 

 

 

 

 

 

 

RQ1 

 

 

 

 

 

 

 

 

 

RQ2 
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R. Berarti faktor apa yang selama ini menentukan 

harus/tidaknya bapak menggunaan multimoda 

dalam pembelajaran Bahasa Inggris adalah 

kesesuaian dengan KD? 

  

P. Ya, sesuai dengan materi yang ada di KD 

 

 

 

 

 

 

 

 

 

The use of multimodality is often 

considered based on the nature of 

teaching material 

 

 

 

 

 

 

 

Consideration to use 

multimodality in 

classroom teaching 

the nature of 

contents/ teaching 

purpose  

 

 

 

Based on the 

nature of teaching 

materials 

 

 

 

 

 

 

 

The use of 

multimodality in 

teaching designs 

 

 

 

 

 

 

 

RQ2 

R. Berati bapak melum mendapatkan sosialisasi 

tentang kebijakan penggabungan literasi 

dalam pembelajaran?  

 

P. Kalua literasy sejak dimulainya kurrikulum 

2013 didalamnya kita sudah melaksanakan 

yang namanya literacy di proses scientific 

method ditahapan pertama mungkin 

pemahaman saya seperti ini ada tahapan 

pertama yang namanya mengamati, disitu yang 

namanya mengamati ya ada unsur kalua 

menurut saya pak ada semacam literasinya 

dulu literasi baca tulis kemudian di dalamnya 

pemahaman-pemahaman yang saya pahami 

seperti itu tapi literasi yang saya lakukan setiap 

pertemuan seperti mengamati teks kemudian 

mengamati gambar seperti itu pak 

 

 

 

 

S/he acknowledges the procedures 

adopted in curriculum to involve 

observing texts including observing 

images 

 

 

 

 

Knowledge on 

existing policies on 

multimodality 

 

 

 

 

No specific 

knowledge on 

SLM policy 

 

 

 

 

Multimodal 

enactment in 

classroom 

 

 

 

 

RQ2 

R. Itu sosialisasinya dari mana? 

 

P. Eh kebetulah di kurikulum 2013 saya diberi 

tugas ada panggilan untuk diberikan 

pembekalan sebagai instruktur kebupaten dari 

situ kita dapat informasi terkait dengan 

implementasi kurikulum 2013 sejak tahun 

2014 tapi untuk disekolah waktu itu hanya kita 

implementasikan selama satu tahun kemudian 

ada gejolak informasi dihentikan dulu 

sementara kemudian kita masuk lagi lanjut lagi 

 

 

Apointed to attend training to be 

instructor of distrtic representative 

 

 

 

 

 

 

 

 

 

Ups and downs in 

policy 

implementation 

 

 

K-13 is adopted 

curriculum at 

school 

 

 

Status as K-13 

instructor for district 

representative 

 

 

School Profile 
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tahun kalau tidak salah 2016 kembali ke 

kurikulum 2013 lagi 

 

 

R. Tujuan yang ingin di capai dari kegiatan 

mengamati gambar dalam tahan scientific 

approach itu apa? 

 

P. Mengkin eh selain literasi ya pak kalau sekarang 

ya kurikulum 2013 itu ada yang namanya 

unsur PPK-nya dulu didalamnya ada religious 

kemudian nasionalis, integritas kemudian 

kemandirian didalam kelima poin itu 

terintegrasi dalam satu proses pembelajaran 

kemudian untuk literasi sendiri salah satu 

keterampilan yang harus dimiliki oleh siswa 

ketika diproses pembelajaran itu diterapkan 

dikegiatan bisa saja dikegiatan inti atau 15 

menit sebelum proses pembelajaran dimulai, 

ehh yang saya fahami pertama ketika ini 

sifatnya bisa saja berupa kegiatan pembiasaan 

yang 15 menit sebelum belajar ini dan literasi 

yang dimaksud itu tidak membaca terkait 

dengan materi tapi itu terkait dengan sumber 

atau informasi yang lain sesuai dengan 

perkembangan siswa seperti itu. Tapi bisa juga 

dalam proses pembelajaran literasi itu 

diterapkan pada saat pertama kali melakukan 

kegiatan pengamatan atau mengamati 

tujuannya ya untuk menarik atau merangsang 

siswa agar bisa ehh setelah mengamati itu kita 

ingin siswa ada … apa yah…ada dorongan 

untuk bertanya. Nah dorongan untuk bertanya 

ini yang justru untuk mungkin sebagian besar 

guru agak sulit untuk mendorong siswa agar 

mau bertanya harus ada rangsangan, jadi 

tujuannya itu untuk memahami siswa untuk 

pembelajaran berikutnya 

 

 

 

 

 

Apart from literacy aspects, K-13 

also contains the necessity to 

integrate characters of religiosity, 

nationalism, integrity, and 

independence. Regarding literacy, at 

the moment it is enacted either in 

main activity of teaching or during 

pra-teaching of 15-minute reading 

program. 

 

 

In the instruction process, literacy is 

conducted through observation in 

order to attract and trigger interest of 

students so that they have curiosity 

and willingness to ask.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Different aspects 

accommodated in 

curriculum 

 

 

 

 

 

 

 

 

Literacy enactment 

and purposes  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Being literate, 

religious, 

nationalist, 

integrous, and 

independent. 

 

 

 

 

 

Literacy is enacted 

in teaching 

process through 

observation 

 

 

The integration 

aims to attract and 

trigger interest in 

learning  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Teaching and 

learning design 

(Curriculum 

concerns on print-

based, but facilitates 

development of 

multimodality and 

students’ character) 

 

 

Design/ use of 

multimodality 

 

 

 

 

Purpose/ Design of 

multimodality 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

RQ2 

RQ3 

 

 

 

 

 

 

 

 

RQ2 

RQ3 

 

 

 

 

RQ2 
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R. Apakah ada konsekuensi bagi guru yang tidak 

mengintegrasikan literacy dalam 

pembelajaran? 

P. Menurut saya semua guru pasti diawal 

pembelajaran itu menerapkan apa yang 

namanya literasi membaca kemudian bisa juga 

ya literasi itu tidak hanya literasi baca tulis 

yang saya pahami berdasarkan kegiatan yang 

biasa saya dapatkan selain ad abaca tulis ada 

literasi yang sifatnya literasi teknologi, 

kemudian literasi finansial dan lain-lain. 

Hemat saya jika literasi ini tidak diterapkan 

atau tidak di implementasikan dalam proses 

pembelajaran  mungkin nanti sifatnya ya hanya 

guru memberikan satu arah saja siswa belum 

maksimal dalam memahami materi  

 

 

At practice, s/he believes every 

teacher is concerned about literacy 

not only brint-based literacy but also 

literacy associated with 

teachnological, financial literacies as 

well as other aspects of literacy. 

 

 

S/he believes that only though the 

integration of these literacies, the 

instruction will be more 

communicative (two ways rather 

than teacher-dominated) that will 

contribute to students’ 

comprehensibility of teaching 

materials 

 

 

Literacy/ 

multimodality 

contents in 

curriculum 

 

 

 

 

Purposes of 

integrating 

multimodality/ 

different aspects of 

literacy  

 

 

Literacy is 

expected to cover 

print-based on 

other aspects of 

literacy associated 

with technology, 

finance and others 

 

The integration of 

them is to make 

instruction run 

communicatively 

(two ways) and 

improve students’ 

material 

understanding 

 

 

Design of 

multimodality 

 

 

 

 

 

 

Design of 

multimodality 

 

 

RQ2 

 

 

 

 

 

 

 

RQ2 
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Appendix 7: Research Ethics Approval from School Ethics Committee (SREC) 
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Appendix 8: Sample of Research Participation Invitation, Information Sheet and 

Consent Forms 

 

 

Dear Sir/Madam (School administration), 
 
My name is Ezis Japar Sidik, and I am a doctoral student in TESOL at Queen’s University 
Belfast. I am writing to request your permission for me to conduct a research study at your 
school as part of my dissertation project on ‘The integration of multimodality in English teaching in 
Indonesian junior high schools. This research is under the supervision of Dr. Aisling O’Boyle and 
Dr. Sheila McConnellogue from the School of Social Sciences, Education and Social Work, 
Queen’s University Belfast, United Kingdom.  
 
I hope that the school administration will allow me to recruit voluntary participation from the 
school principals, English teachers and students to participate in my study. The research will 
involve the interview with the school principals/ vice-principals and English teachers, video-
recorded classroom observation in English classroom with the involvement of the English 
teachers and students, and the collection of curriculum document from teachers and students.  
 
When you provide approval to conduct this study, each participant will be separately invited to 
participate voluntarily by giving them the research information sheets and the informed consent 
letters. In addition, for the students who volunteer to participate, they will also need to provide 
the consents/ agreement from their parents or carers before the research can be conducted.    
 
Your approval to conduct this study will be greatly appreciated.  For your consideration, I 
would advise if you could spend your time reading and understanding the research information 
sheet as attached along with this letter. I will follow up with another visit or telephone call at 
your convention time next week and would be happy to answer any questions or concerns that 
you may have at that time. You may also contact me at my email address: esidik01@qub.ac.uk 
and my contact number at +6281316867227 and +44732322999. 
Thank you very much for considering this request. 
Sincerely, 
 
Ezis Japar Sidik 
Queen’s university Belfast 
United Kingdom 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:esidik01@qub.ac.uk
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This form is also aimed to provide answers to your potential questions regarding the 

aim of the study, research procedure, the possible risks and benefits of taking part 

as well as your confidentiality and anonymity. 

 

What is the research about and why being conducted? 

This study aims to investigate the integration of multimodality in English teaching 

as mandated by the ministry of education and culture through the national and school 

literacy movement. The focus of investigation will involve three areas namely: 1) 

the extent the multimodality is represented in English teaching materials, 2) the way 

the multimodality is applied in English teaching practices (whether as tools and/or 

as resources), and 3) the degree of engagement the students require during the 

integration.  This study has been approved and permitted to proceed by the School 

Research Ethics Committee (SREC), the School of Social Sciences, Education and 

Social Work, Queen’s University Belfast, UK.   

 

Why is the research conducted at your school, and what the participation will 

involve? 

The research is conducted at your school because the research requires the 

information from people who have directly involved in the implementation of the 

multimodality in its real context of school along with its communities. The school 

is the place for main pedagogical actors particularly principals, teachers and students 

who can provide different tenets of first-hand information about this implementation 

such as challenges and difficulties in implementing the program. 

 

What are the benefits of this study for the school? 

There may be no immediate direct benefit the school can obtain from the study. But, 

it provides good opportunities for the school to share the experiences in 

implementing the program (along with its challenges, successes and uniqueness) to 

wider communities and particularly other schools to be used either as referential 

models or comparisons.  

  

What are the potential risks of this study for the school? 

As long as we are concerned, there will be no potential risk of this study to either 

school or its communities. Despite that, careful anticipation is made to avoid the risk 

by employing the principles of confidentiality and anonymity where all identifiable 

information such as participant names, school names, and school locations 

(addresses) will not be used in the transcription, analysis and report of the study.  

 

What happens to the information after the research ends?  

In compliance with QUB data handling and protection guidelines, the data obtained 

from the school will be stored and kept securely in my encrypted and password-

protected personal computer which can only be accessible by the researcher. These 

data will be kept for at least 5 years before being finally destroyed. 

 

How will the data obtained from the school be used? 

The obtained data will be used for the researcher’s dissertation as a prerequisite of 

completing his doctoral degree at Queen’s University Belfast, UK. Apart from that, 

part or all data might be used for academic articles to be published in certain journals 

and/or presented in certain conferences and symposiums. In all these situations, the 
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data will be used anonymously that will make any identifiable information to this 

school and its people will keep confidential.  

 

Can the school participation be withdrawn? 

Yes, the school can still cancel the provided research approval as long as the 

withdrawal is directly notified to the researcher, and the notice be made prior 

entering the analytical process which is no later than the 31st of October 2019. 

Indeed, there will not be any negative consequences of your withdrawal decision to 

the relationship of the school either with the researcher or with the Queen’s 

University Belfast.    

 

How can I get details of ethical approval process? 

This study has obtained the ethical approval from the School Research Ethics 

Committee (SREC) of the SSSESW, Queen’s University Belfast. Should you have 

any questions regarding the ethical conduct of this study, you are advised to contact 

the Ethics Committee via the Ethics Secretary at e.gray@qub.ac.uk. 

 

Whom can I contact with further questions about this study?  

Should you have any questions or enquiries regarding this research project, please 

contact Ezis Japar Sidik, the principal investigator, at esidik01@qub.ac.uk or at 

+6281316867227 and +447432322999. If you have any unresolved issues and 

complaints about this research, you can contact the principal thesis supervisors 

below. 

