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Abstract 

This Master’s thesis focuses on educational challenges in a small island community, that is 

Gili Asahan village in Lombok, Indonesia. The idea for this study emerged from a voluntary 

organization called Kelas Inspirasi, which has an initiative to send volunteer teachers to over-

come the lack of teaching staff on the island. The challenges found during the case study did 

not concern only the lack of teacher’s presence but also teaching in the multi-grade class set-

ting as well as challenges in school’s facilities and infrastructure and furthermore, the influ-

ence of the rural community on schooling. After the researcher discovered the educational 

challenges of in this small island community, she set out to find possible solutions to over-

come these issues.  

 

The research is based on a case study. The researcher observed the location in its natural set-

ting collecting the data of all daily activities inside and outside the classroom, making field 

notes. Hence, she was both a participant researcher and a voluntary teacher of a multi-grade 

class in the local primary school. The data was analyzed through explanation building by re-

flecting on the theoretical proposition as a connection link to the real event. Through the itera-

tive process, the researcher was trying to compare findings and propositions, integrating the 

context and adding additional details until she gets the holistic and comprehensive analysis to 

understand the issue.  

 

According to the findings, in this kind of remote and isolated islands, multi-grade classes are 

a necessity. The sparse population and difficult geographic conditions lead to difficulties in 

hiring more than one teacher. In this village, there were only 20 students enrolled in the pri-

mary school with grades 1, 2, and 4. The teacher-researcher was not prepared to teach in the 

multi-grade setting, so managing the classroom became oftentimes very challenging. Students 

were not properly engaged in the schooling process, they experienced neither sense of belong-

ing nor autonomy in the classroom. Understandably, this led to students’ low study motiva-

tion as they became passive receivers, with the unfortunate outcome of future failure in 

schooling. While, the role of the community in the formal schooling process is not active and 

encouraging, the school merely becomes a place to entrust the children when parents go to 

work. 

 

The researcher argues that in spite of some disadvantages, multi-grade classes have a potential 

to support Education for All, even in remote and isolated locations. However, teachers’ prepa-

ration in the multi-grade settings should start already in teacher training. The knowledge of 

multi-grade teaching could wane mismanagement in the classroom environment, overcome 

the limited resources, and maximize teacher’s presence to support active learners. The coop-

eration between community and school should be addressed to promote the “pedagogy of 

place” concept where teachers could design lessons according to children’s daily life in small 

island communities. 
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1 Introduction 

The researcher’s interest in this topic emerged after reflecting on the many societal is-

sues in Indonesia. As a developing country, Indonesia encounters multiple challenges in dif-

ferent sectors such as social, political, and economic. In this study, the researcher focuses on 

the education sector because it corresponds with the researcher’s own background. However, 

obstacles in the education sector are related to many aspects such as socio-cultural, socio-

economic, geographic, and demographic. Geographically, Indonesia consists of many small 

islands which are located far from Jakarta, the capital city of Indonesia. Demographically, 

most of the Indonesian population is located on the Javanese mainland and in the capital prov-

ince, while only a sparse population lives on the remote islands. Considering these factors, the 

development of facilities and infrastructure are mainly in the capital province and not evenly 

distributed in the remote, rural locations. In this introductory chapter, I give a general outline 

of the many challenges in the education sector in Indonesia, after which I describe my own 

relationship to the research topic. Finally, I outline the research questions that have guided 

this study. 

1.1 The challenge of education in Indonesian society 

Contemplating the obstacles in the education sector, there are some key concerns such 

as a reluctant attitude to schooling, poor educational infrastructure and facilities, and a lack of 

well-educated, competent teachers. These obstacles, combined with geographic and demo-

graphic factors, have compounded and become the main educational problem in Indonesia. 

The poor infrastructure in education is one of the factors preventing the schooling process in 

remote-rural locations, because students have neither proper school buildings nor classrooms 

to support teaching and learning processes. Many schools are located far away from the vil-

lage where students live, so students need to come from long distances to reach the school. 

Conditions such as students needing to cross the river or walk through the forest to reach their 

school are familiar situations in some rural-isolated places. Similar conditions are experienced 

by teachers when they come to school. A rural school located in a sparsely populated area 

usually only has one teacher to teach all grades. Most schools find it difficult when they have 

to recruit teachers to teach in the rural schools without any proper compensation. Those con-

ditions are compounded by students’ reluctance toward schooling. In some remote locations, a 
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school is viewed only as an educational institution which teaches reading and writing. Often-

times, students do not complete primary school because they decide to work to help their par-

ents. Some of those who might complete do not consider continuing to the higher level. They 

view schooling as impractical.  Those conditions are the result f values, beliefs and attitudes 

in a society where schooling is not as beneficial as helping families’ financial condition. 

As a consequence, some NGOs run voluntary initiatives to overcome situations such as 

a lack of teaching staff in rural-remote locations and a lack of schooling motivation. In recent 

years, a lot of voluntary activities have related to the education sector: Indonesia Mengajar 

(Indonesia Teach), Kelas Inspirasi (inspiration Class), Gerakan 1000 guru (A Thousand 

Teachers), Ruang Berbagi Ilmu (A Room for Sharing Knowledge) and many more. Indonesia 

Mengajar aims to provide volunteer teachers for rural schools. These teachers will live with 

the resident in the village for one year, teach children at school and outside the school. As a 

solution to the lack of schooling motivation, Indonesia Mengajar has made a program called 

Kelas Inspirasi (Inspiration Class) which invites professionals to share their occupational and 

professional experience. The aim of this program is to broaden students’ minds about the 

function of schooling as not only to read and to write but also to reach their future goals and 

their dreams. Gerakan 1000 guru is similar to Indonesia Mengajar, but volunteer teachers 

teach for a shorter period. Ruang Berbagi Ilmu (RUBI) supports creative teaching and class-

room management training for teachers in remote-rural locations. 

In reality, these programs are not only beneficial for students and teachers, they can also 

help people to understand the real education situation in remote locations in Indonesia. Volun-

teers involved in these programs learn about the values, beliefs and attitudes in a particular 

rural community, including their needs and their problems. They ascertain characteristics of 

students by considering their cultural background. As a result, volunteers have initiatives to 

design other programs as a continuation from previous programs by considering the character-

istics and the needs of a rural school such as fundraising to renovate the classroom, donations 

of books to the school library, or hiring a volunteer teacher to help the teacher in the remote-

isolated area. These programs need sensitivity not only towards the school’s needs but also 

sensitivity to the values and beliefs of the rural community. 
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1.2 Justification of study 

1.2.1 Researcher’s positionality 

I studied Architecture and Engineering Education as an undergraduate at the Faculty of 

Technique and Vocational Education in one of the public universities in Indonesia. I received 

a bachelor’s degree in education and qualified as a teacher in the vocational school. During 

my study, the university designed pre-service teacher training to implement graduates’ 

knowledge in the education field, especially in the vocational school, while to integrate grad-

uates into society the university had a community service program. Thus, my previous educa-

tion prepared me to be a professional teacher and to be a good citizen with awareness of social 

issues in my home country.  

These experiences raised my awareness about the educational challenges in Indonesia 

and the condition of Indonesian society in general. I was assigned to a rural area bothas a pre-

service teacher. So, this activity gave me the experience to integrate with students from a dis-

advantaged socio-economic background and also integrate with non-privileged communities. 

I experienced living with a lack of facilities and infrastructure, including poor sanitation, poor 

access and transportation, and lack of other important resources. My parents’ come from the 

rural community and their background has raised my awareness about living in those disad-

vantaged conditions. Sometimes, we did not have electricity and only used candles, we did 

not have a bathroom and had to take shower in the river, we did not have a water pump so we 

had to take clean water from the spring which is located far away. I had prepared myself for 

non-privileged conditions since the program coordinator had told me that Gili Asahan was 

lacking a lot of main facilities like electricity and clean water as also that the economic condi-

tion of my host meant that they could only provide simple dishes. Hence, I came to Gili Asa-

han as a person ready for all unfavorable conditions.  

My professional teaching experience contrasted greatly with my awareness about rural com-

munities in Indonesia. I taught art in a private institution, my first teaching experience was in 

a private art studio and the second was at a private international school. I got to use a variety 

of art materials and interact with students from privileged socio-economic backgrounds. As a 

teacher in the private institution, we had a standard operating procedure to manage the class-

room. In the pedagogical context, the teaching practice was similar, while in the procedural 

area there were some differences amongst each school. Classroom management was about the 
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lesson plan, time management, and also teacher-student relationships. In the school communi-

ty, as a teacher, I was involved in non-teaching activities such as designing the syllabus, 

teachers meeting and invigilating exams. Due to this background, I came to Gili Asahan as a 

professional teacher who used structured lesson plans; I did not have experience in teaching 

literacy and numeracy to primary school students, so I was planning to use art as an approach 

to teach them.  

I started studying the Master’s Program of Education and Globalisation in August 2016. 

I had passed one year as a master’s degree student when I conducted my research in August 

2017. So, when I came to Gili Asahan, I came with the knowledge as a student and I already 

had multiple perspectives on education in my mind. I tried to apply my previous background 

as an art teacher, while at the same time I was aware that I should not embed my culture and 

identity as a student who studies overseas because children who live in this island have their 

own culture and identity in their community. 

1.2.2 Previous research 

Research on rural education has been done by some scholars. Although they cover the 

general topic, that is rural education, they focus on different aspects according to their interest 

and the needs of each context. Rural education research accepts some criticism due to the lack 

of adequate controls or comparison groups, which possibly leads to inconsistencies among 

findings in rural studies (Arnold et al., 2005). In many cases, they are affected by low funding 

in rural education studies and the inability to provide meaningful reform towards the context 

(rural area). In general, studies on rural education are grouped into two categories. First, stud-

ies conducted to specifically investigate rural education issues and second, studies that en-

compass general education issues in the rural context (Arnold et al., 2005).  

In this study, the researcher focuses on the problem she found during a voluntary teach-

ing activity on a small isolated island by specifically investigating rural education issues. She 

found that studies in a similar context focusing on rural education has been conducted by 

some other researchers, although the data shows that studies on the organization of schooling 

have not frequently been addressed (Arnold et al., 2005). Organization of schooling interests 

the researcher because she found a lot of evidence from her voluntary teaching that could help 

to investigate students’ grouping for effective learning, such as multi-grade teaching and 

strategies for classroom organization. 



 

11 

 

Some current studies about rural education discuss the necessity of strategy in class-

room organization to overcome the educational issues in remote-rural locations. Teaching and 

learning in rural schools has attracted many scholars due to their inferiority as they cannot 

offer the same opportunities for students regarding facilities and qualified teaching staff (Smit 

et al., 2015). Little’s research not only focused on the problem in rural schools, but she fo-

cused on ac more specific case in rural education, multi-grade teaching. She has done some 

studies about multi-grade teaching in different contexts, she covers the challenge of multi-

grade teaching in achieving education for all in which it is only visible for those who teach or 

learn in a multi-grade situations, but remains invisible for those who work beyond them (Lit-

tle, 2006).  

A research study in Bhutan has investigated the expanding and enhancing multi-grade 

schooling to pursue Education for All (Ninnes et al., 2007). Bhutan has similar conditions 

with this research’s context, Indonesia, in terms of school location which are located in the 

remote area. Ninnes et al (2007) assumed that multi-grade schooling would not be effective to 

implement in Bhutan due to a lack of teacher supply, especially in primary education. In re-

cent years, they have designed a program for teacher training, but the problem does not cease 

at that point. The geography of Bhutan is quite challenging for both teachers and students. 

Schools can be located in remote locations taking from half a day to several days to walk to, 

compounded by the condition of main infrastructure like classrooms which are small and do 

not have electricity (Ninnes et al., 2007). A study with a similar concern was also examined in 

Greece. This other research focused on the necessity of rural teacher education in the Greek 

small rural primary school (Saiti, 2009). This research finds that teacher education should not 

only focus on teaching method and curriculum implementation, but it should prepare teachers 

for the varying conditions in Greece such as geographic and demographic challenges and also 

the possibility of teaching in multi-grade classes. 

A study from Indonesian scholars examined the educational problem and alternative so-

lution in a rural island community in Aceh Besar region. This research raised some important 

issues regarding the educational problems on small islands by using a case study approach 

(Adlim et al., 2016). According to the result, the educational issues are quite complex, but the 

main issue that was raised was about teacher attendance. Due to the geographical location and 

the lack of facilities and infrastructure, the teacher lacked motivation to teach on the rural-

isolated small island. The solution was discussed through forum group discussion and led to 

the solution to promote high school graduates in the rural-isolated-small island community 
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itself, rather than hire teachers from the mainland who always preferred to work on bigger 

islands.  

Looking at the teaching strategy, Giannakos and Vlamos (2012) tried to suggest an al-

ternative solution for teaching in a multi-grade school in an isolated-small school by investi-

gating the use of webcasts in multi-grade classroom teaching. Multi-grade classrooms are 

challenging in terms of teacher’s presence in front of the class is not possible therefore teacher 

needs assistance to help him deliver the lesson to the students. This research shows the tech-

nological approach such as webcast-based learning could be a solution.   

In these previous studies, some scholars frequently discussed teacher training as a key 

issue to provide quality education; multi-grade teaching was considered as a solution to 

providing education in the remote-isolated location. But researchers assume that there is lack 

of local community involvement in providing education for children in rural and remote loca-

tions. Education in remote-isolated location has a lot of limitations such as difficult geograph-

ic location, poor infrastructure, lack of well-educated competent teachers, and inferior social 

community. The question has arisen as to whether children from rural areas are disadvantaged 

in term of their school careers due to social or cultural factors (Smit, et al., 2015). This factor 

should be investigated further: how does the teacher and school gain support from the local 

community to encourage children to go to school and to help the teacher to pursue a “peda-

gogy of place” where children will learn according to their own contexts. 

1.2.3 Statement of research question 

After giving an outline of the great challenges in the Indonesian education system at a 

general level, I described my own relation to the research topic, starting with my own educa-

tional background in Indonesia until I became a student on the International Master’s program 

at the University of Oulu, Finland. On the Education and Globalisation program, I learned 

about ethics and education, and also development and education. It brought up the realization 

that actors from a privileged group might come with an idea to a non-privileged group and set 

new standards which are actually not appropriate to the community. As Howley and Howley 

mention “I grew up poor, but I didn’t know it until I went to school” (as cited in Schaft and 

Jackson, p. 35, 2010). I realized that I cannot use my own knowledge to teach the children, I 

had to use their own context but, would they learn something new if they learned using their 

own context of a small community in a remote island? Considering all the above-mentioned 
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issues, the research questions started to take shape in my mind. For this master’s study, the 

research questions are as follows: 

1. What kind of issues in the community, and in the school education in particular, 

emerged during one week’s voluntary teaching period on a remotely located small is-

land in Indonesia?  

2. How could the challenges in the community, and in the school education in particular 

be tackled? That is, what kind of learning activities and other procedures should be 

implemented to solve the problems and to improve the educational standards of small 

remotely situated islands in Indonesia? 

 

I shall next describe the research context. First the demographic facts, then the Indonesian 

education system with its challenges. After those reviews, I shall introduce the voluntary pro-

gram Kelas Inspirasi, whose teacher ‘ambassador’ I was for one week in the small village of 

Gili Asahan.  
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2 The research context – Indonesia 

2.1 Demographic facts 

The population of Indonesia is an estimated 260 million people (UN, 2017). According 

to encyclopedia.com, approximately 5% of the population is over 65 years old, 30% is under 

15 years old, and the rest 65% in the middle range between 16 and 64 years old. Uneven pop-

ulation distribution has become an issue in Indonesia because 60% of the population lives on 

just 7% of the nation’s land.  

Based on the UN data in 2005, Indonesia's labor force numbered an estimated 110 mil-

lion people. Agriculture accounted for 44% of the workforce, with 19,3% in industry and 

37,2% in services. Those statistics had changed in 2014, with agriculture accounting for 

34,3%, 21% in industry, and services as much 44,8% (UN, 2017). Agriculture has become the 

dominant sector in Indonesia, with approximately 48 % Indonesian workers engaged in the 

agriculture sector. As much as 60% of cultivated land is on the island of Java, which has also 

become the island with the largest population.  

The rate of unemployment is quite high. In 2005 it was estimated at 11%, although this 

number had decreased significantly by 2010 to 5,9%.  Legally, children under age of 18 are 

prohibited from working. But, because of the economic condition of the Indonesian people, 

the law gives permission for children above 13 years old to labor with some conditions like 

parental consent, working hours, and legal wages. 

The location of this research is West Nusa Tenggara province. It is one of the 33 prov-

inces that is located in the central part of Indonesia. This province consists of two main is-

lands: Lombok island and Sumbawa island. The area of West Nusa Tenggara is well known 

for having beautiful natural scenery. It has Rinjani mountain which is a favorite hiking desti-

nation, while it is also surrounded by small islands which are called Gili in the Sasak lan-

guage. Lombok is mainly inhabited by the Sasak Group. The population of the province was 

4.496.855 (at the 2010 census). In 2005, West Nusa Tenggara was reported as the most af-

fected area for malnutrition and kwashiorkor.  

Regarding education, based on the data in 2014, the mean number of years of schooling 

in West Nusa Tenggara province was about 6,67 years, while in the research location, that is 
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West Lombok region, it was only 5,63 years. It means that children might only complete pri-

mary school or even dropout before finishing primary school. This compares unfavorably 

with the capital of the province, Kota Mataram, where there were an average of 9,04 years of 

schooling, which means children in the capital province might complete primary school and 

junior secondary school (BPS, 2017). 

2.2 The education system in facts and figures 

Based on the constitution, the government has a role to enhance the quality of educa-

tion, to create equity and opportunity in accessing education. Article 31 mentions that “every 

citizen has the obligation to undertake basic education and the government has an obligation 

to fund this” (Article 31, 1945 Constitution of Indonesia). Another important point is that the 

state shall prioritize a minimum of 20% of the budget for education to fulfill the needs of im-

plementation of national education. Therefore, 9 years of basic education is compulsory for 

children from age 7 till 15. However, in practice the nondiscriminatory education is often not 

achieved because not all Indonesians can achieve 9 years of basic education. Primary school 

(SD) covers six years of study, followed by three years of junior secondary school (SMP). 