 

Contact details 

Dr. Aisling O'Boyle  

Lecturer, Director of Internationalization  

School of Social Sciences, Education and Social Work,   

Queen's University Belfast  

Email: a.oboyle@qub.ac.uk  

Telephone: +44 28 9097 5935 

 

This research project has been reviewed and approved by the School of Social 

Sciences, Education and Social Work’s Ethics committee at Queen’s University 

Belfast.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:esidik01@qub.ac.uk
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INFORMED CONSENT FORM 

 

Participants : English teacher 

Title of the study : The orchestration of multimodality in English language 

pedagogy in Indonesian secondary schools 

Investigator : Ezis Japar Sidik 

Contact details : A postgraduate student (Ed.D in TESOL) 

School of Social Sciences, Education and Social Work,   

Queen's University Belfast  

Email: esidik01@qub.ac.uk    

Telephone: +44 74 3232 2999 and (+6281316867227) 

Supervisor: Dr. A. O’Boyle, Queen’s University Belfast, 

UK. Email: a.oboyle@qub.ac.uk Tel: +44 28 9097 5935 

 

Please checklist in the box relevant to you:      

Yes      No 

1. I confirm that I have been given, have read, and understood the 

attached information letter that explains the research about the 

integration of multimodality in English teaching. 

 

 

2. I understand that I am being asked to participate in a semi-

structured interview, to allow the video-recording classroom 

observation, and proving my teaching documents. 

 

 

3. I understand that my participation is voluntary and that I am free to 

withdraw from my participation as long as the notice is made before 

the 31st of October 2019. 

 

 

4. I understand that the interview will be audio-recorded and the 

classroom observation will be video-recorded where the field notes 

will also be taken. 

 

 

5. I understand that transcripts from the interview and video-

observation will be produced  

 

 

6. I understand that all data from the interview, video-recording 

observation and teaching documents will be treated securely and 

stored appropriately, and that all identifiable information will be 

anonymised by the researcher. 

 

 

7. I understand that my name and the name of the school/institution 

will not be used in this study. 

 

 

8. I understand that the information I provide may be published in 

publicly available reports of doctoral dissertation, journals and 

recounted in verbal presentations. 

 

  

 

mailto:esidik01@qub.ac.uk
mailto:a.oboyle@qub.ac.uk
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Please tick in following box to indicate whether or not you agree to taking 

part: 

☐ I AGREE to having a semi-structure interview (with/ without audio-  

            recording)* 

☐ I AGREE to allowing video-recording observation in my English 

classroom where the fieldnotes are also produced  

☐ I declare that I have consulted with my students that they (under 

the consents from their parents/ carers) AGREE to participate in the 

video-recording observation  

☐ I AGREE to providing access to my curriculum teaching documents  

 

 

Name of participant: ___________________________________          

 

 

Signature: _____________________ Date: _____________________ 
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Appendix 9: Sample of Research Participation Invitation, Information Sheet and 

Consent Forms for Students 

 

 

 
Dear student, 
 
Hallo, I’m Ezis Japar Sidik and I’m a doctoral student at Queen’s University 
Belfast, United Kingdom. I want to conduct the research on the multimodal 
integration in English teaching in your teacher’s classroom. For this, I want to 
invite you to participate in this research. 
 
It is up to you and your mum, dad, or carer if you want to accept or reject this 
invitation. Before you decide to accept or reject this invitation, please read this 
information sheet and talk to your mum, dad or carer. If you want to know more 
about this research or you don’t understand about anything in this information 
sheet, please don’t hesitate to ask your teachers, mum, dad, or carers. 
Thank you for considering this invitation.  
 

Best wishes,  
 
Ezis Japar Sidik 
Queen’s university Belfast 
United Kingdom  
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This information sheet is also aimed to provide answers to your 
possible questions about the aim of the study, procedure, possible 
risks and benefits of becoming the participants 
 

What is the research about? 
Research is a way of finding out answers to questions when 
we don’t know enough. So, in this research, I want to know 
how your teachers implement the integration of 
multimodality in English teaching as part of school literacy 
program. This research has been reviewed and permitted to 
proceed by the School Research Ethics Committee, the 

School of Social Sciences, Education and Social Work, Queen’s University Belfast, 
UK   
 

What do orchestration and multimodality mean? 
Orchestration is another word for implementation 
or enactment. Multimodality means any tools that 
can help for communication such as language, 
picture, video, drawing and so on. 

 

 
Why am I invited?  

You are invited because you are the student of the English 
teachers that we want to work together to investigate the 
integration of multimodality in English teaching. Besides 
that, you may also give some information and share your 
experiences in this implementation that can be useful for this research.  

 

What will happen if I take part? 
If you and your mum, dad, or carer agree to participate: 
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1. We will ask you to become the participants of the research 
during the classroom observation in your English 
classroom that will also be video-recorded. When you do 
not want to be directly filmed, you can tell your teachers 
so that your teachers and the researcher can rearrange your 
seats out of the filming coverage. 

 
2. During this time, you don’t need to do anything else, just 

doing as you normally do in joining your English 
classroom. 

 
3. The teachers will also possibly ask you to provide your learning documents 

that you have used and produced as part of your English learning activities 
such as your English worksheet, your daily learning notes, or learning 
portfolio. However, the collection of these documents is not part of the 
assessment to your learning process, but is fully used for the purpose of the 
researcher’s study. In the study, any identifiable information such as your 
names, school names, school locations and addresses will be anonymised. 
More importantly, you are not being ‘tested’ from the collection of your 
learning materials including your participation in the video-recording 

observation. In general, your participation in this study will not provide any 
impacts to your learning progression, grades and learning results.   

 
 

 

How long will it take?  
Your participation in the observation will 
last for the duration of your English 
classroom and will possibly occur in two 

classroom sessions. These two classroom sessions can happen 
in any week where your teacher is available for the 
observation. In addition, for the collection of learning 
documents, if you are selected as the student to provide the 
documents, you can provide them to your English teachers during these two 
classroom sessions.  
 
 

What are benefits by taking part? 
You will not receive any benefits by participating in this 
study such as the benefits for your learning progression, 
English grades and teacher’s treatment to you. But, we 
hope that the information we get from this study will be 
useful and helpful for the government to improve the 
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teaching and learning process particularly in the 
integration of multimodality in English teaching  
 

 

Did anyone check this project is OK to do? 
Yes. Before this research is allowed to do, it has to be 
checked by a group of people called the School Research 
Ethics Committee from the Queen’s University Belfast. 
They make sure the project is fair especially for human, 
children and young people participants. 
 

Will anyone know about the information I may give? 
No, we won’t share to anyone else even to your teacher what 
kinds of information we get from you either from video 
observation or from your teaching documents. In addition, 
any information we receive from you will be anonymised in 
the study including your names, school names, school 
locations and addresses  

 

 

Will anyone else know I’m doing the research?  
The people in our research team, your teachers, and classmates 
will know you’re taking part. But, nobody else will know because 
we’ll use a certain code for the study instead of using your name 
and school name/ location.  

 
 What if I don’t want to do the research anymore?  

You can stop anytime from taking part in this research. 
Even if you’ve joined the observation and provided your 
learning documents, you can still stop without the need to 
give any reasons. Just tell your teachers or parents/ carers 
that you’d like to stop, and they will tell the researcher 
about your intension. When the researcher has received 
the information, any data relating to your participation 
will be removed and not used anymore for the study. But, 
if you wish to stop from the participation, you should do 
before the data are entering the analysis process which is 
by the 31st of October 2019.  
 
 

 What happens to what the researchers find out?  
I will use the information to finish my doctoral dissertation. 
I will also like to publish the result of the research in the 
papers so that others can read. If you also want to know the 
results of this research, we will also write a summary for you.  
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How can I find out more about the study?  
You can ask your teachers and/or your parents/carers any 
questions about this research. 
 
 

Who else can I contact if I still have questions about 
this study?  
If you are still not happy with the answers for your teachers and 
your parents, you can ask your teachers to accompany you 
asking your queries directly to the researcher. If you are still 

not happy with the answer, you can also contact the thesis supervisors below. 
 

 

Contact details: Dr. Aisling O'Boyle  
Lecturer, Director of Internationalization 
School of Social Sciences, Education and Social Work,   
Queen's University Belfast  
Email: a.oboyle@qub.ac.uk  
Telephone: +44 28 9097 5935 
 

This research project has been reviewed and approved by the School of Social 
Sciences, Education and Social Work’s Ethics committee at Queen’s University 

Belfast. 
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INFORMED CONSENT FORM 

(Video-recording Classroom Observation) 

 

Participants : Student (also under the consents from the parents/ carers 

Title  : The orchestration of multimodality in English language 

pedagogy in Indonesian secondary schools 

Investigator : Ezis Japar Sidik 

Contact  : School of Social Sciences, Education and Social Work,  

Queen’s University Belfast  

Email: esidik01@qub.ac.uk   

Phone: (+44 74 3232 2999) and (+6281316867227) 

Supervisor: Dr. A. O’Boyle, Queen’s University Belfast, UK. 

Email: a.oboyle@qub.ac.uk Tel: +44 28 9097 5935 

 

Please read the following and checklist in the box relevant to you:  

 Yes    No 

1. I confirm that I have been given, have read, and understood the 

attached information letter that explains the research about the 

integration of multimodality in English teaching. 
 

 

2. I understand that I am being asked to participate in video-recording 

classroom observation under the consents (agreement) from my 

parents/ carers.  
 

 

3. I understand that my participation is voluntary and that I am free to 

withdraw from my participation when the intension is made by the 

31st of October 2019. 
 

 

4. I understand that the classroom observation will be video-recorded 

and field notes will be taken. 
 

 

5. I understand that transcripts from the observation will be produced  
 

 

6. I understand that the data from the video-recording observation will 

be treated securely and stored appropriately, and that all identifiable 

information will be anonymized by the researcher. 
 

 

7. I understand that my name, the name and locations of the 

school/institution will not be used in this study. 
 

 

8. I understand that the information I provide may be published in 

publicly available reports of doctoral dissertation, journals and 

recounted in verbal presentations. 

 

  

 

 

Please tick in one of following boxes to indicate which of participation 

you wish to take part: 

☐ I AGREE to participating in video-recording classroom observation, 

and I do not mind being directly filmed 

☐ I AGREE to participating in video-recording classroom observation, 

but I do not want to be directly filmed.  

 

mailto:esidik01@qub.ac.uk
mailto:a.oboyle@qub.ac.uk
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Name of participant:                           

 
Signature:      Date:                   

 

 

Your parent or guardian must write their name here too if they are happy for 

you to do the study 

 

 

Parental or Primary Caregiver consent:  

 

☐ I AGREE for allowing my child/dependent to involve in the video-

recording classroom observation, and I do not mind if my child/ 

dependent being directly filmed,  

☐  I AGREE for allowing my child/dependent to involve in the video-

recording classroom observation, but I do not wish my 

child/dependent to be directly filmed.  

 

Name of parent/caregiver:                  

 
Signature:      Date:                 
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INFORMED CONSENT FORM 

(Collection of ‘Classwork’ Learning Resources) 

 

Participants : Student (also under the consents from the parents/ carers 

Title  : The orchestration of multimodality in English language pedagogy in 

Indonesian secondary schools 

Investigator : Ezis Japar Sidik 

Contact  : School of Social Sciences, Education and Social Work,  

Queen’s University Belfast  

Email: esidik01@qub.ac.uk   

Phone: (+44 74 3232 2999) and (+6281316867227) 

Supervisor: Dr. A. O’Boyle, Queen’s University Belfast, UK. Email: 

a.oboyle@qub.ac.uk Tel: +44 28 9097 5935 

 

Please read the following and checklist in the box relevant to you:  

                                                                                                               Yes    

No 

1. I confirm that I have been given, have read, and understood the attached 

information letter that explains the research about the integration of 

multimodality in English teaching. 
 

 

2. I understand that I am being asked to provide my learning resources to 

the researcher under the consents of my parents / carers. 
 

 

3. I understand that my participation is voluntary and that I am free to 

withdraw from my participation when the intension of withdrawal is 

made by the 31st of October 2019. 
 

 

4. I understand that the data from the learning documents will be treated 

securely and stored appropriately, and that all identifiable information 

will be anonymized by the researcher. 
 

 

5. I understand that my name, the names and locations of the 

school/institution will not be used in this study. 
 

 

6. I understand that the information I provide may be published in publicly 

available reports of doctoral dissertation, journals and recounted in 

verbal presentations. 