Then, students may choose three years of senior secondary school (SMA) in general studies, 

Islamic studies (MA), or vocational studies (SMK). Bahasa Indonesia is the language of in-

struction in public schools. All public schools follow a government standard and the national 

curriculum. They receive government subsidies, but this does not make the education free.  

Completing education at any one of the upper secondary schools allows students to en-

ter the higher education level. In the higher education level, there are some choices for the 

students. Polytechnics and academies aim to teach skills for graduates to be ready for em-

ployment, while universities not only aim to prepare skills but also to continue their education 

to the higher level like master’s degree or a postgraduate program. The purpose of having 

many choices of higher education institutions is to provide for the needs of students and par-

ents, that is to engage with the labor force and to prepare graduates to be ready for employ-

ment.      

To address the issue of educational cost, the government provides a school Operational 

Grant (Bantuan Operasional Sekolah - BOS). Its major function is to support nine-year basic 

compulsory education by removing school fee policies in public schools. “BOS supports 

schools and parents by lowering fees in order to expand access to education” (Tobias et al., 

2014). It also promotes a school-based management approach as an effort to improve the 
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quality of education in Indonesia. BOS is considered to be important in enhancing the pro-

gress of achieving universal basic education by increasing primary enrolment and completion 

rates (Tobias et. al., 2014).  

According to data from the Central Bureau of Statistics in Indonesia (Badan Pusat 

Statistik - BPS), only 73,80% children who are enrolled in school are qualified for formal 

primary school (7 years old - 12 years old), while 25,84% are above 12 years old and 0,35% 

are below 7 years old. The data that shows students above 12 years old are still studying in the 

primary school demonstrates either that students are failing to complete their primary school 

in time or they started their primary schooling late, so they could not finish their study on 

time. Conversely 0,35% children who enrolled in primary school are under 7 years old. This 

shows that Indonesia still lacks educational institutions for young children, so they have to 

enroll in primary school before 7 years old.  

In West Nusa Tenggara province, educational issues include a lack of early childhood 

educational institutions, classroom infrastructures, and poor qualified teaching staff. Inade-

quate number of early childhood education is only cover 36,98% of overall needs. Mean-

while, poor classroom infrastructure and amenities are the main problem because 25,08% of 

classrooms are badly damaged, while regarding the teaching staff, unqualified teachers be-

comes the main issue because only 53,61% have bachelor degrees, while only 23,3% have a 

teaching certificate from the Ministry of Education (West Nusa Tenggara Education Bureau 

Agency, 2010).  

Providing classroom facilities has become one of the educational challenge in Indone-

sia. Poor classroom infrastructure causes problems in the teaching and learning process, un-

safe conditions for students, and poor learning resources. Teachers also find difficulty in 

teaching in these conditions. Challenges in teaching personnel include unqualified teachers 

because a lot of teachers do not have bachelor degree qualifications. The teaching profession 

in Indonesia is not considered as prestigious because it has low salary and incentives. Moreo-

ver, without a teaching certificate, teachers can only get paid 100.000 rupiahs per month (6,25 

euro). These factors mean that chools in rural-remote areas do not have enough teaching staff 

to teach a lot of classes, therefore multigrade classes are inevitable. 
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2.3 The profile of voluntary program Kelas Inspirasi 

2.3.1 Introduction to voluntary program Kelas Inspirasi 

Kelas Inspirasi (KI) is an action engaging professionals to share information about 

their professions including their professional field, job description, and the way to achieve 

their dreams. Kelas Inspirasi is a social activity inspired by the inequality in education. The 

social activity consists of people who organize to reach the same vision and agenda of change. 

The first KI was held in Jakarta, 25 April 2012 in 25 primary school locations. The first aim 

of KI was to encourage to be involved in education, encourage their own neighborhood and 

Indonesia in general. 

The purpose of Kelas Inspirasi for volunteers is to get teaching experience in front of 

the class, to build a sensitivity towards the reality of national education, to promote volunta-

rism and initiatives to overcome problems in our society without waiting for other help or 

blaming other parties, and to build networking and interaction with formal institutions 

(schools). Furthermore, the purpose of Kelas Inspirasi for students is to broaden knowledge 

and bring inspiration about future goals, motivate them to continue education to the higher 

level, build four primary values (honesty, hard work, independence, perseverance, and pro-

mote respect towards teachers, parents, and the elderly. 

Beside the targets that have been mentioned previously, Kelas Inspirasi realizes that 

their program is a societal movement. It has a social impact on the collaboration between all 

the actors involved in the program. Interaction and collaboration among all the elements 

(teachers, students, volunteers, and school) aim to promote positive networking; optimistic 

students who are swilling to continue their education to the higher level; trust between volun-

teers, schools, and society; promote a positive paradigm about education and encourage more 

social action.  

The basic values of KI are guidance for the practice of activities held by KI. Basic 

values in KI are: joining in voluntarily, being free of political interest and free of charge, en-

couraging readiness to learn and becoming directly involved in the activity, showing hospital-

ity, and sincerity. KI gives autonomy to volunteers in all regions to adjust with needs in each 

region which has its special and unique character. Autonomy is one of the additional values of 

KI if compared with other non-government organizations. KI appreciates that the diversity in 

Indonesia including the economic, social, and cultural conditions are different in each region 

in Indonesia. So, KI allows each region to hold their activities without any specific formal 
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guidance and only focuses on promoting basic values that can be applied in every condition 

(Kelas inspirasi, 2012). 

2.3.2 Preparing for a week teaching in Gili Asahan 

Hari Inspirasi – “The inspiration day” was initiated by Kelas Inspirasi.  Initially,  I 

planned this event to be my main data source. To have direct interaction with the children, I 

joined a program, “A Week Teaching in Gili Asahan”. This program was initiated by Kelas 

Inspirasi Lombok as a response to their observation of the lack of a teacher on Gili Asahan 

island. Volunteers of Kelas Inspirasi Lombok have a strong commitment to education in 

Lombok. They want Hari Inspirasi to have a significant result for society and become an al-

ternative solution to educational issues on Lombok. One of their actions is Seminggu 

Mengajar Asahan or A Week Teaching Asahan. They hire volunteers to teach in Gili Asahan 

for a week. Unfortunately, it is not easy to find a volunteer who is able to teach for a week on 

an “isolated” island. The volunteer must have the commitment to spend their time for a week, 

take leave from their regular activities and their work in the city. Figure below explains the 

the introduction of one week’s voluntary teaching program in Gili Asahan (see figure 2.1).        

 

 

 

 

 

 

 

 

 

Figure 2.1. Introduction to One week’s teaching in Gili Asahan 
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Gili Asahan is an island located to the southwest of Lombok. Gili itself means island in 

the Sasak language (Sasak is an ethnic group in Lombok), so Gili Asahan means Asahan is-

land. This island has difficult access from Mataram city, unlike Gili Trawangan which has 

become the main tourism destination in Lombok. Gili Asahan has a primary school, SDN 4 

Batuputih. It is a public primary school managed by the government. It is the main school that 

has a filial school (branch school) on the mainland. SDN 4 Batuputih has two classrooms and 

one teacher’s room together with the principal’s room. The classrooms are never both in use 

as they do not have enough teachers, nor furniture to make them appropriate as classrooms. 

The teacher’s room and principal’s room are also never used because they are rarely working 

at the school. This school has one teacher who also lives on the main island, so she needs to 

cross the sea by boat when she comes to school every morning. In 2017, there were 3 grades 

studying in the same classroom, they are grade 1, 2, and 4. In 2016, they had a grade 6 but the 

students graduated, so they now study at the junior secondary school on the mainland. 
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3 Theoretical Framework 

3.1 Challenges of multigrade classroom and strategies to overcome them 

Education systems across the world have many different characteristics. The length of 

compulsory education varies from 6 to 12 years, while in Indonesia, compulsory education 

lasts for 9 years. Age is usually used as the entry requirement and may vary from 5 to 7 years 

old. There is a type of school which provides primary and secondary education in a single 

school. Another type provides only primary education or only secondary education in a single 

school. Often, the primary and secondary schools are located far apart. The educational chal-

lenges also differ for each country. In many schools in Indonesia, the lack of teaching staff 

has been a problem, especially in rural and remote area (Adlim et al., 2012). In other coun-

tries, the main issues are lack of proper school infrastructures and proper classrooms (Smith, 

2010). In some African countries, high dropout rates in basic education have become a serious 

issue (Brunswic & Valerien, 2004). In some other countries, gender disparity and adult illiter-

acy are the main problems (Smith, 2010). In some cases, one teacher must teach more than 

one grade at the same time, sometimes in the different classrooms, but in many cases different 

levels of students’ study in the same classroom, which is known as multigrade teaching (Lit-

tle, 2006; Cornish, 2006). 

A monograde classroom is most widely known as an ordinary pattern of a classroom 

organization but in practice multigrade classrooms have been in used for a long time to fulfill 

the needs of a school. In many places, multigrade classrooms have been used as a necessity 

rather than a pedagogic choice because a particular condition does not support the implemen-

tation of the monograde classroom (Little, 2006). Some of the terms used in referring multi-

grade classes include: multiage, non-graded, combination, mixed-age, composite, multilevel 

class, vertically-grouped class, family-grouped class, un-graded class, non-graded class, and 

consecutive class (Little, 2006; Jyrkinen, 2016; Mulryan-Kyne, 2007). 

Multigrade teaching is inevitable to overcome the issue where a teacher is responsible 

for teaching two or more grades at the same time. Multigrade teaching is a term used to de-

scribe the teaching concept in primary education of children who come from different grades 

and various abilities, usually in one class and in the case of one teacher in multiple grades. 

(Little, 1995; Birch & Lally, 1995). Multigrade teaching should not be viewed as a temporary 

task but as a fundamental educational concern in the nation because multigrade teaching has 
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the potential to achieve Education for All, although it might face a lot of obstacles (Birch & 

Lally,1995; Little, 2006).  

Some factors emerging from the needs of multigrade classes teaching are: demographic 

factors, geographical factors, a mobile population, and manpower issues (Little, 2006; Birch 

& Lally, 1995). Multigrade classes are often found in less populous places and more isolated 

areas or where the population is sparse and scattered over a very large area (Birch & Lally, 

1995; Cornish, 2006). In a sparse populous location like in northern Finland, the multigrade 

class is a solution to avoid school closure because of low schooling age population effects on 

low enrolment at school (Cornish, 2006). Regarding the manpower issue, multigrade classes 

aim to fulfill the demands of school-age children where the school has limited teaching staff 

(Little, 2006). Amongst some nomad populations such as in Pakistan and India, teachers trav-

el together with the community and have the responsibility to teach students, thus they still 

can get an education even in the mobile population (Birch & Lally, 1995). In this sense, they 

could not recruit too many teachers to travel with the community. Geographical challenges 

mainly initiate the need for a multigrade class when the school is located in the remote area 

which leads to difficulty for teachers and students to reach the school (Giannakos & Vlamos, 

2012; Ninnes, et al., 2007). Examples include mountainous terrain such as Greece, Pakistan, 

Nepal, or in the case of island countries such as Indonesia and Philippines, or in jungle habi-

tats like Vietnam, desert-like Australia or in countries with multiple extreme geographic con-

ditions like China and India (Birch & Lally, 1995). 

In the multigrade class, teachers have significant difficulty regarding curriculum plan-

ning, classroom organization, and time management (Cornish, 2006). Teachers responses in-

dicate that they view multigrade classes as negative practices; they prefer teaching in the 

monograde setting with more students rather than teaching in the multigrade class (Berry & 

Little, 2006). They find it difficult because they have more than one curriculum to be taught 

in the same classroom (Giannakos & Vlamos, 2012; Cornish, 2006; Little, 2006). The essen-

tial issue for teachers is about time management because they have to make more than one 

lesson plan. Their presence is also needed in more than one class at the same time (Jyrkinen, 

2016). However, teachers’ preparation in the multigrade setting is perceived as a main issue in 

many places. Neither pre-service teachers training nor teachers’ professional development 

lead on to preparation for multigrade class setting (Ninnes et al., 2007; Cornish, 2006).  

Cornish points out that there are some common practices to achieve teaching efficiency 

in the multigrade classroom; adjustment of timetables, flexibility in the curriculum, peer tutor-

ing and flexible grouping (Cornish, 2006). In the next section, the researcher will discuss 
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some common practices in multigrade classes, starting with curriculum planning and timeta-

ble adjustment as a part of classroom management, peer tutoring and grouping in the multi-

grade setting, and also learning resources and support for teaching in multigrade classes. 

3.1.1 Curriculum planning for multigrade classroom management 

Teachers have the right to decide the best approach in the multigrade classroom as long 

as it leads to efficiency of the teaching and learning process. A teacher should not be expected 

to implement strict curriculum patterns in his classroom, therefore the higher authority should 

understand that following standard curriculum for the mono-grade classroom would be diffi-

cult for a teacher who teaches in the multi-grade classroom (Little, 2005). The implementa-

tion of a curriculum has to be flexible in the case of multigrade teaching. In this sense, the 

curriculum should lead to teaching efficiency instead of creating extra workload for teachers. 

Some ways to pursue teaching efficiency include reorganizing the curriculum, giving space 

for adaptation and organizing the curriculum to be applied into a different context (Little, 

2006).  

A temporary solution is a parallel curriculum. In this concept, a teacher sets a learning 

plan providing direction for the structure, activities, and open tasks that make up individual-

ized student learning programs (Smit et al., 2015). It is challenging because the teacher will 

teach different programs at the same time, hence the teacher needs extra preparation in plan-

ning his lessons. This method is the best option for teachers who do not have experience with 

teaching in a multigrade class, for example, a substitute teacher who must teach multi-level 

students to replace an absent teacher in one of the classes (Cornish, 2006). The main chal-

lenge of this method is to keep all students busy so that they will not disturb their friends and 

misbehave (Jyrkinen. 2016). Through this concept, students are expected to be independent 

and able to exchange their ideas and strategies in learning because the teacher could not pre-

sent in both classes at the same time.   

Teacher could also implement a curriculum integration, which groups the lesson ac-

cording to similar themes. It is considered as an appropriate concept to reduce teacher’s work-

load in preparing different lessons. It promotes meaningful and contextual learning because it 

can translate a sophisticated curriculum into modest implementation, it can rotate and spiral 

the contents, and its approach to different learning styles can be used for different activities 

(Cornish, 2006). However, curriculum integration is not an ideal model because of the com-



 

23 

 

plex situation in the classroom for example, different grades in some different classroom 

make the presence of a teacher to teach the whole class not possible and teacher's inexperi-

ence with this issue could lead to the failure in curriculum integration across the contents 

(Birch & Lally, 1995).  

Beside curriculum integration, curriculum rotation and a spiral curriculum are consid-

ered as other approaches to simplify a teacher’s preparation in managing their classroom. This 

curriculum model was first implemented because teachers saw the possibility students' ability 

to adapt lesson from other grade which has similar level of cognitive development (Cornish, 

2006). As an illustration, the practice of curriculum rotation might use a similar curriculum 

for two adjacent grades. For example grade 3 and grade 4 will follow a curriculum from grade 

3 first, while in the next year they will study according to the curriculum from grade 4. A 

teacher needs to organize different activities by adjusting each level’s goals. Issues arise when 

there are more than two grades in a classroom such as a classroom which consists of grade 2, 

grade 3, and grade 4 or the grade differences in a classroom is quite significant such as grade 

1 and grade 3 who study in the same classroom. On the other hand, the concept of a spiral 

curriculum is almost similar. An example might be remedial learning: where students from 

different grades have learned same topic when they were in the lower grade, the topic will be 

expanded when they reach upper grade (Hyry-Beihammer & Hascher, 2015). 

However, planning is a fundamental issue in the multigrade setting. It consists of organ-

izing the class, developing a schedule, and managing the timetable which always differ from 

context to context due to different school needs and students’ socio-cultural backgrounds. The 

key to planning in the multigrade class is to plan meaningful instructions which accommodate 

different learning needs so that a teacher can encourage students to maximize their time in 

finishing their work in the classroom (Little, 2006). Thus, students from upper grades will not 

be left bored when they have already finished their work, while they have to wait for students 

from the lower grades to finish their work and move forward to the next instruction. Another 

strategy is to plan an assignment for students with a similar workload, so students from higher 

grades and lower grades will finish their work at the same time. 

Split timetable requires a teacher to plan two or more different lessons for each timeta-

ble period.  It leads to extra workload in terms of planning, resource gathering, and teaching 

because the teacher needs to manage them concurrently (Cornish, 2006). The requirement to 

generate more than one lesson plan still becomes the problem for teachers both in a rural 
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school or urban school (Little, 2006; Jyrkinen, 2016). In the multigrade class, sometimes a 

teacher has to neglect a group of students when he needs to teach another group because she 

cannot present in front of two different classes at the same time. Often, students are left with 

free time because they finish their assignment more quickly than the teacher expected, in this 

case the teacher must give students another activity while waiting for the teacher when he 

teaches another class (Cornish, 2006; Suzuki, 2006; Giannakos & Vlamos, 2012). Students 

who have completed their tasks might be bored because of time spent waiting, on the other 

hand it might leads to misbehavior when students tried to get teacher’s attention.  

Another possibility is, management strategy in term of teaching instruction could be an 

option to manage the multigrade class. It consists of teaching two classes as separate groups, 

teaching the whole class as one grade group, and teaching the whole class with similar in-

struction then separating the group when students do their tasks (Ames, 2006). Teaching two 

classes as separate groups could create more problems regarding the teacher’s preparation, 

particularly if a classroom contains several levels. Teaching with no differentiation in levels 

might be a solution to reduce teacher’s workload in preparation but it could lead to students’ 

confusion about the instructions and possibly to their failure to achieve learning goals (Ames, 

2006). Instructions could also be given in two steps, beginning with the whole-class teaching 

then separate groups according to their level while the teacher still supervises students' work 

in separate groups. In this method, a teacher might plan one lesson plan but differentiate the 

tasks according to the students’ level of ability. 

3.1.2 Peer tutoring and flexible grouping 

Learning theories support students’ learning in diverse social environments such as mul-

tigrade classrooms (Vincent, 1999 as cited in Kadivar et al., 2005). Cognitive development 

theory by Bruner (1960) points out that children learn from social interaction, which poten-

tially could enhance their learning, while Bandura (1977) emphasizes that children’s social 

skills are influenced by their social milieu through modeling behaviors, attitudes, and emo-

tional reactions (as cited in Kadivar et al., 2005). Therefore, it is important to investigate the 

ideal approach to maximize the learning situation in the multigrade class instead of assuming 

that a multigrade class is a problem.  