 

  

 

 

Please tick in following box to indicate whether or not you agree to taking 

part: 

☐ I AGREE to providing my ‘classwork’ learning resources to the 

researcher 

 

Name of participant:                           

 
Signature:      Date:                   

 

Your parent or guardian must write their name here too if they are happy for you 

to do the study 

mailto:esidik01@qub.ac.uk
mailto:a.oboyle@qub.ac.uk
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Parental or Primary Caregiver consent:  

 

☐ I AGREE for my child/dependent to providing his/her ‘classwork’ 

learning documents  

  

Name of parent/caregiver:                  

 
Signature:      Date:                 
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Appendix 10: Fieldwork Permissions from Provincial and District Education 

Authorities 
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Appendix 11: School Literacy Movement (SLM) Policy 
 

 

 

 

 

 

 

 

STRATEGI LITERASI DALAM PEMBELAJARAN 

DI SEKOLAH MENENGAH PERTAMA 
 

 

(Materi Penyegaran Instruktur Kurikulum 2013) 

 

Edisi II, 2018 

 

 

 

 

 

 

 

 

 

Satgas GLS Ditjen Dikdasmen 

Kementerian Pendidikan dan Kebudayaan 

Tahun 2018  
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KATA PENGANTAR 
 
 

Pasal 4 Peraturan Menteri Pendidikan dan Kebudayaan Republik Indonesia Nomor 

160 Tahun 2014 tentang Pemberlakuan Kurikulum Tahun 2006 dan Kurikulum 2013 

menyatakan bahwa: Satuan pendidikan dasar dan pendidikan menengah dapat 

melaksanakan Kurikulum Tahun 2006 paling lama sampai dengan tahun pelajaran 

2019/2020. Ketentuan ini memberi kesempatan kepada sekolah yang belum siap 

melaksanakan K13 untuk tetap melaksanakan Kurikulum 2006 sambil melakukan 

persiapan-persiapan sehingga selambat-lambatnya pada tahun 2019/2020 sekolah 

tersebut telah mengimplementasikan K13 setelah mencapai kesiapan yang optimal. 
 

Untuk memfasilitasi sekolah (SMP) meningkatkan kompetensi kepala sekolah dan 

guru dan membantu sekolah mengimplementasikan K13, Direktorat PSMP 
menyelenggarakan pelatihan dan pendampingan pelaksanaan K13 bagi SMP. Pelatihan dan 
pendampingan pelaksanaan K13 tersebut – dengan sejumlah program pendukung lainnya – 

diharapkan mampu menjadikan jumlah SMP pelaksana K13 rata-rata naik 25% setiap 

tahun. Pada tahun 2016 ditargetkan sekitar 9.000 SMP telah melaksanakan K13, sementara 

pada tahun 2017 diharapkan 18.000 SMP (50%), pada tahun 2018 kurang lebih 27.000 
(75%), dan pada tahun 2019 semua SMP (100%) di seluruh wilayah Indonesia. 
 

Berdasarkan hasil monitoring dan evaluasi pelaksanaan K13 yang dilaksanakan oleh 

Direktorat PSMP pada tahun 2015, masalah utama yang dihadapi oleh para guru 
dalam pelaksanaan K13 adalah dalam menyusun RPP, mendisain instrumen 

penilaian, melaksanakan pembelajaran, melakukan penilaian, dan mengolah dan 
melaporkan hasil penilaian. Memperhatikan hal tersebut, pelatihan dan 

pendampingan pelaksanaan K13 pada tahun 2018 pada tingkat SMP difokuskan pada 

peningkatan kemampuan guru dalam merencanakan pembelajaran dan penilaian, menyajikan 
pembelajaran dan melaksanakan penilaian, serta mengolah dan melaporkan hasil penilaian 
pencapian kompetensi peserta didik. Pada tahun 2018 dengan berlakunya Peraturan Presiden 
Nomor 87 Tahun 2017 perlu dilakukan penyesuaian. 

 

Peraturan Presiden Nomor 87 Tahun 2017 tentang Penguatan Pendidikan Karakter 
(PPK) menuntut guru untuk melakukan penguatan karakter siswa yang 

menginternalisasikan nilai-nilai utama PPK yaitu religius, nasionalis, mandiri, gotong-
royang dan integritas dalam setiap kegaiatan pembelajaran yang dilaksanakan. Selain 

itu, untuk membangun generasi emas Indonesia, maka perlu dipersiapkan peserta didik 

yang memiliki keterampilan Abad 21 seperti khususnya keterampilan berpikir kritis 
dan memecahkan masalah (Critical Thinking and Problem Solving Skills), 

keterampilan untuk bekerjasama (Collaboration), kemampuan untuk mencipta atau 
daya cipta (Creativity), dan kemampuan untuk berkomunikasi (Commnication). 

 

Penguatan Pendidikan Karakter merupakan platform pendidikan nasional yang 

memperkuat Kurikulum 2013. Modul Pelatihan Kurikulum 2013 ini telah 

mengintegrasikan tiga strategi implementasi Penguatan Pendidikan Karakter yaitu 

pendidikan karakter berbasis kelas, pendidikan karakter berbasis budaya sekolah, dan 

pendidikan karakter berbasis masyarakat sehingga implementasi Kurikulum 2013 

menjadi bagian integral dalam penguatan pendidikan karakter, kecakapan literasi, 

dan HOTS. 
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Untuk menjamin bahwa pelatihan pelaksanaan K13 di semua jenjang baik nasional, 

provinsi, kabupaten/kota maupun sekolah sasaran mencapai hasil yang diharapkan, 
Direktorat PSMP menetapkan bahwa materi pelatihan untuk semua jenjang tersebut 

menggunakan materi standar yang disusun oleh Direktorat PSMP bersama dengan 

Pusat Kurikulum dan Perbukuan dan Pusat Penilaian Pendidikan. Materi-materi 
tersebut didasarkan pada dokumen-dokumen dan ketentuan-ketentuan terakhir 

mengenai pelaksanaan K13. Setiap unit materi terdiri atas tujuan, uraian materi, 
tahapan sesi pelatihan, teknik penilaian kinerja peserta pelatihan, dan daftar sumber-

sumber bahan untuk pengayaan. Selain itu, materi dilengkapi dengan sejumlah 
Lembar Kerja yang memberi panduan dan/atau inspirasi kegiatan pelatihan. 

 

Penyusunan materi pelatihan ini terselesaikan atas peran serta berbagai pihak. 
Direktorat PSMP menyampaikan penghargaan yang setinggi-tingginya kepada para 
penyusun dan penelaah yang telah bekerja dengan sebaik-baiknya untuk 
menghasilkan materi pelatihan yang layak. Semoga materi yang disusun ini 
merupakan amal baik yang tiada putus amalnya. 

 
 

Materi pelatihan ini hendaknya dipandang sebagai bahan minimal dari pelatihan 
yang dilaksanakan pada setiap jenjang. Selain itu, dengan dinamisnya 
perkembangan kurikulum, materi yang disusun ini perlu selalu disesuaikan dengan 
perkembangan. 

 

Akhirnya Direktorat PSMP mengharapkan materi ini digunakan sebaik-baiknya 
oleh pelaksana pelatihan implementasi K13 pada tahun 2018 pada tingkat SMP. 
Masukan-masukan untuk penyempurnaan materi ini sangat diharapkan dari 
berbagai pihak, terutama dari para instruktur dan peserta pelatihan.  

 
 

 

Jakarta, Januari 2018 
Direktur Pembinaan 
SMP 

 
 
 
 

 

Dr. Supriano, M.Ed. 
NIP. 19620816 199103 1 
001 
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BAB I PENGANTAR
1 

 

 

A. Latar Belakang 
 

Literasi tidak terpisahkan dari dunia pendidikan. Literasi menjadi sarana siswa dalam 

mengenal, memahami, dan menerapkan ilmu yang didapatkannya di bangku sekolah. 

Literasi juga terkait dengan kehidupan siswa, baik di rumah maupun di lingkungan 

sekitarnya untuk menumbuhkan budi pekerti mulia. Literasi pada awalnya dimaknai 

'keberaksaraan' dan selanjutnya dimaknai 'melek' atau 'keterpahaman'. Pada langkah awal, 

―melek baca dan tulis" ditekankan karena kedua keterampilan berbahasa ini merupakan 

dasar bagi pengembangan melek dalam berbagai hal. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

Pemahaman literasi pada akhirnya tidak hanya merambah pada masalah baca tulis saja. 

Menurut Word Economic Forum (2016), peserta didik memerlukan 16 keterampilan 

agar mampu bertahan di abad XXI, yakni literasi dasar (bagaimana peserta didik 

menerapkan keterampilan berliterasi untuk kehidupan sehari-hari), kompetensi 

(bagaimana peserta didik menyikapi tantangan yang kompleks), dan karakter 

(bagaimana peserta didik menyikapi perubahan lingkungan mereka). Berikut adalah 

penggambaran hal itu (Word Economic Forum, 2016). 
 

 

Selain itu, ada juga tiga literasi lainnya yang perlu dikuasai oleh peserta didik, yakni 

literasi kesehatan, keselamatan (jalan, mitigasi bencana), dan kriminal (bagi siswa SD 

disebut ―sekolah aman‖) (Wiedarti, Mei 2016). Literasi gesture pun perlu dipelajari 

untuk mendukung keterpahaman makna teks dan konteks dalam masyarakat 

multikultural dan konteks khusus para 
 
 
1 Cf. Satgas GLS Ditjen Dikdasmen, 2016a. 
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difabel. Semua ini merambah pada pemahaman multiliterasi. Dalam lingkup karakter, 

penguatan pendidikan karakter (PPK) di Indonesia mengacu pada lima nilai utama, 

yakni (1) religius, (2) nasionalis, (3) mandiri,(4) gotong royong, (5) integritas 

(Depdikbud, 2016). 

 

 

Menurut Cope dan Kalantzis (2000), pedagogi multiliterasi yang dikembangkan oleh 

New London Group merupakan pandangan yang melihat semakin berkembangnya 

dimensi literasi yang multibahasa dan multimodal. Dengan demikian, sekolah dan 

masyarakat perlu mengembangkan praktik dan keterampilan menggunakan beragam 

cara untuk menyatakan dan memahami ide-ide dan informasi dengan menggunakan 

bentuk-bentuk teks konvensional maupun bentuk-bentuk teks inovatif, simbol, dan 

multimedia (Abidin, 2015). Beragam teks yang digunakan dalam satu konteks ini 

disebut teks multimodal (multimodal text). Adapun pembelajaran yang bersifat 

multiliterasi--menggunakan strategi literasi dalam pembelajaran dengan memadukan 

keterampilan abad ke-21 (keterampilan berpikir tingkat tinggi)--diharapkan dapat 

menjadi bekal kecakapan hidup sepanjang hayat. 

 

 

Hal ini sesuai dengan apa yang tersaji dalam peta jalan gerakan literasi nasional 

(GLN). Dalam buku tersebut, makna dan cakupan literasi meliputi: :‖(a) literasi 

sebagai rangkaian kecakapan membaca, menulis, berbicara, kecakapan berhitung, dan 

kecakapan dalam mengakses dan menggunakan informasi; (b) literasi sebagai praktik 

sosial yang penerapannya dipengaruhi oleh konteks; (c) literasi sebagai proses 

pembelajaran dengan kegiatan membaca dan menulis sebagai medium untuk 

merenungkan, menyelidik, menanyakan , dan mengkritisi ilmu dan gagasan yang 

dipelajari, (d) literasi sebagai teks yang bervariasi menurut subjek, genre, dan tingkat 

kompleksitas bahasa.‖ 

 
 

Berdasarkan uraian tersebut, istilah literasi merupakan sesuatu yang terus berkembang 

atau terus berproses, yang pada intinya adalah pemahaman terhadap teks dan 

konteksnya sebab manusia berurusan dengan teks sejak dilahirkan, masa kehidupan, 

hingga kematian, Keterpahaman terhadap beragam teks akan membantu keterpahaman 

kehidupan dan berbagai aspeknya karena teks itu representasi dari kehidupan individu 

dan masyarakat dalam budaya masing-masing. 
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Komunitas sekolah akan terus berproses untuk menjadi individu ataupun sekolah yang 

literat. Untuk itu, implementasi GLS pun merupakan sebuah proses agar siswa menjadi 

literat, warga sekolah menjadi literat, yang akhirnya literat menjadi kultur atau budaya 

yang dimiliki individu atau sekolah tersebut. 