One of the issues in the multigrade class is the lack of a teacher’s constant presence in 

front of students. One approach to mitigate the lack of a teacher presence in the classroom is 
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peer grouping. It is important to realize that the purpose of learning should determine the 

structure of grouping; cooperative learning through group work might work best for informal 

and coincidental purposes, while ability grouping could be an approach in consolidating par-

ticular skills (Cornish, 2006). In the multigrade class, there are more opportunities to work in 

a group compared to the monograde class where children work individually (Berry, 2006). 

Sometimes ”peer tutoring occurs naturally when students see an opportunity to demonstrate 

their competence towards their peers by virtue of their own experience or knowledge” (Cor-

nish, 2006).  

Pratt concludes that “peer tutoring has a greater benefit when the tutor is older than the 

tutee, but a teacher might have different opinion, as long as a teacher observes that a student 

has mastery in a particular subject, tutoring with similar grade students is possible” (as cited 

in Cornish, 2006). Peer tutoring might be an alternative to replace a teacher’s absence in the 

multigrade classroom by using the presence of a peer as a helper. As an illustration, a peer 

tutor could give feedback immediately if the tutee has a difficulty while the teacher is busy 

teaching another grade. In addition, peer tutors often give immediate encouragement and 

praise, while this could be delayed where a teacher has to manage more than one grade at the 

same time (Topping, 2001). Vygotsky supports this idea because collaboration with peers can 

give fruitful experience through the exchange of ideas and strategies (Cornish, 2006). 

Instead of reconstructing the curriculum, which needs time and steady calculation, 

teachers could focus on the common elements by using a whole-class teaching concept. With 

this method, the classroom teacher groups students from different grades to be taught the 

same subject.  Here, lower grades might need more demonstration while higher grades need 

more challenges like introducing new topics or more difficult assignments. This method 

makes it possible to stretch the lesson for low-achievers to relearn a particular topic that they 

are weak at, whilst giving a challenge to high-achievers to develop their personal knowledge 

and promote independent work (Little, 2006). This method has further benefits for teachers 

and students because it reduces planning time and teaching inefficiencies; “students see them-

selves as part of a class rather than as part of a class-within-a-class” (Cornish, 2006, p.19). 

3.1.3 Learning resources and support 

One fundamental aspect of teaching is learning materials. Learning materials are essen-

tial to support the teaching and learning process in the monograde class, even more so in the 
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multigrade class where the teacher’s presence has to be divided into more than one class. A 

number of self-study materials should be available to ensure students learn independently 

without a teacher’s presence (Jyrkinen, 2016). Learning materials can also be used to provide 

cooperative and collaborative learning where students can undertake self-study in groups or 

pairs. Unfortunately, teachers argue that the textbooks provided by the school rarely support 

multigrade classes, so it makes teachers’ work more difficult because they need to provide 

extra materials by themselves (Mulryane-Kyne, 2004; Berry & Little, 2006).    

However, in the multigrade classroom, a classroom teacher remains the most fundamen-

tal resource. Unfortunately, teachers training only covers mono-grade teaching approach and 

often neglects the possibility of teaching multiple grades (Birch & Lally, 1995). One way to 

ensure the supply of teaching personnel in remote location is by employing pre-service teach-

ers (Ninnes et al., 2007). Important to realize that teacher should be equipped by knowledge 

in managing classroom in the mono-grade and multi-grade setting. Diversity in the classroom 

is inevitable, and includes diverse students’ learning needs such as their interests, abilities, 

and maturity (Cornish, 2006). The differences are greater in the multigrade classroom; stu-

dents need to cope with the teacher's absence, so they find it difficult to focus on their own 

work when seeing other groups with a different task, or even misbehave when given free 

time. The challenge could come from the school environment or the community where the 

school is located. Teachers in the multi-grade classroom are likely to interact with local com-

munities in the disadvantaged location and they likely face conflict with the inhabitants. In 

practice, teachers recruited as pre-service teachers do not intend to stay in the remote area as 

permanent teaching staff and wish to be removed to the capital province (Adlim et al., 2012). 

They do not have a strong connection with the community because they were recruited from a 

different region, they are not part of the local community and hardly contribute to community 

development.  

Support should also come from central government to establish requirements for teacher 

education. As an example, in Finnish teacher, introduction and advanced studies for multi-

grade teaching have been implemented during undergraduate studies, graduate studies, and 

postgraduate studies.  Each level has a different focus but in general, it is not only focused on 

the theory and practice of multigrade teaching, but also on familiarizing students with the role 

of teachers in the small rural school, the development of the local curriculum, and innovation 

in multigrade teaching (Kalaoja, 2006). Overall, teacher education should provide knowledge 

about multigrade teaching, provide opportunities for teachers to control the class and not be a 
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passive observer, to apply different curriculum strategies, to be able to consolidate assess-

ment, to suggest a variety of learning approaches, to execute various types of grouping, to 

promote peer learning, and no less importantly, to train the social organization of the teacher 

in remote-isolated areas (Cornish, 2006; Brunswic & Valerien, 2004). 

The initiation of the multigrade class could possibly make a significant contribution to 

Education For All campaigns, especially in rural and remote-isolated locations, because mul-

tigrade teaching improves the quality of education by supporting the completion of primary 

education, reducing school dropout, providing education for young children, and eliminating 

gender disparity (Little, 2006; Cornish, 2006). However, policymakers should consider some 

conditions to maximize the potential of the multigrade class, such as a commitment to provide 

educational provision in the remote location, supervising teaching methods, and increasing 

teacher incentives in the rural locations, and finally providing learning materials at school to 

help teachers in managing multigrade class, both for individual work or group work (Bruns-

wic & Valerien, 2004). Those attempts could minimize marginalization of the rural communi-

ty so that the purpose of education for all could be achieved. 

3.2 A Framework for teaching 

In this research, the researcher used Danielson’s framework for teaching because it con-

tains the components needed when the researcher observed the classroom during their volun-

tary teaching. Through his framework, Danielson introduces the concept “teachers as learn-

ers” because he believes that teaching, as a complex and demanding activity, can always be 

improved depending on the context where the concern is (Danielson, 2007). The framework 

was designed through empirical studies to enhance the effectiveness of teaching and learning 

process. It provides a structure for discussion among teachers and professionals, promotes 

communication for excellence, and serves to communicate with community (Danielson, 

2007). Finally, the framework is recommended to be used as a foundation for teaching evalua-

tion for school and helping teachers to be credible practitioners which consist of four major 

domains, as illustrated below.  
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Figure 3.1. Domain in the teaching framework according to Danielson (2007, p. 26-30) 

 

The component of Domain 1 in Danielson’s model describes planning and preparation 

as two contents of the teaching framework for the classroom. Teachers should not only be 

able to demonstrate knowledge of content and pedagogy, knowledge of students, and 

knowledge of learning resources but also be able to implement it as instructional outcomes, 

coherent instructions, and students’ assessment (Danielson, 2007). It means that teachers are 

expected to have fundamental knowledge of learning and be able to transfer it into instruc-

tions to achieve the learning goals which are measured by the assessment.  

The major theme in Domain 2 is the classroom environment. It is needed at all stages of 

the learning process. Unlike components in Domain 1, which can only be applied to a specific 

subject once the instructional outcomes have been set, classroom environment contains ele-

ments to build a positive classroom atmosphere. In Domain 2, a teacher is expected to create 

an environment of respect and rapport, to establish a culture of learning, to manage classroom 

procedure and student behavior, and to organize the physical space (Danielson, 2007). How-

ever, a classroom is only a small part of the school most of which is out of teachers' authority 

so that there is always the possibility of getting interventions from external factors such as the 

students' cultural background or the school's management.  

Domain 3 describes teaching instruction, the essential heart of teaching that is the strat-

egy to engage students in teaching and learning process (Danielson, 2007). Teachers are ex-

pected to connect elements in Domain 1 to be applied in Domain 3 through effective instruc-
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tion in the classroom. Domain 3 contains communicating with students, using questioning and 

discussion techniques, engaging students in learning, using assessment in instruction and 

demonstrating flexibility and responsiveness. Excellent implementation of Domain 3 will 

make the classroom more fluid and flexible because teachers are able to adapt to every class-

room situation (Danielson, 2007). For example, in the context of multigrade classes, teachers 

will not find it difficult to manage a classroom.  

Domain 4 targets professional responsibility, encompassing the components associated 

with being a true professional educator. Teachers should demonstrate professional responsi-

bilities which contain the ability to reflect on teaching, to maintain accurate records, to com-

municate with families, to participate in the professional community, to grow and to develop 

professionally, and to show professionalism (Danielson, 2007). The core of Domain 4 is 

teachers’ self-reflection and professional growth. On the other hand, it seems to clarify that 

the teaching profession is not only responsible for students and the classroom but also con-

tributes to the community as a form of professionalism.      

Looking at the domain as a whole concept, the researcherconcluded that each aspect in 

every domain has relevance for this study. In Domain 1, which focuses on planning and prep-

aration, the researcher focused on demonstrating knowledge of content and pedagogy as an 

aspect to be analyzed during the research. Domain 2 encompasses classroom environment, 

hence the researcher aligned managing classroom procedure and student behavior. Domain 3 

focusses on instruction as one of important framework for teaching, but researcher was inter-

ested to focus on engaging students in learning as the highlight of this domain. The last do-

main, that is Domain 4, encompasses professional responsibilities which reflects on teachers’ 

attitudes of being true professionals, but the researcher was interested in communicating with 

families as an aspect to be analyzed from this domain. 

3.2.1 Domain 1 – planning and preparation 

In the classroom, a teacher has multiple roles because he not only acts as an adult that 

students interact with, but also as a leader who determines the teaching and learning process. 

The teacher is expected to demonstrate knowledge of the lessons’ content and the pedagogy 

of the students with which he interacts, because having those two aspects are one of the re-

quirement to be an effective teacher. Hence, in this section, the researcher explains the charac-

teristics of a teacher who fulfils those criteria and how we might see the implementation of 
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planning and preparation in the classroom.      

In the classroom, the teacher is often confronted by a question from students, “This sub-

ject is so difficult, why do we need to learn this subject?”.   

Some teachers only answer, “Because you will have this subject in the exam” or “Be-

cause a successful grade in this subject is one of requirements to enroll in a university”.  

Other teachers might answer differently, “Let me show you, you will need this subject 

to solve this problem, not now, but probably in the future”.  

 

Pedagogical content knowledge emphasizes factors that make learning easy or difficult, 

including a teacher’s understanding of a lesson behind a particular topic becoming central to a 

discipline, while other topics might be somehow peripheral (Pollard & Bourne, 1994).  Inter-

estingly, students’ interest to a topic is influenced by conceptions and preconceptions of stu-

dents’ background such as age, ethnicity, and the way teacher delivers the lesson, therefore 

teachers need pedagogical content knowledge to enhance students’ motivation in learning a 

“difficult subject” (Shulman 1986 as cited in Loughran et al., 2012).  

Furthermore, Pollard and Bourne (1994) describe that that form of teacher knowledge is 

divided into propositional knowledge, case knowledge, and strategic knowledge. Proposition-

al knowledge emphasizes active teaching, reading for comprehension, and effective schooling 

and this form is organized in a coherent form such as a theoretical framework which is regen-

erative. Meanwhile, case knowledge features teacher experience into detailed sequence and 

describes specific cases which not only shows instructional experience but also feelings and 

thoughts. On the other hand strategic knowledge requires teacher knowledge in various cases 

supported with theoretical framework in order to overcome problem that might raise during 

teaching activity.  

In developing pedagogical content knowledge, a teacher not only needs an understand-

ing of particular subject he teaches, but he also needs to adopt it into procedures such as in-

struction, assignment, assessment, and report.  Moreover, he will face different classroom 

situations and various characters of students, hence he needs to develop the subject into a par-

ticular context (Loughran et al., 2012). Recognition of pedagogical content knowledge is of-

ten challenging because it is not an immediate process; teacher’s knowledge of pedagogical 

content will develop over time through experience especially if teacher teaches subject area 

which is different to his expertise because it cannot easily be transmitted from one subject to 



 

31 

 

another (Loughran et al., 2012). For example, if a primary school teacher usually teaches 

more than one subject, it is more difficult for him to develop pedagogical content knowledge 

because he does not have expertise of teaching a specific subject. It might be problematic if a 

primary school teacher does not have this kind of knowledge because primary school acts as 

the foundation for children in the early years of schooling when they develop their interests in 

learning and motivation to study. 

The teacher has a role as a leader, therefore he should be able to design instructions to 

guide students in the classroom to finish their tasks and engage with the learning. There are 

two approaches to how the teacher demonstrates his knowledge in the classroom: the trans-

mission approach and the constructivist approach. According to Smyth (1989), the transmis-

sion approach describes the teacher’s approach in following precisely instructional procedures 

to ensure success in students’ academic results by managing timing, instruction, and assess-

ment according to formal guidance such as in a textbook or policy document, while the con-

structivist approach characterizes the teacher as a reflective problem-solver who encourages 

students to explore new knowledge based on students’ prior knowledge and gives opportuni-

ties for students “to fail” and relearn from their mistakes (as cited in Stronge et al., 2004, p. 

65). 

 As a person, a teacher is likely to have social skills and to show the qualities of a pro-

fessional such as caring, fairness and respect, positive attitude towards the teaching profes-

sion, social interaction with students, promotion of enthusiasm and motivation for learning, 

and reflective practice (Stronge et al., 2012). Caring is essential as one of criteria to be an 

effective teacher, because caring teachers not only view students as the subject of teaching but 

respect students as individuals and are able to show attitudes such as listening to their opinion, 

demonstrating patience, or knowing students on a personal level. Caring is followed by fair-

ness and respect in which a teacher shows equitable treatment to students without seeing their 

race, gender, socio-economic background (Peart & Cambell, 1999, as cited in Stronge et al., 

2012).  

Structured planning and preparation in the classroom potentially leads to success if 

teachers can demonstrate pedagogical content knowledge of the subject he teaches and show 

openness to build positive interactions with students. The teacher is encouraged to use not 

only propositional knowledge or case knowledge but also strategic knowledge which has the 

potential to provide solutions if the teacher finds a problem in the classroom. The principles 
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are: a teacher should understand that students are intelligent; they will ask for evidence of 

each teacher’s managerial expertise and a clear definition and demonstration of the parame-

ters of the control he seeks to establish (Beynon 1985 as cited in Woods, 1990). Teachers 

should show managerial expertise both in content and in classroom procedure. To show man-

agerial expertise in content, teacher should act as a problem solver, able to answer student 

questions and provide solutions by using multiple sources rather than just the textbook. On 

the other hand, the teacher could show managerial expertise in classroom procedure by estab-

lishing rules such as lining up before entering the classroom, arranging the seating position, 

and showing fairness in task division in the classroom (Woods, 1990). 

Teachers’ attitudes toward the teaching profession determine their professionality. 

Teachers who shows a positive attitude to their profession by demonstrating their knowledge 

of content, showing enthusiasm and commitment in teaching, and empowering other people, 

have the potential to build a positive school climate where students learn enthusiastically. 

According to Haberman, besides giving support to students through learning content, a teach-

er might develop social interaction with students to increase students’ participation in learning 

because research shows that students who have a positive connection with their teacher tend 

to be more responsive to the teacher’s instruction and be more responsible in their tasks (as 

cited in Stronge et al., 2012). Finally, the effective teacher must have a reflective practice 

which functions as a “monitoring system” to evaluate his teaching; however, it is important to 

realize that reflection does not have to be in isolation; teachers are encouraged to use multiple 

sources to do introspective analysis (Stronge et al., 2012). 

3.2.2 Domain 2 – classroom environment 

Teacher has a fundamental role in determining the classroom climate. The teacher’s du-

ties in the classroom are complex and demanding because he not only manages students as 

individuals with different characters, but also unites their characters to achieve learning goals 

(Pianta & Hamre, 2013). The teacher must set procedures in which learning can take place 

and accommodate the different needs of students. Setting up procedures in the classroom is 

often followed by setting up standards and rules. McLeod et al. (2003) explain that standards 

outline what students should be able to do within each content area, while rules are absolute 

and cannot be negotiated; procedures cover different things such as routines or the accus-

tomed way of doing things. In the classroom, procedures are usually categorized into: uses of 
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room and school areas; routines; whole-class and small group instruction; timing; and stu-

dents’ work (McLeod et al., 2003; Stronge et al., 2012). Teachers also have obligations to 

enforce school rules to students and apply it to classroom. 

 

 

 

 

 

 

Figure 3.2. Components in the classroom procedure adopted from McLeod et al. (2003) 

 

Timing or pacing in the classroom is essential to build harmony in the classroom. In-

structional pacing is directly related to time allocation. To build a successful classroom, 

McLeod et al. (2003) suggest that teachers manage it from the beginning of the year, such as 

by identifying special events during an academic year where learning cannot take place seri-

ously; setting up the major parts of the curriculum to ensure the learning goals are achieved; 

and pinpointing the possibility of certain parts of curriculum that students can master through 

independent learning. By taking those into consideration, the teacher can set classroom proce-

dures for students either to accelerate the learning pace or decelerate it if needed. 

Wong and Wong (1998) describe four different types of school-day time: allocated time 

which the teacher spends on instruction and students’ learning; instructional time, meaning 

the time used by the teacher for actively teaching; engaged time, when students are involved 

in a task; and academic learning time, which is the time needed by teachers to prove students 

learned the content or mastered the skill (as cited in McLeod et al., 2003). Teachers who pay 

attention to each time allocation are likely to run a well-organized classroom in which stu-

dents are engaged in learning. Learning engagement is pursued from activities such as stu-

dents paying attention to the teacher’s demonstration, following the teacher’s instructions, 

working on their tasks, and having opportunities to advance their skill and knowledge.  

The classroom climate can also be created through routines set by teachers, but in many 
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cases, they are also set by negotiating with classroom members. Routines empower students 

to be more responsible for their own behavior and learning in the classroom (Covino & Iwan-

icki 1996, as cited in Stronge et al., 2012). The best time to set a routine is at the beginning of 

the school year, whilst a new teacher who has just been assigned to a classroom could set rou-

tines on the first day. Routines may consist of a set of daily activities in the classroom, where-

as if the routines are set for a specific subject, it is important to follow school procedures in 

order to make them consistent with general procedures (McLeod et al., 2003). In some cases, 

routines can be very helpful, for example to support a substitute teacher when he has to re-

place a subject teacher.     

Another category of classroom procedures is instruction, in terms of whole-class teach-

ing or small group instruction. Instruction is used to manage the classroom to create an envi-

ronment where children are involved in the classroom activities. A teacher’s daily tasks in the 

classroom are divided into: preparing and distributing materials; introducing the lesson; deliv-

ering instruction; assigning work; and closing the lesson (McLeod et al., 2003). To ensure that 

teachers are able to deliver the lesson well, one of the criteria is to get positive responses from 

students such as students answering the teacher’s questions, students raising their hand when 

they want to ask question, and students able to follow the teacher’s instruction in finishing 

their tasks. An inability to get a positive response from students leads to failure not only in 

managing the classroom but also in managing students’ behavior. 

One of the fundamental elements in managing the classroom procedure is organizing 

the use of space in the classroom and school. Space is an essential element in the educational 

approach (Gandini, 1998). It is inevitable that a crowded classroom affects students’ manner 

and organization because classroom density might lead to disappointment, reduce students’ 

attention and possibly lead to misbehavior (McLeod et al., 2003). Furthermore, Greenman 

argues that “physical space is more than a room because it is the condition of a changing sys-

tem where individuals develop their sense, their mind, and their attitude according to some set 

of rules” (1988, as cited in Gandini, 1998, p. 5).  

As an illustration, seating arrangement seems a modest implementation in the classroom 

but in the reality, seating arrangement indirectly has influence on some classroom behaviors 

like students’ time spent on task, and students’ active or passive participation in the classroom 

(McLeod et al., 2003). Unfortunately, there is no exact theory about seating arrangement be-

cause best practice depends on the context like students’ age or grade, subject, and the space 
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available. For example, the seating arrangement for a first-grade class might be different to 

sixth grade primary school students; or the seating arrangement in a math class might be dif-

ferent to the seating arrangement in an art class. McLeod et al. (2003) suggest that there are 

some requirements to arrange students’ seating: the seating arrangement should accommodate 

instruction and activities that occur most often; it should give a chance to students to rear-

range it whenever needed; it should allow space for students’ movement and storage; and it 

should provide personal space for each individual. Even where a classroom has rules for 

where students are seated, they should be given space for movement and flexibility because 

they are children who need space to play and socialize with their classmates. At the same 

time, students need to be respected as individuals who have different characters. The teacher 

needs to understand that students might need a personal space where they can take their own 

time to avoid stress without confronting other students; this space should be part of the class-

room arrangement.  

The physical space of a classroom is not only limited to the seating arrangement, it can 

also be any physical material that can help the teaching and learning process in the classroom 

like a visual display, record storage, and material storage (McLeod et al., 2003). Unfortunate-

ly, to arrange seating for students, teacher only could depend on the space in the classroom 

and furniture available in the classroom although he could adjust the seating arrangement ac-

cording to his teaching method. 

The classroom is a small part of the school facilities, therefore the school as the unifica-

tion of classrooms should also be aken into consideration in terms of its feasibility, safety, and 

function. School facilities are a fundamental factor that determine the quality of education. 

School facilities include the school building, school yard, and other classroom amenities such 

as the whiteboard (or blackboard), tables, and chairs. A safe and decent school building is an 

essential factor in the schooling process. “Dilapidated school buildings send a message to 

children that they and their education are not valued” (Malhoit, 2005). However, organizing 

the physical space for the educational process is not the responsibility of the teacher alone. 

The state and community have a more fundamental role. In rural schools, standards for school 

facilities should ensure a safe, healthy, and conducive learning environment to promote effec-

tive learning; it should be flexible and accommodate innovation; state standards should allow 

local schools to be flexible about school size and location; and if possible, it should address 

the infrastructure necessary to support technology (McColl & Malhoit, 2004).  
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To create harmony in the classroom, the teacher is not only required to maintain the 

classroom procedures, but also needs to draw attention to students as the subjects of learning. 

Students’ behavior is greatly affected by social and cultural factors, hence in managing stu-

dents’ behavior, the teacher must refer to students’ context and not force his attitude and be-

liefs (Wearmouth et al., 2005). Kohlberg states that “children make their early moral decision 

such as fear of punishment, so they follow the rules made by authorities, thus this decision-

making process leads to students' behavioral aspects towards rules” (as cited Oakes and Lip-

ton, 2010). Although the teacher has an authority in the classroom, his duty is also to compel 

a positive classroom environment by promoting caring and authentic relationships, enforcing 

worthwhile friendships with peers, enhancing home-school collaboration, encouraging stu-

dents’ self-identity as effective learners, and fostering students to have ambitious self-set 

goals (Furlong et al., 2014).  

The teacher-students relationship is the most influential for school success (Doll, Le-

Clair, & Kurien, 2009 as cited in Furlong et al., 2014). There are many ways to demonstrate 

respect for students. They could be started from the teacher's attitude towards students, such 

as being a helpful teacher to make students feel safe, engaging with students in enjoyable 

conversation so that students feel respected, setting rules and believing that students are able 

to follow the rules, giving support and encouragement to students (Furlong et al., 2014). To 

build a strong relationship, teachers should understand students as individuals who have dif-

ferent cultural backgrounds, characteristics, and interests which could influence their attitude 

in the classroom (Williams, 2009; Wearmouth et al., 2005). Positive interaction between 

teachers and students by providing personal attention, support, and encouragement to all stu-

dents could eliminate failure, rejection, and humiliation. It also leads to lower levels of child 

aggression and a higher level of behavioral self-control which is vital to the students and the 

classroom context (Charles, 1999 as cited in Furlong et. al, 2014; Williams 2009).  

Cornish (2006) explains that the teacher’s roles in establishing rapport are to grow un-

derstanding from students’ prior experience, to ensure students’ readiness to learn, to explore 

students’ interests, and to provide an appropriate approach for their learning. In classroom 

practice, a teacher has a role in mediating learning through dialogue and modeling. Dialogue 

involves a mutual search of understanding; hence it could create rapport which is vital for the 

teaching process (Nucci, 2008). Modeling encourages thinking out loud which means that 

teachers are willing to share thoughts, communicate effectively with students, and eager to 

demonstrate their expertise by collaborative learning with students (Cornish, 2006). Fruitful 
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dialogue involves a topic that interests students, is open-ended, and aims to search for mean-

ing (Nucci, 2008).  

Beside maintaining an authentic relationship with adults, children must also be involved 

in working with their peers. They will gain a sense of belonging if they can maintain positive 

interactions and possibly support students’ cognitive development and behavior (Williams, 

2009). A sense of belonging can be achieved through strengthening the social climate of the 

classroom and the social competence of students. However, classmates’ positive influence 

could promote fruitful learning because students receive direct assistance from their peers 

who they know well (Furlong et al., 2014). In line with those explanations, Bruner (1986) 

observes that “the process of constructing knowledge of the world was not done in the isola-

tion but social context” (Cornish, 2006). Piaget also believed that “the most critical factor in a 

child’s cognitive development is interaction with peers” (Cornish, 2006). By interacting with 

peers, children not only learn about collaboration and cooperation but also conflict, which 

may lead them to argue and to debate with peers. Again, Piaget explains that this type of in-

teraction challenges children’s thinking because they are in the equal position to debate or to 

negotiate, but this conflict also develops more opportunities to consider other people’s per-

spectives and results in developmental gains (Stone, 1995: McClellan, 1994; as cited in Cor-

nish, 2006). Belonging occurs where teachers help students to feel special and important. Of-

ten, schools do not meet children’s needs for belonging (Schaps & Solomon, 1990 as cited in 

Williams, 2009). 

3.2.3 Domain 3 – instruction 

To establish a culture of learning in the classroom, it is important to have social and ac-

ademic goals for students giving opportunity of making platform for the goals (William, 

2009). Teacher must provide academic goals in which teacher develop goals according to the 

students’ context which students understand and build a connection from there. At the same 

time teacher will also be encouraged to build social goals in which students would have social 

experience to support their work in a group or when they interact with community. Teacher 

should choose worthy tasks where students could be involved actively, develop out of the 

problem rather than make students learning something for the tests, and provide opportunities 

for differentiation so students with various abilities learn together and establish culture of 

learning in the classroom (Williams, 2009). Culture of learning also be achieved through posi-
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tive reinforcement from the teacher. “Positive reinforcement is the process of following a be-

havior with something wanted or needed by the students in which it has potential to strength-

en the original behavior and results on a desired stimulus which meaningful for students” 

(McLeod et al., 2003). 

However, students’ engagement to teachers’ instruction does not mean that teachers 

control everything or does not give freedom for children to have their own idea. Williams 

(2009) argues that autonomy in the classroom is as important as teacher’s control, providing 

autonomy supportive classroom might ensure that students will do better academically and 

socially although teacher might doubt that autonomy in the classroom could work. Autonomy 

support does not mean minimizing the teacher’s presence but making that presence useful for 

students who strive to realize their personal goals and interest (Assor, Kaplan, & Roth, 2002 

as cited in Williams, 2009). Students who understand the importance of being autonomous do 

not hesitate to learn from others but are not easy to be manipulated, understand themselves, 

perceive what they believe, able to see a connection between personal goals and beliefs (Wil-

liams, 2009).   

Teachers who want autonomous students provide classroom management structure that 

provides autonomy. According to Reeve, teachers should provide instructional behaviors that 

support autonomy; teachers should be able to listen carefully, give opportunities for students 

to work in their own way, encourage students to give their ideas and opinions (As cited in 

Williams, 2009). Teachers should support active learning where children can manipulate 

learning materials and design their own study pattern, while regarding teachers attitude to-

wards students, teachers should praise students of their learning improvement, offer solutions 

or hints when students seem stuck, be responsive of students’ questions and comments, deliv-

er a clear acknowledgement of students’ perspective, and always encourage students’ effort 

endlessly (Williams, 2009). In line with those explanations, instructions and opportunities 

given to students are interrelated, during instructional methods that provide opportunities, 

students are more engaged for action and demonstrate their skills (Shernoff et al., 2000 as 

cited in Furlong et al., 2014). An activity like a teacher asking frequent questions is more en-

gaging than passive interaction where students listen and make notes because teachers offer 

opportunities to students to answer the question, students could show their knowledge and 

skill to others, in this sense teachers should praise and encourage students after their effort. 

Classroom procedures should create a situation in which caring can be encouraged and 
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monitored through working in a group, communicating, thinking, and problem-solving 

(Nucci, 2008). Cognitive theories see a child as an active agent of learning - making sense, 

understanding, and creating knowledge, rather than as passive receivers or observers of out-

side events (Oakes and Lipton, 2010, p. 72). So, a teacher should design activities which al-

low students to follow their natural behavior. Working in a group provides opportunities for 

students to socialize with their peers in safe and caring relation, address real problems togeth-

er, and connect them as a group in the classroom. Philosopher John Dewey argued that chil-

dren's learning is essentially problem-solving, especially when they are engaged in devising 

their own experiments, building equipment, and cooperating with others in planning and do-

ing projects (Oakes & Lipton, 2010, p. 72). Therefore, teachers should design procedure 

where students have the freedom to develop their thinking but also relate it to the lesson. 

Thinking encourages learning through logic, criticize, exercise, and apply their understanding 

to the learning process. 

3.2.4 Domain 4 – profesional responsibility 

Professional responsibility features two main aspects: first is expertise in specific 

knowledge and skill and second is goal orientation in relation to its clients (Pollard & Bourne, 

2004). Teachers acquire knowledge such as pedagogical knowledge, curriculum, teaching 

methods, and subject matter through teacher training and experience over time. This 

knowledge determines the quality of a teacher’s professional responsibility. According to 

Danielson (2007), professional responsibility is the focus in Domain 4 in which a teacher is 

able to show professionalism and develop professionally, however communication with other 

stakeholders such as families and the professional community must be taken into account 

(2007). Considering those aspects, the researcher emphasized teacher’s communication with 

families as one aspect to determine an effective teacher.  

Communication with families is a complex issue because it involves multiple factors 

such as individual parent and family factors, child factors, parent-teacher factors, and societal 

factors (Hornby & Lafaele, 2011). Individual parent and family factors emphasize parents’ 

beliefs about parental involvement at school. It is influenced by parents’ perceptions of invita-

tions in which teacher attitudes towards parents to invite them in partnership with school acts 

as the main factor determining the degree of parents’ involvement, on the other hand parents’ 

current life contexts together with class, ethnicity, and gender can create a barrier between 
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family and school (Hornby & Lafaele, 2011). 

Child factors such as age, gift and talents, and behavioral problems drive parents’ in-

volvement at school (Hornby & Lafaele, 2011). Parental involvement can be measured 

through their attitude towards communicating their worries and expectations to the teacher. 

To respond to parents, a teacher should know the child in person, so he can explain their 

child’s attitude in the classroom, academic problem, or behavioral issue. The bond between 

parents and children in school may decline when children attend secondary school because 

there the latter are also encouraged to be more independent in all aspects including school. 

Parent-teacher factors encompass various type of interaction between parents and teachers 

such as the goal and agendas of a child’s education, parent and teacher attitudes, and language 

communication between the school and the family (Hornby & Lafaele, 2011).  

Porter (2008) explains that there are 4 types of parent-teacher relationship styles: pro-

fessional-driven, family-allied, family centered, and family driven. Furthermore, she explains 

that the professional-driven style is common in secondary school, where the purpose of inter-

action with parents is to advise parents of their child’s needs and school programs; family-

allied style aims to engage parents in helping teachers to teach their children and it is usually 

practiced in pre-primary and primary school; family centered aims to empower parents to 

meet their child’s and family’s needs, this practice is common in early childhood education, 

and lastly the family driven style aims to listen to parents, so that teachers can provide a ser-

vice that meet their goals and it is common in informal education (Porter, 2008). Those rela-

tionships explained previously are influenced by parent-teacher attitudes in which parents are 

viewed as less knowledgeable than the teacher and not competent to educate their child, how-

ever the capital market has influenced the education sector where a parent is viewed as con-

sumer who has rights (Hornby & Lafaele, 2011). 

The researcher focused on the family-allied relationship because this research context 

encompasses primary education as the object of study. In this concept, parents and teacher 

should not work in isolation, due to the fundamental role of parents in children’s early educa-

tion. At the same time, parents need a teacher who has pedagogical competencies in their 

child’s education. Parents’ engagement in their child’s education is grouped into indirect in-

volvement at home and direct engagement at school. At home, parents most likely give both 

emotional support and instructional support. Instructional support really depends on parents’ 

educational attainment as to whether they can help students’ homework or limit their educa-
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tional aspirations. Ho and Williams argues that emotional support has more influence on chil-

dren’s outcomes than parents’ involvement at school, although parents’ participation is more 

visible (as cited in Porter, 2008). Forms of direct involvement include parents attending meet-

ings, collaborating with teachers to make to make educational decisions for their child, and 

volunteering in school activities (fundraising, assist in classroom, etc.). Porter (2008) points 

out that engagement at school might not work as expected because of many factors such as 

family stress, single parenting, or inflexible working hours. 

On the other hand, societal and political factors also impact on parental involvement at 

school. For example, changing family structures such as increased parental working hours or 

a higher number of both parents working, mobility, or the number of divorces, affect parents’ 

concern for their child’s education (Porter, 2008). This condition has been undermined by a 

lack of support from legislation concerning about involvement and the inconsistency of pro-

grams supporting parent-teacher communication. Hornby and Lafaele suggest that to improve 

parental involvement, government should provide teachers with the skills to work with par-

ents through teacher training and other professional development programs. 

3.3 Rural schooling in pursuing pedagogy of place 

This case study raised a fundamental issue regarding the education of a non-privileged 

group in a rural location. In this section, the researcher discusses facts about rural education 

which are often ignored due to their position in the rural community. The researcher brings up 

the general notion of rural education and the rural school in society including its position and 

its influence in the community. This discussion is followed by the role of actors in the rural 

education comprising not only students but also teachers and rural families. The last section 

covers the understanding of pedagogy of place as a way to pursue a positive understanding of 

education in the rural community.  

Discussion about the characteristics of rural education often focuses only on the rural 

school rather than discussing education in general. These characteristics include: the small 

number of students enrolled and its effect on small classes, most of the locations are in rural 

areas so students experience isolation in terms of infrastructure and amenities, it does not fit 

into any neat category meaning that local control has a strong influence on the organization of 

schooling, and it is autonomous in terms of the small number of administrative staff (Jimer-

son, 2005; Chalker, 1999). Students coming from the rural community are disadvantaged in 
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terms of their shorter length year of schooling and socio-cultural factors (Smit et. al, 2015). 

The norms at school originally comes from the practices of beliefs and attitudes in the rural 

community where the elderly have authority, therefore corporal punishment is a common 

practice if students behave badly (Chalker, 1999). Despite the inferior notions of a rural 

school, it has different characteristics compared to a school in the urban area. According to 

Bauch (2000), a rural school is vulnerable, it faces multiple challenges especially in represent-

ing rural education, however its situation in the community context brings advantages espe-

cially in valuing a sense of place and building social capital which may lead to students suc-

ceeding in the future.  

The function of the rural school cannot be separated with the life of the rural communi-

ty. Schafft and Jackson (2010) define the meaning of community as a number of people who 

live in a place, share the common goods and important meanings, although they also mention 

the broader definition that a community can be a group of people who engage to achieve a 

common good by designing a project to retrieve important meanings for the local context 

where the community originally come from. Forysthe (1988) explains the confusion about the 

superficial understanding of the rural community: that it cannot explain the harmony and so-

cial relationship in the village because the relationship can be positive, such as sharing social 

identity and feeling a sense of belonging. Nevertheless, conflict can also happen if the com-

munity member lacks the spirit of the community.   

However, a school in a rural area has peculiar characteristics because of the influence of 

characters from the rural community. A school is the center of village social life, it becomes a 

place to educate children (Autti & Hyry-Beihammer, 2014 as cited in Smit et. al, 2015), and a 

parent's first encounter with their children’s education outside their home. 