 

Saat ini kegiatan di sekolah ditengarai belum optimal mengembangkan kemampuan 

literasi warga sekolah khususnya guru dan siswa. Hal ini disebabkan antara lain oleh 

minimnya pemahaman warga sekolah terhadap pentingnya kemampuan literasi dalam 

kehidupan mereka serta minimnya penggunaan buku-buku di sekolah selain buku-teks 

pelajaran. Kegiatan membaca di sekolah masih terbatas pada pembacaan buku teks 

pelajaran dan belum melibatkan jenis bacaan lain. 

 

Pada sisi lain, hasil beberapa tes yang 

telah dilakukan adalah sebagai 

berikut. 
  

PIRLS atau Progress International 

Reading Literacy Study (PIRLS) 

mengevaluasi kemampuan membaca 

siswa kelas IV. PISA atau 

Programme for International Student 

Assessment mengevaluasi 

kemampuan siswa berusia 15 tahun 

dalam hal membaca, matematika, 

dan sains. INAP atau Indonesia 

National Assessment Programme 

(INAP) atau Asesmen Kompetensi 

Siswa Indonesia (AKSI) 

mengevaluasi kemampuan siswa 

dalam hal membaca, matematika, 

dan sains. 
 

INAP/AKSI disejajarkan dengan PIRLS karena sama-sama untuk SD kelas IV. Hasil 

AKSI menunjukkan bahwa kemampuan yang berkategori kurang adalah 77,13% untuk 

matematika; 46,83% untuk membaca, dan 73,61% untuk sains. Yang berkategori 

cukup adalah 20,58% untuk matematika; 47,11% untuk membaca; 25,38% untuk 

sains. Yang berkategori baik adalah 2,29% untuk matematika; 6,06% untuk membaca, 

dan 1,01% untuk sains. 
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Sejalan dengan hal tersebut, hasil tes PIAAC atau Programme for the International 

Assessment of Adult Competencies tahun 2016 untuk tingkat kecakapan orang dewasa 

juga menunjukkan hasil yang memprihatinkan. Indonesia berada di peringkat paling 

bawah pada hampir semua jenis kompetensi yang diperlukan orang dewasa untuk 

bekerja dan berkarya sebagai anggota masyarakat. Kondisi demikian ini jelas 

memprihatinkan karena kemampuan dan keterampilan membaca merupakan dasar 

bagi pemerolehan pengetahuan, keterampilan, dan pembentukan sikap siswa. Oleh 

sebab itu, dibentuklah Satuan Tugas Gerakan Literasi Sekolah (GLS) sebagai salah 

satu alternatif untuk menumbuhkembangkan budi pekerti siswa melalui pembudayaan 

ekosistem literasi sekolah agar mereka menjadi pembelajar sepanjang hayat (Wiedarti 

dan Kisyani-Laksono. ed., 2016). 

 

Upaya sistematis dan berkesinambungan perlu dilakukan untuk meningkatkan 

kemampuan literasi siswa. GLS untuk menumbuhkan minat baca dan kecakapan literasi telah 

dicanangkan sejak tahun 2016, namun saat ini belum sepenuhnya menyentuh aspek 

pembelajaran di kelas karena kondisi sekolah dan kelas berbeda-beda. Beberapa panduan 

terkait GLS telah diterbitkan tahun 2016 oleh Dikdasmen Kemendikbud, yakni (1) Desain 

Induk Gerakan Literasi Sekolah, (2) Panduan Gerakan Literasi Sekolah di Sekolah Dasar, (3) 

Panduan Gerakan Literasi Sekolah di Sekolah Menengah Pertama, (4) Panduan Gerakan 

Literasi Sekolah di Sekolah Luar Biasa, (5) Panduan Gerakan Literasi Sekolah di Sekolah 

Menengah Atas; (6) Panduan Gerakan Literasi Sekolah di Sekolah Menengah Kejuruan, (7) 

Buku Saku Gerakan Literasi Sekolah, (8) Manual Pendukung Gerakan Literasi Sekolah untuk 

Jenjang Sekolah Menengah Pertama; (9) Strategi Literasi dalam Pembelajaran untuk Jenjang 

Sekolah Menengah Pertama (tahun 2017). Beberapa panduan GLS telah direvisi. Seperti 

halnya buku ini (edisi II), beberapa panduan GLS ediisi revisi juga diterbitkan pada 

tahun 2018. 

 

Salah satu pelatihan tersebut adalah pelatihan dan/atau penyegaran instruktur 

Kurikulum 2013. Materi yang disajikan terutama menekankan pada peningkatan 

keterampilan mengelola pembelajaran dengan strategi literasi untuk meningkatkan 

kecakapan literasi siswa dan mengembangkan keterampilan abad ke-21, termasuk 

keterampilan berpikir tingkat tinggi. Keterampilan berpikir tingkat tinggi 

(keterampilan abad ke-21) merupakan salah satu kompetensi capaian implementasi 

Kurikulum 2013. 
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Materi penyegaran Kurikulum 2013 ini merupakan edisi II (2018) dengan beberapa 

penambahan dan penyempurnaan. Seperti halnya edisi I yang terbit tahun 2017, materi 

ini dilengkapi dengan materi presentasi dan alat bantu berwujud pengatur grafis pada 

bagian akhir yang memandu aktivitas peserta untuk mendalami dan 

mengimplementasi strategi literasi dalam pembelajaran. Semua perangkat ini 

diharapkan dapat memandu instruktur dan pemangku kepentingan di jenjang nasional, 

provinsi, kabupaten/kota, dan sekolah dalam pelaksanaan, pengembangan, dan 

penguatan strategi literasi dalam pembelajaran. 

 

B. Tujuan Penyusunan 
 

Tujuan penyusunan materi penyegaran ini adalah untuk: 
 

1. Memberikan inspirasi kepada peserta pelatihan untuk memanfaatkan beragam 

sumber belajar, termasuk buku-teks-pelajaran dan buku-nonteks-pelajaran dalam 

pembelajaran. 
 
2. Memandu peserta pelatihan menggunakan strategi literasi dalam pembelajaran 

guna mengembangkan karakter, meningkatkan keterampilan berliterasi, dan 

meningkatkan kompetensi. 

 

3. Maasalah  

Masalah 1 
 

Pengembangan kegiatan pembelajaran untuk meningkatkan keterampilan berliterasi 

khususnya mengembangkan minat baca belum berjalan secara optimal di sekolah 

karena beberapa guru memiliki pemahaman berbeda atau kurang memadai tentang 

literasi. Guru seharusnya dapat menjadi teladan yang baik bagi siswanya. Saat guru 

meminta siswa membaca, guru pun juga perlu membaca untuk memberi contoh yang 

baik bagi siswanya. Tradisi literasi (kemampuan komunikasi yang artikulatif secara 

verbal dan tulisan serta kemampuan menyerap informasi melalui teks) juga belum 

tumbuh secara koheren dalam diri beberapa guru. 

 

Masalah 2 
 

Upaya untuk menyosialisasikan dan meningkatkan keterampilan berliterasi di sekolah 

belum membuahkan hasil yang optimal karena kurangnya pendampingan dan 

pelatihan untuk meningkatkan kesadaran dan kemampuan literasi guru. Materi ajar dan 

teks yang tersedia di 
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sekolah belum dimanfaatkan secara optimal untuk mengembangkan keterampilan 

berliterasi siswa. Selain itu, strategi literasi dalam pembelajaran belum diterapkan 

secara optimal. 

 
 

D. Solusi 
 

Guru perlu memahami bahwa upaya pengembangan literasi tidak berhenti ketika siswa 

dapat membaca dengan lancar dan memiliki minat baca yang baik sebagai hasil dari 

pembiasaan budaya literasi. Pengembangan literasi perlu terjadi pada pembelajaran di 

semua mata pelajaran melalui upaya untuk mengembangkan karakter serta 

meningkatkan kompetensi berpikir tingkat tinggi. Para guru perlu mengoptimalkan 

strategi literasi dalam pembelajarannya. Pengembangan kemampuan literasi di sekolah 

akan membantu meningkatkan kemampuan belajar siswa. Penggunaan teks dan/atau 

bahan ajar yang bervariasi, disertai dengan perencanaan yang baik dalam kegiatan 

pembelajaran diharapkan dapat meningkatkan keterampilan berliterasi siswa. 
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BAB II IMPLEMENTASI KEGIATAN LITERASI
2 

 

Implementasi penumbuhan budaya literasi di sekolah memerlukan langkah-langkah 

sebagai berikut: persiapan, pelaksanaan, pemantauan dan evaluasi, sertatindak lanjut. 

Persiapan merupakan kegiatan menyiapkan bahan, personal, dan strategi pelaksanaan. 

Pelaksanaan merupakan operasionalisasi hal-hal yang telah dipersiapkan. Pemantauan 

dan evaluasi merupakan kegiatan untuk mengetahui efektivitas kegiatan literasi yang 

telah dilaksanakan.Tindak lanjut merujuk pada hal-hal yang perlu dilakukan 

selanjutnya (penyusunan program lanjutan). 

 
 

Penumbuhan literasi di sekolah dapat dilakukan melalui kegiatan rutin dan kegiatan 

insidental. Kegiatan tersebut dilakukan dalam tiga tahapan literasi yaitu tahap 

pembiasaan, pengembangan dan pembelajaran. Agar dapat melaksanakan tiga tahapan 

literasi tersebut diperlukan kegiatan persiapan, sebagai berikut. 

 
 

A. Persiapan 
 

1. Rapat Koordinasi 
 

Kegiatan ini dilaksanakan untuk membicarakan maksud dan tujuan 

dilaksanakannya literasi di sekolah. Rapat koordinasi digelar oleh kepala 

sekolah dan diikutioleh: 
 

a. Kepala Sekolah 
 

b. Para Wakil Kepala Sekolah 
 

c. Perwakilan Guru dan Karyawan 
 

 

Tujuan rapat koordinasi ini antara lain: 
 

a. Pemahaman tentang literasi 
 

b. Pembentukan tim literasi sekolah (TLS) 
 

c. Penyusunangaris besar program kerja literasi sekolah (dilanjutkan oleh TLS) 
 

d. Persiapan materi sosialisasi lietrasi 
 
 
 

 
2cf. Satgas GLS Ditjen Dikdasmen. 2016b. 
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2. Pembentukan Tim Literasi di Sekolah (TLS) 

Kepala sekolah membentuk TLSmelalui Surat Keputusan Kepala Sekolahyang 

menyertakan tugas pokok dan fungsi anggota tim. Susunan anggota TLS 

disesuaikan dengan kebutuhan sekolah masing-masing. Pembentukan TLS dapat 

dibaca dalam buku ―Manual Pendukung Gerakan Literasi Sekolah untuk Jenjang 

Sekolah Menengah Pertama.‖ (Kisyani-Laksono dkk. 2016). 

 

3. Sosialisasi 
 

a. Sosialisasi pada Guru dan Karyawan. 
 

Sosialisasi ini dimaksudkan untuk menyamakan persepsi dan komitmen guru 

dan karyawan tentang pelaksanaan kegiatan literasi di sekolah. 
 

b. Sosialisasi pada Siswa 
 

Sosialisasi ini bertujuan untuk memberikan pemahaman tentang literasi, 

tujuan pelaksanaan literasi, dan mekamisme pelaksanaan literasi. 
 

c. Sosialisasi pada Komite Sekolah dan Orang Tua Siswa 
 

Sosialisasi pada komite sekolah dan orang tua siswa bertujuan untuk 

memberitahukan adanya kegiatan literasi di sekolah dan berharap agar komite 

dan orang tua siswamendukung kegiatan tersebut. Dalam kegiatan sosialisasi 

ini diperlukan narasumber yang memahami dan mampu menjelaskan tentang 

literasi di sekolah. 

 

4. Persiapan Sarana Prasarana 
 

Untuk menumbuhkembangkan budaya literasi di sekolah diperlukan ekositem 

sekolah yang literat dengan dukungan sarana dan prasarana penunjang yang perlu 

dimiliki oleh sekolah antara lain: 
 

a. Perpustakaan sekolah (cf. Permendiknas Nomor 24 Tahun 2007 tentang 

Standar Sarana dan Parasarana untuk Sekolah Dasar/Madrasah Ibtidaiyah 

(SD/MI), Sekolah Menengah Pertama/Madrasah Tsanawiyah (SMP/MTs), 

dan Sekolah Menengah Atas/Madrasah Aliyah (SMA/MA). 
 

b. Pojok baca di kelas dan lingkungan sekolah 

c. Jumlah buku sesuai dengan Permendiknas no 24 tahun 2007: (1) Buku teks 

pelajaran: 1 eksemplar/mata pelajaran/peserta didik, ditambah 2 

eksemplar/mata pelajaran/sekolah; 
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(2) Buku  panduan  pendidik:  1  eksemplar/mata  pelajaran/guru  mata  

pelajaran 

bersangkutan, ditambah 1 eksemplar/mata pelajaran/sekolah; (3) Buku 

pengayaan: 870 judul/sekolah, terdiri atas 70% nonfiksi dan 30% fiksi. 