As a whole organization, the rural school can be organized in a formal or informal 

structure. Informal management gives the opportunity for teachers to have a close personal 

relationship with the stakeholders, small class sizes also allow intimate social interaction be-

cause children might have more active participation and experience significant of the teacher, 

whilst on the other hand, teachers can deliver a positive message of schooling to parents 

(Chalker, 1999). At the same time, formal management might be needed because stakeholders 

have to set an expectation for teachers’ and students’ achievement, build a respectful relation-

ship, and emphasize interaction on an academic basis (Chalker, 1999). Both formal and in-

formal management complement each other to ensure a good quality of education. 
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Creating an appropriate organizational structure in the rural school should be based on 

the understanding that all attempts made are for the benefit of the children. The ideal practice 

in the classroom organization is a monograde class, however educators and  classroom teach-

ers should realize that mixed-age, multi-age, or multigrade classes could be alternatives to 

organize a classroom. This is because, ultimately the benchmark of the successful classroom 

is students' achievement.   

In rural schooling, a teacher has more than an academic function to teach in the class. 

The isolation in most rural areas causes constant problems in the rural school such as lack of 

infrastructure development, difficult access to information and technology, and a shortage of 

learning materials (Chalker, 1999). It makes the teacher's role more central because not only 

do they have to overcome limited resources of teaching and learning, but they also need to 

provide a positive message between schooling and community norms, values, and attitude 

(Chalker, 1999). The culturally sensitive teacher is one of the essential factors to facilitate this 

connection, in which a teacher considers the cultural difference that is most likely difficult to 

recognize, but that he is willing to learn together with parents and students who are part of the 

community (Gay, 2002). So, in this sense, teachers should be able to apply relevant pedagogy 

to bridge the gap between values in schooling and values existing in the community (Chalker, 

1999). Furthermore, Chalker mentions that the teacher’s attempt could be seen through the 

school as an institution that can provide an environment of mutual respect, team collaboration 

that focuses on instructional practices, and connection between different values and attitudes.  

Despite school having an essential role in the community, it cannot replace the family 

role in children’s early development. Furlong et al. (2014) state that family has an important 

role in children’s development and that it is strongly correlated with children's achievement at 

school. It means the family background of children, such as their cultural belief, values, or 

socio-economic condition, are significant matters even before children start school. His 

statement is in line with Sorokin (1959), who points out that in the early ages of childhood, 

the family was a school, a vocational training center and an industrial institution at the same 

time. A parental factor is significant in supporting children’s development process, and the 

absence of it at the early age might lead to poor adult coping and dysfunctional social rela-

tionships (Furlong et al., 2014). However, the influence of family reduces once children go to 

school because they get a lot of intervention from the school environment from teachers and 

peers (Sorokin 1959; Pollard, 1994). Rural parents have an additional argument regarding 

their children’s education: they would like to keep children close to home and their rural 
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community. The effect on children's mind is that they prefer to stay and work in a familiar 

community, around their family and friends (Bauch, 2000). 

Chalker (1999) suggests pedagogy of place as a fundamental attempt to accommodate 

education in the rural school besides maintaining relationship with rural community and cre-

ate organizational structure. Arenas (1999) argues for the importance of pedagogy of place in 

understanding the purpose of education in the rural school, in which students’ knowledge 

must be grounded in their own place in order to comprehend issues in distant places. As an 

illustration, when students learn mathematics at school, the teacher teaches them how to cal-

culate the distance between Jakarta and Bandung, two of the big cities in Indonesia, by using 

the time elapsed and the velocity of a train going from Jakarta to Bandung. In this example, 

rural children who does not live in the city may find it difficult to imagine how far apart are 

these two cities, as they never see train nor cars. In this sense, pedagogy of place encourages 

teachers to design a lesson based on students’ close background, such as their surrounding 

geographical area or their cultural values which are vital for students to appreciate meaningful 

learning and pursue collective solutions based on contextual knowledge (Arenas, 1999).  

Contextual knowledge is shared through a sense of place (Arenas, 1999). In the rural 

community, children have strong ties to their community, family, and place. Therefore, edu-

cators are encouraged to emphasize academic skills which encounter values from their origi-

nal community. Bauch mentions that a school's position as a learning laboratory could serve 

the community needs (2000). In this case, students should be given an opportunity to be in-

volved in community planning and seek solutions for issues in the community. In the long 

run, schooling will be valued as a beneficial process for the community because the imple-

mentation of knowledge provides actions for the community at large, not just intellectual gain 

for individuals. Students also gain a sense of place and sense of belonging rooted in their own 

community (Bauch, 2000). 

Understanding the place where the community lives helps educators to arrange actions 

where they consider the unique character of the community; its location, its value, and its cus-

tom. Chalker (1999) mentions that educators only need to find the model of education in the 

rural school from the inner circle of the rural community, put aside standardization from out-

side. In this sense, the curriculum should provide multiple lenses of perspective because every 

rural community in different locations have different needs (Bauch, 2000). For example, a 

school should provide farming activities if it is located in the agricultural community or 
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knowledge about fishery if the school is located in the coastal community. Theobald (1997) 

supports the idea of pedagogy of place by suggesting the form of education in the rural school 

such as provide rich resources for rural teachers to establish hands-on activity based on the 

environmental education, encourage community to be a model for students to learn, so that 

students will see connections between the classroom and the community.  

Unfortunately, a central premise that the rural school should be grounded in the local 

context and value local culture has been moved from the local community because it does not 

fulfil the industrial model of education (Nachtigal, 1996 as cited in Chalker, 1999). Schools 

are rarely responsive to local concerns (Bauch, 2000). Both minor school stakeholders like 

teachers and principals and policymakers need to reconsider the purpose of schooling; wheth-

er it stands for an intellectual purpose which promotes the well-being of the community or 

economic competitiveness which increase the human capital of the nation. Furthermore, re-

considering the position of education in the rural community could encourage teachers to be 

curriculum makers rather than follow standard practices from the government. Place-specific 

materials should be pursued to challenge inappropriate learning resources for rural students in 

order to construct a consistent implementation pedagogy of place (Theobald, 1997). 
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4 Methodology 

4.1 Case study 

For this master’s thesis, I conducted qualitative research. In this section, I explain the 

foundational knowledge that a researcher should have before explaining why I chose to do a 

qualitative study. It begins by discussing the underlying assumption of qualitative research, 

paradigms in educational research, and the criteria for doing a piece of qualitative research. 

Creswell (1994) points out that the underlying assumption that the researcher should empha-

size in qualitative research is that the researcher considers inductive process; he is interested 

in searching for meaning by developing abstraction, concepts, and theories, hence she con-

cerns herself with process to gather the data and build understanding about the natural occur-

rence. 

Research paradigms provide a framework for the researcher to comprehend the nature 

of research and plan her own research based on her stage of thinking. The constructivist para-

digm is commonly used for case studies. The ontology and epistemology of case study is a 

realization that the knowledge exists in the social groups therefore multiple realities are inevi-

table, the researcher is contested to work with participants, be objective and not being influ-

enced by her relationship with the participants (Hatch, 2002).  

In this chapter, I first introduce research questions and objectives, then introduce the 

case study in detail and discusses the data collection and data analysis. The first research 

question is “What kind of issues in the community, and in school education in particular, 

emerged during one week’s voluntary teaching period on a remotely-located small island in 

Indonesia?” The second question is ”How could the challenges in the community, and in the 

school education in particular, be tackled; that is,  what kind of learning activities and other 

procedures should be implemented to solve the problem and to improve the educational 

standard on small remotely-situated islands in Indonesia?”  The first question emphasizes the 

the challenge during a voluntary teaching program while the second question aims to discover 

feasible approaches after the educational issues have been revealed. 

Gili Asahan is a small Island in Indonesia. The demographics of this island show that 

the inhabitants come from the Sasak group, one of the ethnic groups living in West Nusa 

Tenggara province. As an ethnic group, they have a different tradition to other ethnic groups 
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regarding their values, attitude, and tradition. Accordingly, I discovered not only educational 

issues but also contexts from the island community that were essential to explain the educa-

tional issues. The use of case study in educational research is to explain a specific context to 

enhance the understanding of individual and community (Hamilton & Corbett-Whittier, 

2014). “A case study is an empirical inquiry that investigates a contemporary phenomenon 

within its real-life context, especially when the boundaries between the phenomenon and con-

text are not clearly evident” (Yin, 2003). There are five components which define whether a 

research is eligible for case study: it has a study question, it has a proposition, it has a unit of 

analysis, there is a logic linking the data and proposition, and there is a criterion to interpret 

the findings (Yin, 2003). 

The first component of a case study is having a study question. It means that the re-

searcher has a curiosity about the phenomena being studied. Then, the researcher should de-

termine a proposition as a starting point to investigate the case. I could start from empirical 

studies which were written as previous research papers or literature reviews. Yin (2003) sug-

gests that the researcher could start with “how” and why” in capturing the area that the re-

searcher is interested in. In qualitative research, I do not necessarily need a hypothesis, so the 

basis of my research is empirical studies that have been done before. Next phase, I should 

determine the focus on my research as a unit of analysis. If the data is the whole cake, the unit 

of analysis act as a piece of cake in which it becomes the focus of theory, discussion, and 

findings. The unit of analysis could be determined by selecting a primary research question. 

The last component is to define criteria for interpreting the findings which provide a link be-

tween the data and its proposition. 

In this research, the case study was conducted through classroom observation on a 

small-isolated island. According to Campoy (2005), to design a case study in the classroom, 

there are procedures that must be done by the researcher. First, I should determine the case by 

acknowledging the ethics, because this island has a different culture to my culture back-

ground. Second, I should be able to explain the case clearly by focusing on previous condi-

tions such as explaining the natural setting in the research context to avoid bias, explaining 

the use of data, and giving an objective perspective. Third, identify a problem by focusing 

only on the major problems. Four, bring up a solution by reflecting on the solution and the 

possibility of its implementation in the future. Finally, a case study in the classroom is an at-

tempt to understand the situation or individuals in detail that will help me (or a classroom 

teacher) and future research to overcome similar situations in the future (see figure 4.1). 
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Figure 4.1. Case study method (Adopted from Yin, 2003) 

4.2 Data Collection 

Data collection is the crucial part of the case study as in all research. In a case study, it 

is important to realize that data is collected in the natural occurrence, not in the controlled 

variable. I have no control over data available in the research field, thus the research process 

cannot be manipulated through the setting. I only have control over the procedures to collect 

the data. Yin (2003) points out that several tasks must be done, including gaining access to the 

key organization, having sufficient resources to record the data, arranging times to collect the 

data, being ready for an unanticipated event, and asking for assistance or guidance to collect 

the data. To get a clear picture of the educational issues in the research field I did a prelimi-

nary study by interviewing volunteers of Kelas Inspirasi. This study led to the result to choose 

the primary school in Gili Asahan as the location of the case study because the educational 

issue in this island community drew my attention and there was a possibility to collect the 

data by being a volunteer teacher in the primary school.  

Unfortunately, I met with some difficulties at the early stage of collecting the data. I 

could not gain access to the principal of the school because he was not available when I went 

there to collect the data, I could not reach the teacher because she was not available during the 
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data collection process, she only came to school a few times. Consequently, I tried to get ad-

ditional data from the program coordinator of this voluntary teaching program. The program 

coordinator was very helpful in supporting me to collect the data and provided me with in-

formation on the students’ background. 

According to Yin (2003), a researcher who chooses to use a case study method in their 

study requires at least five skills; to ask good questions and interpret the answers, to listen and 

separate her own preconceptions, to be adaptive and flexible when encounter new situation, to 

have firm arguments for the issues being studied, and to be unbiased. Being adaptive and flex-

ible is the essential point in doing case study research because researchers not only encounter 

unfamiliar situations and interact with people who have different characters, but they also 

need to complete formal procedures. Situations when research does not run smoothly might 

occur, therefore the researcher should have an alternative way to overcome any issues.   

In this research, I had prepared questions for children, but they were not able to answer 

the questions as she had expected. I noticed that young participants experienced some issues 

in answering questions from the researcher. First, they regarded the researcher as an outsider, 

hence to get the information It was necessary for me to ntegrate into their life. In this case, I 

became their teacher inside the classroom and become their friend outside the classroom. It 

proved advantageous for the data collection process, as I was able to get information at school 

and outside the school. To collect data during the class, I integrated the question into students’ 

task. Secondly, young participants did not have answers to certain questions. Unexpectedly, 

they found it difficult to understand the researcher’s questions and find answers due to their 

age and limited knowledge.  

To overcome these issues, I searched for alternatives to interviews to collect the data. 

Yin (2003) suggests that there are a lot of sources to collect evidence such as documentation, 

archival records, interviews, direct observations, participant observations, and physical arti-

facts. One way to collect a data is through participant observation because it provides the ben-

efit that it covers real events and the context of the event. Nevertheless, it has disadvantages 

as it is time-consuming, and the selectivity of the event might lead to bias because the re-

searcher has preconceptions before the observation (Yin, 2003). Furthermore, he points out 

that participant observation gives research a distinctive opportunity to be an insider rather 

than an outsider of the research, therefore, I was able to portray a precise situation of certain 

phenomena (Yin, 2003).   
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Although collecting the data through interview might be useful to get the whole picture 

about the classroom situation, students’ experiences, or students’ perspectives on various is-

sues, it is important to realize that it might not work for students of a certain age. A possibility 

is that the researcher only gets a short answer to her questions because the students are too 

shy, or they do not have enough knowledge. Another factor is that students who are talkative 

and like to share stories rather than answering straight to the point of the question. The re-

searcher experienced these difficulties in her research, so she considered not using interviews 

as her main data sources. The interview during the preliminary study with volunteers of Kelas 

Inspirasi and the program coordinator will be used as supporting data to explain the context of 

this research. 

To collect the data through observation, it is important for a researcher to set aspects of 

the observation to clarify the track during the observation and to categorize the data (Campoy, 

2005). Aspects of observation for this research were planning and preparation of the lesson, 

classroom environment, relationship, and professional responsibility. Observation during the 

planning and preparation targets the teacher’s effort to demonstrate knowledge of content and 

understand students’ backgrounds. Observation targeting the classroom environment means 

that the researcher aims to examine division in classroom management. The researcher also 

observes attempts from the teacher to maximize the learning resources available. Relationship 

is also an important aspect during the observation. It includes teacher-students’ relationships 

and relationships among students. Students learn in a social context; therefore, it becomes an 

essential factor of observation. Routines in the classroom are useful aspects to be observed, 

since by observing them in the classroom, the researcher can measure the effectiveness of the 

teacher’s instruction, students’ attitudes, and behavior. 

4.3 Data Analysis 

In the case study strategy, there are several ways to analyze the data. The approach to 

analyzing the data is determined by the type of case study that is conducted by each research-

er; it could be an exploratory study, a descriptive study, or an explanatory case study (Hamil-

ton & Corbett-Whittier, 2014). Since the type of case study in this research is explanatory 

study, it requires a causal link to analyze the data. There are some requirements to analyze the 

data by using explanation building, there should be elements of explanation that establish a 

causal relationship between the propositions and the real events. There is an iterative nature of 
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explanation building when it is possible to compare finding of an initial case and propositions, 

to revise the statement, and to repeat the process several times by adjusting it with the revised 

statement (Yin, 1994). 

 

 

Figure 4.2. Data Analysis Process (Illustrated from Hamilton & Corbett-Whittier, 2014) 

 

Miles and Huberman explain further about the iterative process in the explanation build-

ing in which it contains data collection, reduction, display, conclusion drawing, and verifica-

tion (as cited in Hamilton & Corbett-Whittier, 2014). The researcher collects the data by writ-

ing field notes during voluntary teaching. As Stenhouse mentions, field notes are the essential 

record of the case study process because they verify the overall process and define the quality 

of case study (as cited in Hamilton & Corbett-Whittier, 2014). The researcher’s field notes 

contained observations during the class, activity outside the classroom like during the break 

and afternoon gathering when I taught them to read Al-Quran.   

Field notes as the researcher’s primary source contain thick descriptions, so the next 

phase to analyze the data is to reduce them into essential points that have relation to precon-

ceptions or propositions. Hamilton and Corbett-Whittier (2014) suggest that the researcher 

tabulate or display the data and refer back to the research question to refresh the focus. To 

analyze findings, the researcher clustered quotes from field notes into four major categories of 

teaching framework; planning and preparation, classroom environment, instruction, and pro-

fessional responsibility ().  
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Table 4.3. Categorizing process to analyze the data 

 

 Category Narratives Data collection pro-

cedure 

1 Planning and prepa-

ration 

- Teacher’s knowledge of content and 

student in the rural community 

- Teacher’s preparation to manage multi-

grade classroom  

Observation  

2 Classroom envi-

ronment 

- Timing – teacher strategy to manage 

the timetable  

- Routines – habit in the classroom that 

has become routine 

- Instruction – teacher’s delivery method 

and students’ response to it 

- The use of physical facilities – explain 

the limitation in the primary school in 

Gili Asahan 

- Student behavior such as disciplinary 

issues and potential of peer tutoring 

Observation  

3 Instruction  - Engagement in learning observed 

through students’ enthusiasm, and mo-

tivation 

- Teacher’s attempt in engaging students 

into learning through worthy tasks and 

activities in the classroom 

Observation  

4 Professional re-

sponsibility 

- Student behavior and routines in the 

classroom as an effect of attitude and 

beliefs applied in the family 

Analysis of findings 

in the domain 1, 2, 

& 3 and theoretical 

framework 
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5 FINDINGS 

In the previous chapter, the researcher presented the process taken in order to conduct 

the analysis of the main data source for this study. The researcher used the iterative process in 

which, after the data collection, she refined, reduced, displayed, and drew a conclusion. To 

display the findings, she applied a refine and reduction process, hence she quoted some narra-

tives from the observation or dialogue between teacher and students. At the same time, she 

used a theoretical framework combined with the narratives from the observation to answer the 

research questions since she used explanation building in her data analysis. To confirm the 

position of researcher and the classroom teacher, it should be clarified that the researcher act-

ed as a participatory researcher who also taught in the classroom and is referred to as  “I” in 

the following discussion, while the one who taught regularly in the classroom is referred to as  

“classroom teacher”. 