Banyak eksemplar/sekolah minimum: 1000 untuk 3--6 rombongan belajar, 

1500 untuk 7--12 rombongan belajar, 2000 untuk 13--18 rombongan belajar, 

2500 untuk 19--24 rombongan belajar; (4) Buku referensi: 20 judul/SMP; (5) 

Sumber belajar lain: 20 judul/SMP (Bandingkan dengan Permendikbud No 

23 tahun 2013 tentang Standar Pelayanan Minimal:Satu set buku teks untuk 

setiap perserta didik dan 200 judul buku pengayaan dan 20 buku referensi 

untuk SMP!). 
 

d. Web sekolah 
 

e. Akses internet di lingkungan sekolah 
 

f. Spanduk, poster,leaflet, dan/atau brosur penumbuhan budaya literasi 
 
 
 

 

B. Pelaksanaan 
 

Pada dasarnya, pelaksanaan GLS dapat dilihat pada tiga hal berikut ini. 
 

1. mengacu pada perencanaan 
 

2. mengacu pada keterampilan abad XXI dengan lima nilai utama penguatan 

pendidikan karakter (PPK):(1) religius, (2) nasionalis, (3) mandiri,(4) gotong 

royong, (5) integritas. 
 

3. menggunakan daftar cek instrumen pengembangan budaya literasi di sekolah 

(pelaksanaan tiga tahapan literasi) yang terdapat dalam lampiran 1 dan daftar 

cek indikator pelaksanaan strategi literasi dalam pembelajaran. Pembahasan 

mengenai strategi literasi dalam pembelajaran terdapat dalam Bab III. 

 
 

Tiga kegiatan pelaksanaan GLS di sekolah merupakan dasar untuk membangun 

dan mengembangkan budaya literasi sekolah, dimulai dari Kegiatan 

Pembiasan, Kegiatan Pengembangan, dan Kegiatan Pembelajaran. Berikut 

adalah skema tiga kegiatan tersebut. 
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Secara lebih rinci, ihwal ketiga kegiatan pelaksanaan GLS dapat dipelajari dalam 

―Desain Induk Gerakan Literasi Sekolah‖ dan ―Panduan Gerakan Literasi Sekolah 

di SMP‖. Adapun indikator tiga kegiatan pelaksanaan literasi sekolah ada di lampiran 

1 yang merupakan gabungan dari instrumen kegiatan pembiasaan (13 butir 

pertanyaan), pengembangan (17 butir pertanyaan), dan pembelajaran (23 butir 

pertanyaan) yang terdapat dalam ―Panduan Gerakan Literasi Sekolah di SMP‖, 2016). 

Instrumen terdiri atas 27 butir pertanyaan. Satu butir pertanyaan dimungkinkan berada 

dalam tiga atau dua kegiatan sekaligus (contoh: 15 menit membaca ada dalam semua 

jenis kegiatan GLS). Berikut adalah petunjuk butir dan nomor dari setiap tahapan 

(tabel instrumen budaya literasi sekolah dengan 27 butir nomor terdapat dalam 

lampiran). 
 
Kegiatan Pembiasaan (13): no 1,2,3,4,5,6,8,9,11,12,18,19,26 (No. 2 dan No. 

12 merupakan indikator yang hanya ada dalam kegiatan pembiasaan) 
 

Kegiatan Pengembangan (17): no 1,3,4,5,6,7,8,9,11,13,15,16,18,19,20,21,26 (No. 

7, 13, 15, 16, 20, 21 hanya ada dalam kegiatan pengembangan) 
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Kegiatan Pembelajaran (23): no 

1,3,4,5,6,7,8,9,10,11,14,15,17,18,19,20,21,22,23,24,25,26,27 (No. 10, 14, 17, 22, 

23, 24, 25, 27 hanya ada dalam kegiatan pembelajaran) 

 
 
 

Adapun pembangunan budaya literasi di sekolah hendaknya berfokus pada tigal hal 

sebagai berikut (Beers dkk., 2009). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

Penjelasan lebih lengkap mengenai hal ini dapat dicermati dalam buku ―Desain 

Induk Gerakan Literasi Sekolah‖ (2016, 2018). 
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C. Pemantauan dan Evaluasi 
 

Pemantauan dan evaluasi dilakukan melalui beberapa teknik, antara lain 

dokumentasi, angket/kuesioner, observasi, dan/atau wawancara. Berikut adalah 

penggambaran hal itu. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

D. Tindak Lanjut 
 

Hasil pemantauan dan evaluasi dapat dicermati sebagai bahan refleksi. Tindak 

lanjut diwujudkan dengan penyusunan perencanaan lanjutan dalam hal kegiatan 

berliterasi. Jika dalam pengisian instrumen masih ada hal-hal yang ―belum‖ atau 

kurang, penyusunan rencana lanjut berpumpun (berfokus) pada upaya supaya 

yang ―belum‖ menjadi ―sudah‖ atau yang kurang menjadi baik. Jika hasil 

refleksi menunjukkan bahwa semua sudah dilakukan dan semua sudah baik, perlu 

dilakukan rencana lanjutan untuk mengimbaskan hal tersebut kepada sekolah-

sekolah yang ada di sekitar. 

  



 

263 
 

Bab III STRATEGI LITERASI DALAM PEMBELAJARAN 
 

A. Tujuan 
 

Tujuan utama penggunaan strategi literasi dalam pembelajaran adalah untuk 

membangun pemahaman siswa, keterampilan menulis, dan keterampilan komunikasi 

secara menyeluruh. Tiga hal ini akan bermuara pada pengembangan karakter dan 

keterampilan berpikir tingkat tinggi. Selama ini berkembang pendapat bahwa literasi 

hanya ada dalam pembelajaran bahasa atau di kelas bahasa. Pendapat ini tentu saja 

tidak tepat karena literasi berkembang rimbun dalam bidang matematika, sains, ilmu 

sosial, teknik, seni, olahraga, kesehatan, ekonomi, agama, prakarya dll. (cf. Robb, L, 

2003). 

 

Konten dalam pembelajaran adalah apa yang diajarkan, adapun literasi adalah 

bagaimana mengajarkan konten tersebut. Oleh sebab itu, bidang-bidang yang telah 

disebutkan dan lintas bidang memerlukan strategi literasi dalam pembelajarannya. 

Salah satu tujuan penting dari strategi literasi dalam pembelajaran konten adalah untuk 

membentuk siswa yang mampu berpikir kritis dan memecahkan masalah (Ming, 2012: 

213). Dengan demikian strategi literasi dalam pembelajaran akan membentuk 

karakteristik siswa dan mengembangkan keterampilan abad ke-21 (keterampilan 

berpikir tingkat tinggi). 

 

Pembelajaran yang menerapkan strategi literasi penting untuk menumbuhkan pembaca 

yang baik dan kritis dalam bidang apapun. Berdasarkan beberapa sumber, dapat 

disarikan tujuh karakteristik pembelajaran yang menerapkan strategi literasi yang 

dapat mengembangkan kemampuan metakognitif (cf. Beers 2010: 20-21; 

Pahl&Rowsell 2005: 82), antara lain: 
 

1. Pemantauan pemahaman teks (siswa merekam pemahamannya sebelum, ketika, 

dan setelah membaca). 
 
2. Penggunaan berbagai moda selama pembelajaran (literasi multimoda) 
 
3. Instruksi yang jelas dan eksplisit. 
 
4. Pemanfaatan alat bantu seperti pengatur grafis dan daftar cek. 
 
5. Respon terhadap berbagai jenis pertanyaan. 
 
6. Membuat pertanyaan. 
 
7. Analisis, sintesis, dan evaluasi teks. 
 
8. Meringkas isi teks. 
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Menyimak karakteristik pembelajaran yang menerapkan strategi literasi, dapat 

disimpulkan bahwa strategi literasi dapat diterapkan dalam pembelajaran kooperatif, 

berbasis teks, berbasis proyek, berbasis masalah, inquiry, discovery, dan saintifik 

sesuai dengan karakteristik mata pelajaran dan kompetensi yang akan dicapai dalam 

pembelajaran tersebut(Beers 2010; Greenleaf dkk, 2011; Robb, 2003; Toolin, 2004). 

 
 

B.  Peta Konsep Strategi Literasi dalam Pembelajaran 
 

Dalam bentuk peta konsep, strategi literasi dalam pembelajaran dapat digambarkan 

sebagai berikut. 
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C. Indikator Literasi dalam Pembelajaran 
 

Pada dasarnya, silabus berbagai mata pelajaran di SMP sudah menunjukkan adanya 

strategi literasi dalam pembelajaran. Penuangan silabus ke dalam kegiatan 

pembelajaran dapat diceksilangkan dengan indikator literasi dalam pembelajaran. 

 
 

Dalam hal ini, perlu diperhatikan bahwa istilah ―teks‖ dalam literasi dapat berwujud 

teks tulis, lisan (audio), visual, auditori, audiovisual, spasial, nonverbal (kinestesik 

dsb). Wujud teks bisa digital atau nondigital. Sejalan dengan itu, istilah "membaca" 

yang digunakan dalam kegiatan literasi juga merujuk pada membaca dalam arti luas. 

 

Biarpun demikian, pembelajaran di sekolah tidak pernah lepas dari teks tulis karena 

tersedia buku siswa. Oleh sebab itu, pada tahap awal, strategi literasi dalam 

pembelajaran dapat berfokus pada teks tulis tersebut. 

 

Berikut adalah daftar cek untuk indikator literasi untuk menguatkan
 langkah-langkah 
 

pembelajaran, menumbuhkembangkan karakter, dan mengasah kompetensi. 

Pernumbuhkembangan karakter tertentu dan pengasahan kompetensi yang berkelindan 

dengan strategi literasi dalam pembelajaran disesuaikan dengan materi yang disajikan. 

Strategi literasi dalam pembelajaran bukan materi, tetapi merupakan strategi yang 

berwujud langkah-langkah pelaksanaan pembelajaran. Dalam hal ini nomor yang 

tersaji tidak merujuk pada urutan (dalam pembelajaran hal tersebut tidak harus urut). 

Semakin banyak tanda cek pada kolom ―sudah‖ berarti strategi literasi dalam 

pembelajaran semakin sarat. 
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INDIKATOR STRATEGI LITERASI DALAM PEMBELAJARAN 

 

Mata Pelajaran/SMP : 

Kelas/Semester  : 

Materi Pokok   : 

Nama Guru/email   : 

Alokasi Waktu  : 

 

Dalam setiap indikator, karakter (religius, nasionalis, mandiri , gotong royong, 

integritas) 
 

berkelindan dengan kompetensi (berpikir kritis, kreatif, komunikatif, dan 

kolaboratif) sesuai 
 

dengan materi yang disajikan. 

 

NO  INDIKATOR  ADA BELUM CATATAN 

     ADA  
     

A Strategi Literasi dalam Pembelajaran  
      

 1. Sebelum membaca     

 a. mengidentifikasi tujuan membaca    

 b. membuat prediksi     

 2. Ketika membaca     

  mengidentifikasi informasi yang relevan    

  mengidentifikasi kosakata baru, Kata kunci    

 dan/atau kata sulit dalam teks     

  Mengidentifikasi bagian teks yang sulit      

  (jika  ada) dan/atau membaca kembali bagian itu    
      

  memvisualisasi dan/atau think aloud     

 (strategi membunyikan secara lisan apa yang     

 ada di dalam  pikiran pada saat berusaha,     

 memahami bacaan memecahkan masalah, atau      

 mencoba menjawab pertanyaan)     

  membuat inferensi (simpulan sementara    

 berdasarkan informasi yang tersirat dalam teks)    

  membuat pertanyaan tentang isi teks dan hal-    

 hal yang terkait dengan topik tersebut (dapat    

 menggunakan sumber di luar teks atau buku    

 pengayaan)     

  membuat keterkaitan antarteks     
      

 3. Setelah membaca     

  membuat ―ringkasan‖ (meringkas isi,    

 mengidentifikasi gagasan utama, menceritakan    

 kembali, membuat sintesis, membuat pertanyaan    

 tentang isi, dsb.)     
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mengevaluasi teks  
mengubah dari satu moda ke moda yang lain 

(moda: bagaimana atau dengan cara apa pesan 

disampaikan)  
memilih, mengombinasikan, dan/atau 

menghasilkan teks multimoda untuk 

mengomunikasikan konsep tertentu  
mengonfirmasi, merevisi, atau menolak 

prediksi  
B Penggunaan alat bantu  

Pengatur grafis atau graphic 
organizer (berbagai bentuk tabel 
atau grafik untuk membantu   
emahaman dengan cara 
mengorganisasikan 
ide/pikiran/gagasan)  
Daftar cek atau check list dsb.  

(cf. Wilson and Chavez, 2014; Robb, 2003) 

130217 KP 
 

Dalam pembahasan mengenai indikator literasi tersebut, ada beberapa istilah teknis 

yang dikembangkan di antaranya: 
 

(1) Think-aloud merupakan strategi untuk membunyikan secara lisan apa yang ada di dalam 

pikiransiswa atau guru pada saat berusaha memahami bacaan, memecahkan masalah, atau 

mencoba menjawab pertanyaan guru atau siswa lain. Strategi ini dapat membantu siswa 

memonitor pemahamannya, berpikir tingkat tinggi, dan membentuk karakter. 
 
(2) Inferensi merupakan simpulan sementara berdasarkan informasi yang tersirat dalam teks. 

Inferensi dapat didukung dengan ciri/bukti/fitur khusus yang ada dalam teks. Strategi ini 

dapat membantu siswa untuk mengembangkan kemampuan berpikir tingkat tinggi. 
 
(3) Keterkaitan antarteks atau intertekstualitas merujuk pada keterkaitan teks dengan teks 

yang pernah dibaca sebelumnya, teks dengan pengalaman pribadi, atau teks dengan hal 

lain yang membantu siswa membentuk karakter dan berpikir tingkat tinggi. 
 
(4) Istilah ―ringkasan‖ dalam arti luas diperoleh dengan kegiatan meringkas isi, 

mengidentifikasi gagasan utama, menceritakan kembali, membuat sintesis, membuat 

pertanyaan tentang isi, dan sebagainya. Kegiatan ini membantu siswa membentuk 

karakter dan berpikir tingkat tinggi. 
 
(5) Evaluasi teks dapat berwujud antara lain (a) membuat opini terkait teks; (b) membuat 

penilaian langsung; (c) intertekstualitas: mengaitkan dengan teks lain; mengaitkan dengan 
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pengalaman pribadi, pengetahuan sebelumnya, isu lokal dan global; (d) 

memilih/menentukan moda yang paling sesuai untuk tujuan tertentu, misalnya: 

untuk menjelaskan siklus kehidupan, dipilih moda gambar siklus (bukan teks 

tulis).Kegiatan ini membantu siswa membentuk karakter dan berpikir tingkat 

tinggi. 
 

(6) Moda merujuk pada bagaimana atau dengan cara apa pesan disampaikan (teks 

tulis, audio, visual, audiovisual, digital, kinestesik, dsb.). Moda yang lain (selain 

cetak) dapat berwujud visualisasi teks dan/atau respon indrawi lain; dramatisasi; 

refleksi pemahaman dengan membuat teks bentuk lain: lisan, tulisan, audio, 

visual, audio visual, kinestesik. 
 

(7) Pengatur grafis (graphic organizers)
3
 adalah berbagai bentuk tabel atau grafik 

untuk membantu pemahaman dengan cara mengorganisasikan 

ide/pikiran/gagasan. 
 
(8) Pemahaman makna kata-kata sulit dalam teks dapat menggunakan petunjuk 

dalam teks (konteks). 

 
 

D. Alat Bantu 
 

Pengatur grafis memiliki peran penting dalam membantu siswa memetakan proses 

pemahaman mereka terhadap sebuah bacaan/informasi. Ada berbagai jenis pengatur 

grafis yang dapat digunakan, baik sebelum, ketika, maupun setelah membahas sebuah 

teks atau materi pembelajaran. Daftar di bawah ini memuat beberapa contoh yang 

umum digunakan. Guru dan siswa dapat mengadopsi, mengadaptasi, dan membuat 

pengatur grafis sendiri sesuai dengan kebutuhan pembelajaran di kelas. Pengatur grafis 

ini dapat digunakan secara individu, berpasangan, maupun berkelompok. Selain 

pengatur grafis dapat juga digunakan daftar cek (check list). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

3
Pusat Bahasa, 2005. 
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DAFTAR PENGATUR GRAFIS YANG DAPAT 

DIGUNAKAN DALAM PEMBELAJARAN 

DENGAN STRATEGI LITERASI (SEBELUM-

KETIKA-SESUDAH) 
 

NO PENGATUR GRAFIS KEGIATAN PEMBELAJARAN 

1 Aktivasi Pengetahuan 
Menggali pengetahuan latar belakang untuk 
memahami 

 Latar Belakang teks nonfiksi. 

2 Tabel Prediksi Membuat prediksi tentang teks nonfiksi. 

3 Tahu-Ingin-Pelajari Menuliskan hal yang sudah diketahui, yang ingin  

  diketahui (di awal pembelajaran) dan yang telah  

  dipelajari (di akhir pembelajaran)  

4 Tahu-Ingin-Bagaimana Menuliskan hal yang sudah diketahui, yang ingin 

  diketahui, dan bagaimana cara mengetahuinya. 

5 Tahu-Ingin-Bagaimana- Menuliskan hal yang sudah diketahui, yang ingin 

 Pelajari diketahui, bagaimana cara mengetahuinya (di awal 

  pembelajaran) dan yang telah dipelajari (di akhir 

  pembelajaran) 

6 Rantai Peristiwa Mengurutkan kejadian dalam teks nonfliksi secara 

  kronologis. 

7 Siklus Mengurutkan siklus kejadian/peristiwa 

8 Adik Simba Mengidentifikasi informasi penting dengan  

  menggunakan kata tanya. 

9 Berpikir-Berpasangan- Memikirkan sebuah pertanyaan/isu penting, bekerja 

 Berbagi berpasangan, dan membagikan hasil diskusi. 

10 Diagram Venn Membandingkan antara 2 hal/fenomena/tokoh dll 

11 Hubungan Tanya Jawab Membuat pertanyaan tentang fakta di dalam teks,  

  informasi tersirat, keterkaitan antara teks dengan diri,  

  dan dengan penulis/dunia luar. 

12 Tabel Fakta dan Opini Mengidentifikasi fakta dan opini dalam teks nonfiksi. 

13 Tabel Lima Indra 
Mengindentifikasi lima indra dan bagaimana 
pengaruhnya 

  terhadap pengalaman orang dalam sebuah teks. 

14 Caption Menulis caption untuk gambar/ilustrasi yang ada di  

  dalam teks 

15 Gambar dengan Caption Menggambar dan menulis caption baru berdasarkan 

  informasi dalam teks. 

16 Peta Gagasan Utama dan Mengidentifikasi gagasan utama dan gagasan penjelas 

 Penjelas dalam teks. 

17 Sebab-Akibat 
Menentukan sebab dan akibat sebuah peristiwa dalam 
teks. 

18 Masalah-Solusi Membuat ringkasan sebuah teks. 

19 SQ3R Mencatat informasi penting, membuat pertanyaan, 

  jawaban, dan singkasan teks. 
 
 

Contoh wujud pengatur grafis terdapat dalam lampiran 2.  
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E. Contoh Penerapan Strategi Literasi dalam Pembelajaran 

 

Berikut disajikan beberapa contoh penerapan strategi literasi dalam pembelajaran yang dapat 

dilakukan di berbagai mata pelajaran dan jenjang pendidikan. 

 

1. Membuat Prediksi (Pengatur Grafis nomor 2) 

 

Membuat  prediksi merupakan  ketrampilan  dasar  dalam  membaca yang  

melibatkan  proses 
 

berpikir tingkat tinggi. Untuk membuat prediksi, seorang pembaca harus menggunakan 

informasi 
 

yang ada dan kemudian membuat inferensi. Pembaca yang baik membuat prediksi 

berdasarkan 
 

bukti tekstual. Bila kita menggunakan bukti untuk mendukung prediksi, kita dapat menjadi 

sosok 
 

yang literat. 

 

Berikut adalah contoh teks pendek yang diikuti dengn langkah-langkah membuat prediksi. 
 

 

a. Prediksi dalam teks naratif 
 

 

Teks  
Anang duduk di bangkunya dan menggambar tokoh Star Wars di buku catatannya ketika 
gurunya sedang menjelaskan tentang rantai makanan di pelajaran Biologi atau entah apa. Dia 
tidak terlalu ingat. Hal terakhir yang Anang ingat adalah bahwa besok akan ada tes. Anang 

terhenyak. Dia pulang dan langsung belajar, namun kemudian dia asyik bermain dengan Game 
Box-nya. Dia bermain sampai larut malam. Ketika alarm jam di mejanya bordering, Anang 
terlalu lelah untuk mematikannya. Alarm berbunyi sampai 20 menit ketika kemudian Anang 
bangun dan bergegas bersiap ke sekolah. Seperti yang sudah dijanjikan, gurunya menjelaskan 
prosedur dan perintah tes, dan kemudian membagikan lembar soal. Anang membaca lembar 
yang dia terima dan menggaruk kepalanya… 

 

Pertanyaan: 

 

1) Apa yang terjadi setelah itu? 

2) Bukti apa yang kamu gunakan untuk mendukung prediksi 

 

Pengatur grafis Membuat Prediksi (nomor 2) dapat digunakan untuk mengembangkan 

strategi literasi ini. 

 

 

Latihan di atas didesain untuk memberikan latihan kepada peserta didik dalam 

membuat dan 
 

mendukung prediksi. Peserta didik harus memprediksi apa yang akan terjadi dan 

mendukung 
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jawabanya dengan menggunakan bukti yang ada di dalam teks. Proses ini melibatkan 

ketrampilan berpikir yang kritis dan tingkat tinggi. 
 

b. Petunjuk Antisipasi 
 

Contoh lain strategi Membuat Prediksi adalah Petunjuk Antisipasi, di mana peserta didik 

juga 
 

mengantisipasi informasi apa yang akan didapatkan di dalam teks berdasarkan informasi 

yang 
 

sudah ada. Informasi bisa dalam bentuk multimoda (teks, gambar, simbol, grafik, dll). 

Setelah itu 
 

peserta didik membaca teks dan mengonfirmasi prediksi atau antisipasi yang sudah dibuat 

di 
 

awal  pembelajaran.  Berikut  adalah  contoh  isian  Tabel  Antisipasi  dalam  sebuah  

bahasan  di 
 

pelajaran Biologi. 
 

Petunjuk:  
1) Sebelum membaca teks, tentukan apakah setiap pernyataan di bawah ini benar atau 

salah. Lingkari pilihanmu.  
2) Sambil membaca teks, identifikasi apakah setiap pernyataan tersebut benar atau 

salah. Lingkari jawabanmu dan tuliskan buktinya.  
3) Apakah pikiranmu berubah atau dikuatkan oleh apa yang kamu baca? Bila ya, 

jelaskan mengapa?  
4) Bagikan jawabanmu dengan teman-temanmu di kelas. 

 

Sebelum Pernyataan Setelah 

membaca  membaca 

 Evolusi adalah cara ilmiah untuk menjelaskan perubahan biologis  

Benar sepanjang waktu. Benar 

 Bukti:  

 Darwin menggunakan banyak bukti dari alam untuk mendukung  

Salah teori evolusi berdasarkan seleksi ilmiah. Salah 

   

 Dalam  seleksi  ilmiah,  kemampuan  setiap  organisme  dalam  

Benar menghadapi  tantangan  pertahanan  hidup  dan  reproduksi  dalam Benar 

 kondisi alam menentukan campuran ciri-ciri yang akan diturunkan  

 ke generasi berikutnya.  

Salah Bukti: Salah 

 Kelinci yang memiliki ciri bulu lebih tebal dapat bertahan hidup  

 lebih baik di iklim yang lebih dingin. Mereka menurunkan sifat ini  

 ke anak-anaknya, sehingga ciri bulu tebal menjadi lebih banyak  

 ditemukan di generasi kelinci berikutnya.  

 Organisme individu tidak berevolusi—populasi berevolusi.  

Benar Bukti: Benar 

 Individu  bertahan  hidup  atau  mati  berdasarkan  ciri-cirinya.  

 Bergantung pada siapa yang bertahan hidup, ciri-ciri yang berbeda  

Salah yang diturunkan ke generasi berikutnya. Sejalan dengan waktu, Salah 
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 ciri-ciri yang paling umum dalam sebuah populasi 
bisa menjadi berbeda dari ciri-ciri yang dimiliki 
generasi sebelumnya. Populasi secara keseluruhan, 
tapi individu di dalam populasi itu tidak dikatakan 
berevolusi. 