The findings shall reveal the fact during this study, therefore, it should be able to answer 

the research questions. The first question was, “what kind of issues in the community, and in 

the school education, in particular, emerged during one week's voluntary teaching period in a 

remotely located small island in Indonesia?” To answer this question, I examined problems 

observed during teaching activities in the classroom and non-formal activities outside the 

school. The second question was, “how could the challenges in the community, and in the 

school education, in particular, be tackled, that is; what kind of learning activities and other 

procedures should be implemented to solve the problem and to improve the educational 

standard in small remotely situated islands in Indonesia?” I must clearly state that one week 

was not enough to find problems and solutions at the same time. In this study, I only examine 

issues that were found during the voluntary teaching activity, therefore I use the theoretical 

foundation to explore solutions in this case study (see Figure 5.1). 
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Figure 5.1. A framework for teaching in a multigrade class in a rural school (based on Dan-

ielson, 2007) 

 

5.1 Demonstrate knowledge of content and pedagogy in the rural school 

In explaining the findings, my position was that of a participant researcher in this small 

island community who was involved in the teaching and learning activity. I was equipped 

with a syllabus, from the program coordinator of Kelas Inspirasi Lombok who initiated the 

week’s voluntary teaching, which described planning and goals during the week’s teaching 

program (see appendix 2). However, the classroom teacher had her own syllabus that fol-

lowed the national curriculum, hence she prepared lessons according to the national curricu-

lum.  

Planning and preparation before starting the class determines the harmony in the class-

room. Therefore, basic knowledge about content and pedagogy, knowledge of students, and 

knowledge of learning resources are essential. Planning and preparation can start at the begin-

ning of the academic year, at the beginning of a new term or, if the classroom teacher wants to 

be more specific, be prepared before the class starts. Planning and preparation can be more 

challenging if a classroom teacher teaches more than one grade such as the case when she 

teaches in a multigrade class. The lesson is not only prepared for one grade only, but in the 
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context of primary school in Gili Asahan, the lesson plan must be made for three different 

grades (grade 1, grade 2, and grade 4).  

I came to teach on this island as a participant researcher with a different socio-cultural 

background and experience from the classroom teacher who originates from the island and 

has taught at the school for many years. I found a discrepancy in terms of the pedagogical and 

content knowledge. I had propositional knowledge about content and pedagogy in general, but 

when it came to the case knowledge and strategic knowledge, I observed that there was a gap 

between my knowledge and the case occurring in the classroom. For example, I did not have 

the experience to teach students from early years in the primary school who do not yet have 

literacy skills. Another issue I found regarding the teacher's knowledge is that students re-

mained silent when she asked questions, they did not show curiosity about the topic she ex-

plained. It affected the classroom environment which could be considered passive. Loughran 

et al. (2012) mention that pedagogical content knowledge should be supported by adaptation 

of the knowledge into instruction, assignment, assessment, procedure, and report. I therefore 

resolved to examine further in which area that teacher possibly failed to demonstrate her 

knowledge. 

The first factor that might determine a teacher’s success in demonstrating her 

knowledge is her strategic knowledge. I noticed that although I had experience in teaching art, 

I should not generalize it when using a general approach to teach. Moreover, the primary 

school in Gili Asahan is located on a rural-remote island and has limited infrastructure and 

facilities. Case knowledge and strategic knowledge could not be demonstrated without suffi-

cient experience. In this context, I did not have practical experience of teaching in a rural 

school, I only had theoretical knowledge gained through my previous studies of teacher’s ed-

ucation and as a master's student in the education and globalization program. When it came to 

implementation, I experienced a lack of knowledge in translating pedagogical content 

knowledge into practice such as instruction, assessment, and report. 

The second factor established during the study was complex issues in the multigrade 

class inhibit classroom teacher to demonstrate her knowledge in conducting the classroom. 

Limited time for preparation was a major issue. As an illustration, when the classroom teacher 

finished teaching a grade, she had to prepare different resources for teaching another lesson in 

another class. To overcome this issue, Little (2006) points out some strategies to manage mul-

tigrade class, such as teaching two classes as separate groups, teaching the whole class as one 
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grade group, or teaching the whole class for similar instruction then separating the group 

when students do their tasks. 

In general, a classroom teacher should understand why a topic becomes a center of dis-

cipline while other topics are considered peripheral. This is related to the classroom teacher's 

approach when she delivers the lesson to students, whether she uses a constructivist or trans-

mission approach. I observed this phenomenon when I taught in a primary school in Gili Asa-

han. The classroom teacher tended to use a transmission approach where she provided 

knowledge for students through the textbook and formal guidance such as fixed instructions, 

rules, and standards according to curriculum or guideline that can be assessed easily. In this 

way, the teacher tried to minimize preparation by only following the guidelines from regener-

ative sources. On the other hand, I did not have a fixed guideline. I realized that I had limited 

time to teach in thee school, so I reflected on how to make the lesson more meaningful for 

students. I prepared many kinds of teaching materials and various activities. I did not consider 

formal guidelines such as assessment, curriculum, and learning goals. I noticed that all the 

volunteer teachers who came to teach on the island also designed various activities to engage 

students in learning. I asked about previous volunteer teachers to understand whether they had 

brought a meaningful experience or not:  

“Do you still remember teacher who came on Hari Inspirasi (One day teaching)? 

“No, I didn’t remember them at all?” 

“How about teacher who teach you in one week?” 

“Yes, I remember them all. Teacher Henry taught us AlQuran and prayed with us to-

gether, teacher Abik always organized flag appraisal every day, and teacher Sofi made a mov-

ie for us and we watched it together.” 

 

Demonstrating knowledge is a fundamental factor when a classroom teacher starts plan-

ning and preparation. To begin with, a classroom teacher should understand why students 

need to learn a topic, especially in the context of a small island community. Here, students 

lived in a homogeneous community where everyone came from the same social milieu and a 

similar cultural background. They rarely went to the mainland to shop in the traditional mar-

ket or to visit family who live there. Delivering a topic outside of the students' context without 

preparation only brought up questions in students' minds that might lead to the question of 

schooling purpose and the education they got.  
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5.2 Managing classroom procedure and student behavior in the multigrade setting 

5.2.1 Managing classroom procedures 

This section emphasizes Domain 2 in Danielson's model, that is classroom environment. 

Classroom environment contains aspects that can develop a positive climate in the classroom 

such as classroom procedure, students' behavior, teacher-student relationships, and the physi-

cal space in the classroom. In this case, On this occasion, I explain the findings by focusing 

on classroom procedures in the multigrade setting, followed by student behavior explained 

through the observation. 

To simplify the findings, I categorized classroom procedures into areas that are ex-

plained further in this section; timing, instruction, routines, and the use of physical facilities. 

Timing is crucial in the classroom, especially in the multigrade setting where a teacher must 

divide her presence between each grade at the same time. It is almost impossible to implement 

effectively in the multigrade classroom because a classroom teacher must leave one grade to 

teach another grade. When teaching in the classroom, I divided the timing into: instructional 

time when I delivered the instruction by teaching the whole class, followed by engaged time 

when time was allocated for students to do the tasks. The classroom teacher had a similar tim-

ing division, although her strategy was to teach different grades as a separate group. Chal-

lenges in the multigrade setting were almost similar; some high-achiever students finished 

earlier than other students, whilst some low-achiever students did not use their time to pro-

duce an appropriate task without the classroom teacher supervising them, they just wanted to 

finish as soon as possible so they would have more free time.  

The next category was the instruction which acts as one of the factors determining stu-

dents' pace when finishing their tasks. When a classroom teacher gives instruction, it is im-

portant to understand the students' capacity to finish their tasks. A classroom teacher could 

determine it through their age, background, or students' prior knowledge (ref). When I taught 

in the primary school on this island, I often found a misconception because both the class-

room teacher and I assumed that grade 1 and grade 2 had a similar level of attainment, so we 

often gave similar tasks to both of them. We often ignored the fact that grade 1 had just en-

rolled in school, hence they did not have a similar level of literacy skill as grade 2. Teacher’s 

assumption about the students’ ability affect the personal development of grade 2 students, 

they might feel that they are at a disadvantage and are losing out. Grade 1 students also might 
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experience poor overall instruction when they must catch up with grade 2 because the teacher 

did not give specific instructions for them. I noticed this issue when the teacher asked students 

from grade 1 to write the alphabet. She wrote on the whiteboard, but not all of them under-

stood how to start writing or how many repetitions they should write. It is therefore important 

to realize that assumptions should be avoided to make effective instructions for students. 

“Miss, I have finished” She gave her book to me to get it graded. 

“Why did you only write five lines?” I asked because she was finished too fast. 

“You did not tell me how many should I write.” She argued. 

 

Classroom climate also can be built through routines because routines are effective at 

encouraging positive behavior in the classroom which can also influence learning (Stronge et 

al., 2012). Routines are easily recognized as repetitive actions in the classroom or a set of dai-

ly activities such as lining up before entering the class, cleaning the whiteboard after the class 

finishes, and flag appraisal every Monday. At the same time, routines can also help to solve 

problems such as the absentee issue in Gili Asahan. Routines were useful to inform the substi-

tute teacher about procedures in the classroom. In this context, routines can help volunteer 

teachers to conduct the class. By setting up similar activities in routines, students see con-

sistency even when volunteer teachers come to teach in their school. They would not question 

the teacher’s capability to teach, so they would quickly develop teacher-students relationship. 

Physical facilities in primary school in Gili Asahan were very limited. The school only 

had one classroom which accommodates three grades. It was not supported by electricity or 

proper tables and chairs. I observed that one classroom should be enough to accommodate 

three grades because they were only 20 students. But, in the reality, the classroom became 

crowded when a group finished their task and started to talk with their friends. By referring to 

the criteria of seating arrangement from McLeod, a classroom should accommodate space for 

students' movement and personal space for each individual (2003). However, in the multi-

grade setting, the need for space and facilities is more complex. Some students may be disad-

vantaged, for example, high-achieving students tend to be quiet when doing their tasks while 

low-achieving students lose out easily once they get distracted. I drew a classroom floor plan 

to illustrate the use of facilities in the classroom in the primary school in Gili Asahan (see 

figure 5.2). 
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Figure 5.2. Seating arrangement in SDN 4 Batuputih Gili Asahan 

 

The seating arrangement in the classroom raised issues such as students being distracted 

during the lesson.  

“Miss, can you ask grade 1 to be quiet? I cannot concentrate.” said a grade 4 student. 

On the other side, when a lower grade student saw grade 4 doing an interesting project, 

they tried to approach them. 

“Why do you come here? Have you finished your task? I asked. 

“No, not yet.” She answered. 

 

Little (2006) points out that in the multigrade setting, it is important to have a space for 

free activities when students finish their work, for example a bookshelf. So, when they are 

waiting, it does not lead to misbehavior. This issue will be discussed further in the next sec-

tion, managing students' behavior. 

5.2.2 Managing student behaviour  

Student behavior is known to affect classroom management procedure although some 

scholars argue that student behavior is determined by both the characters of individuals and 

the context where the individual lives (ref). To examine the findings during the voluntary 

teaching in Gili Asahan, I shall explain the characters and setting of the village where the stu-

dents lived. This island is inhabited by a homogeneous community, their origin is Sasak eth-

nic group so they use the Sasak language to communicate with other community members. 

Most of them are able to speak the Indonesian language to outsiders or volunteer teachers 
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who come to the island. Nevertheless, they still use the Sasak language in their daily commu-

nication amongst the inhabitants. Students also have a similar socio-economic background in 

which their parents work as a boat driver, as a helper in the resort, or run a small stall in their 

house. Children play with similar friends when they are at school as when they are outside the 

school.  

I observed that the context where they live constructs their behavior in the classroom. A 

classroom is a part of a school system which has standards, rules, and procedures, so dishar-

mony in the classroom environment is potentially caused by the lack of correspondence be-

tween students and the system which leads to disruptive behavior (Brofenbrenner 1979 as 

cited in Wearmouth et al., 2005). There were two major causes of students’ disruptive behav-

ior in the primary school in Gili Asahan: the schooling system indicated through the teacher's 

expectation and students’ expectations rooted in their cultural context.  

I had an expectation that the schooling system would be similar whether in an urban 

school or in a rural school, including the administration at school, teachers’ qualifications, 

appropriate school facilities and student attitudes towards schooling. In reality, administration 

at school in Gili Asahan is far from a neat category. The school’s principal rarely came, the 

teacher was a temporary staff member and got paid below the standard therefore the rural 

community helped to pay the teacher so that she would be able to come and teach on the is-

land. School facilities were poor, compounded by a lack of teaching and learning materials 

such as textbooks. I had expectations that students would understand my instructions or the 

topic that I taught, that students would behave according to "normal" school rules such as 

being punctual, wearing proper uniforms, and bringing their own books and stationery. Unfor-

tunately, many aspects in schooling were performed under teacher’s expectation such as dis-

ciplinary issues. 

After the break, students were supposed to be in class. But, I could only see some stu-

dents in the school area. She asked students who were already at school where the other stu-

dents were. They answered that the other students must have gone home to eat, then they sug-

gested that I should ring the bell so that they would know that the recess time had ended. Stu-

dents helped me to ring the bell which made from a stick and a can, and they shouted their 

friends’ names. It was some time before students came back to school after eating breakfast at 

home.  
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Student expectations also become one factor of disruptive behavior when they assume 

schooling has a similar system to their social milieu. 

One time, a teacher asked grade 1 students to write alphabets in their notebook. Some 

of the grade 1 students said that they had not brought their notebook. Others reported to the 

teacher that they had not brought stationery. The teacher asked them to borrow a pencil and 

a sheet of paper from their friends. She left grade 1 and taught grade 4 about a topic. When 

she finished, she came back to supervise grade 1 and the students who had not brought their 

notebooks and stationery had not done anything. They had only talked to their friends without 

trying to look for what they needed to complete the lesson. Then, the teacher helped them to 

find paper so that they could complete their task. Another day, the teacher asked them to go 

home and take their own notebook and stationery. 

Whilst discipline issues in the classroom are common in the monograde classroom, they 

may be more acute in the multigrade classroom when a classroom teacher cannot supervise 

one grade only but instead must supervise two or three grades at the same time. To develop a 

positive classroom climate, it is crucial that student behavior be addressed. I practised some 

aspects that potentially leads to behavior becoming more positive such as preventing disrup-

tive behavior at an early stage, giving a clear instruction, being a role model, and contingent 

positive consequences (Wearmouth et al., 2005). 

On one occasion, students made an artwork about a "tree of hope". So, I demonstrated 

finger painting technique and materials which they could use. Students looked curious when 

they saw that I had used paint to make this artwork, as it was their first time making an art-

work using paint. Before the lesson started, I agreed with students that they would not play 

with the paint or disturb their friends, to avoid a messy classroom. If it happened, they would 

not be given an opportunity to use paint anymore. During the lesson, students were well-

behaved, they cleaned up once they finished.  

Discipline can be very promising to build positive classroom climate. Wearmouth et al. 

(2005) points out that students must be taught about classroom discipline in which teacher is 

encouraged to create a lesson promoting discipline, train rules in the classroom, and explain 

the consequences of every behavior. It has the potential to be more effective if the teacher is 

able to establish the classroom's norms at the beginning of school year. Oftentimes, disruptive 

behavior was happening uncontrollably in the classroom. Vincent (1999) mentions that a 

teacher should avoid making disruptive students the center of attention and use positive com-
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ments for negative behavior instead of making it worse by using sarcasm. For example, a 

teacher could say "You look good today. It would be even more amazing if you could sit in 

your place until the end of the lesson". In the multigrade classroom, the interval between task 

completion and the next lesson when children are left with free time potentially leads to mis-

behavior. To avoid this situation, students should know the next phase after they complete 

their task. It is important to have self-efficacy so that the classroom teacher is not telling them 

what to do, rather they can read an announcement board which provides a list of activities 

after task completion. 

5.3 Engaging students in learning in the multigrade class  

The main proposition of Domain 3 is instruction in the classroom, which has a correla-

tion with the implementation of Domain 1, planning and preparation. Planning and prepara-

tion have to be effective first, so it will lead to effective classroom instruction that could en-

gage students in learning.  Danielson (2007) mentions that engaging students in learning is the 

heart of teaching that potentially develops a positive classroom climate.  

I shall elaborate each type of engagement in the primary school in Gili Asahan to ex-

plain the complex situation in the multigrade classroom which was located on a small isolated 

island. In the multigrade class, the situation is more complex because students are more di-

verse in terms of their age group related to their participation in the classroom. Although stu-

dents could achieve behavioral engagement through routines and rules set by the teachers and 

school, cognitive and emotional engagement were lacking. As an illustration, in the multi-

grade class, high grade students must follow the learning pace of students from lower grade or 

vice versa. In this case, they can both lose cognitive engagement because the teacher failed to 

provide a meaningful learning activity which was appropriate to students’ cognitive ability. 

Emotional engagement achieved through peer relationship and teacher-students relationship 

sometimes failed to promote a sense of belonging in the classroom where students grouped 

themselves as small groups in the classroom according to their grade. 

School engagement refers to active student involvement in various activities provided 

by the school. Engaged students are highly motivated and enthusiastic about school and are 

also likely to promote learning readiness in the classroom, while students who are disengaged 

are more likely to undermine the teaching and learning process not only for themselves but 

for others too (Wearmouth et al., 2005). School engagement can be measured through aspects 
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such as high attendance, the fact that students stay until school ends and complete a degree, 

students show positive behavior such as well prepared for the class and respect the teacher 

(Palmgren et al., 2017). 

The researcher observed that when a subject did not engage students cognitively, it 

was not because it was not interesting, but probably because the teacher did not explain it well 

or the students only had the subject periodically like once a week. It happened when the re-

searcher taught sports to students in Gili Asahan, where students kept making excuses not to 

do it. 

On Saturday morning, the subject was sports. We did aerobics which students did en-

thusiastically. Students from grade 4 helped grade 1 to line up before we started the aerobics. 

After the aerobics, I arranged a relay run. I divided students into groups. Students from grade 

4 became the leader of each group. A student came to me and requested that he not join the 

relay run competition because he was sick. At first I agreed, because I saw that he looked 

sick. Then, other students came and said that they were too tired after the aerobics, so they 

also could not join the relay run competition.  

In the beginning, students were keen to do aerobics because I used music and moved 

together with them. I observed that in the multigrade class, sport was easily taught through a 

whole class teaching strategy. I could simplify the preparation and supervise students togeth-

er. Nevertheless, students lacked motivation when I arranged a relay run competition. They 

kept negotiating with which group they were paired. The schoolyard where students were to 

do the relay run did not seem appropriate for a competition. Actually, a lot of factors made 

students not engage with the activity: it was not meant for them, students thought it was too 

easy or too difficult, or they saw the teacher was not competent to teach that topic.   