 

 

 

2. Strategi Kosakata 
 

Dalam disiplin sains dan ilmu sosial, banyak istilah yang seringkali harus dipahami 

oleh peserta didik. Untuk memahami sains dan ilmu sosial, peserta didik perlu 

menguasai makna istilah dan kosakata baru agar tidak terjadi kesalahan interpretasi. 

Kosakata baru harus dikenalkan dan didiskusikan dalam proses pembelajaran. Mereka 

memerlukan banyak kesempatan untuk membaca, menulis dan berlatih menggunakan 

istilah-istilah baru. 

 
 

Strategi kosakata ditujukan agar peserta didik dapat: 
 

- mengembangkan pengetahuan istilah baru, 
 

- mengembangkan pemahaman yang lebih dalam tentang istilah-istilah umum, 
 

- meningkatkan pemahaman membaca, 
 

- meningkatkan pilihan kata yang dapat digunakan untuk menulis, dan 
 

- membantu peserta didik mengkomunikasikan ide secara lebih efektif dan 

akurat. 
 

 

Ada beberapa strategi pemahaman kosakata yang dapat diterapkan. Berikut adalah 

salah satu contoh strategi pemahaman kosakata. 

 
 
 
 

Peta Definisi Konsep 
 

Peta Definisi Konsep amat bagus digunakan untuk mengenalkan konsep-konsep 

penting. Ciri-ciri dan contoh yang dituliskan peserta didik membantu pemahaman 

istilah baru. Peserta didik menuliskan sendiri definisinya dengan menggunakan 

pengalaman, contoh-contoh, dan ciri-ciri yang mereka tuliskan lebih dulu. 
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kategori 
Sistem alamiah  

   
 
 
 
 

 

EKOSISTEM 
 

Istilah atau konsep  
 
 
 
 
 

 

Contoh 
  

 Ciri-ciri 
  

   

lembah 
  

 Organisme hidup 
   

lautan 
  

 Lingkungan tidak hidup 
   

hutan 
  

 Interaksi antara keduanya 
   

   

 

Definisi: 
 

Semua benda hidup dan tidak hidup di suatu area yang berinteraksi satu sama lain 
 
 

3. Berpikir-Berpasangan-Berbagi (Pengatur Grafis nomor 9) 
 

Strategi ini populer dengan nama Think-Pair-Share, dan merupakan salah satu contoh 

strategi dalam pembelajaran kooperatif. Strategi ini mendorong partisipasi individu 

dan dapat diterapkan di semua jenjang pendidikan dan kapasitas kelas. Peserta didik 

berpikir melalui pertanyaan dengan tiga tahap yang jelas: 

 

a. Berpikir: Peserta didik berpikir secara mandiri dan individu tentang pertanyaan 

yang diberikan, dan mencoba membangun ide atau gagasan sendiri. 

 
b. Berpasangan: Peserta didik mendiskusikan gagasan masing-masing secara 

berpasangan. Langkah ini memungkinkan peserta didik untuk menyampaikan 

gagasan mereka dan mendengarkan gagasan pasangannya. Dengan demikian 

mereka belajar menghargai gagasan atau pemikiran orang lain yang mungkin 

berbeda dengan gagasannya. 
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c. Berbagi: Tiap pasangan membagikan gagasan mereka dengan kelompok yang 

lebih besar, misalnya di depan kelas. Dengan tiga langkah ini, gagasan-gagasan 

peserta didik menjadi lebih utuh dan matang. 

 

Untuk merekam gagasan peserta didik di ketiga langkah di atas, pengatur grafis nomor 

9 dapat digunakan. 

 

Berbagai penelitian menunjukkan bahwa strategi Berpikir-Berpasangan-Berbagi dapat 

mendorong proses pembelajaran melalui pemberian kesempatan untuk menyampaikan 

gagasan secara lisan. Strategi ini juga meningkatkan ketrampilan komunikasi personal 

yang diperlukan untuk mengelola gagasan. Selain itu, peserta didik merasa ikut 

mengatur bagaimana mereka belajar, menegosiasikan makna, dan tidak hanya 

bergantung pada otoritas keilmuan guru. 

 

Dalam kaitannya dengan PPK, strategi Berpikir-Berpasangan-Berbagi melibatkan 

proses perubahan positif terhadap kepercayaan diri peserta didik. Proses ini terjadi 

ketika mereka saling mendengarkan satu sama lain, dan ketika menyampaikan gagasan 

di depan kelas bersama dengan pasangan. Tidak ada satupun peserta didik yang tidak 

terlibat dalam diskusi. Meskipun nampaknya memerlukan banyak waktu, strategi ini 

membuat diskusi kelas lebih produktif, di mana peserta didik sudah memiliki gagasan 

sebelum didiskusikan di depan kelas. 

 
 
 
 

4. Tabel Observasi Kerja Kolaborasi 
 

Selain penilaian terhadap pembahaman konsep, penilaian terhadap kemampuan 

peserta didik dalam bekerja sama juga perlu dilakukan. Kerjasama dan kolaborasi 

antara peserta didik tidak terjadi begitu saja. Untuk itu perlu dilakukan strategi untuk 

meningkatkan dan sekaligus menilai kolaborasi dalam kerja kelompok. Berikut ini 

adalah salah satu contoh tabel yang dapat digunakan peserta didik dan guru untuk 

memantau kinerja. Jumlah dan isi kolom dapat diubah sesuai kebutuhan informasi 

yang akan diamati guru. 

  



 

275 
 

Nama Peran  Tanggungjawab  Waktu yang 

       dibutuhkan 
      

Anton 
Pembangun 
kosa kata Mencari dan mencatat  

  definisi kata-kata/istilah  

  kunci dalam teks dari  

  berbagai sumber   
      

Riris Peringkas Membuat ringkasan teks  
  yang ditugaskan   kepada  

  kelompok     
      

Dian Ilustrator Membuat ilustrasi atau  
  memberi  contoh  

  kasus/topik yang dibahas di  

  dalam teks     
      

Ayun Penanya Membuat  pertanyaan-  
  pernyataan untuk menggali  

  informasi lebih dalam   
        

 

5. Penilaian diri terhadap keterampilan literasi dan kolaborasi 

 

Peserta didik juga perlu didorong untuk melakukan penilaian diri atas perilaku dalam 

kerjasama. 
 

Berikut adalah salah satu contoh format penilaian diri. 

 

No Keterampilan  Selalu Sering Kadang- Tidak 

     kadang pernah 
       

1 Saya  mempraktikkan mendengarkan  secara     

 aktif.      
      

2 Saya  menantang  ide/gagasan,  bukan  orang     

 yang memiliki gagasan.     
      

3 Saya  mengecek  ketepatan  dan  pemahaman     

 saya.      
       

4 Saya  menyampaikan ketidaksetujuan  saya     

 dengan cara yang positif.     
      

5 Saya   memberikan   kontribusi   ide   di     

 kelas/kelompok.      
      

6 Saya  mengatur  dan  mengelola  tugas-tugas     
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 Kelompok.     

7 Saya 
menggunakanparafrase 
untuk meningkatkan 
pemahaman. 

 

    

8 Saya memberikan kritik yang konstruktif. 
 

    

9 Saya menggunakan strategi bertanya yang baik. 
 

    

10 Sayamempraktikkancarameraih  
kesepakatan/konsensus dengan teman kelompok 
saya. 

 

    

11 Saya memberikan inisiatif dalam diskusi. 
 

    

12 Saya bertanggungjawab dalam kelompok 
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LAMPIRAN 

 

LAMPIRAN 1 INSTRUMEN BUDAYA LITERASI SEKOLAH 
 

(Tiga Kegiatan Pelaksanaan GLS di Sekolah Untuk 

Membangun dan Mengembangkan Budaya Literasi 

Sekolah) 

 
 
 

LAMPIRAN 2 PENGATUR GRAFIS 
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LAMPIRAN 1 

 

INSTRUMEN BUDAYA LITERASI SEKOLAH
4 

 

(Tiga Kegiatan Pelaksanaan GLS di Sekolah 
 

Untuk Membangun dan Mengembangkan Budaya Literasi Sekolah) 

 

Nama sekolah : 

Alamat  : 

Alamat Web  :     
Telepon  : 

Surel (email)Sekolah : 

HP kontak person : 

Dan surel 

 

Berilah tanda cek (V) pada kolom ―sudah‖ atau ―belum‖ sesuai dengan kondisi 
di sekolah Ibu/Bapak! Pengisian centang ―belum‖ dapat dilengkapi dengan catatan 
mengenai ―masalah‖ yang dihadapi (kolom paling kanan). 

 

NO INDIKATOR  SUDAH BELUM 

MASALA

H 

     

(JIKA 

BELUM) 

1 Ada kegiatan 15 menit membaca yang dilakukan    

 setiap hari (di awal, tengah, atau menjelang akhir    

 pelajaran).     

2 Kegiatan  15  menit  membaca  telah  berjalan    

 minimal satu semester.     

3 Guru  menjadi  model  dalam  kegiatan  15  menit    

 membaca dengan ikut membaca selama kegiatan    

 berlangsung.     

4 Kepala sekolahdan tenaga kependidikan menjadi    

 model dalam kegiatan 15 menit membaca dengan    

 ikut membaca selama kegiatan berlangsung.    

5 Ada Tim Literasi Sekolah (TLS) atau tim sejenis    

 yang dibentuk oleh kepala sekolah.     

6 Ada bahan kaya teks  yang terpampang di tiap    

 kelas.     

7 Ada bahan kaya teks  yang terpampang di tiap    

 kelas, koridor, dan area lain di sekolah.     

8 Ada  poster-poster  kampanye  membaca  untuk    

 memperluas   pemahaman   dan   tekad   warga    

 sekolah  untuk  menjadi  pembelajar sepanjang    
 
 

 
4
Jakarta, 02032017, KP 
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 hayat          

9 Ada perpustakaan, sudut baca di tiap kelas, dan    

 area  baca  yang  nyaman  dengan  koleksi  buku    

 nonpelajaran yang dimanfaatkan untuk berbagai    

 kegiatan literasi.        

10 Perpustakaan sekolah menyediakan beragam    

 buku  bacaan  (buku  nonpelajaran:  fiksi  dan    

 nonfiksi)  yang  diperlukan  peserta  didik  untuk    

 memperluas pengetahuannya  dalam pelajaran    

 tertentu.         

11 Kebun sekolah, kantin, dan UKS    

 menjadilingkungan yang bersih, sehat dan kaya    

 teks. Terdapat poster-poster tentang pembiasaan    

 hidup bersih, sehat, dan indah.      

12 Peserta  didik  memiliki  jurnal  membaca  harian    

 (menuliskan judul bacaan dan halaman)     

13 Peserta  didik  memiliki  portofolio  yang  berisi    

 kumpulan jurnal respon membaca.      

14 Peserta  didik  memiliki  portofolio  yang  berisi    

 kumpulan  jurnal  respon  membaca  (untuk  SMP    

 minimal dua belas buku nonpelajaran)     

15 Jurnal respon peserta didik dari hasil membaca    

 buku bacaan dan/atau buku pelajaran dipajang di    

 kelas dan/atau koridor sekolah      

16 Ada  berbagai  kegiatan  tindak  lanjut  (dari  15    

 menit  membaca)  dalam  bentuk  menghasilkan    

 respon secara lisan maupun tulisan (bagian dari    

 penilaian nonakademik)       

17 Ada  berbagai  kegiatan  tindak  lanjut  (dari  15    

 menit  membaca)  dalam  bentuk  menghasilkan    

 respon   secara   lisan   maupun   tulisan   dalam    

 pembelajaran  (bagian  dari  penilaian  akademik    

 yang terintegrasi dalam nilai mata pelajaran)    

18 Kepala  sekolah  dan  jajarannya  berkomitmen    

 melaksanakan  dan  mendukung  gerakan  literasi    

 sekolah         

19 Ada  penghargaan  terhadap  pencapaian  peserta    

 didik dalam kegiatan literasi secara berkala    

20 Ada kegiatan akademik yang mendukung budaya    

 literasi sekolah, misalnya: wisata   ke    

 perpustakaan atau kunjungan perpustakaan    

 keliling ke sekolah        

21 Ada  kegiatan  perayaan  hari-hari  tertentu  yang    

 bertema literasi        

22 Ada unjuk karya (hasil dari kemampuan berpikir    

 kritis dan kreativitas berkomunikasi  secara    
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 verbal,   tulisan,   visual,   atau   digital)   dalam    

 perayaan hari-hari tertentu yang bertema literasi    

23 Peserta  didik  menggunakan  lingkungan  fisik,    

 sosial,   afektif, dan akademik disertai beragam    

 bacaan (cetak, visual, auditori, digital) yang kaya    

 literasi–di   luar   buku   teks   pelajaran–untuk    

 memperkaya pengetahuan dalam mata pelajaran    

24 Ada  pengembangan  berbagai  strategi  membaca    

 (dalam  kegiatan  membaca  15  menit  dan/atau    

 dalam pembelajaran)      

25 Guru   melaksanakan   ―strategi   literasi   dalam    

 pembelajaran‖ dalam semua mata pelajaran    

26 Sekolah  melibatkan  publik  (orangtua,  alumni,    

 dan elemen masyarakat) untuk mengembangkan    

 kegiatan literasi sekolah.      