However, engagement can be achieved through sense of belonging, that is when stu-

dents feel a part of classroom community and they are willing to help each other to show their 

responsibility to classroom members. To promotes this attitude, the teacher should model the 

behavior or encourage students by asking their help and show trust to students. 

High-attaining students often helped low-attaining students. They often offered help 

voluntarily. Therefore, I saw that peer tutoring had the potential to replace the teacher's pres-

ence for low attaining-students in the multigrade setting.  

“Miss, can you help us, I don’t know how to do it.” said a student from grade 1. 
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“Please wait a minute, I am explaining something to grade 4.” I replied. 

“Miss, I can help to give them an example” said a student from grade 2. 

I notice  that th rural community where the students lived could give an advantage, that 

is when older students had initiatives to help younger students just like their interaction in the 

community. 

This morning, our topic was "respect the environment". I asked students to make an 

artwork using origami paper and decorate it with seashells. I explained the topic and demon-

strated how to make fish by using origami paper. Grade 4 followed the steps very well while 

grade 1 still had difficulty in making their own fish. They came to my table and asked for help. 

I was busy repeating the demonstration for grade 1, then the grade 4 offered to help, to 

demonstrate making a fish by using origami paper to grade 1. Grade 1 looked comfortable 

when their peers taught them to make it. 

Sense of belonging can also be achieved when students depend on each other. Most of 

the time, students from grade 4 were doing tasks from their textbook. They were also given 

homework by the classroom teacher and although they only had one textbook to be shared 

between 7 students, they were obliged to do their homework without excuse. So, one of the 

students would bring the textbook home and do his homework, then he gave the textbook to 

the other students by visiting their house. Nobody could forget because if one of them had 

forgotten, another student could not do the homework. Their relationship created a sense of 

belonging when they had to support each other and be responsible.   

In the multigrade classroom, the opportunity to work in a group is higher. Mixed-age 

grouping could be used as a strategy. However, it is important to realize that students usually 

want to choose with whom they are grouped. In this sense, I noticed that high-achiever stu-

dents were always chosen. In this context, I was able to map students' ability after teaching 

them for some days, hence mixed-age grouping and mixed-ability grouping is a possible op-

tion. In a group, students from the higher grade acted as a leader who divided tasks for lower-

grade students, shared his expertise and demonstrated it to younger students, and supervised 

their group progress. Nevertheless, not all groups worked as I expected. Some higher-grade 

students wanted to do all the tasks alone to ensure their group progress. The leader did not 

divide the task nor help younger students with demonstration and example. In this case, I kept 

reminding them in the group work, their assessment was not only based on the final project 

but also the teamwork. 
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The multigrade classroom has the potential to support autonomy in the classroom be-

cause the teacher is unable to be present all the time, therefore students need to have self-

regulation in completing their tasks. Autonomy is also one aspect that can engage students in 

learning (Williams, 2009). I tried to implement behaviors that support autonomy in the class-

room, such as giving freedom to students to tell their opinion and to ask questions, letting 

students choose their free activities after finishing their tasks, and I did not set strict proce-

dures for the lesson. However, creating an autonomous environment was not easy when stu-

dents had already had their own learning behavior constructed through their daily interaction 

with the classroom teacher. I noticed that students were afraid to ask questions or share their 

opinion like answering the teacher's question. They always followed the guidelines and 

searched for answers from their textbook. 

5.4 Integration of non-formal education by communicating with rural families 

Domain 4 of Danielson's teaching framework encompasses professional responsibility 

which is associated with being a true professional educator (Danielson, 2007). The classroom 

teacher as an educator is asked to have professionalism in his relationship with the profes-

sional environment such as the school principal, colleagues, and stakeholders. The family, 

which also has a connection to the teacher's professional environment, is often forgotten. 

Findings delivered in this section are according to previous discussion and literature review 

instead of interview and observation. Yin (2003) points out that in the explanatory study, the 

researcher may use the element of explanations from propositions and initial case to establish 

a causal relationship. In the iterative process in explanation building, the researcher compared 

findings related to Domains 1, 2, and 3 with Domain 4 to revise the statement, prove the 

proposition, and explain the overall picture of the case study. 

When students first enrolled in school, their family had an expectation about schooling. 

In Gili Asahan, primary school is free of tuition, students also get free uniform and books. 

Basically, they only need to come to school. The case in Gili Asahan is peculiar, parents en-

roll their child as soon as possible. When I asked students about their age, 5 students from 

grade 1 were underage of schooling, they were 4 and 5 years old. In Indonesia, schooling usu-

ally starts at 6 years old, and some start at the age of 7. These parents sent them to school ear-

lier because they must go to work, so nobody takes care of them at home and because educa-

tion was free, so they can enroll them to school anytime without thinking about tuition fees.  
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Unfortunately, the parent's decision influenced the classroom environment. Students 

who are not ready for schooling find it difficult to follow teacher's instruction, especially if 

the teacher does not speak child's mother tongue (Sasak language), such as volunteer teachers 

who only spoke the Indonesian language. There are theories about young children that teach-

ing young children is about building a relationship between children and the teacher, the par-

ent, and the learning environment (David, 1999). If children enroll to school too early, they 

face significant difficulties such as a lack of focus in completing their tasks, their fine motor 

skill was not well developed, and poor understanding of instruction from the classroom teach-

er. In the long run, it will lead to poor schooling experience and misperception of schooling 

itself. Common misunderstandings of schooling such as that school is only a place to learn 

reading and writing or meet their friends might be raised, and it is well understood as a nor-

mal attitude towards schooling.    

Below is an example to analyze the relationship between students' behavior and the 

family's attitude towards schooling.  

Many students from grade 1 did not bring their notebooks or stationery to school. The 

teacher often checked their bag and found that their bags were empty, so the teacher asked 

them to go home to collect  their notebook. On other occasions, students often came late after 

the recess, as they usually went home when they were hungry or thirsty. 

In Gili Asahan, I could not see parents support young children in the schooling process. 

School rules and procedures were often ignored by the parent. It could be seen through par-

ents’ low involvement in encouraging children to follow school rules and promoting disci-

pline such as coming to school on time and bringing their books. At home, parents rarely 

helped students to do their homework, either by reminding students to do their homework or 

helping them to finish their homework. The classroom teacher did not communicate with par-

ents about school routines and rules so this might be a reason why parents did not have 

knowledge of the school's standards and procedures. 

In the case of Gili Asahan, I concluded that there were three levels of parental percep-

tion about schooling by studying student attitude and behavior; first, the school as a center of 

student activity; second, the school as a center of socialization; and third, the school as an 

educational institution. Parents who thought of school as a center of socialization did not en-

courage students to follow school rules, parents asked students to go to school to meet their 

friends and play. While parents who perceived school as a center of student activity encour-
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aged students to go to school and study, they trusted school because they assumed that at 

school, children would meet their friends, gain knowledge, and a classroom teacher would 

look after them. On the other hand, parents who perceived school as an educational institution 

encouraged students to study seriously, follow school rules, and gain achievement at school. 

Parents thought of school as a way to get a better job so their children had to complete their 

education to continue their education and get a better job.  

Multiple perceptions of schooling lead to different students' attitude and behavior in the 

classroom. Oftentimes, I found that their behavior was disruptive and influenced the class-

room atmosphere negatively. It became a challenge for the classroom teacher to communicate 

with the rural families in order to have a similar perception of schooling so that parents could 

support their children’s education from home.  

A school’s position in serving community needs should not be ignored, hence a class-

room teacher should be able to search for the meaning of schooling for the community and 

design appropriate learning activities to pursue it (Bauch, 2000). The program coordinator 

who designed this voluntary teaching program realized the importance of a meaningful 

schooling experience for children in Gili Asahan therefore, the syllabus he designed contains 

learning objectives which not only develop students’ ability in reading and writing but also 

activities which utilize the uniqueness of this rural community such as environmental aware-

ness and nationalism (see Appendix 2). Unfortunately, the classroom teacher had to follow 

national curriculum for the primary school level without considering the potential of educa-

tion in the rural community. Sometimes the lesson plan I made clashed with the classroom 

teacher’s lesson plan. The other problem I found was the chance of repeating the same activi-

ties among the volunteer teachers because the program coordinator gave them similar sylla-

buses and suggested lesson plans. Volunteer teachers who come without teaching experience 

might just follow the suggested lesson plan so that the chance of repetition is even bigger.  

Ardan et al. (2014) point out a cross-culture approach to designing lesson plans by 

combining knowledge that students gain from the rural community with the national curricu-

lum so that education in the rural community provides a balance between cultural roots and 

formal education. A classroom teacher should be encouraged to design activities to pursue 

pedagogy of place when she does not need to find learning sources outside of the community, 

but to maximize learning sources which are grounded in traditional knowledge. There are 

some aspects that a classroom teacher could develop to design meaningful learning activities 
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for students: promoting character in the coastal community, environmental awareness, and 

openness to diversity.  

Using the characteristics of inhabitants in a coastal community such as Gili Asahan 

could be one of the learning contents in order to provide students about cultural knowledge. 

They would understand the norms, values, and beliefs in their community so when there is a 

negative values, that contradicts students’ traditional values, they would not accept it directly. 

By recognizing the values and tradition in their community, students would have more respect 

for their cultural background such as: respecting their parents’ occupations, obeying the elder-

ly, and implementing their religious traditions. I noticed that values that existed in the rural 

community were introduced through non-formal education but they could also be integrated 

into formal education. 

In the afternoon, I taught the children to read AlQuran. All children in this village 

joined although they were not at school yet because they were still too young. Children looked 

enthusiastic, moreover, when I read them a story after I finished teaching them AlQuran. 

Through the story, I taught them positive values and local wisdom while students listened 

carefully. I assume that they thought that as this activity was not at school, the AlQuran they 

learned and the story I told them would not be graded.  

Rural communities usually live very close to their environment. This situation happened 

in Gili Asahan. The inhabitants depend on the environment, they fish when they need food, 

the men drive boats as their livelihood, and tourists come to visit and see the beautiful and 

clean beach. One day, I taught students a song about ”throwing the rubbish”. After they knew 

the song, it was easier to encourage them to engage in behaviors such as taking care of the 

environment by throwing rubbish into the trash bin. I noticed that multiple approaches could 

be used to promote environmental awareness. More importantly, students realized that they 

must take care of the environment where they live because it is part of their daily life and 

could guarantee their future.   

The challenge for this rural community is that they live in a homogeneous community, 

where the inhabitants have a similar cultural background, occupation, and religion. They rare-

ly get interventions from the outsiders. Students might experience isolation when they only 

feel comfortable if they stay and work in their own community. Therefore, education should 

provide information to the students about the diversity instead of exclusively live in their own 

circle. 
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”Do you want to continue your study on the mainland after you graduate from primary 

school?” I asked a student. 

”Of course I want to, if my parent gives permission.” he answered 

”Why they do not give permission?” 

”Because it is too far away.” 

 I noticed that at this stage, family still has significant influence on their children’s edu-

cation. The parent is the one who decides the future of their children although their influence 

might wane when children enroll at school and get many kinds of intervention outside of their 

family. In this case, the classroom teacher, rural families, and volunteer teachers should be 

able to communicate to promote openness to diversity and ensure readiness when students 

enter society. 
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6 TRUSTWORTHINESS AND ETHICAL CONCERN 

Trusworthines in the qualitative research could be demonstrated to four criteria; 

credibility, transferability, dependability, and confirmability (Shenton, 2004). A case 

study as one of methods in the qualitative research may be critiqued because the re-

searcher often fails to develop a sufficiently operational set of measures and that subjec-

tive judgments are used to collect the data (Yin, 2003).  

Shenton (2004) points out that credibility could be achieved through preference the 

internal validity such as set operational procedures, develop familiariaty of the case, and 

triangulation in collecting the data. The researcher should apply some specific tactics to 

silence criticism by using multiple sources of evidence, establish a chain of evidence, 

have key informants to review the draft and case study report. In this research, the re-

searcher used two main sources as the evidence; preliminary study through interview 

with volunteers of Kelas Inspirasi and an observation recorded in a daily journal. The 

program coordinator was a key informant who can review researcher’s draft and justify 

the findings.  

False effects are often viewed as another threat to judge a validity of case study re-

search. Yin (2003) points out that internal validity explains the causal study, the relation 

between cause and effect in the research. In this case, sometimes I did not notice other 

factors that indirectly influence the case study. False effects might also result in this re-

search because the area of a case study is very broad, so I coincidentally ignore some ex-

ternal factors. This research wanted to find out the educational challenges faced by a 

small island community in Indonesia. To overcome the false effect, Yin (2003) suggests 

that in the data analysis process, the researcher can do pattern-matching, do explanation-

building, address rival explanations, and use logic models. In this study, I chose to do 

pattern-matching to explain the educational challenges during the voluntary teaching. I 

observed the most common pattern during the observation. I finally came to a conclusion 

that most of the time, I interacted with the children in the classroom, therefore, I would 

focus on the classroom context. I included the explanation-building as an addition be-

cause I believed that students’ behavior in the classroom must come from their social 

contexts such as their family and community. The internal validity is explanatory, so after 

I found out the cause, I came out with the effect as a result. Those causal links could ex-
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plain the holistic picture of the study.  

Transferability emphasize external validity as a key criterion. External validity 

deals with the problem of knowing whether a study’s findings are generalizable beyond 

the immediate case study. It often becomes the major critique in a case study because of 

its insufficient basis in generalizing; in this sense, theory should act as the guidance to 

examine the case study (Yin, 2003). Although a case study only investigates a specific 

situation, generalization is still viewed as important to show that this research is signifi-

cant to answer multiple issues instead of one case only. In this research, although I only 

discuss education in the small island community, supporting theory is still in the general 

context, such as teaching in the multigrade class, classroom environment, and the influ-

ence of family, community, and school in the rural remote area. 

Dependability is pursued in preference of reliability in which it gives an opportuni-

ty to repeat similar study in the different context. In this study, dependability is pursued 

theough the detail in report in the daily journal of the classroom observation which con-

tains of preparation of the lesson, timing of the lesson, routines, teachers’ instruction and 

students’ response towards the classroom procedures. Those procedures become the unit 

of analysis when I deliver the finding. By knowing this set of procedures, the study could 

be repeated in the future research and be developed according to different contexts.   

Confirmability encompass objectivity in the research. Although it has close relation 

with credibility, confirmability tend to admit the researcher’s predisposition including his 

belief and assumption (Shenton, 2004). In the case study, the research could be bias be-

cause of the subjectivity and inability of the researcher to use random sampling. In this 

research, I did preliminary study by interviewing prvious volunteers of Kelas Inspirasi to 

determine the research’s location (see appendix 1). It is also important to set criteria for 

classroom observation, so I was not influenced by external factors such as assumption or 

emotional factors.   

Ethics is one of the most fundamental aspects of research. Ethics has to be a con-

sideration when a research relates to other people or institutions. Ethical consideration in 

educational research should be underpinned carefully because ethics is also part of being 

an educator who has a code of professionalism and work based on principles of care and 

respect, rather than being a researcher only (Atkins & Wallace, 2015). In general, ethics 

covers general questions in the research such as consent of participants to be subjects of 
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the study, privacy of the participants, and power relations that could influence the result 

(Campoy, 2005; Atkins & Wallace, 2015). 

In this study, I have listed ethical issues that were raised during the research. There 

were three main concerned raised when the researcher collected the data. First, the re-

searcher only ‘gave a consent’ to participants instead of ‘informed consent’ which means 

that I could not explain every step of research to participants due to the participants age 

and limited knowledge. Second, I used power relations as a teacher who also became a 

friend outside the school to get information. Third, the school as an institution did not 

have a fixed organizational structure where she could get detailed information, so she had 

to ask the program coordinator, teacher, and students to understand the classroom proce-

dure.  

Ethical debates are inevitable in many research processes and may be raised at eve-

ry step of the research process from the planning and preparation, collecting the data, and 

analyzing the findings (Atkins & Wallace, 2015). The researcher’s positionality as a 

teacher and a Masters student emphasizes an understanding that educational research 

must be grounded by respect for others and the intention to achieve positive change. 
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7 DISCUSSION AND CONCLUSION 

The aim of this study was to examine the educational challenges in a small island com-

munity in Indonesia. I examined it through one week’s voluntary teaching program in Gili 

Asahan, where I stayed and taught in a primary school located on the small island in Lombok, 

Indonesia. According to the findings from my perspective as a participant researcher, there are 

three main challenges for education on this small isolated island: teaching in the multigrade 

class, classroom organization in the multigrade class, and maintaining the relationship be-

tween the rural community and school to pursue pedagogy of place.  

The first research question uncovered the educational challenges in the small island 

community where the multigrade class emerged as one of fundamental issues. The multigrade 

class on the small island is potential to provide basic education for children in the remote is-

land so it is in line with the Education for All campaign and a program from Indonesian Gov-

ernment to eliminate illiteracy by giving 9 years of basic education (Indonesia, 2003).  

I started this research by acknowledging the educational issues in Indonesia, especially 

in rural-remote locations. As a developing country, Indonesia encounters a lot of challenges in 

education, including dilapidated school infrastructures, a lack of competent teaching staff, and 

a low rate of school completion in some areas. Similar problems occur in many developing 

countries all over the world. Initially, I assumed that the problem in the primary school in Gili 

Asahan was only to do with poor infrastructure and the lack of teachers, however I found that 

the problem was more complicated because the school is located in the sparsely-populated 

place and only has 20 students from different ages studying in the same classroom. The 

school requires a teacher who understands how to manage a multigrade class effectively. 

Through observation, I came to the conclusion that the classroom teacher was not pre-

pared to teach in a multigrade class, hence it affected their approach to managing the class-

room. I found out that the main issue was about mismanagement of a multigrade class and the 

inability of the teacher to deliver a positive message of schooling to the community. I con-

cluded that a multigrade class could be beneficial if the teacher could manage multi-age stu-

dents in the classroom by cross-grade grouping and promoting peer tutoring in the classroom. 

I used analysis from Danielson’s (2007) teaching framework to evaluate the teaching 

difficulties in the classroom. I recommend solutions by examining the iterative process of data 

analysis. The recommendations focus on each domain from Danielson’s teaching framework. 