27 Sekolah berjejaring dengan pihak eksternal untuk    

 pengembangan  program  literasi  sekolah  dan    

 pengembangan profesional warga sekolah    

 tentang literasi.       
 

SUMBER DAYA MANUSIA DAN SARPRAS 

No RINCIAN JUMLAH JUMLAH JUMLAH 

  ORANG JUDUL 

EKSEMPLAR/BU

AH 

1 Siswa    

2 Guru (termasuk kepala  *** *** 

 sekolah)    

3 Karyawan    

4 Buku teks pelajaran    

5 Buku panduan pendidik ***   

6 Buku pengayaan    

 Fiksi    

 Nonfiksi    

7 Buku referensi    

8 Sumber belajar lain    

9 Langganan media online    

 (majalah, jurnal, dll.)    

10 Jumlah komputer    

11 Jumlah komputer yang  ***  

 terhubung internet    

 

Catatan: 

1. Yang bertugas sebagai tenaga perpustakaan adalah … 

2. Hotspot: ada/tidak ada (coret salah satu) 

3. Catatan lain: … 

4. Gambar/foto/video kondisi dan kegiatan berliterasi …. 
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Khusus untuk sarpras (No. 4—9), silakan mencermati ketentuan Permendiknas no 24 

tahun 2007: (1) Buku teks pelajaran: 1 eksemplar/mata pelajaran/peserta didik, 

ditambah 2 eksemplar/mata pelajaran/sekolah; (2) Buku panduan pendidik: 1 

eksemplar/mata pelajaran/guru mata pelajaran bersangkutan, ditambah 1 

eksemplar/mata pelajaran/sekolah; (3) Buku pengayaan: 870 judul/sekolah, terdiri atas 

70% nonfiksi dan 30% fiksi. Banyak eksemplar/sekolah minimum: 1000 untuk 3--6 

rombongan belajar, 1500 untuk 7--12 rombongan belajar, 2000 untuk 13--18 

rombongan belajar, 2500 untuk 19--24 rombongan belajar; (4) Buku referensi: 20 

judul/SMP; (5) Sumber belajar lain: 20 judul/SMP! Bandingkan dengan 

Permendikbud No 23 tahun 2013 tentang Standar Pelayanan Minimal:Satu set buku 

teks untuk setiap perserta didik dan 200 judul buku pengayaan dan 20 buku referensi 

untuk SMP!. 
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LAMPIRAN 2 PENGATUR GRAFIS 
 

 

1. Aktivasi pengetahuan latar belakang 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 

 

Judul Teks/Materi: _________________________________________ 
 
 

Apa yang sudah kamu ketahui sebelumnya?  
 
 

KOSAKATA TENTANG TOPIK TERTENTU 
 

Guru dan siswa menuliskan sejumlah kosakata (10--

15 kata) yang berkaitan dengan topik yang akan 

dibahas. Siswa mencermati kata-kata tersebut dan 

mengisi tabel berikut ini. 
 

........ ........ ......... ......... .......... 
 

........ ........ ......... ......... .......... 
 
 
 
 

 

Kata ini belum Saya pernah Saya tahu definisi 

Saya tahu 

berbagai 

pernah saya dengar mendengar kata ini, kata ini atau pernah makna atau 

sebelumnya tapi belum menggunakannya 

penggunaan 

kata ini 

 paham/tidak yakin dalam sebuah dan dapat 

 maknanya kalimat memberikan 

   contohnya 
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2. Tabel Prediksi  
 
 
 

 

Membuat Prediksi 
 

 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________  
 
 
 
 

Prediksi saya Apa yang sebenarnya terjadi 
 
 
 
 
 
 

Awal 
 
 
 
 
 
 
 
 
 
 

Tengah 
 
 
 
 
 
 
 
 
 

 

Akhir 
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3. Tahu-Ingin-Pelajari 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 

 

Bacalah judul teks! Tuliskan informasi yang sudah kamu ketahui tentang topik tersebut 

(baris T)! Tuliskan pertanyan-pertanyaan yang ingin kamu temukan jawabannya di 

dalam teks yang akan kamu baca (baris I)!Kemudian bacalah teks tersebut! Jawablah 

pertanyaan yang sudah kamu buat sebelumnya untuk menunjukkan hal-hal yang sudah 

kamu pelajari dalam teks (P)! 
 
 
 
 
 
 
 
 
 
 
 

Tahu  
 
 
 
 
 
 
 
 
 

 

Ingin  
 
 
 
 
 
 
 
 
 

 

Pelajari  
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4. Tahu-Ingin-Bagaimana 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 

 

Bacalah judul teks! Tuliskan informasi yang sudah kamu ketahui tentang topik tersebut 

(baris T)! Tuliskan pertanyan-pertanyaan yang ingin kamu temukan jawabannya di 

dalam teks yang akan kamu baca (baris I)! Kemudian tuliskan bagaimana caranya 

kamu akan menjawab pertanyaan-pertanyaan yang kamu tulis (baris B)! 
 
 
 
 
 
 
 
 
 
 
 

Tahu  
 
 
 
 
 
 
 
 
 

 

Ingin  
 
 
 
 
 
 
 
 
 

 

Bagaimana  
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5. Tahu-Ingin-Bagaimana-Pelajari 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 

 

Bacalah judul teks! Tuliskan informasi yang sudah kamu ketahui tentang topic tersebut 

(baris T)! Tuliskan pertanyan-pertanyaan yang ingin kamu temukan jawabannya di 

dalam teks yang akan kamu baca (baris I)! Kemudian tuliskan bagaimana cara kamu 

akan menjawab pertanyaan-pertanyaan yang kamu tuliskan (baris B)! Setelah 

membaca teks, tuliskan jawaban atas pertanyaan-pertanyaanmu untuk menunjukkan 

hal-hal yang telah kamu pelajari (baris P)! 
 
 
 
 
 
 
 
 

Tahu 
 
 
 
 
 
 

 

Ingin 
 
 
 
 
 
 

 

Bagaimana 
 
 
 
 
 
 

 

Pelajari 
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6. Rantai Peristiwa/Proses 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 

 

Urutkan kejadian secara kronologis/proses mengenai terjadinya sesuatu dengan 

mengisikan kata-kata ke dalam kotak-kotak berikut ini! 
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7. Siklus 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 

 

Tuliskan siklus sebuah fenomena alam dengan mengisikan kata-kata dalam gambar 

panah berikut! 
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8. Adik simba (Apa, di Mana, Kapan, Siapa, Mengapa, Bagaimana) 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________  

 

Siapa? TOPIK Kapan? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Apa? di Mana? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Mengapa? Bagaimana?  
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9.  Berpikir-Berpasangan-Berbagi   

Nama: ___________ Nama teman saya: __________Kelas: ___ Tanggal:  ________ 

Judul Teks/Materi: _________________________________________ 

    

PERTANYAAN APA YANG APA YANG APA YANG 

ATAU ISU SAYA DIPIKIRKAN AKAN KAMI 

 PIKIRKAN TEMAN SAYA BAGIKAN DI 

   KELAS 
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10. Hubungan Tanya Jawab 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________  
 
 
 
 

 

 Di sini Pikir dan Cari 

   

 Jawaban tersurat di dalam teks Jawaban ada di dalam teks, namun 

Di Dalam dan dapat langsung ditemukan informasinya harus dicari di beberapa 
  

Teks di satu bagian. bagian di dalam teks. 
  

 
 
 
 
 
 
 
 
 

 

 Penulis dan Saya Pandangan Saya 

   

Di Benak Jawaban tersirat di dalam teks. Jawaban tidak ada di dalam teks. Teks 
  

Saya 
Saya harus menggunakan tidak harus dibaca untuk menjawab 

  

 pengetahuan sebelumnya untuk pertanyaan. Saya menggunakan 

 menjawab/memberikan respon. pengalaman saya sebelumnya untuk 

  memberikan respon. 
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11.  Diagram Venn 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________: 
 
 
 

 

Tuliskan nama dua hal yang kamu bandingkan ke dalam lingkaran di bawah ini! 

Tuliskan kata/frasa yang membedakan dua hal tersebut ke dalam bagian yang tidak 

beririsan! Tuliskan kata/frasa yang menunjukkan kesamaan di antara dua hal tersebut 

ke dalam bagian yang beririsan! 
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12.  Tabel Fakta-Opini 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 

 

Tuliskan fakta-fakta yang kamu temukan di dalam teks! Tuliskan pernyataan 

berbentuk opini yang kamu temukan di dalam teks! Jelaskan darimana kamu tahu 

bahwa pernyataan tersebut adalah fakta atau opini! 

 

Fakta Dari Mana Saya Tahu 

  

  
 

 

Opini Dari Mana Saya Tahu 
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13.  Tabel Lima Indra 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 
 
 

Tuliskan kalimat yang memerikan lima indera di dalam teks ke dalam kolom di 

bawah ini!  
 
 
 

 

Indra  Kalimat di dalam teks 

    
Perasa 

 
 
 

 

Penglihatan 
 
 
 

 

Pendengaran 
 
 
 

 

Sentuhan 
 
 
 

 

Pembau  
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14. CAPTION
5 

 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 

 

Carilah gambar atau ilustrasi di dalam teks!. Buatlah caption untuk gambar tersebut! 

Bila sudah ada caption sebelumnya, buatlah caption baru yang bermakna sama! 
 
 

Gambar/ilustrasi tentang: 
 
 
 
 
 
 
 
 
 
 
 
 

Captionlama: 

Captionbaru:  
 

 

Gambar/ilustrasi tentang: 
 
 
 
 
 
 
 
 
 
 
 
 

Captionlama: 

Caption baru:  

 
5
Tulisan yang menyertai gambar. 
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15. GAMBAR DENGAN CAPTION 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 

 

Carilah informasi di dalam teks yang dapat diubah isinya dalam bentuk gambar atau 

ilustrasi! 
 

Gambarkan hal itu di dalam kotak di bawah ini dan tambahkan caption!  

 

Informasi tentang: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Caption:  
 

 

Informasi tentang: 
 
 
 
 
 
 
 
 
 
 
 
 

Caption: 
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16. Peta Gagasan Utama dan Penjelas 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________  
 
 

Contoh  
 
 
 

 

Gagasan Penjelas 1   Contoh 
    

    
 
 
 
 

Contoh  
 
 
 

 

Contoh  
 
 
 

 

Gagasan Utama  Gagasan Penjelas 2   Contoh 

        
 
 
 

Contoh  
 
 
 

 

Contoh  
 
 
 

 

Gagasan Penjelas 3   Contoh 
    

     
 
 
 

Contoh 
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17. Hubungan Sebab-Akibat 
 
 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: ____________________ 

 

 

 

  

  

Akibat 1 

Sebab Akibat 2 

Akibat 3 
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18. Masalah-solusi 
 
 
 

 

Nama: ________ Kelas:  ___ Tanggal:  ________ 
 
 

Judul Teks/Materi: _________________________________________ 

 

Peta Masalah-Solusi ini membantumu mengidentifikasi masalah dan 

mempertimbangkan berbagai solusi dan kemungkinan hasilnya. 

 
 
 
 

 Siapa   

Masalah Apa   

 Mengapa   
     

     

 Alternatif solusi Hasil 

Solusi 1.  1.  

 2.  2.  

 3.  3.  

     

      
Hasil akhir  
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19. SQ3R 

 
Nama:  Kelas:  Tanggal:     

 
Judul Teks/Materi:     

 

 
 

Survey: 

Tuliskan judul dan subjudul dalam teks! 

 

 
 

Question: 
Tuliskan pertanyaan "Adik Simba (Apa, di Mana, Kapan, Siapa, Mengapa, 

dan bila perlu, Bagaimana) dari topik utama! 

  
 

 
 

 

Read: Tuliskan jawaban dari pertanyaan yang kamu tulis di atas! 

 

 

 
 

Recite: 

 
 

 
 

 
 

 

Tuliskan informasi dan frasa penting dari jawaban pertanyaan di atas! 

 
 

Review: Buatlah ringkasan dari setiap paragraf/bagian teks. 
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