First, a teacher should be able to demonstrate knowledge of content and pedagogy at the be-
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ginning of the academic year. In this case, teachers should not only be prepared with 

knowledge about content but also strategic knowledge to help them deal with multiple issues 

in the classroom. Second, classroom organization is key to build a harmony in the classroom, 

otherwise a teacher will face difficulties in delivering a positive message of schooling. Alt-

hough this primary school has limited use of facilities, a classroom teacher should be able to 

maintain the classroom environment through many ways such as managing the timing, rou-

tines, and instructions. A classroom teacher should be able to set a task to certain grades ac-

cording to their ability, so that they use their time allocation optimally to finish their task. A 

classroom teacher is also supposed to set routines to promote independent learning. Students 

need to know the list of alternative activities if the classroom teacher was absent or things that 

students could do if they have completed their tasks. A third recommendation is to engage 

students in learning through meaningful activities by maximizing peer-tutoring and cross-age 

grouping to promote autonomy in the classroom. A fourth recommendation is to ask the sup-

port from rural families through direct involvement such as encourage their children to follow 

school rules and discuss with classroom teacher if any disruptive behavior of their child in the 

classroom. 

This study is significant for the field of educational development as it provides infor-

mation about the educational situation in a non-privileged, rural community in an isolated 

location. Unfortunately, educational issues in non-privileged groups remain invisible due to 

the latter’s disadvantaged position in society. Certain studies need to be done to raise aware-

ness that the challenges in education could be tackled through involvement of governmental 

and non-governmental organisations.   

This research might be taken into account when designing the learning content in the ru-

ral community. It is important to realize that the rural community has its own values, norms, 

attitudes, and traditions which construct the whole community. NGOs who have a concern for 

education and are willing to help education in the rural community should understand the 

character of each community. Instead of searching for learning resources from outside, they 

should maximize the richness of culture inside the rural community. Conversely, members of 

a rural community should be more open to sharing their culture, values, and customs to the 

volunteers who are willing to help in their village. This could increase volunteers’ knowledge 

about the village and the traditions of the rural community and could increase the villagers’ 

sense of belonging. 

Finally, this research process has encouraged the researcher to reflect on the possibility 

of collaboration between the teacher, volunteers, and rural community in designing learning 
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contents for rural schools. The classroom teacher is able to provide volunteers with infor-

mation about national curriculum standards and share her experience of teaching in a rural 

community,  including sharing attitudes and beliefs in the community. Next, volunteers might 

emphasize creative teaching, which embraces meaningful activities through multiple media 

which potentially engage students in learning. Meanwhile, the rural community might share 

specific issues in the community that need to be addressed, such as what kind of knowledge 

students need to learn at school. Finally, collaboration is expected to send a positive message 

to the rural community that schooling is useful in developing their knowledge about various 

issues, including practical knowledge to solve problems in the community.   
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Appendix 1 

Preliminary study – Interview with volunteers of Kelas Inspirasi 

 Volunteer 1 Volunteer 2 Voluntee

r 3 

Volunteer 

4 

Volunteer 5 Volunteer 6 

Profession Event 

organizer 

 

Administrator Docent, 

architect 

 

Architect, 

graphic 

designer 

 

Administrato

r 

 

Online media 

advertising 

 

Experience in KI 12 times 4 times 6 times 

 

6 times 

 

3 times 9 times 

Role in KI Documentato

r 

Documentator

, teacher 

 

Teacher, 

Core 

committe

e 

 

Teacher 

 

Teacher, 

Commitee 

recruitment 

division 

 

Teacher, 

documentator

, 

videographer, 

committee 

 

Location of KI Lombok, 

Java island 

(Depok, 

Bekasi), Nusa 

Penida 

 

Gorontalo, 

mamuju 

 

Gorontalo Bekasi, 

Bandung, 

Garut, 

Jogjakarta 

 

Musi 

Banyuasin, 

Lampung 

 

Lombok, 

Nusa Penida, 

Kaimana 

Papua, Java 

 

Children’s 

attitude 

Children in 

Java island 

mostly aware 

of many 

things like 

technology, 

education, 

entertain-

ment. But, in 

Lombok they 

are very 

enthusiastic 

to know 

different 

professions. 

 

  Children 

from city 

have less 

respect to 

teachers. 

Usually, 

grade 1-3 

are very 

enthusias-

tic, higher 

grade (4 - 

6) are less 

enthusiastic 

 

Some 

schools has 

very poor 

facilities but 

good schools 

also have 

limitation in 

books and 

teaching 

sources 

 

 

Disparity in 

education in the 

location 

Lombok and 

Bali are tour-

ism destina-

tion but the 

facility of 

education is 

very bad. 

Especially in 

Lombok 

where there is 

five stars 

hotel, school 

has poor 

facilities  

 

    In Nusa 

Penida, the 

school also 

has same 

condition. It 

doesn't be-

come tourism 

destination 

because the 

access to the 

location is 

very bad 

although it 

has very 

beautiful 

beach. 

Socio-economic Low-class in Middle class Middle Low-class, Middle class Low class 
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background in 

the location 

Nusa Penida 

and Lombok. 

Middle-class 

in Java 

 

class middle 

class 

 

Recommendatio

n 

Lombok, 

Nusa Penida 

 Choose 

location 

in the 

rural area 

instead of 

the city 

 Musi 

Banyuasin, 

Lampung 

 

A program of 

sending vol-

unteer teach-

er in Gili 

Asahan.  
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Appendix 2 

Syllabus of A Week Teaching in Gili Asahan 

Day Basic Competency Indicator Character 

building 

Activities*  

Day 

1 

Introducing them-

selves using Indone-

sia language and 

English 

 

Building trust teach-

er-students relation-

ship 

 

Theme: You and I are 

similar 

Students are able to have a 

good relationship with the 

volunteer. 

 

Students have connection 

with the teachers in teaching 

and learning process. 

Politeness 

Solidarity 

Open up 

themselves 

 

Introduction 

 

Painting: Hand stamp 

- write about yourself  

 

Understand the posi-

tive attitude by draw-

ing the superhero 

Day 

2 

Spirit from the island 

  

Theme: Taking care 

of the environment 

Students are able to differen-

tiate waste that can be recycle 

  

Students learn about their 

ocean and sea creatures that 

they need to take care of   

Responsibility 

Compassion 

Caring  

 

Making fish using 

origami paper 

 

Video: Finding dory 

 

Singing a song 

“throwing the rub-

bish” 

Day 

3 

Nationalism 

  

Tell about the nation-

alist actor/hero 

 

Learning from the 

hero, success people 

who believe in their 

dream 

  

Singing the national 

anthem and some 

other Indonesian 

song 

Students are able to learn 

from the hero, success people 

who believe in their dream 

 

Students are able to sing na-

tional anthem and some other 

Indonesian song 

Perseverence 

Generous 

Passionate 

 

 

Singing national an-

them and other Indo-

nesian song 

 

Video: Indonesian 

hero 

Day 

4  

I have a dream 

  

Tell about many 

kinds of profession 

that could be stu-

dents’ dream.  

 

Students are able to get more 

knowledge about the profes-

sion 

 

Students has dreams that can 

be their motivation to study 

 

Diligent 

Compassion 

Passionate 

 

Powerpoint slide: 

Kind of professions 

 

Fingerpainting: Tree 

of dreams 

Day 

5 

Using a good com-

mand of Indonesian 

Students are able to tell the 

daily routine and write a short 
Diligent 

Confident 
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language 

  

Learn Indonesian 

language using cor-

rect subject, verb, and 

object. 

Learn to read syllable 

and learn to write for 

grade 1 and 2. 

story 

 

Students are able to under-

stand the practice of Islamic 

religion.  

Curious 

Friendly   

 

Day 

6  

Sports 

  

Introduce some kinds 

of sport 

  

Students are able to partici-

pate in the sport activity 

 

Students understand to prac-

tice healthy life 

Sportive 

Fair 

Appreciate 

health 

Aerobic 

 

Relay run 

 

Art and craft: Nature 

life 
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Appendix 3 

Lesson plan of A Week Teaching in Gili Asahan 

No Theme Detail Activities Time 

Allocation 

1 Introduction  7.30 – 09.00 

09.30 – 11.00 

 Introduction  Volunteer teacher introduces herself (Indo-

nesia language) 

 Students introduce themselves (Indonesia 

language)  

 Volunteer teacher and students agree on 

rules in the classroom 

30 mins 

 Understand the 

positive attitude 

 Volunteer teacher provides a sheet of paper 

where students write a name of their friends 

and describe positive characters of their 

friends  

 Students draw a superhero which illustrated 

themselves and is equipped by description 

about positive attitudes they want to pursue. 

 Students tell about their own drawing in 

front of the class 

30 mins 

 

30 mins 

 Introduction (using 

English) 

 Volunteer teacher explain about introduction 

in English. Students write it on their note-

book and explain it in front of the class 

 Students line up and ask questions that they 

have wiritten to their friends, their friends 

will answer and vice versa  

 Students make a hand print and wrote what 

they have learned about introduction in Eng-

lish in each fingers 

30 mins 

 

30 mins 

 

30 mins 

2 Spirit from The 

Island 

 7.30 – 09.00 

09.30 – 11.00 

 Making an recycle 

artwork 

 Sing a song ”throwing the rubbish” 

 Volunteer teacher and students clean up the 

area around the school by singing the song 

 Go back to the classroom 

 Volunteer teacher explains how to make re-

cycle artwork  

30 mins 

30 mins 

 

30 mins 

 

 

 Watching video and 

sory telling 

 Volunteer teacher and students watch a mov-

ie about the ocean 

 Students make fish using an origami paper 

30 mins 

60 mins 

3 Nationalism   7.30 – 09.00 
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09.30 – 11.00 

 Singing national song  Volunteer teacher teach students to sing na-

tional anthem and some national song 

 A student leads the whole class to sing a na-

tional anthem 

30 mins 

30 mins 

   Grade 1 students draw an Indonesian nation-

al flag 

 Grade 4 students learn science and do the 

assignment from their textbook 

60 mins 

60 mins 

4 Future Goals   7.30 – 09.00 

09.30 – 11.00 

   Volunteer teacher explain about various pro-

fession    

 Students play role of one profession who 

they want to be  

 Students write about their dreams and goals 

in the future 

30 mins 

30 mins 

 

60 mins 

 Finger painting  Volunteer teacher explain about finger paint-

ing technique 

 Students make an artwork using finger paint-

ing technique which explains their dream 

and hope called ”tree of hope” 

30 mins 

60 mins 

 

5 Using a good com-

mand of Indonesian 

language 

 

 7.30 – 09.00 

09.30 – 11.00 

 Daily activities  Volunteer teacher explains about daily actvi-

ties  

 Students write their routines and schedule 

30 mins 

60 mins 

   Volunteer teacher explains about important 

actors in Indonesia, their achievement in pol-

itic, economy or science 

 Discussion with students, question and an-

swer about important actors in Indonesia 

60 mins 

 

30 mins 

6 Sports  7.30 – 09.00 

09.30 – 11.00 

 Outdoor activities  Volunteer teacher leads students to do the 

aerobic 

 Volunteer teacher arrange a relay run for 

students 

  

30 mins 

30 mins 

 

60 mins 

 Group work  Volunteer teacher divides students into 

groups, explains the importance of teamwork 

in a group 

 Students make an artwork with the theme 

environment using corrugated paper, they do 

it in a group 

30 mins 

 

60 mins 
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Liite 2 / Appendix 4 

Aspect of Observation 

Planning (Timetable) Lesson (Material and 

Source) 

Teachers-students’ 

and student-student 

relationship (Instruc-

tion and interaction) 

 

Routines in the 

classroom (Students 

attitudes and be-

havior) 

 

Teacher teaches two 

grades as separate 

groups (differentiation 

of level) 

Grade 4 do exercise 

from textbook. Lower 

grades do exercise from 

whiteboard because they 

don’t have textbook 

They call Volunteer 

teacher as “sister” or 

“brother” although 

researcher also teach 

in the classroom. “Can 

we play together after 

school?” 

Students always 

greet teacher politely 

Volunteer teacher uses 

the whole-class teach-

ing then split into sep-

arate groups according 

different levels 

Volunteer teacher de-

sign lesson plan accord-

ing to syllabus from 

program coordinator by 

using students’ context  

Students are afraid of 

teacher, teacher is the 

only one who has au-

thority. “We don’t 

want to ask her, she 

will scold at me if we 

can’t find the answer 

from book.” 

Higher grade stu-

dents take the re-

sponsibility to clean 

up before school 

starts. 

Both teacher and vol-

unteer teacher view 

grade 1 and grade 2 

have almost similar 

ability, they often 

teach them as one 

grade group without 

differentiation their 

levels 

Students are interested 

with story books 

brought by researcher, 

but they want researcher 

read for them because 

grade 1 still can’t read 

yet  

Volunteer teacher tells 

many kinds of songs 

which easily remem-

bered by students to 

train good behavior 

(like throwing rubbish 

on the trash bin) 

Some students often 

come early, others 

come late, so does 

after the recess, they 

often come late be-

cause they always go 

home to have their 

breakfast. 

Students don’t finish 

their work at the same 

time, higher grade 

finish early while low-

Students are asked to 

find reef and seashells 

on the beach to finish 

their artwork (use mate-

Volunteer teacher of-

ten use funny gestures 

to interact with stu-

dents like she use “si-

They often ask early 

recess or early dis-

missal 
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er grade still needs 

help. 

rials provided by nature) lent clap” to make 

students quiet.  

 Some students from 

lower grade come to 

school without even 

bring notebook and pen-

cils 

Volunteer teacher 

hardly show anger to 

train discipline to stu-

dents. “You know, 

usually teacher will 

pinch us if we’re 

naughty” 

 

 Volunteer teacher al-

ways prepare learning 

materials because she 

often uses paint and 

drawing paper which 

students in this village 

don’t have 

Volunteer teacher 

don’t hesitate to show 

example of some ac-

tivities to students. For 

example, during the 

aerobic exercise, she 

moves together with 

students. 

 

  Higher grade often 

helps younger students 

if they have finished 

their work 
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Appendix 5 

Data Analysis Rubric – Danielson’s Model 

Domain 1 Domain 2 Domain 3 Domain 4 

Classroom teacher 

and I teach different 

grades, I took over 

grade 1 and 2, she 

taught grade 4 

Grade 2 sometimes 

offer to help me to 

conduct grade 1 to 

read the syllables 

I walked around to 

check one by one, 

student who didn’t 

have a book still didn’t 

have initiative to ask 

for a piece of paper 

too, then I asked them 

to go back home and 

take their book 

 

The village located in 

an island from the 

main island, so there is 

no chance for them to 

see more about the 

outside world except 

their neighborhood. 

I teach similar topic 

for all grades by giv-

ing different lesson 

Grade 4 offer helps to 

the lower grade when 

they observed that 

grade 1 faced difficul-

ty when they made 

fish from origami pa-

per 

Every time I bring 

story books, students 

were always so excited 

to read or at least to 

see the pictures. 

 

Students were enrolled 

at school at very 

young age. After they 

graduate, they must 

continue secondary 

education in another 

island 

Some students finish 

their work faster 

than others, grade 1 

still needs help to 

write their name on 

their palm stamp. 

Grade 4 wrote the 

introducing in 

English well.  

 

Grade 4 help me to 

arrange students’ line 

up before the aerobic 

starts. 

I could not explain too 

much examples in one 

lesson because my 

teaching source was 

very limited.  

 

Parents enroll children 

to school early because 

they must go to work 

and no one take care of 

them at home. 

 

Grade 2 told me that 

grade 1 usually read 

syllables loudly in 

front of the class and 

repeat it for five 

times 

The bell is only a can 

rung by using iron 

stick so students will 

listen to the bell when 

the class start. 

Students kept making 

excuse not to do sports 

again because they 

were tired after the 

aerobic exercise. 

Not parents involved 

in children’s self-study 

at home.  
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Students start the 

day by cleaning the 

classroom, morning 

prayer, then greet the 

teacher 

Students read syllables 

from whiteboard be-

cause they don’t have 

text book 

That’s called “tepuk 

diam” (quiet clap), you 

clapped and showed 

quiet gesture by put-

ting your point finger 

in front of the mouth 

while saying 

“ssstttttt….” 

 

Students who parents 

involved in their edu-

cation, achieve more 

in the classroom 

 A classroom shared by 

three different grades 

and one teacher. Class-

room teacher arrange 

the seating according 

to the grade 

I made them to prom-

ise that they will not 

disturb their friends 

during the lesson and 

be responsible for 

clean up because if the 

class was messy when 

they’re using paint, I 

would not let them to 

use paint next time. 

 

 

 After I explained about 

the profession I asked 

them whether they 

have question or not 

and they just remained 

silent, so I was feel 

very disappointed 

because they were 

passive. 

 

  

 

 

 

 

 


	1 Introduction
	1.1 The challenge of education in Indonesian society
	1.2 Justification of study
	1.2.1 Researcher’s positionality
	1.2.2 Previous research
	1.2.3 Statement of research question


	2 The research context – Indonesia
	2.1 Demographic facts
	2.2 The education system in facts and figures
	2.3 The profile of voluntary program Kelas Inspirasi
	2.3.1 Introduction to voluntary program Kelas Inspirasi
	2.3.2 Preparing for a week teaching in Gili Asahan


	3 Theoretical Framework
	3.1 Challenges of multigrade classroom and strategies to overcome them
	3.1.1 Curriculum planning for multigrade classroom management
	3.1.2 Peer tutoring and flexible grouping
	3.1.3 Learning resources and support

	3.2 A Framework for teaching
	3.2.1 Domain 1 – planning and preparation
	3.2.2 Domain 2 – classroom environment
	3.2.3 Domain 3 – instruction
	3.2.4 Domain 4 – profesional responsibility

	3.3 Rural schooling in pursuing pedagogy of place

	4 Methodology
	4.1 Case study
	4.2 Data Collection
	4.3 Data Analysis

	5 FINDINGS
	5.1 Demonstrate knowledge of content and pedagogy in the rural school
	5.2 Managing classroom procedure and student behavior in the multigrade setting
	5.2.1 Managing classroom procedures
	5.2.2 Managing student behaviour

	5.3 Engaging students in learning in the multigrade class
	5.4 Integration of non-formal education by communicating with rural families

	6 TRUSTWORTHINESS AND ETHICAL CONCERN
	7 DISCUSSION AND CONCLUSION
	Lähteet / References

